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Abstract
Social injustice has occurred and continues to occur in a variety of ways globally.

To ensure schools develop socially conscious and responsible citizens it is

imperative to bring an of and prejudice, discrimination, and

human indignities and ities into our By doing so, students are

afforded the opportunity to study specific injustices critically and reflect on ways
they may affect change. By utilizing various genres of children’s literature,
including historical fiction, biographies, and informational picture books, students

are able to connect to the and thus ize with their ci

Students are guided through a three-phase implementation model of a thematic
literature unit that reflects the theme of the unit, the formal and informal curriculum

leaming outcomes through leaming i that are

and lived-textual using a variety of quality learning resources. Students are
encouraged to examine the issues presented in the literature, respond critically and
creatively, and make informed decisions as individuals and citizens of a democratic
society. Finally, students are invited to analyse and interpret their own world and
the world of others through the wealth of quality children’s literature available to

them today.
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CHAPTER 1
INTRODUCTION
Background of Project
In an ever-expanding informational society, images, sights, and sounds from
every comner of the earth are simply a mouse-click away for most Canadian students.

Students today have access to an i dible wealth of i i ding every

conceivable topic through various forms of media including the Internet, television,
radio, and newspapers and the possibilities increase daily. Some of the information to
which students have access can be disturbing. Think of the destruction that occurs as
a result of the conflict between Catholics and Protestants in Northern Ireland. the
“ethnic cleansing” of Muslims in Bosnia, and the religious and political warfare
killing people in the Sudan which has already been devastated by drought and
famine. It is images such as these that students are subjected to daily. Students need
to be prepared to deal with these complex situations so that they are able to recognize
injustices that occur around them and even to them.

In this regard, teachers need to ask the following questions: Do today's
students understand the images and messages behind the injustices to humanity
witnessed nightly? Do teachers encourage students to reflect upon the injustices and
question the motivation behind them? Does the curriculum invite students to explore
their feelings and reactions to such horrors inflicted on other human beings? Do
teachers offer students opportunities to examine the kind of support they might
extend to help alleviate some of the injustices imposed on others either locally,

nationally, or globally?



Statement of the Problem
The document, Foundation for the Atlantic Canada Social Studies

Curriculum for Primarv, Elementary and Secondary (1999), issued by the Atlantic

Provinces ion F ion (APEF) that “students learn through
designed around sti ing ideas, social issues, and themes™
(p. 29) in order to make learning i It studying “truly sif

events” (p. 29) that students should know and be able to apply to their own lives.
Further, the document promotes a thoughtful approach to inquiry in which students
assume responsibility for their own learning through “exploration. investigation,
critical and creative thinking, problem solving, discussion and debate, decision
making, and reflection” (p. 29). Finally, Social Studies must:

Consider the ethical dimensions of issues and address controversial

topics. It encourages consideration of opposing points of view, respect

for well positions, sensitivity to cultural si ities and
anda i to social ility and action (p. 29).
These are lofty, but ile key stage curri learning to be

achieved by 10-13 year olds. However, it has been the writer’s experience that there
is little in the way of resources provided to achieve these leaming outcomes at the

elementary or junior high school level in Newfoundland and Labrador. Most of the

Sociai Studies for and Labrador for these age
levels are outdated and often uninspiring, e.g., Communities Around Our World

authorized for grade four was published in 1984 and Living in North America



prescribed for grade seven was published in 1986. Not only are these textbooks
outdated but are comprised of facts and figures that do not necessarily capture
students” imagination or attention. However, the most obsolete textbook in
Newfoundland and Labrador schools by the Department of Education listed in the
Program of Studies 1999-2000 is the prescribed grade nine text Exploring World
Cultures (1977). When one reflects on the major events that have changed the face of

the global community in the past twenty years, it is difficult to understand why this

textbook i tobe i How can teachers accomplish

learning in a manner that is stimulating, interesting,
and informative for students? In addition, how can teachers make the issues being
studied relevant to the lives of their students?

Available and relevant leamning resources that can provide students
opportunities to read and discuss past injustices and help them find their own place in
the present is children’s and adolescent literature. In particular, the literary genres of
historical fiction as well as books from the genres of picture storybooks,
informational books and poetry that reflects historical times and events can bring
history to life. Reading and discussing the past can help young people find their own
place in the present. Carol Lynch-Brown and Carl M. Tomlinson (1999) contend that
historical fiction brings history to life by creating captivating child and adolescent
characters in accurately described historical settings. Further, these genres provide
students with the human side of history, making it more real and memorable.

Studying historical stories captures students’ attention, excites them about the past,



and helps them the i of indivi in society. A ding to
Temple, Martinez, Yoksta, and Naylor (1998), students who read such stories are

better able to the past. By ing the past they are better able to

d dth their ity, their culture, and the world. Students
empathize with other young people who appear to have lived lives that are seemingly
similar to their own, yet at the same time, different. Actual photographs, diary
entries, documents, and posters enable students to realize that these long-ago events
actually happened to young people much like themselves. According to Cynthia
Mershon (1999), “teaching history through fiction breathes life into the dusty past™
(p. 49). She continues by stating that historical fiction expands students’ appreciation

of history by being able to real people’s emotions, beliefs.

and the effect that historical events have on daily life. Kipling (as cited by Mershon,
1999) asserted that history would never be forgotten if it were taught in the form of
stories.

Using children’s and adolescent literature as a main learning resource has
been one of the primary ways teachers have attempted to communicate society’s
values. Mershon (1999) conveys that “literature can reflect, illuminate, amplify, or
call into question students’ understanding of history™ (p. 51). In addition, it presents
vital human dimensions and allows students to acquire a deeper grasp of the meaning
and impact of these events and issues that fill traditional textbooks. Literature can
play a valuable role in sensitizing students to the realities of the lives of people who

are different from them in ethnicity, culture, religion, and socio-economic status.



Social injustice has existed since the beginning of time. One form of social
injustice that has always existed throughout history is slavery. A wealth of children’s
and adolescent literature is available on the African-American slavery in the southern
United States in the early part of the nineteenth century. Authors such as Gary
Paulsen in his novel Nightjohn, (1993) and Julius Lester in his picture book From
Slave Ship to Freedom Road (2000) featuring Rod Brown’s hauntingly realistic
paintings, have revealed the cruel treatment of the African-American slaves in vivid
detail. Another social injustice that has existed throughout time and continues today
is the persecution of specific religious groups, especially the Jews. Such persecution
has occurred in every century in different parts of the world. One of the most famous
was Hitler's attempts to eradicate the Jews during World War I1. Canadian author,
Carol Matas, has brought this frightening time in history to life in several of her
novels such as Daniel s Storv (1993), Afier the War (1996), and The Garden (1997).
By delving into these two specific forms of social injustice it is anticipated that the
learning outcomes related to social injustice outlined in the Foundation for the

Atlantic Canada Social Studies Curriculum (1999) for 10-13 year olds can be met.

By studying ag iate literature ing Afri ican slavery
and the Jewish Holocaust, it is hoped that students will be able to reflect upon and
identify the core values of a democratic and civil society. Gary Paulsen’s Nightjohn
(1993) deals with the abuse inflicted upon the African-American slaves on the Weller
Plantation in the 1850's. However, it also portrays the courage many of these slaves

demonstrated as well as revealing how they overcame adversity. Lois Lowry’s
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Number the Stars (1989) accurately portrays the courage of the Danish people during
the Second World War by introducing us to the Johansen family. This family
represents many of the Danish families that risked their own lives to help the Jews
during the German occupation of Denmark. Stories such as these should never be
forgotten. They build students’ awareness of how systems of power affect people and
the lives they lead. They invite conversations about faimess and justice, and
encourage children to ask why some groups of people are positioned as “others™
These conversations are not only appropriate for students, they are too important for
them to miss. One of the responsibilities of teachers is to educate students about such
key virtues as honesty, dependability, trust, responsibility, tolerance, respect, and
other commonly-held values.

By examining African-American slavery and the Jewish Holocaust through

children’s and adolescent literature, students experience the lives and feelings of the «

Thus, a clearer ing of social injustice as well as a better
appreciation of human rights is gained. When students understand their human rights.
they are better able to protect the rights of themselves and the rights of others as well

as appreciate the real meaning of freedom, and what it means to be fully human

Purpose of the Project
The purpose of this project is to develop a curriculum and implementation
framework for a thematic literature unit on social injustices. The intent of this unit is

1o provide 10-13 year olds the opportunity to develop a better understanding and



of the and social injustices inflicted upon humanity in a
global, national and local domain from an historical perspective. Through reading
and responding to a wide range of children’s and adolescent literature. concepts such

as

pes, prejudi iscrimination, human rights, and social responsibility will
be explored. As well, through the exploration students will reflect on the injustices
they have experienced in the literature and be invited to contemplate their role in
becoming socially responsible citizens. Teachers must help students to grow by ~
helping them develop greater sociocultural understanding, an attitude of care and
concern, a willingness to participate in social criticism and critical self-refiection,
and a commitment to engage in a personal action that serves an increasingly broad

number of “others™” (Houser, 1999, p.212).

Definition of Key Terms

Developing Socially Responsible Students: A Thematic Literature Unit on
Social Injustice deals with several concepts that may be defined in different ways.
For the purpose of this project, the writer, by referring to Merriam-Webster
Dictionary (2000) and information from researchers such as Galetti (1999), Houser
(1999), Mershon (1999), and Nelson (1994) defines the key terms as follows:
Historical Literacy:
The ability to understand and interpret the stories of the past which should permeate

all history instruction (Nelson, 1994).



Human Rights:

The basic rights and freedoms every human being is entitled to without distinction of
any kind as to race, religion, gender, or language. ({/niversal Declaration of Human
Rights, 1948).

Inequality:

The quality of being unequal or uneven in society. Not afforded equal opportunity
with others due to factors beyond one’s control such as race. gender, or soioeconomic
situation (Galetti, 1999).

Social Injustice:

A violation of a right or of the rights of another in human society: the absence of
justice or any act that involves unfaimess to another human being or violation of his

rights (Merriam-Webster Dictionary, 2000)

Summary
Social injustice has always existed and continues to pervade society globally.

Students need to acquire an of the p of . prejudi

inequality, and discrimination in order to become socially responsible citizens. The
purpose of this project is to develop a curriculum and implementation framework for
a thematic literature unit on social injustices for 10-14 year old students. Through the
unit, teachers will invite students to examine situations where inequalities exist or
individual’s rights have been denied. Teachers have a responsibility to deliver a

curriculum that encourages students to critically look at their world and motivate



them to ask questions and seek solutions to the injustices they observe. In order for
students to know their own rights and to take a stand against injustices they witness,
it is imperative that they understand the meaning and implications of social injustice
at all levels. Through an exploration of a wide variety of children’s and adolescent
literature, students will realize that the global community is similar to their own and
all humankind are entitled to the same liberties and freedoms that people in a

peaceful, democratic society enjoy.



CHAPTER I
REVIEW OF RELATED LITERATURE

An effective and i and i

framework for a thematic literature unit needs to be constructed on the foundation of

the most recent research. In this regard, Chapter [I provides the research for and

of the essential to be included in the development and
implementation framework of such a unit. For the purpose of this project, this chapter
reasons why students should learn about social injustices, states the values of using

children’s and adolescent literature and the importance of reader response to heighten

students’ of social i ices. as well as describes the process of

developing and implementing a thematic literature unit on social injustice.

Why Students Should Study Social Injustices
‘Why is it important for students to be aware of social injustices? Students
need to develop their own opinions and viewpoints regarding social issues. As well.

they need to develop an unde ing of the human ition, by reflecting on

differing perspectives from a variety of sources. According to Gretchen C. Lockett
(1996), “Social studies are required to teach values in a balanced way pointing out all
sides and raising questions associated with issues " (p. 3). By contrasting differences
in value systems, students will develop their opinions based on logic and perceptions
while working from various resources.

Students need to develop awareness of the various forms of inequalities which



exist in today’s society. Bigelow, Christensen, Karp, Miner, and Peterson (2000)
maintain that ““too many schools fail to confront the racial, class, and gender
inequalities woven into our social fabric™ (p. 4). Further, they believe that classrooms
should be places of hope, where students and teachers gain glimpses of the kind of
society they could live in and where students learn the creative and critical skilis
needed to make it a reality.

Students need to view themselves as truth-tellers and change-makers. They

need to acquire skills to help them take action on important social issues such as

ping, prejudice, and discrimination. The online site called About Injustice

Studies (2000) claims that “a primary purpose of education should be to reduce pain,

and by people to explore the nature of evil and
commit themselves to continue the search for understanding” (p. 1). Teachers can

begin to develop students’ awareness of how evil evolves by introducing and

concepts such as pes, prejudice, and discrimination.
Understanding the nature of these concepts is the first step in combatting these
practices. Students must understand that every human being deserves to be
considered as a unique and valuable individual. Teachers must awaken in students a
human connection to all people and challenge them to act by helping students realize
that their efforts make a difference (Lockett, 1996).

By building students’ consciousness of social issues, students can reflect on
and discuss the injustices which they have vicariously witnessed. Through this

exploration students will learn about tolerance and empathy towards others. They



will formulate their own views and opinions, as well as contemplate their social
responsibility in affecting change.

Teachers need to help students grow and develop in a social context. This
involves helping them “develop a greater sociocultural understanding, an attitude of
care and concern, a willingness to participate in social criticism and critical self-
reflection, and a commitment to engage in a personal action that serves an

increasingly broad number of ‘others’™(Houser, 1999, p.212). Because human
experience consists of thoughts and actions, as well as feelings, emotions. and
relationships, one effective way to promote students’ social development is through
literature. Classroom environments can be infused with literature and learning
experiences that cause students to reflect on and apply core values of a democratic
and civil society (Galletti, 1999). As Elliot Eisner (1991) observed:
Different forms of representation provides different kinds of meaning.
‘What one is able to convey about sociology through a literal or
quantitative form of sociology is not the same as what is sayable
through a novel... What all the arts have in common is their capacity to
generate emotion, to stimulate and to express the “feel” of a situation,
individual, or object... Feeling is a part of all human encounters and all
situations and objects. When the feeling tone is incongruous with the

content described, unde ding is dimini (pp. 552- 554).

In and Labrador, the De of ion’s d

Foundation for the Atlantic Canada Social Studies Currtculum for Primary,
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Elementary, and Secondary (1999) states that by the end of grade 6 students will be

expected to:
. give examples of the influence of freedom, equality, human dignity,
justice, and civic rights and responsibilities in Canadian society
(p. 16);
. discuss why and how stereotyping, discrimination, and pressures to
conform can emerge and how they affect an individual (p. 18):
. identify causes, consequences, and possible solutions to universal
human rights and other selected global issues (p. 22):
. identify and describe how people create places that reflect human
needs, values, and ideas (p. 24): and
. identify and compare events of the past to the present in order to make
informed, creative decisions about issues (p. 26).
As well, the document Foundation for the Atlantic ('anada Social Studies
Curriculum for Primary, Elementary, and Secondary (1999) maintains that
Issues-based social studies considers the ethical dimensions of issues

and add topics. It i ion of

opposing points of view, respect for well-supported positions,

to cultural similarities and di anda

to social responsibility and action (p. 29).
These are but a few valid learning outcomes as to why students should study social

injustices.



The Values of Children’s and Adolescent Literature
One of the most important purposes of Social Studies is to increase the
empathy of students for other peoples and cultures, past and present (Lynch-Brown

and Tomli 1999). The and Labrador Department of Education’s

Foundation for the Atlantic Canada Social Studies Curriculum (1999) maintains that
Social Studies “examine(s) human rights issues and recognize(s) forms of
discrimination, determine(s) the principles and actions of just, pluralistic, and

societies, (and) ing of their own and others™

cultural heritage and cultural identity and the contribution of diverse cultures to

society” (p. 6). Children and cannot be itized to the of

people who are not like them by merely being told to appreciate others’ differences.
Attitudes are hard to change. Teachers need to assume responsibility of breaking
down the barriers of prejudice. What cannot be taught through facts may be taught
through the heart. Literature can help affect understandings. Through literature,
students share in the lives and feelings of the characters rather than dealing only with
the facts. Quality literature can reflect many aspects of a culture such as its values,
beliefs, ways of life, and patterns of thinking. Quality literature can transcend time,
space, and language, and help readers better understand people whose stories take
place in a different historical and physical setting. Literature provides food for both
the head and the heart (Huck, Hepler, Hickman, & Kiefer, 1997). Books may be used,
also, as agents for change, vehicles for introducing concepts, and catalysts for

activities. Each time students read well-written literature, they may be changed by the



experience and see the world in a new way. For these reasons, literature can be a

powerful vehicle for ing cultures and i different than their own

(Allen & Piersma, 1995).

With the ing amount of i ion that students have access to on
a daily basis, including the news media, the Internet, as well as printed materials,
they can be bombarded by horror stories. Many are unable to digest this information
because they lack the background necessary to develop critical questions regarding
the images and messages which they view. Students may wonder why people have to
leave their homes and go to unknown territories? Why rebels are bombing schools
where children study? Why so many people have been killed? What ethnic cleansing
is? Reading and discussing the past can help voung people find their own place in the
present. Literature, such as historical fiction, provides a valuable context for thinking
about history because it reveals personal motivations and the effects that historical
events have on daily life.

Weaving together concepts, beliefs, values, and resources while immersing
students in the time period, the location, and the culture of the people allows students
to see history as real life (Nelson,1994). Nelson maintains also that authentic learning
occurs when students are exploring genuine issues and asking thoughtful questions
about racism and discrimination, war and peace, rights and responsibilities, and
Jjustice and freedom. Thus, historical fiction, as well as picture storybooks and

informational books from an historical perspective create images of people no

different than the students . Further, by ing to ch such as



Lucy Spencer in North by Night (Ayres, 1998), and Irene Gut in /n My Hands:
Memories of a Holocaust Rescuer (1999), they will better understand the importance
of assisting friends in need as these young women did. Through the genres of
historical fiction, and stories from picture storybooks and informational books with
an historical perspective, students will better relate to events of the past. As a result,
students will discover the possible effects for the future by becoming aware of the
past. They will begin to understand themselves, society and the world in which they
live and seek to act intelligently and responsibly.

By reading quality literature from an historical perspective, students are
presented with an authentic representation of the events of the past. Students must
understand that there were people who helped the Jewish people during World War II
presented in such works as Claire Hutchet Bishop’s Twenty and Ten (1988), Michaet
Morpurgo’s Waiting for Anya (1990), and Johanna Reiss™ The Upstairs Room (1972),
Further, many white Americans who helped the African-American slaves escape to
freedom are portrayed in historical fiction such as Katherine Ayre’s North by Night
(1998), Lois Ruby’s Steal Away Home (1994), and Barbara Smucker’s Underground
to Canada (1978). By meeting characters vastly different from themselves, they begin
to see life from another point of view (DeFelice, 1998). Thus, stories of a historical
nature shape conceptions of the world and is an unlimited resource for insights into
what it is to be human.

Kathleen Karr (2000) contends, “Historical fiction is a time machine into the

past... emphasizing extraordinary events, or historical figures, or just gives a feeling



for what life could have been like n the good old days™ (p. 30). Rochman (1998)
declares there is no better way to make young people experience history than to get
them to read a story with characters they can relate to. Authors, Cynthia DeFelice
(1998) and Michael O. Tunnel (1998), believe that although historical circumstances
may change human nature basically remains the same. Additionally, Lynch-Brown
and Tomlinson (1999) feel that literature of an historical nature helps young people
to gain an appreciation of the universality of human needs across history. By reading
about others, students can learn about themselves (DeFelice, 1998). Further, such

literature brings history to life by placing child or in

accurately described historical settings. It provides readers with the human side of
history making events more real and more memorable (p. 149). Literature from an
historical perspective permits students to read multiple perspectives on topics which
helps them to develop critical thinking (Lynch-Brown & Tomlinson. 1999). Author
Joan Aiken (1996) believes that history that is told in the form of stories will stick in
the mind long after statistics and dates have slipped away. To summarize. through
stories of an historical nature, students experience vicariously times, places, cultures,
situations, and values vastly different from their own. In doing so, they are able to see
reflections of themselves, their times, their country, and their concerns.

Selection of quality children’s literature for a thematic unit on social injustice
must satisfy several criteria. First, the literature must be developmentally appropriate
50 that the text can be understood by the intended audience. It ought to have lasting

literary value that is meaningful and enjoyable to read. Particular attention should be
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paid to character development, dialogue, plot, and the message being presented by
the author (Huck et al, 1997). Further, the information presented must be valid and
accurately depict the historical period and culture with no bias or stereotyping by the
author (Temple, Martinez, Yokota, & Naylor, 1998). Finally, quality children’s and
adolescent litcrature should examine issues that involve values and attitudes that
students must eventually assimilate (McGowan, 1987).

When the major leaming outcome of a thematic unit is to become socially
responsible, a narrative style may capture student interest and promote greater
perception. Teachers realize that literature has connections to real life issues and
emotions, and that personal constructions of meaning and individual responses to
literature linger long after the initial reading of a text. Teachers also acknowledge
that through literature, intertexuality is fostered as students build on what they learn

in one text and apply it to another. N ive stories with ions to

content are often used as springboards for a theme study promoting the content

outcomes. Literature is a way to construct personal meaning with texts that leads to

aesthetic iation and the insi gain of ge and i

(Spillman, 1996).

Reader Response
Social injustice is a difficult topic to comprehend. Thus, students may find the
discussion of some issues studied on this particular theme disturbing. In light of this,

it is essential that teachers provide students with enough time to reflect, digest, and



assimilate their thoughts and feelings on the literature they are reading. Louise
Rosenblatt (1968) suggests that reading usually involves two roles or stances: the
efferent and the aesthetic. The efferent stance is concerned with what information
can be leamed from the reading, while the aesthetic stance is concerned with the
experiences of reading itself, the feelings and images that come and go with the flow
of the words. In most school settings, it is the efferent stance that receives the greater
focus. However, Rosenblatt maintains that if new literary experiences are to be
gained, the aesthetic stance needs to be fostered.

Aesthetic reading centres on a transaction between the reader and the text

which is fostered through personal response, i i ion, and el

leading to new literary experiences, both in reading and writing (pp. 113-114). Based
on Rosenblatt’s reader response theory, she conjectured that all students bring their
experiences and prior knowledge to a text when they begin to read. Each student’s

experiences are unique which means each student will respond to the same text

based on his/her indivi i and k . It is these unique
and individual interpretations of the same text that contributes to intriguing
classroom interactions, leading to extended understanding and appreciation of their
text world.

Pugh (1988) states that “reader response izes the i

an individual has with a text, with the reader’s personal response having primacy
over formal knowledge of textual characteristics™ (p. 1). Therefore, readers draw on

parts of their own world while they explore complex situations and characters. By
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talking and writing about personal and other familiar experiences connecting to what
has been read, students can gain new perspectives on the world. Thus, surrounding
students with quality literature will assist in stimulating reader response among the
students. Encouragement for personal response to texts is essential if students are to
explore their ideas and opinions on specific issues. By exposing students to a broad
range of books as well as many writing experiences and sharing of personal
responses, they can begin to build an awareness of the commonalities among readers
of the same text.

Rosenblatt’s vision insists that the readers are important factors. Probst

(1992) states that ~...if we are to allow the full range of possibilities, we must
encourage readers to attend to their own conceptions, their own experience, bringing
the literary work to bear upon their lives and allowing their lives to shed light upon
the work™ (p. 60). He continues, “A reading that really respects the integrity of the
text must also pay attention, close attention, to the reader’s responses, thoughts,
feelings, and memories, because without that close attention to self readers have no
way of knowing where anything comes from™ (p. 60).

Because Rosenblatt concluded that reading is a process of creating rather than

simply receiving, she encouraged a change in the way literature is approached in the

She compiled several principles which should be followed to encourage
students to personally respond to literature being studied. The principles that

Rosenbl d are ized below.

I Teachers must rid themselves of any preconceived ideas about
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students’ reaction to any text. Students must have the freedom to react
in their own personal way after time has been allotted for reflection

and discussion.

Students must feel comfortable to react personally to a text. Teachers

must provide a where students
recognize that any and all responses will be accepted and not
condemned.

Students must be permitted to respond in any manner they wish so that
importance is placed on the response and not the form the response
has taken on.

Teachers must allow time and opportunity for the students to reflect
on their own reactions to text. Journals, reading logs, and response
statements are good strategies to capture initial responses as well as an
avenue to develop students™ ideas and opinions.

Students require time to discuss their reactions to text as well as listen
to others’ interpretations and opinions. Through these discussions.
students will be able to explore the similarities and differences among
their ideas and those of their classmates

Teachers should act as facilitators of the responses and not vessels of
knowledge regarding the literature. Students need to know that no
expected responses are required and that honest feelings and opinions

about the text is the goal.
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7. After students’ personal responses have been accepted, teachers must
then lead the students into a journey that will require them to gain
literary insights, make critical judgements, and gain ethical and social
understanding. Rosenblatt states, “Without a real impact between the
book and the mind of the reader, there can be no process of judgement
at ali, but honest recognition of one’s own reaction is not in itself
sufficient to ensure sound critical opinion™(pp. 66-76).

A reader’s response to a text is personal, and therefore, if teachers value
students’ meaningful involvement with literature, various responses must be
accepted. Students’ personal experiences with the concepts of stereotypes, prejudice,
and discrimination provides varying perspectives within the literature that addresses
these concepts. In the classroom, personal transactions occur as students write in
journals or as they confer with peers in literary circles. Having personal experiences

with literature is the focus of Rosenblatt’s approach.

Development of a Thematic Literature Unit
A thematic literature unit is a meaningful way of integrating literature into
any curriculum area. This process allows teachers to make sound decisions about
using children’s and adolescent literature within the framework of the mandated
curriculum, provides options for pursuing curriculum learning outcomes. and exposes
students to fine pieces of literature (Allen & Piersma, 1995).

Cooper (1993) defines a thematic unit as a “framework based on a particular



topic, idea, author, or genre” (p. 63). Pappas, Keifer, and Levstik (1990) specify a
thematic unit as a unit that reflects “patterns of thinking, goals, and concepts

common to bodies of knowledge. (It) link(s) together content from many areas of the

and depict(s) the ions that exist across disciplines, (and)

provi )a fora ity of learners in which all children (and
adolescents) can continue to learn language and construct knowledge™ (p. 49). Allen
and Piersma (1995) state that “A thematic unit is the result of a process in which
learning experiences are organized around a central focus. The focus may be a piece
of literature, a content area, or a set of integrated concepts and selections of ..
literature™ (p. 31).

A thematic unit creates a well-defined focus by providing a framework that
allows students to make connections among ideas, concepts and experiences (Pappas.
Kiefer, & Levstik, 1999). If students are able to link concepts and ideas to real world
experiences, then their leaming becomes more meaningful. This weli-defined focus
helps them see the natural connections between the content and the process. Thus, a
thematic unit provides an avenue for the development and expansion of students
schemas.

Such a unit should explore big concepts and large issues that encourage
students to develop higher level thinking skills. It has the potential for bringing more
authentic or meaningful reading activities to the classroom and encourages students
to pursue ideas more thoroughly so that they can develop an awareness of the

connections that exist across content areas. A thematic unit allows students to
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become involved, sometimes for weeks, with naratives and articles about one topic
(Pappas etal., 1999).

Rather than focus on acquiring a body of factual information, a thematic unit

provides for a general ing, as well as the
attitudes and values related to the theme (Sawyer & Sawyer, 1993). With a thematic
unit, emphasis is placed on acquiring meaning, developing attitudes, and acquiring
the ability to engage in additional learning dependent on the student’s interests and
motivations (Sawyer & Sawyer, 1993).

Students have a decision-making role in their learning that can be used to help
them develop an emotional stake in their own leaming. Teachers who work from a
thematic unit perspective “own” their curriculum (Pappas et al., 1999). They plan and
develop a thematic unit so their students have ample opportunities to use language
for many meaningful purposes. In these classrooms, speaking and listening, reading
and viewing, and writing and representing are not separate subjects or ends in and of
themselves, but strategies that are used together for leaming worthwhile and
interesting content, ideas, and information. In the process, students lear both the
content and the language. As students use language to learn, the teacher collaborates,
responds, facilitates, and supports their efforts. These roles engage the teacher in
his/her own inquiry into teaching and learning (Pappas et al, 1999).

A thematic unit questions the value of viewing content areas in isolation. The
thematic literature unit needs to be carefully planned. It must be correlated to the

developmental needs and abilities of the learners, and must be authentic and



purposeful (Sawyer & Sawyer, 1993). Students often experience difficulty
transferring skills from one subject to another. It makes sense, therefore, to consider
procedures by which leaming can occur within the context of all content areas and
present knowledge that is understandable to the age group one is teaching (Sawyer &
Sawyer, 1993). The instruction should be structured so that learning in one area
supports the learning in another area. This efficiency will result in better

understanding and retention in both areas.

A thematic unit, which high i provides an
for students to pursue learning for which they have an interest thereby developing a
variety of skills as part of the process(Strickland & Morrow, 1990). Strickland and
Morrow point out that the interdisciplinary approach emerged from the works of
early educators and psychologists such as Pestalozzi, Froebel, Piaget, and Dewey.
Each of these individuals believed that much of learning is based on student interest
The thematic unit takes the position of the constructivist approach to learning which
means students build their own meaning from their prior knowledge and experiences.

New i ion becomes i asitis and i into existing

schema (Donhan van Deusen & Brandt, 1997). As a result, the most effective
instruction would be that which actively involves the child.

The major learning resource for a thematic literature unit uses genuine,
unabridged literature for the theme of the unit. Children or adolescents explore and
respond to a variety of literature related to the theme under investigation. Through

this resource the students move toward higher-order thinking skills such as analyzing,



synthesizing, and evaluating, as they read and respond to central ideas in literary

works (Donhan van Deusen et al., 1997).

Curri F of a Thematic Literature Unit

According to Pappas et al. (1990), the purpose of any thematic unit is to

choose a topic that is worth knowing about, and that will provide a supportive context

for meaning-making. The topic should be one that reflects important concepts or

essential questions for students to examine in depth. Thus, the learning outcomes to

be achieved through a thematic literature unit are:

o

6.

To reflect patterns of thinking, goals, and concepts common to bodies
of knowledge,

To link together content from many areas of curriculum and depict the
connections that exist across disciplines,

To provide a framework for a community of learners in which all
children can continue to learn language and construct knowledge,

To provide children with many choices about how to pursue learning
so that they feel a powerful sense of ownership as they initiate some
activities and engage in others suggested by their teachers,

To a culture ofa ity of

learners that shares ownership of a body of knowledge and
understanding that has been jointly created, and

To allow for important exploration of differing points of view. (p. 49 )

Due to the adaptability of individual student needs and the flexibility of the
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content areas, there is no ined method for ping a thematic literature

unit. Several authors have suggested various forms of curriculum development
frameworks. Eby (1998) suggests an eight-step process which includes defining the
topic, defining the learning outcomes, outlining the major concepts, gathering
resources, brainstorming learning activities. organizing activities in sequence,
planning lessons that follow the sequence, and planning evaluation processes.

Wiles and Bondi (1998) recommend a six-phase model which suggests
reviewing curriculum plans; stating and selecting objectives; and organizing content

by time, assessing student ability; determining relevance to student; and reforming

jectives, considering possible and reviewing existing g
base, implementing instructional strategies and making corrections as appropriate,
selecting assessment devices and collecting evidence of student growth, and judging
success of strategies: making planning adjustments; and matching outcomes to
expectations (p. 110).

Strong (2000) suggests a six-step curriculum development framework during
the design stage of a thematic unit. The six steps include identify theme, discover
students’ knowledge base, identify leaming outcomes, select learning resources,
create learning experiences, and develop assessment tools.

Allen and Piersma (1995) encourage teachers to create a planning web when
designing a thematic literature unit to enable the teacher to view the total picture.
This web will create an overview of the entire thematic unit allowing the teacher to

see the connection between the concepts, leaming experiences, and content areas
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during the exploration of the theme, topic, or concept. Pappas et al. (1999) describe
webbing as a schematic technique that resuits from a brainstorming process.
Webbing allows teachers to extend a theme in many meaningful directions. Teachers

are able to choose ies and ies that relate to

essential to children’s understanding of the theme topic, or concept. “The web

provides a picture of the possibilities of a given theme, (topic, or concept)” (p. 58).

Implementation of a Thematic Literature Unit
‘When implementing a thematic unit, it is necessary to remember the
principles of teaching and learning as outlined in the Foundation for the Atlantic

Canada Social Studies Curriculum Document (Department of Education, 1999). This

states that these pri are “intended to guide and support decisions
relating to the learning and teaching process i i i and i
and (" (p. 45). The principles of teaching and

leaming are summarized as follows:

Principles of Teaching
1 Effective teaching ensures that the principles of leaming are the

foundation of a curriculum unit.

9

Effective teaching combines and integrates ideas, concepts, and
activities from a variety of disciplines and links them to the students’

previous experiences and knowledge.
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3 Effective teaching encourages students to look at diverse perspectives,
respect other points of view, be sensitive to cultural similarities and

and have a i to social

4 Effective teaching encourages and supports all students to be active
participants in a community of learners. Teachers encourage talk.

debate, i lication, and action as students

construct and integrate new meaning with previous understandings

(pp. 45-46).

Principles of Leaming
1. Students learn through different methods at individual rates. They

learn more easily when instruction complements their learning styles.

9

Students benefit intellectually and socially from a variety of learning

experiences that include both independent and collaborative

investigation.
3 Students learn most effectively in an active learning environment
of such as: ion, i i critical and

creative thinking, problem solving, discussion and debate, decision-
making and reflection(pp. 45-46).
Throughout the course of a thematic unit, students are actively participating in
their own learning through a variety of learning experiences. Thus, the thematic unit

is in keeping with these important principles and will enable students to be active
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participants in the learning process and therefore meeting the needs and learning

styles of all students in the class.

E of a Thematic Literature Unit

The implementation of a thematic literature unit may follow various
frameworks. Eby (1998) proposes implementation should follow the levels of
Bloom’s (1956) Taxonomy beginning with a highly motivating activity to pique
students’ interest and curiosity. The next several lessons should provide students with
basic facts and concepts so they can build a substantial knowledge base. Finally.

teachers should design further learning i aimed at the ication, analysis,

synthesis, and evaluation levels to ensure that students are able to think critically and
creatively about the topic (p. 128).
Allen and Piersma (1995) recommend that learning activities (experiences) to
be implemented be divided into three groups:
. Initiating Activities - These are designed to activate students prior
knowledge of the topic and to generate interest in the study.
* Developing Activities - These compose the major part of the unit.
They should provide students opportunities to experience a variety of
activities through several media. As much as possible, opportunities
should be provided for some whole class work, some small group
work, and some individual work.

. Concluding Activities - These help bring closure to the unit. With
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these activities, the students should demonstrate their knowledge of
the concepts of the unit (p. 68).

Another implementation framework is Lemlech’s (1998) three-stage structure

including:

. The Initiation Stage - ion of the theme, i and
guiding question. Stimuiates inquiry and discovers students™ prior
knowledge.

. D p Activities Stage - Devels of activities where
students reflect on ideas, link new knowledge to previous knowledge.
and construct new knowledge.

. Culmination Stage - ion and ion of what has been
learned through the exploration of the theme. (Lemlech, 1998).

A i i depends on a number of crucial

elements: classroom organization, teacher and student motivation, and ongoing

The following text on each element.
Classroom Organization
In order for students to construct a ive and

classroom environment is necessary. As Vygotsky (1978) theorized, students learn

through shared i and social ionships. A collaborative style bridges the

gap between the teacher’s and students’ schemas so that students can create their own

concepts and relationships. Thus, teachers must promote a sense of community that



will enhance a spirit of and ion. A ding to Pappas et al.
(1999), having t and with others p the ing of
students” . “With other’s children can go beyond their limits to

solve problems through interaction™ (p. 41 ).

A thematic unit is an effective instructional tool if teachers plan to utilize
cooperative leaming groups (Allen & Piersma, 1995). Teachers who becomes less
instructional directors and act more as facilitators find more opportunities to interact
with students to offer feedback and suggestions, and to assess student and unit
progress. Allen and Piersma (1995) suggest the following techniques in managing
classrooms engaged in a thematic unit:

1 Provide students with a tape recorder to record their discussion

whenever they are engaged in a group activity. This practice offers
teachers opportunities to assess students’ progress and participation, as

well as affording students the ity to lete self-

assessments.

=

Develop a monitoring system where students indicate on a bulletin
board, poster, or blackboard where they will be for that period or what
activity they will be pursuing. Not only does this help teachers with
management issues but it also allows the students to develop
ownership of and responsibility for their own learning.

i Encourage students to seek help and information from their peers such

as which resources they would recommend and/or help with
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proofreading and editing.

4. Provide a place in the classroom where students can sign up for a
teacher conference. This will indicate when students need assistance
or are ready to share. Once again the responsibility is placed back on
the students (pp. 123-125).

The classroom must be student-centred and teachers must be committed to
allowing students to direct their inquiry. This inquiry must be a social process where
students are encouraged to help and guide each other through purposeful
conversation. This permits students to have ownership in activities and projects that
enable them to construct and reconstruct knowledge based on what they already

know. This ip thus fosters

Feedback from self, peers, teachers, administrators, and parents is another
critical aspect of a cooperative learning environment. This feedback helps students
self-regulate their use of language through social interaction which leads to

ing and ification of their schemas. Self-regulation also

pi students’ i oran of their own thinking
(Allen & Piersma, 1995, pp. 123-125).

One of the most overlooked areas of an effective thematic unit is time.
According to Pappas et al. (1999), reflective inquiry requires sustained time. Students
require ample blocks of time to explore, think, and change their minds. consider and

evaluate different points of view, to decide on their questions and how to resolve

them, to read and reread, and to write and rewrite (p. 46).
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Teacher and Student Motivation

Motivation is crucial to the development of positive attitudes towards learning
and the teacher is a key factor to this impetus. If teachers demonstrate their own
enthusiasm for the topic and present leaming as a rewarding and fulfilling activity,
then this will, in all likelihood, stimulate the students’ interest. Teachers must
provide a classroom environment where students want to learn. Bandura (1977)
believed that students learn best when they want to learn and when they believe they
can learn. Thus, teachers must ensure that the learning experiences are meaningful
and purposeful. As well, teachers must allow the students to have choices about what
they are learning, how they are leaming, and how they will be evaluated. Teachers
must facilitate student learning by providing them with opportunities for choice.

input, and ina i i where students feel free to

take risks and attempt their own discoveries. This, in tun, will help encourage
students to become independent learners.

To promote attitudes that isition of the curri learning

outcomes which promote lifelong learning, the tasks and learning experiences
teachers employ are critical. To foster positive attitudes, tasks must have variety and
purpose as well as have personal relevance to the students. Learning experiences
should be challenging, yet manageable for the diverse learning needs of all students.
These types of leaming experiences require a great amount of creativity and time in

planning to guarantee appropriate effort by the students. However, the leamning
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benefits for the students and the satisfaction from the teacher’s perspective would be

well worth the effort ! Using motivati at the beginning of a

lesson with an emphasis on the fun and challenge of leaming as well as the teacher’s

the assi| isi (Ames, 1992).

Evaluation and Assessment

An important part of a thematic unit is the effective ways of assessing and

ing students” per A and evaluation are critical
of any thematic unit as without them it would be impossible to know whether or not
students have accomplished the learning outcomes set forth, whether or not the
teaching has been effective or how best to address student learning needs.

The Foundation for the Atlantic Canada English Language Arts Curriculum
(Department of Education, 1997) defines assessment as “the systematic process of
gathering information on student leamning™ (p. 46). Assessment processes require a
broad range of strategies to give students multiple opportunities to demonstrate their

knowledge, skills, and attitudes. Some types of assessment strategies include formal

and informal observations, work samples, records,
learning journals, peer- and self- assessment (p. 46).

Evaluation is defined as “the process of analyzing, reflecting upon and

and making ji or decisions based
upon the information gatheted” (Foundation for the Atlantic Canada English

Language Arts Curriculum, 1997, p. 46).
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The document also states that the information necessary for evaluative
purposes must have clear criteria and guidelines for assigning marks or grades to
student work, synthesize information from multiple sources, weigh and balance all
available information, and use a high level of professional judgement in making
decisions based upon that information (p. 46).

The most successful method for documenting student growth and knowledge
over time is to assist students in compiling a portfolio with representative work
samples. These are a non-threatening way to assess a student. Portfolios allow the
student to provide evidence of the reading and writing process as well as the product
of the process, to include both formal and informal measures, and to view students’
work within the context of the learning environment (Anthony, Johnson, Mickelson,
& Preece, 1991 as cited in Allen & Piersma, 1995).

Students should have the primary responsibility for selecting materials, but
teachers will also want to include observations in the form of either anecdotes or
checklists. Teachers will also want to keep notes and observation checklists to assess
the effectiveness of the activities for promoting learning, as well as make note of
which resources were most helpful and which provided little help. As an additional
source of information, teachers should also ask students to evaluate the unit.

Portfolios evolve over time and change as teachers leam more, observe the
students they teach, and allow time for reflection and growth. Portfolio assessment
has the potential to provide an effective match between what students can accomplish

in their writing and how teachers assess their work.
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Interactive conferencing is used for ongoing assessment and as a means of

redirecting efforts, whether they be individual or small group efforts. As well,

is used for rei these efforts with positive feedback

and motivational praise.

Summary
Examining relevant and current research it is clear that many criteria must be
met to ensure an effective thematic literature unit. A successful thematic literature
unit includes a purpose for study, allows students to connect prior knowledge.
concepts, and learning experiences across curriculum disciplines, and applies the
principles of teaching and learning as outlined in the Newfoundland and Labrador

D of ion’s mandated

In a thematic literature unit, the major learning resource is children’s and
adolescent literature. The vast array of quality literature available for students is the
ideal resource for inspiring discussions and provoking student reflection. Through
historical fiction, picture storybooks, and informational books from an historical
perspective, students identify with the feelings and emotions of the characters. as
well as better understand the time period. Ample time is devoted for student
reflection, expression of ideas, opinions, and perplexities encountered, as well as
making relevant connections to their own lives.

To ensure a productive thematic literature unit the classroom environment

must be one of a community of learners where students feel valued and their opinions
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matter. It is inquiry and student-centred which encourages students to discover and

create new edge through ion and collaboration. A and

evaluation of a thematic literature unit is ongoing and involves teacher, peer.

parental and self- i ing student progress is
gathered in a student portfolio for the duration of the unit under study and is made

available to i such as parents, inistration, and board level

personnel.
Chapter [II applies the research from this chapter to the process of developing

and i ing a curri k for a thematic literature unit.
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CHAPTER Il
CURRICULUM DEVELOPMENT AND IMPLEMENTATION
FRAMEWORK: THEMATIC LITERATURE UNIT

Chapter Ii outlines the ion for the

pment and i ion of
a thematic literature unit. This foundation is necessary in order for the teacher to

identify the theme of the unit, discover students’ knowledge base, identify the

learning select the iate learning ., Create age
appropriate learning experiences, and develop the necessary assessment tools for
ongoing evaluative purposes. Each of these steps is crucial in the development of a

successful and worthwhile thematic literature unit. As well, an elaboration of the

k is provided. This chapter describes the

and i

in-depth to help crystallize

these processes. These descriptions ensure the credible evolution of a successful

thematic literature unit on social injustice.

The Curri D Fi k

The curriculum development framework outlines the process of designing a
thematic literature unit in six steps. These steps describe the development of a

thematic literature unit and are delineated in the model (Figure 3.1).



40

Figure 3.1. Curri D pi Framework of a Thematic Literature Unit
Step 1: Identify Theme
(Based on students’ interests and needs, Newfoundland and Labrador
Dep: of ion’s i guides, and society’s expectations for

addressing social issues)
4
Step 2: Discover Students’ Knowledge Base
(Discussion and questions prompted by teacher, students, and others to gage
students’ knowledge base and generate interest in the theme)
13

Step 3: Identify Learning Outcomes
(Formal and informal learning selected from and
Labrador’s D of Education’s curri guides to address what
teachers want students to know and what students themselves want to know)
4

Step 4: Select Learning Resources
(Children’s and adolescent literature, movies, journals, the Internet, and
reference books which reflect the theme and learning outcomes)
4

Step 5: Create Learning Experiences
(Reflect theme, learning outcomes, include learning resources and address
students’ learing styles)

Step 6: Develop Assessment Tools
(Reflect the student-centred nature of unit and provide evidence learning
outcomes are met)

Adapted from Curriculum Development Framework (E. Strong, 2000).

Development of a Thematic Literature Unit
Step 1: identify Theme
How does one decide on a theme for a thematic literature unit? Although the
final decision regarding the theme of the unit becomes the responsibility of teacher,

the decision is derived from various sources - students, the Department of Education,
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and society. First and foremost, the students’ interests and needs must be
acknowledged. Students have access to an incredible quantity of information from
various sources including television, radio, books, movies, and the Intemet. With this
ever expanding access to information, students have many questions. They may have
seen a movie on slavery and wonder how such cruelty was allowed to occur. A novel
about the Holocaust may incite a student to declare that such an event would never
occur today. These statements may be the impetus for a teacher to identify a unit
theme to address some of the students inquiries.

A teacher also may choose a unit theme based on the Newfoundland and

Labrador Dej of ion’s APEF curri guides. These guides

across the and state that a thematic literature unit

is an appropriate method to achieve this recommendation. A teacher views the
curriculum documents and selects a focus from the key stage learning outcomes for
the grade level s/he is teaching.

A theme may develop from society’s need to address social problems such as
prejudice, discrimination, or inhumane treatment. Society relies on teachers to

address social issues. Therefore, a teacher has an obligation to afford students with

to reflect on ial issues, so they may formulate their own
opinions, and express their personal viewpoints in a variety of ways on topics that are
important to society as a whole. For the purpese of this project, the writer chose the
theme Developing Socially Responsible Students based on the Social Studies

curriculum guide and society’s need to address social issues (Appendix A, p. 80).
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Step 2: Discover Students’ Knowledge Base
The primary purpose of this step is to activate the students’ prior knowledge
and to spark students’ interest in the theme. Students are questioned about the theme,
encouraged to discuss theme-related books or movies, invited to ask questions or

provide comments to ensure an open interactive dialogue. In a whole class setting,

students i to leaming i by brail ing and webbing, as well as

questioning and predicting while the teacher acts as facilitator. Through these various

di ions and i the teacher di the existing base of
the students which encourages further interest and inquiry. Each student completes a
KWL chart identifying (K) what s/he knows about the theme, (W) what s/he would
like to learn about the theme, and once the unit is completed, (L) what s/he has
leamed from the unit (Appendix A, p. 119). These charts are kept in students’
portfolios and guide the teacher in selecting the leaming resources and the leamning

experiences that correspond to the students’ interests and needs.

Step 3: Select Leaming Outcomes
Once the teacher understands the interests and needs of the students, as well
as the prior knowledge they have regarding the theme, the formal leaming outcomes
are selected from the various curriculum guides advocated by the Atlantic Provinces
Education Foundation (APEF, 1999). The learning outcomes outlined in the APEF
documents respond to the needs of students and society by employing the iatest

research in teaching and leaming. These curricula outcomes are statements that
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describe the concepts, values, skills, and strategies students are expected to
demonstrate at the end of certain key stages (eg. the end of grade 3, 6,9, and 12) of

their ion. A teacher the various curris guides and selects the key

stage learning outcomes pertinent to the theme and the concepts, values, skills, and
strategies students are expected to achieve. S/he must consistently refer to the
learning outcomes throughout the course of the unit to ensure their attainment by the
students.

The questions and concerns of the students from the KWL charts form the
basis of the informal learning outcomes that the teacher must address. These learning
outcomes are every bit as important as the formal leaming outcomes if a high level of
interest is to be maintained.

The formal learning outcomes for this project’s theme Developing Socially
Responsible Students: A Thematic Literature Unit are selected from the English

Language Arts and Social Studies curriculum guides (Appendix A, pp. 86-87).

4: Select i
For a thematic literature unit, the major learning resource is children’s and
adolescent literature. The literature may be selected from various literary genres, eg.
historical fiction, biographies, and informational picture books. Students read and
respond to the various literature as they explore the concepts in order to attain the
learning outcomes. The Foundation for the Atlantic Canada Sccial Studies

Curriculum Entry Level - Grade 12 (D of ion, 1999) a
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number of works of fiction along with some works of non-fiction as the literary
component for an integrated social studies and language arts unit of the past and
present. Thus, children’s and adolescent literature is used as the starting point for

critical ion and di: ion about i issues. Through the literature,

students learn more about their own world and develop a sensitivity to the different
cultures of other children which develops a greater a global awareness. The literature
to be studied broadens and deepens students’ knowledge of the world as well as
expands their horizons by transporting them to other times and places. The selection
of the literature reflects the learning outcomes, the concepts, values, skills, and
strategies, as well as the theme identified for the unit.

The literature selected for this thematic literature unit includes the literary
genres of historical fiction, biography, and informational picture books (Appendix A,
pp. 89-96). By exposing students to these literary genres, students will realize that
attitudes they may experience or attitudes they witness have existed in the past
without relevance to time or location. Through the literature, students are transported
to other times and places where they examine, reflect, discuss, and respond to their
feelings and view the theme. The following section elaborates on each of these
genres and shows how each reflects the social injustices of African-American slavery
and the Jewish Holocaust, the two topics through which students explore and

examine prejudice, discrimination, human rights, and social

responsibility.
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I Fictis
In selecting appropriate literature for a thematic literature unit, it is important
to analyse both literary and aesthetic qualities. Huck et al (1997) outline several
critena for selecting quality works of children’s and adolescent literature. The plot

describes the actions and ci of the it and credibly.

The setting affects the action, characters, and theme and represents the universality of
all places. The theme should be worth conveying to young people and based on
Jjustice and integrity with sound moral and ethical principles dominating. Characters
should be realistic and should consistently portray their genuine nature, their
strengths, and their weaknesses. Further, quality books should be well-designed in a
format that is related to the content of the book. Illustrations, if included. should be
aesthetically attractive and help to enhance or extend the story. The age of the child
must be considered as should a comparison between other books by the same author
and on the same topic (p. 29).

Historical fiction allows students to experience the complexities of historical
events, where facts from the past become living, breathing drama. Historical fiction
can create a sense of history so powerful that children enter imaginatively into the
past and explore the “conflicts, sufferings, joys and despair of those who lived before
us” (Huck et al. 1997, p. 515). Paulsen’s Nightjohn (1993) is a vivid example of the
power a story has to transport the reader back to those hot, steamy days in the
American south where human indignities were as natural as breathing. However,

historical fiction also provides a safe context for the exploration of the human
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experience and permits students to place themselves in the “shoes™ of the protagonist
to test themselves for their own reactions to good or evil. Matas’ novel, Daniel 's
Story (1993) presents evil in its rawest form. Matas takes the reader on an agonizing
journey to the Jewish ghettos and then on to the horrors of the concentration camp at

Auschwitz. She brings the fear of di the deplorable living and

the torment of losing loved ones vividly to life. Throughout the novel, students are

vicariously placed in situations where they inevitably must react to the forces of evil.

Biography
Biography often bridges the gap between historical fiction and informational

books. Biography must offer students an interesting subject who will help them

past or v life. The ion must be accurate and
consistent with other resources available. The subject must be a believable,
muitidimensional character that is brought to life by the author’s style of writing. The
biography must be an interesting narrative and not just collections of facts and dates
about the person. Fleischner (1997) portrays Harriet Jacobs, a slave who hid in her
grandmother’s attic for seven years to escape the harassment of her owner, as a
courageous and determined woman in her novel / was Born a Slave: The Story of
Harriet Jacobs. She derived her research from letters Harriet wrote to family
members throughout the course of her self-imposed imprisonment. Fleischner’s

portrayal of Jacobs is ing, intelligent, and certainly multidi |

Biography must allow students to get to know the person about whom they are
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reading. Wiesel (1982) presents the true and horrific account of the period of time he
and his father spent in the Nazi concentration camps during World War II in his novel
Night. He allows the reader to enter his private thoughts and feelings about the
atrocities he witnesses, the erosion of his faith, and the pain he experienced while
watching his father’s suffering. As a result, students come to know Wiesel's character

intimately.

Informational Picture Books

Accuracy and icity are once again i when referring to any

kind of informational book: concept books, i i ybooks, ph

essays, or documents and journals. The information contained in these types of books

must be as current as possible and i igni facts. The i

should clarify and extend the text but, in addition, be able to stand on their own. For
this theme Developing Socially Responsible Students, one such book where the
illustrations are able to stand on their own is Lester’s (1998) From Slaverv to
Freedom Road. Rod Brown's disturbing yet realistically detailed paintings tell their
own story. However, Lester adds to the art work by presenting factual information
and asking provocative questions that readers are impelled to reflect upon.

Informational books can also have reference aids such as tables of contents, indexes,

and bibli i ional picture storybooks are informational
books that look much more like a picture book because they are richly illustrated and

published in picture-book format. Another informational picture book selected for
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this thematic literature unit is Mochizuki’s (1997) Passage to Freedom: The
Sugihara Story with illustrations by Dom Lee. This is a true account of Chiune
Sugihara, a Japanese diplomat in Lithuania, who saved thousands of Jews in 1940
against the orders of his government. This picture book, through text and
illustrations, portrays to students how one person’s humanity can make a difference.

Other genres of quality children’s and adolescent literature are available for
use in thematic literature units. A teacher is encouraged to select the resources based
on the criteria presented as well as to select literature varying of degrees of reading
levels to accommodate the individual needs and interests of their students. The
selections made may spark the students’ interests to acquire other selections by the

same author or on the same topic.

Step 5: Create the Leaming Experiences

The learning experiences selected for a thematic literature unit aim to reflect
the selected leaming outcomes of the unit by utilizing the selected leaming resources,
and exploring the concepts, values, skills, and strategies pertaining to the theme.
Further, the learning experiences must reflect all modes of student learning and
thinking. Because students have a variety of backgrounds and experiences, many
diverse learing styles are found in today’s classrooms. These diverse learning styles
must be accommodated and supported in the leaming experiences to address the

individual needs of each student. The learning experiences must actively engage all

students in the learning process and are ised of i i and
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lived-textual experiences.

Intratextual learning experiences are ones that require students to recognize,
recall or link information within a story, e.g., Using a Venn diagram, show how the
main character’s views change throughout the course of the story. Learning
experiences that relate ideas and concepts across the literature under study are known
as Intertextual. E.g. Write or finda poem about a character or theme under study.
Lived-textual learning experiences are ones that require students to connect ideas
and/or concepts from the literature to their own lives or experiences, e.g., Read and
reflect on a diary or memoir such as Zlara's Diary (1994). Describe similar hopes and
dreams, fears, worries, or complaints you share with the author. Find a passage that is
especially meaningful and write a letter to the author about the impact of the passage.
These three types of leaming experiences allow students ample time for reflection
and provide a variety of leaming experiences which reflect the diversity of leaming
styles in the classroom (Hartman & Allison, 1996). The leaming experiences created

for this thematic literature unit are acted in Appendix A, pp. 96-113.

Step 6: Assessment and Evaluation

One of the most i ive means of and ion for all

stakeholders including students, parents, teachers, and administrators is the use of
student portfolios. Portfolios contain a collection of learning experiences selected by
the students in collaboration with their teacher. As well, portfolios contain students’

self-assessments of their work. This system allows each party to have a method of
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observing a student’s growth and development over time. Hewitt (1995) maintains

that portfolios:
8 suggest the work has value and importance;
. hold tangible evidence of students’ progress:
. hold tangible evidence of students’ effort;
. suggest that the important comparisons are not made with one’s peers,

but with one’s own accomplishments,

# provide an opportunity for students to reflect on their work:
. provide an excellent tool for parent and student conferences; and
. provide a means of formal assessment that is based on a system of

shared values, such as content, organization, word choice, sentence

fluency, voice, and conventions (p. xi).

Portfolio is used for indi as well as group assessment.
The portfolios can be housed in a filing cabinet or box within the classroom. A
teacher can develop his/her own systems of portfolio assessment or may opt to use
ones already developed by other parties, such as the Department of Education or the
school board. The main purpose, however, is to ensure the learning outcomes for the
unit have been satisfied. The general leamning outcomes that are to be evaluated and

assessed for each discipline include speaking and listening, reading and viewing, and

writing and other ways of ing. The ing section on the

procedures of assessing the general leaming outcomes.
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Speaking and Listening

Both formal and informal monitoring of all speaking and listening learning
experiences are one of the more complex responsibilities of teachers. They must be
ongoing and completed whether they are whole class, small group, or individual
learning experiences. The most common forms of informal monitoring a teacher
employs regularly are observation and conferencing. A teachers observes students as
they interact and participate in listening and speaking experiences. He/she records
observations of students’ progress of speaking and listening skills on checklists or by
using jot notes. He/she ask questions such as “*Are you having a problem?” or “What
are you planning next?” to clarify what is being observed (Tomkins, 2000). As
students take part in learning experiences a teacher often holds short, informal
conferences to help them solve a problem. These conferences are held at students’
desks or in their groups as the teacher moves around the classroom.

For this thematic literature unit on social injustice, more formal forms of
assessment have students recording their own learning experiences (Appendix A.
p.128) related to speaking and listening which are maintained in portfolios
throughout the entire unit. Further, evaluation sheets based on specific criteria are
recommended by the writer in order to evaluate group presentations (Appendix A, p.

130).

Reading and Viewing

Students’ responses to the literature studied throughout the thematic unit is
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evaluated through a variety of methods. Through the utilization of reading logs,

response journals, and reading conferences, a teacher is able to determine the

students abilities to activate prior knowledge, make connections to their own

experiences, other texts, and others’ experiences.

"~

w

Reading Log: Students record the literature they read related toa
theme. They write or draw entries after reading, record key vocabulary
words, make charts and other diagrams, and write memorable quotes
(Tompkins, 2000, p. 172). (Appendix A, p. 131)

Response Journal: Students respond daily to what they have read or

in class as il learning experit They write
about their personal feelings and ideas they have developed from the
literature or respond to a given topic or a question related to a story,
quote, song, or poem related to the unit.
Interactive Conferences: Students hold conferences with a peer,
teacher, or parent throughout the course of the unit. This allows
students an opportunity to share what they have read and receive
feedback. They assess their progress and set new goals. The content of
each conference is recorded on a sheet and placed in the students’

portfolio. (Appendix A, p. 132)

‘Writing and Other Ways of Representing

Students are encouraged to express their ideas in many forms. A record sheet
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(Appendix A, p. 133) in each student’s portfolio helps a teacher and students monitor
the writing and other ways of representing that is completed in a unit. Students decide
which pieces they wish to include in their portfolio for evaluation purposes. Each
student holds a conference (Appendix A, p. 134) with a peer, their teacher and a
parent to discuss pieces of writing and to develop the writing process. This identifies
their strengths, needs and allow them to set new goals. This process is repeated for
group work. Thus, each group maintains a special group portfolio containing all the

group learning

d. The teacher with groups to assess

progress.

Assessment of Small Group Interaction

Throughout a unit, students complete many tasks in small groups. They need
an opportunity to assess how well they worked together. A group assessment form
(Appendix A, p. 137) is used to gain information on each students’ rating of their

individual and group’s performance.

Curri I ion F k: Thematic Literature Unit

Classroom Organization
To implement a successful thematic literature unit, it is essential to have an
adequate supply of leaming resources available to the students. Multiple copies (4 or
5) of the literature to be studied is fundamental if students are to become immersed in

the stories. It is difficult to generate enthusiasm and interest in a unit if the literature
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is unavailable. A teacher must ensure enough copies of the literature are available to
the students in the classroom if the unit is to be productive.

Additionally, teachers need to have a sense of how to group students within
the class to successfully implement a thematic literature unit. The writer encourages
a variety of groupings within the implementation of a thematic unit including whole
class, individual, as well as small groups. Small groups generally consist of 3 -4

students and may be ly or arranged d¢ ding upon the

needs of the students, and the selected learning experiences and learning resources.
Thus, groupings are left to the discretion of the teacher. A teacher continuously
monitors small groups to ensure cooperation among group members as well as to
ensure all group members are contributing sufficiently to the group’s efforts. Groups

are fluid and may be changed any time throughout the course of the unit.

Leaming Experiences
Several implementation frameworks have been studied. However, for this
thematic literature unit Lemlech’s (1998) three-phase model and Allen and Piersma’s
(1995) three-stage model form the basis of this writer’s implementation framework.

The writer has divided her implementation framework into three phases: learning

for motivation, learning i for evolution, and learning
for ion. Students are itted to have input and choice regarding
the leaming i 50 that their individual leaming p are

A teacher is encouraged to adapt learning experiences to his/her particular students”
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needs and interests.
Phase 1: Learning Experiences for Motivation
Leamning experiences for motivation are designed to generate interest in a unit
of study and to activate students’ prior knowledge. It is at this stage of a unit that the

theme, guiding question, and the literature are i inqui iented

questions to stimulate the students’ prior knowledge about the theme are asked.
Questions such as, “What does it mean to be socially responsible? What is social
injustice? What are some social injustices that occur around the world today?”,
stimulate students’ thought processes and encourage them to reflect on their own
experiences and make connections to the theme. To further investigate students’ prior
knowledge, they are asked to complete the KWL chart (Appendix A, p. 119).

Much of the work at this stage is whole class experiences and discussion with
the teacher acting as facilitator. However, students are also involved in the Think-
Pair-Share (Lymen, 1992) model. After listening to a read aloud selection by the
teacher, such as Lester’s (1998) From Slave Ship to Freedom Road (Appendix A,

p. 89), this model requests students to reflect on the sclection on their own, proceed
to share their ideas and opinions with a partner, and finally share their ideas and

opinions with the whole class. This ique aids students in d their own

ping
opinions and ideas before hearing others’. The read aloud experience featuring
Lester’s From Slave Ship to Freedom Road is an example of a_learning experience
for motivation.

As well, students are involved in leaming experiences such as brainstorming
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and webbing, reading and ing, and ing and icting. Through the

various experiences utilized in this phase, the teacher discovers the students’ prior

knowledge which encourages further interest and inquiry in a unit.

Phase 2: Learning Experiences for Understanding

Learning experiences for understanding comprise the major part of a unit.
They consist of the learning experiences which provide students with a variety of in-
depth learing experiences from various content disciplines. The teacher provides
opportunities for small group endeavors, and some individual work in keeping with
the recommendations of the various APEF curriculum guides. Some of these learning
experiences are required, but students are also given the opportunity to make choices
among other activities. Because the writer encourages students to take responsibility
for their own learning, allowing them choice among the leaming experiences and the

method of ion are critical in i their new

knowledge. The teacher guides and assesses the students’ knowledge (concepts),
values, skills, and strategies. This particular thematic unit concentrates on social
injustice and developing socially responsible attitudes in students. To attain this goal,
it is necessary for students to understand some very important concepts. These

concepts are and prejudice, discrimination, human rights violations, and

social responsibility. Figure 3.2 displays the Model of Conceptual Framework for the
unit as well as demonstrates how the concepts are linked.

The centre of the Model of Conceptual Framework (Figure 3.2) identifies the
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primary curriculum learning outcome of this thematic literature unit on social
injustice. By guiding students through the concepts in this conceptual framework,
students gain a better understanding of each by building a knowledge base that aids in

the of socially ible students.

Figure 3.2 Model of C: F : Developing Socially bl

Students: A Thematic Literature Unit

Discrimination

Social
Responsibili

Stereotypes

Human Rights
Violations

L ding the concept of ypes and prejudice is the ion to
achieving the goal of social responsibility. Students need to understand that any
generalization about a person or group of peopie may lead to stereotyping and/or

prejudice. In this regard, the centre of the Model of Conceptual Framework (Figure
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3.2) represents the primary curriculum leaming outcome of a thematic literature unit
on social injustice. By guiding students through each concept of this conceptual
framework, students gain a better understanding of each one by building a knowledge

base that aids in the

P of socially ible students. By ing, an

assumption is made that a person or group has certain characteristics. An example to

help students understand this concept would be the assumption by white slave owners

that all Afri ican slaves were unintelli Thatisa ization or

made about Affi ican slaves which was untrue but is the
definition of a stereotype. Another example to illustrate stereotypes is the belief by
the Nazi Party that all Jews in Germany during World War [I were greedy and selfish

and were mainly concerned with becoming wealthy at others’ expense. A teacher

students’ that Afri American Slavery and the Jewish
Holocaust had roots in the attitudes and behaviours they witness evervday.

Through ion and ion of and ical attitudes,

students discover that attitudes such as the ones presented above can develop into
prejudices. Preiudice comes from the word “prejudge” and is defined as an
unfavourable opinion formed against a person or group based on a stereotype.
Prejudice occurs when one judges before seeing the facts, or holds an opinion when
the facts tell a different story (Retrieved April 27,2000 from The Holocaust - 4 Guide

for Teachers, at www fistory.root. html).

When people don’t accept that others can see the world differently, when opinions

or judgements are made before the facts are known, or opinions continue even when



the facts prove otherwise, prejudging occurs. Students must come to the
understanding that deciding what is right or wrong before seeing the whole picture is
a dangerous practice. Gersten and Bliss (1974) argue that prejudice hurts everyone
because it does not allow individuals the right to think and act for themselves. As
well, it limits people’s ability to keep growing and leaming.

When people or groups are judged based on stereotypes and prejudices and
treated differently because of these biases then discrimination occurs. The victims of
prejudice are often made fun of, treated cruelly, and insulted. They are often not

included in the opportunities and the privileges that most people enjoy. The victim of

judice begins to lose in him/herself and his/her abilities. S/he begins to
~give up” (Gersten and Bliss, 1974). Discrimination can take many forms. Subtle or
explicit pressures can discourage persons of certain minority groups from living ina

specific neij Women and minorities have been vi ized by

in

pl ion, and ip positions. Certain social
clubs have restricted membership policies which exclude Jews, African-Americans.
women, and others (retrieved April 27,2000 from The Holocaust - A Guide for

Teachers, at www. root. html).

According to the web site The Holocaust - A Guide for Teachers (retrieved

April 27,2000: http://remember.org/guide/History.root stereotypes. html), “Jim Crow”
laws in the south created discrimination against Afri i even after they

were declared free American citizens after the Civil War. They were required to use

separate washrooms, drinking fountains, buses, nursing homes, and schools before
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1954.

The Nazis perpetrated discrimination against the Jews by enforcing a curfew
on them, preventing the children from attending school, and requiring them to wear
the yellow “Star of David” visible to the public at all times. There are various
degrees of prejudice and discrimination. The process can start easily and innocently,
but unless arrested it can lead to grave violations of human rights (retrieved April
27.2000 from The Holocaust - A Guide for Teachers, on the World Wide Web:

http: i i root. html).

Once students develop an awareness of the basic concepts of stereotypes.
prejudice, and discrimination, it is then necessary to assure they are knowledgeable
about every persons’ human rights. The Universal Declaration of Human Rights
(1948) is

a common standard of achievement for all peoples and all nations, to
the end that every individual and every organ of society, keeping this
Declaration constantly in mind, shall strive by teaching and education
to promote respect for these rights and freedoms and by progressive
measures, national and international, to secure their universal and
effective recognition and observance, both among the peoples of
Member States themselves and among the peoples of territories under
their jurisdiction (p.1).

For the purpose of this thematic literature unit, the writer suggests that

articles of the Declaration (Appendix A, p. 157) be discussed and reflected upon by
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the class so that students are able to interpret and recognize the inherent right of
every individual on the earth. The articles should then be translated into
understandable language for the grade level and posted in a prominent area in the

classroom so they are visible at all times throughout the unit.

By ping an of the concepts the unit.

students will gain ge towards ing socially ible and actively

involved in preventing the injustices they may witness by utilizing a variety of skills
they acquire throughout the unit.

Students complete learning experi that are intra: I, i I,

and lived-textual. An example of a learning experience for evolution is: “Do you
think that reading a memoir (a first-hand account of an individual’s life) of an
individual’s life is more meaningful than leamning facts from a textbook? Why or

why not?” Questions such as this invite students to link ideas, compare and contrast

and icate their ideas in ways.

Phase 3: Learning Experiences for Resolution
Learning experiences for resolution bring closure to the unit. Through these

leaming i students their ge of the concepts of the

unit. This phase encompasses all the new ideas. knowledge, and insights the students
have learned from all of the learning experiences from Phase 2. Students reflect back
to the guiding question (“What is social responsibility?”) and share what they have

discovered, what conclusions they have drawn, and decide whether or not they see
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the world in a different way. Leaming experiences in this phase include a Literature
Circle Book Report (Appendix A, p. 122), and representations of new knowledge and
ideas in products such as essays, poetry, drawing, paintings, music and drama.
However, the highlight of this phase is hosting an open house where students share
with their peers, parents, and the general public the knowledge and insights they have
gained from the study of the thematic literature unit.

The scope of a unit may be narrowed or broadened depending on the age level
and learning requirements of the students involved. Although it is difficult to
ascertain an exact time frame necessary to complete this unit, approximately 4-6
weeks are suggested. The exact time frame will depend on several factors. They are:

1. Leaming needs, interests, and abilities of the students.

2 Leaming resources available including literature and computers.

w

Adaptation of the learning experiences.

4. Unscheduled interruptions of the school day (Allen & Piersma, 1995).

Communication to Parents
At the beginning of a unit, the teacher sends a letter home describing the unit,
the learning outcomes expected, and selected litera:.ire to be used. This letter informs
parents about the portfolios, reading and writing conferences as well as their role in
the assessment process. Parents are invited to share stories or family histories. At the
end of a unit, the portfolios are a valuable way to inform parents of their

child’s/adolescent’s progress. By including the parent’s input, they feel more
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involved in their child’ ’s leamning and

progress. The
letter for this thematic literature unit is found in Appendix A, p.138.
Summary

This chapter describes the dure involved in designing and i

a thematic literature unit. It outlines the theme of the unit, the conceptual framework,

the learning the learning the learning and the
means of assessing students’ growth. Teachers are encouraged to adapt the

framework to suit the learning needs and interests of the students in their classrooms.

Students’ work th a unit should be ined in their ios to
allow all stakeholders including teacher, student, parents, and administrators to
assess the cognitive and affective growth that has occurred.

Appendix A of this project contains the actual project Developing Socially
Responsible Students: A Thematic Literature Unit on Social Injustice. It has been
developed as a handbook for teachers of 10-13 year old students and contains all the

resource i ion, leaming and i ion necessary for

successful implementation.
The final chapter of this project outlines the conclusions, insights, and

recommendations the writer has formulated while developing this project.



CHAPTER IV

CONCLUSIONS, INSIGHTS, AND RECOMMENDATIONS

Conclusions

This project designs a curriculum development and implementation
framework of an inquiry-based, student-centred thematic literature unit on social
injustice. The purpose of this thematic literature unit is to help students become
aware, through immersion in quality children’s and adolescents literature, of how
stereotyping can lead to prejudice and discrimination which can perpetuate various
forms of human rights’ violations. This immersion in children’s and adolescent
literature assists students in developing a core of shared values and a sense of social

responsibility at a local, national, and global level. These values include peaceful

conflict ion, respect for indi and a concern for social justice.
Developing Socially Responsible Students: A Thematic Unit on Social

Injustice is merely a launching pad for a study on social injustice. With so much

injustice occurring in the world today, it would be impossible to address all the

problems. However, this unit assists in developing an awareness of basic social

concepts such as judi iscrimination, human rights and social

responsibility. Just as a rocket begins its journey from its launching pad into
unexplored territory, this unit launches students into a lifelong exploration of social
issues. Before embarking on their journey. astronauts need to develop the knowledge,

skills, and strategies required for a successful voyage. This thematic literature unit
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prepares students by equipping them with the concepts, knowledge, skills and

strategies for further exploration.

Insights

Having taught Social Studies for several years, the writer has often been
curious as to why teachers continue to teach from outdated textbooks. When teaching
from the authorized textbooks the writer found it uninteresting and unstimulating and
opted to choose different resources to address the learning outcomes. However, the
curiosity remained. Once this project was initiated, it became evident as to why the
authorized textbooks are so frequently utilized.

The key stage leaming outcomes outlined in the Newfoundland and Labrador
Department of Education’s Social Studies curriculum guide for the elementary and
junior high school levels are broad and general. For example, the key stage leaming
outcome for Social Studies states that by the end of grade 6 students should be able to
“give examples of the influence of freedom, equality, human dignity, justice, and
civic rights and responsibilities in Canadian society” (Foundation for the Atiantic
Canada Social Studies Curriculum, 1999, p.16). The Government of Newfoundland

and Labrador Department of Education’s Program of Studies 1999-2000 states that

the Social Studies program at the el y level = izes the i of
human rights and responsibilities and encourages students to apply their knowledge
and skills to everyday life” (p. 65). However, neither document defines any of the

terms or concepts and provides little direction as to how to achieve the outcomes. As
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well, the only resources authorized in the Program of Studies are the textbooks issued
by the Department of Education, some of which have already been deemed as
outdated. Thus, if teachers are to achieve the key-stage outcomes for Social Studics,
it is necessary to look for resources in addition to or in place of the authorized
textbooks. Nevertheless, it takes a great deal of time and energy to locate leaming
resources. And the time and effort does not stop there. Learning experiences that

reflect the key-stage leamning must be which add the

diversity of lcarning necds in the classroom. Thercin lics another probicm.

Planning and developing a thematic literature unit requires an incredible
amount of time and effort. Teachers often admit there is barely enough time to
complete the everyday tasks required without adding more demands on their time and
cnergy. The writer acknowledges this accurate reality of classroom life. It is not that
teachers are unwilling to plan and develop thematic units, there is simply not enough
time allotted for such processes. However, if teachers are to create leaming
environments that ignite students’ enthusiasm, time for planning and developing
thematic literature units is crucial. Time is essential for collaboration among grade

level colleagucs, learning resource teachers, and student support personnel to plan

and develop i which student needs. If teachers are
fortunate enough to find time to plan and develop curriculum, two other problems
arise when they try to implement the unit of study: scheduling and limited resources.

Scheduling is a valid concern. Students leave the classroom for physical

music, compy d band, and remedial help. As well, countless
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other interruptions such as school assemblies, class pictures, and guest speakers
occur on a regular basis. Thus, finding the time necessary to implement a thematic
literature unit is a legitimate problem. Further, subject teaching, especially at the
junior high level, is another complicating factor. If different teachers are responsible
for different subject areas within the one classroom, finding large blocks of time can
be difficult Yet, this is exactly what is required if implementation of a thematic
literature unit is to succeed. Students need large blocks of time to immerse
themselves in the literature, to reflect and discuss it. Time is also essential if students
are to connect to the characters, listen to peers” views and see the literature from
others’ perspectives.

Nonetheless, large blocks of time are insignificant if teachers are unable to
access multiple copies of the learning resources selected for the thematic literature
unit. Lack of resources is one of the biggest obstacles in implementing thematic
literature units. If multiple copies of the literature under study are unavailable,

implementation becomes difficult.

Recommendations
Reflecting on the process of designing a curriculum development and
implementation framework, the realities of school life, and the learning needs of the
students, this writer has several reccommendations which will benefit all stakeholders
involved.

More direction for curri and i ion for
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addressing social issues needs to come from The Newfoundland and Labrador,

D of ion. Thus, it is that the De of Ed

hire a team of teachers who have had success in implementing successful thematic
literature units at the elementary and junior high levels. This team would be
facilitated by a lead teacher who specializes in curriculum studies. Presenting
teachers with guidelines and suggestions for learning resources and learning
experiences may motivate teachers to look outside the authorized textbooks and
design more relevant learning experiences for students. The writer is not advocating a
set curriculum design but rather an open and fluid plan that allows teachers choices

and options in which they can address the leaming needs of their own particular

students while achieving the curri learning
Even if more direction for curri p and i ion is
ing from the D of teachers require more daily or

weekly preparation time if thematic units are to be developed collaboratively among
colleagues, learning resource teachers, and student support specialists. Thus, it is the

recommendation of this writer that more time be allotted by the Department of

for curri p and planning at the school level. Time is the
essential component missing from the curri develop and i
equation. Teachers are i to become acti hers and

curriculum developers. However, the parties that want to see these initiatives occur in
the classroom are unwilling to commit the resources necessary to allow teachers

more time to become change agents. Until teacher preparation and planning time as
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well as teacher i is

ged by the D of

asbeing i in improving teacher practices which in effect will

improve student achievement, little will change. The Ministerial Panels Report

which was released in April, 2000 ded the need for d ional
develepment for teachers. Judy Foote, the provincial Minister for Education, ina

news release on April 5, 2000 stated, “In the 2000-01 budget, we have included

funding for the imple ion of curri and for teacher professional
development” (News Release at .gOV. ! 0405105 ).

Teachers will hopefully see this recommendation resurrected during the 2000-2001
school year.

Administrators need to consult with teachers before scheduling is completed.
Large blocks of time are required for successful implementation of thematic

literature units. Because of the many ibilities and

are required to manage at the beginning of the school vear the writer suggests the
teacher approach the administration to advocate for the blocks of time necessary to
implement thematic literature units. f teachers are armed with the knowledge that
thematic literature units encourage student participation, increase teacher inquiry,
encourage parental involvement, and promote lifelong learning, it is highly probable
that teachers wishing to commit to this style of instruction will have the full support
of their administration.

The final ion is for the De of ion to provide

further funding for classroom learning resources. Full class sets of resources would



70
be ideal. However, multiple copies of resources are essential. Without the necessary

itis istic to believe that i ion of a thematic literature unit

will be successful.

These i that the G of 5

and Labrador’s, Department of Education needs to supply more direction and funding
in order to improve the leaming situation of the provinces’ students. As well, teachers
need to be more involved in curriculum design. Teachers have to take the lead in

searching for more relevant curriculum materials and designing thematic units that do

more than merely pay lip service to addressing social issues in our world today.
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TEACHER’S HANDBOOK
DEVELOPING SOCIALLY RESPONSIBLE STUDENTS: A THEMATIC

LITERATURE UNIT

Introduction
This curriculum resource handbook for teachers is written to provide 10-13
vear olds the opportunity to develop a better understanding and appreciation of the
inequalities and social injustices inflicted upon humanity in a global, national and
local domain from an historical perspective. Through reading and responding to a
wide range of children’s and adolescent literature focussing on African-American
slavery and the Jewish Holocaust, concepts such as stereotypes, prejudice, human

rights and social responsibility are explored. This unit invites students to examine

where lities exist or individual’s rights have been denied.

The thematic literature unit includes a rationale for studying social injustices,

the learning the unit, a web of literature

links, the leamning the learning as well as the

assessment tools required for evaluative purposes.

Rationale for Studying Social Injustices

Students witness daily ryping, prejudice. discrimi and

of human rights from various modes: television; movies; music videos: and personal

observation. They need to be prepared to deal with these complex situations so that



81
they are able to recognize injustices that occur around them and even to them. Thus,

we as teachers need to ask the

ing questions: Do students the
images and messages behind the injustices to humanity witnessed nightly? Do we
invite students to reflect upon the injustices and question the motivation behind
them? Does the curriculum invite students to explore their feelings and reactions to
such horrors inflicted on other human beings? Do we offer students opportunities to
examine the kind of support they might extend to help alleviate some of the injustices
imposed on others either locally, nationally, or globally?

Students need to develop their own opinions and viewpoints regarding social

issues, as well as develop an of the human condition by on
differing perspectives from a variety of sources. We, as teachers. must awaken in
students a human connection to all people and challenge them to act by helping
students realize that their efforts make a difference (Lockett, 1996). By building
students’ consciousness of social issues, they can reflect on and discuss the injustices
which they have vicariously witnessed through children’s and adolescent literature.
Through this exploration students will leam about tolerance and empathy towards
others. They will formulate their own views and opinions, as well as contemplate
their social responsibility in affecting change.

Students need to develop awareness of the various forms of inequalities which
exist in today’s society. They need to view themselves as truth-tellers and change-
makers. Further, they need to acquire skills to help them take action on important

social issues such as ing, prejudice, and discrimi Teachers can begin
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to develop students’ awareness of how evil evolves by introducing and discussing

topics such as judice, and di: ion. ( ing the nature of

these topics is the first step in combatting these practices.

Students must understand that every human being deserves to be considered
as a unique and valuable individual. We, as teachers, need to help them grow and
develop in a social context. Because human experience consists of thoughts and
actions, as well as feelings, emotions, and relationships, one effective way to promote
students social development is through literature. Classroom environments can be
infused with literature and learning experiences that cause students to reflect on and
apply core values of a democratic and civil society (Galletti, 1999).

By examining African-American slavery and the Jewish Holocaust through
children’s and adolescent literature, students will be exposed to the injustices of these
historical events and come to understand and appreciate human rights. When they
understand their human rights, students are better able to protect the rights of
themselves and the rights of others. The study of human rights not only teaches the
real meaning of freedom, but what it means to be fully human.

In Newfoundland and Labrador, the D of ’s d

Foundation for the Atlantic ('anada Social Studies Curriculum for Primary,
Elementary, and Secondary (1999) states that by the end of grade 6 students will be
expected to:

. give examples of the influence of freedom, equality, human dignity,

justice, and civic rights and responsibilities in Canadian society (p.



16);

. discuss why and how stereotyping, discrimination, and pressures to
conform can emerge and how they affect an individual (p. 18):

. identify causes, consequences, and possible solutions to universal
human rights and other selected global issues (p. 22):

. identify and describe how people create places that reflect human
needs, values, and ideas (p. 24): and

. identify and compare events of the past to the present in order to make
informed, creative decisions about issues (p. 26).

As well, the document /-oundation for the Atlantic Canada Soctal Studies

Curriculum for Primary. Elementary. and Secondary (1999) maintains that

Issues-based social studies considers the ethical dimensions of issues

and ial topics. It of

opposing points of view, respect for well-supported positions,

ity to cultural similarities and di and a
10 social responsibility and action (p. 29).
It is these thoughts and opinions that sparked the writer to develop this
particular thematic literature unit on social injustices. The next part of this handbook

presents the necessary tools required to implement the thematic literature unit.
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Curriculum Learning Outcomes
Developing Socially Responsible Students: A Thematic Literature Unit on
Social Injustices

The main curriculum concentrations for this thematic literature unit are
l.anguage Arts and Social Studies. Thus. the major leaming outcomes address
Language Arts and Social Studies yet will include various leaming outcomes of other
disciplines as well, including Religion, Art, and Music.

The following learing outcomes are adapted from the Atlantic Canada
English Language Arts ( ‘urriculum (rades 4-6 (Department of Education, 1999) and
the Foundation for the Atlantic Canada Social Studies Curriculum Entry Level -
Girade 12 (Department of Education, 1999). For the purpose of this unit, the key stage
curriculum outcomes for the end of grade 6 are viewed as suitable for this age group.
Teachers may modify the outcomes depending upon the learning needs and age levels
of their students.

Table | and Table 2 outline the curriculum leaming outcomes for English
Language Arts and Social Studies that should be met by students leaving grade 6. The
numbers delineate key-stage learming outcomes which are applied during the

implementation of the learning experiences



Table | Leamning Outcomes for English Language Ants

Speaking & Listening Reading & Viewing Writing & Other Ways of
1. Examine their own and 5. Immerse themselves in 7. Express and support points
others’ thoughts, ideas, and quality literature representing a | of view about issues. themes,

ions in discussion 10 variety of genres appropriate to | and situations within texts,
extend their understanding in | their age that meets their citing appropriate evidence
small or whole group setting. | leaming.
2. Ask questions calling for 6. Develop a personal response | 8. Respond critically to texts
elaboration, clarification, or 10 a range of texts by making
qualification. and respond connections between texts, - recognizing how their own
thoughtfully and appropriately | themseives, and others as well | ideas and perceptions are
10 questions as explain why a particular text | influenced by what they read
matters to them. and view

- demonstrating an awareness
that personal values and points
of view influence both the
creation of text and readers’
interpretation and responses

- exploring and reflecting on
culture as portrayed in texts

- identifying the values inherent
inatext

opinions in a manner that
respects sensitivity to others

stereotyping. and propaganda

3. Formulate, support. and 9. Use a range of writing

advocate points of view in a strategies and other ways of

convincing manner by ing to

providing relevant details - extend ideas and experiences
~consider others” perspectives
~ reflect on problems and
provide solutions

4. Listen critically to others’ 10. Develop a range of

ideas and points of view to prewriting and writing

assess the relevancy and strategies (webbing,

adequacy of the evidence while proofreading, revising and

demonstrating respect for editing) to develop effective

others by expressing ideas and final products and other

representations in terms of
clarity, organization, and
effectiveness in communicating
i

(D

Adapted from the Atlantic Canada English Language Arts Curriculum Grades 4-6
of Education, G of and Labrador, 1999 pp. 29-61)
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Table 2 Learning Outcomes for Social Studies
Citizenship, Culture & Interdependence | People, Place,
Power, & Diversity &
Governance Environment | &
s S
11. Identify and | 14. Describe 16. Identify 18. Identify
explain the how causes. and describe
rights and perspectives consequences. and | how people
responsibilities | influence the possible solution create places. historical
of individual ways in which to universal that reflect events and
citizens in a experiences are | human rights and | human needs. ideas from
local. national, | interpreted. other selected values. and different
and global global issues. ideas. perspectives
context.
12. Understand | 15, Discuss how | 17. Plan and 20. [dentify
the concepts of | and why evaluate age- and
m. stereotyping. appropriate compare
equality. human judice. actions to support events of
dignity. justice. | discrimination, | peace and the past to
and civic rights | and pressures to | sustainability in the present
and conform can our interdependent in order to
responsibilities | emerge and how | world make
they affect an informed.
individual. creative
decisions
important
issues.

Adapted from the Foundation for the Atlantic Canada Social Studies Curriculum

Entry Level - Grade 12 (D

of

of

and Labrador, 1999, pp. 16-27).
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d Bibli of C Literature Links

The literature selected for this unit contains main characters who are

to prejudice and imination, and have had many of their human rights
violated. They have suffered numerous indignities, yet their human spirit perseveres.
Also, the stories furnish characters that show the opposite side of the inhumanity:
characters who aid victims of injustice at great peril to themselves and their families.
The selections are well-written and of high quality, but paramount to that, they are
gripping. As students journey forward through the literature, they develop an
appreciation for every individuals™ human rights and begin to explore ways in which

they can eliminate social injustice.

African-American Slavery Resources

Bound for America (1999), James Haskins & Kathleen Benson. [llustrated by Floyd
Cooper. New York: Lothrop Lee & Shepard.
Between about 1500 and 1850, millions of Africans were captured and
transported across the Atlantic in one of the most tragic ordeals in human
history. In this objective and profoundly moving book, Haskins and Benson
open with discussions of slavery throughout history and of Europe and Africa
at the time the African slave trade began, then closely examine every aspect
of the Middle Passage. Included are sections on capturing the slaves. the
march to the coast, the selection of slaves for purchase, conditions on slave

ships, and slave revolts aboard ship. Illuminated with historic prints,



photographs, and Floyd Cooper's compelling paintings. Timeline.
bibliography, map, and index included.

Chnistmas in the Big House, Christmas in the Quarters (1995), P.C. McKissack &
F.L. McKissack. New York: Scholastic.
In a heartwarming book rich in historical detail and careful research,
Christmas on a pre-Civil War plantation is described from two starkly
different points of view: the big house and the slave quarters. Magnificent
full-color illustrations, along with recipes, poems, songs, journal excerpts, and
more add depth and authenticity to this book. A rich, detailed description of
life on a plantation in 1859 from Christmas Eve to New Year's Day.

From Slave Ship to Freedom Road (1998). Julius Lester. [llustrated by Rod Brown.

New York: Puffin Books.
Julius Lester brilliantly interprets Rod Brown's twenty-four powerful
paintings depicting the course of slavery. From the ships sailing from the
Middle Passage through the Civil War, the book vividly portrays the abuse,
auctions, and whippings. Lester poses several provocative questions to the
reader that causes one to reflect on their own feelings towards others. A
wonderful book for a read aloud with students. From Slave Ship to Freedom
Road is a work of major importance.

1 Was a Born a Slave: The Story of Harriet Jacobs (1997). Jennifer Fleischner.

Illustrated by Melanie Reim. New York: Millbrook Press.

Fleischner gives the reader a glimpse into the horrors of slavery and the
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lengths to which those enslaved would go in order to avoid being sold, beaten,
starved, or molested. Bold, black wood-block prints which were African-
inspired draw readers into Jacobs's life as a slave in North Carolina and her
eventual escape to the North, after hiding for seven years in her grandmother's

tiny attic.

The Last Safe House (1998), Barbara Greenwood. [llustrated by Heather Collins.

Toronto: Kids Can Press.

Pai i and written, The Last Safe House is
based on stories of many slave and non-slave families involved with the
Underground Railroad. It is the story of the fictional escaped slave Eliza
Jackson and the Canadian Johanna Reid. Reid and her family hide Eliza and

her brother until they can be safely reunited with their mother.

Nightjohn (1993), Gary Paulsen. Illustrated by Jerry Pinkney. New York: Delacorte

Press.

This story is told from the point of view of Samny, a 12-year-old slave girl. It is
a powerful story about her friend Nightjohn. an adult male slave. and his
dream to teach the slaves how to read and write. Sarny becomes his student
even with the knowledge that she could be in a great deal of trouble if Waller,

the plantation owner, discovers her secret.

North by Night: A Story of the Underground Railroad (1999). Katherine Ayres. New
York: Delacorte Press.

In 1851 Lucy Spencer's family used their Ohio home as a station for the



Underground Railroad, a network of people and places that helps fugitive
slaves escape to freedom in Canada. Lucy believes in what she and her family
do to help the fugitives, even if it means putting herself in danger. Lucy helps
the Widow Aurelia Mercer with a family of runaway slaves who are hiding in
her attic. She learns so much about growing up, love, and standing on her own
from her experience.
North Star to Freedom (1997), Gena K. Gorrell. New York: Delacorte Press.
For thousands of slaves the North Star marked the way to freedom on the
Underground Railroad. The stories of the brave "passengers” on the escape
route whose extraordinary fortitude broke their own chains, and of the
"conductors” who risked their lives to help others. are a testament to the
human spirit. The writing is complemented by period posters, photographs,
and paintings, making North Star to Freedom a living history so gripping that
it will be impossible to forget.
Samy: A Life Remembered (1997), Gary Paulsen. [llustrated by Jerry Pinkney. New
York: Bantam Books
The sequel to Paulsen’s Nightjohn continues the story of the young slave girl
who learned to read. Written from her point of view as an elderly woman.
Sarny looks back at her life and recounts her days after her encounters with
her friend, Nightjohn until her last days in 1930. She brings the reader into the
life of a slave who watches as her two small children are sold and gains her

freedom in the final days of the Civil War. Samny is th= story of truth, courage,
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adversity, struggle, and strength of character. [t is about a time in history
when things were wrong and about the people who continued the injustices
and those who tried to right the wrong.

Jewish Holocaust Resources

he Children We Remember ( 1983), Chana Byers Abells. New York: Greenwillow.

An unforgettable photo essay about the children who lived and died during the
Holocaust. A story of death and loss and of courage and endurance.
Photographs from the Archives of Yad Vashem, The Holocaust Martyrs' and
Heroes' Remembrance Authority Jerusalem, Israel. This book is a powerful
recounting of how children suffered and died in the Holocaust. There are few
words and the powerful photographs demand discussion. The book is meant
10 be shared with someone who can explain the images

Daniel’s Story (1993), Carol Matas. New York: Scholastic.
A voung Jewish boy recalls life in Hitler's Germany. First his family is forced
out of their home in Frankfort and sent on a long journey to the Lodz ghetto in
Poland. and then to Auschwitz, the Nazi death camp. Though many around
him lose hope in the face of such terror, Daniel, supported by his courageous
family, struggles for survival. He finds hope. life. and even love in the midst
of despair. Although Daniel is a fictitious character, his story was inspired by
the real experiences of many of the more than one million children who died

in the Holocaust.



The Devil’s Arithmetic (1990). Jane Yolen. New York: Puffin.
Hannah resents stories of her Jewish heritage and of the past until, when
opening the door during a Passover Seder, she finds herself in Poland during
World War Il where she experiences the horrors of a concentration camp, and
learns why she needs to remember the past.

Greater than Angels (1998), Carol Matas. New York: Aladdin Books.
This novel covers a section of Europe often overlooked in Holocaust
literature. Matas pays tribute to the good citizens of Le Chambon-sur-Lignon
in Vichy. France, who risked their lives to save the many Jews who took

refuge there during the Nazi occupation.

In My Hands: Memories of a Holocaust Rescuer (1999). Irene Gut Opdyke. New
York: Knopf.

Irene Gut was just seventeen in 1939, when the Germans and the Russians
divided and devoured her native Poland. After being rounded up. Irene was put to
work for the German Army. Her blond hair, her blue eyes. and her youth bought her
the relative safe job of kitchen helper and waitress in an officers’ dining room. But
behind this Aryan mask, Irene began to wage her own war. She does anything she can
to help the Jews including stealing food and blankets and smuggling them into the
forest. When she was made the housekeeper for a Nazi Major, she managed to hide
twelve people in the basement of his home and to keep them safe there until the

Germans' defeat. A novel with a great deal of impact.
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Night (1958), Elie Wiesel. New York: Bantam Books.
This is an account of Elie Wiesel’s memoirs of the Nazi death camp horror
that turns him, a young Jewish boy, into an agonized witness to the death of
his family; the death of his innocence; and the death of his God. Penetrating
and powerful, Vight awakens the shocking memory of evil at its absolute and
carries with it the unforgettable message that this horror must never be
allowed to happen again.
Number the Stars (1989), Lois Lowry. New York: Yearling.
Set in Copenhagen in 1943, during the German occupation of Denmark. ten-
year-old Annemarie learns how to be brave and courageous when she helps
shelter her Jewish friend from the Nazis. Lowry was inspired by the letter of a
young Dane, who, on the eve of his execution, reminded young and old to

remember and from that remembering "to create an ideal of human decency.”

Tell No One Who You Are: The Hidden Childhood of Regine Miller (1994), Walter
Buchignani. Toronto: Tundra Books.
A biography of the drama of Regine Miler’s life between the ages of 10
through 13. When the Germans invaded Belgium, Regine’s young life took a
dramatic turn. A father’s love of his young daughter forces Regine into hiding
to protect her from the persecution she would surely face as a Jew. This is the
true story of one of thousands of Jewish children who were hidden during the

Second World War by many courageous people who followed their



conscience and not their fear.

Waiting for Anya (Reprinted in 1996), Michael Morpurgo. New York: Puffin.
Accidentally discovering that Jewish children are hiding in the countryside.
Jo, and his entire French village, help them escape to Spain. Jo's concern for
the Jews is measured against his reluctant awareness that the German
occupiers are not uniformly evil. In fact, the villagers' relations with the

Germans form the most distinctive element of the story.

Curriculum Learning Experiences

The leamning experiences for this thematic literature unit are based on a three-

phase implementation framework. The unit is divided into three phases: learning

for learning i for evol and learning

for The leaming d are based on the learning
outcomes recommended by the Atlantic Provinces Education Foundation (APEF) for
English Language Arts and Social Studies and provide a natural integration of
relevant content areas and children’s and adolescent literature. The leaming
experiences include whole class, small group, and individual assignments to ensure
all learning outcomes are being achieved. Students should be permitted to have input
and choice regarding the activities so that their individual learning preferences are
addressed. Teachers are encouraged to adapt this list of activities to their particular

classroom needs and interests.
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Phase |: L eaming for \

These learning experiences are designed to generate interest in the unit of
study and to activate students” prior knowledge. It is at this stage of the unit that the
theme and literature to be studied and made available to students is introduced. Much
of the work at this stage is whole class learning experiences and discussion with the

teacher acting as facilitator. Students are involved in leaming experiences such as

brainstorming and webbing, reading and ding, and ing and predicti

Further, students complete a KWL chart to inform the teacher about their prior

ige of y judi i ination, human rights. and social
responsibility. Students are also involved in the Think-Pair-Share (Lymen. 1992)
model. This model requests students to reflect on the literature on their own, proceed
to share their ideas and opinions with a partner, and finally share their ideas and

opinions with the whole class. This aids students in loping their own

opinions and ideas before hearing others’. Through the various experiences utilized
in this phase, the teacher discovers the students™ prior knowledge which encourages
further interest and inquiry in a unit. The learning experiences for motivation

suggested for this unit follow in Table 3.
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Learning Experiences

Individual (I)
or Group (G)

1. Choose a ribbon from the bag and tie it to your wrist.
Listen to the rules of the game closely and follow them
exactly. When the game is finished answer the following
questions in your response journals.

-What was your first reaction to the color ribbon you drew”
-What emotions did you feel as the game continued”
-Would you like to play this type of game again’

Learning
Outcomes

P1e~le=ns (or teenagers) make assumptions about what

ire daily to make themsel day in and
d:ynux Be specific and explain the importance of each item
on the Necessities of Life form. Share your items with the
class and place your completed charts in your portfolios. You
will return to this chart at a fater time.

3. Listen to The Greemes by William Goodykoontz Record
your thoughts and reflections of this poem in your response
journals. Share your responses with a partner and then with
the entire class

L2202
14,15

4. Complete the KWL Chart and write all you know and all
you would like to learn about African-American Slavery on
Chart # 1 On Chart # 2. do the same activity for the Jewish
Holocaust

1,2,7.14,
18

5. Listen to your teacher read From Slave Ship (o Freedom
Road (Lester, 1998) While listening. look closely at the
illustrations by Rod Brown. Answer the following question in
your response journals

What was your initial response to the story and the paintings”
What emotions did you feel as you listened to the story and
observed the illustrations”

Imagine you are one of the slaves depicted in the book. How
would you feel”

Do you think this is a good story? Why, or why not?

AT
14,15, 18

6. In your response journal, define the terms stereotypes,
prejudice, and discrimination

VG

1,2,7,14,
18

Teachers may utilize all of the previous leaming experiences for motivation

or pick and choose those suitable for their own particular classroom requirements.
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Table 4 supplies additional learning experiences teachers may wish to utilize to

motivate their students.

Table 4

Learning Experiences

Individual ()
or Group (G)

1. Play a tape of Negro Spirituals while reading the poem Let
America Be America Again (1994). by Langston Hughes found at
hitp://wwww pocts org/pocms/poems cfm?prmID=1473). After
listening to both music and words. have students write in their
responsc journals their thoughts and feclings about what they have
Just heard. Aflerwards. have a whole-class discussion on their
emotions as they listencd to the music and the pocms. Use guiding
questions such as: What do you know about slavery” What are your
opinions of slavery? How do you think the slaves felt? and How
would you feel if put in their shoes?

Learning

Outcomes

1.2,7.14;
18

2. Discuss the term erced. What is it and what does it mean? Read the
poem The Creed of a Holocaust Sunivor (2000) by Alexander
Kimel (found at sxww havenios comy~kimel|9/poetry htmi) and ask
what they now think a creed is” Discuss the pocm and the author’s
optimism despite the horrors he has witnessed. Why can he sul
believe in a better world?

1,2,7,14,
18

3. Create a joumal for daily cntries about prejudice. discrimination.
inhumane treatment. ctc. Some days teachers might want to give
suggestions for the jounal enirics such as: Imagine you arc being

diculed the must vour
religious belicfs. How do you feci? Is there any action you can take o
stop the people without you getting into trouble? Have you ever

a similar situation” On other days. journal entries will be.

the children'’s choice. The joumnal should be developed throughout the
entire unit.

1,2,7, 14,
18

4 Begin a word bank of words related to the unit. Wards should be
added to the word bank as necessary. basod on any whole class or
small group activiics. Students should be encouraged to write down
any new or interesting vocabulary words cncountered during personal
reading so they may be added 1o the word bank. The word bank might

be a bullctin board display or 2 word wall,ctc.

1,2,7,14,

Phase 2: Learning Experiences for Evolution

Leamning experiences for evolution compose the major part of a unit. They

consist of the leaming experiences which provide students with a variety of in-depth




learning experiences from various content disciplines. The teacher provides
opportunities for small group endeavors, and some individual work in keeping with
the recommendations of the various APEF curriculum guides. Some of these learning
experiences are required, but students are also given the opportunity to make choices
among other activities. Because the writer encourages students to take responsibility
for their own learning, allowing them choice among the leaming experiences and the

method of p ion is critical in i ip over their new

The teacher guides and assesses the students’ knowledge (concepts), values, skills,
and strategies. Students complete learning experiences that are intra-textual, inter-
textual, and lived-textual. Students will link ideas, compare and contrast information,
and communicate their ideas in numerous ways including drama, music, art. writing,

hnology, and oral ions. The learning i in this phase consist of

small group and individual work.

When choosing the novels for in-depth study, teachers must use their
discretion when selecting resources for their students’ learning needs and interests.
The selections assigned by this writer were based on a suburban grade 7 class which
was comprised of twenty-five students of diverse backgrounds and abilities.
Depending upon the composition of one’s class, resource selection may vary from

vear to year. However, the majority of learning i outlined in this

unit can be adapted for a multitude of other resources.
Four novels have been chosen to investigate the main concepts for this

thematic literature unit. They are North by Night: A Story of the Underground
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Railroad (Ayres, 1998), I Was Born a Slave: The Storv of Harriet Jacobs (Fleischner,
1998), In Mv Hands: Memories of a Holocaust Rescuer (Opdyke, 1999), and Night
(Wiesel, 1960). The first novel is historical fiction, the last three are biographies with

the last two written as memoirs by the authors. Students will focus on each novel

y and plete learning i for each selection (Intra-textual).
They will then compare and link concepts, ideas, and themes that are common
throughout all of the focus books (Inter-textual). Finally. they will link the ideas
represented in the various literature to their own lives and the world in which they
live today (Lived-textual).
ntra-textual Learning Experiences
Each student will be required to complete all the individual experiences in

their response journals. After the gy have been ivi y, students

will again share their responses with their partners and then with the whole class. The
teacher will inquire as to which activities each group wishes to complete. Taking
student preferences into account, the teachcr will then assign cach group two to three
specific group activities to complete. These group activities require cooperation and
collaboration from each member to ensure complete participation from all members.
To ensure this participation the cooperative leaming structure called Roundtable
(Keegan, 1990) will be utilized. Each group is allotted one chart and one marker and

each partici is asked to ion until no more possibilities exist.

The groups will then share their discoveries with the class in a variety of formats

including oral presentations, songs, and role-plays.



The first column of Table 5 through Table 12 consist of the actual learning

02

experience. The second column indicates if the experience is meant as an individual

or small group leaming experience while the third column contains numbers which

correspond to the learning outcomes found in Tables | and 2 on pages that will be

addressed for that particular learning experience. Teachers are encouraged to nake

their own decisions in the manner they approach each learning experience. These are

only suggestions.
Table s
Learning Experiences Individual (1) Learning
orGroup (G) | Outcomes
1. What was the most important thing in I 2,3,7.8,9
Harriet’s life? Explain your answer.
2. Explain how Harriet survived living ina 1 2,3.7.8,9
cramped attic for seven years.
3. Describe some of the physical effects of living I 2,3,6,7,9
in the attic for seven vears.
4. Describe three of Harriet’s worst fears while 1 2.3.6.7.8.9.
in hiding. 14,16
5. Why was Dr. Norcom so determined to find G 1,2.3,4,6.7,
Harriet? Why didn’t he give up after a year or 9, 14,15, 16,
s0? 19
6. Why did Harriet feel the need to hide from Dr. G 1,2,3,4,6,7,
Norcom? 9, 14,15, 16,
19
7. In what ways did Harriet experience prejudice G 2,3,7,8,9,
and discrimination? 14, 16, 19, 20
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Table 6: Leaming i North by Night: A Story of the Underground Railroad

Learning Experiences

1. What influences Lucinda’s decision to leave her
family and take Hope to Canada?

2. Discuss the role Miss Aurelia played in helping
Lucinda become such an independent young lady.

3. How does Miss Aurelia’s unconventional attitude
regarding the role of women affect Lucinda’s decision
to become involved with the Underground Railroad?

4. How does living with Miss Aurelia for a few
months make Lucinda more capable of dealing with
loneliness when she arrives in Canada?

5. Write an epilogue to the novel North by Night
letting the reader know whether or not Lucinda
returned to her family.

6. Rescarch the Quaker religion to discover their
beliefs. Why did they risk their lives and property to
help runaway slaves?

7. The only way Lucinda can communicate with her
family is by writing letters using codes. Write a letter.
using the codes that she and her family used in the
book, from Lucinda to her family letting them know
that she and the baby arrived safely in Canada and
what her plans are.

8. Miss Aurelia writes an article that she plans to
publish once Lucinda has returned and the baby is safe.
Draw a picture that Miss Aurelia might have drawn to
accompany her article.

9. The slaves found a great deal of comfort in their
songs. Locate some of the Negro spirituals that slaves
may have sung. Select one song to perform in class.
What do the spirituals tell us about the lives the slaves
led and their hopes for freedom?

10. Write and perform a scene about what Hope, the
baby in the novel North by Night. might be told when
she grows up about her mothes light for freedom.

Individual () | Learning
or Group (G) Outcomes
1 237812
2.3.7
I
2370112
1
23,7
1
2.9.10
1
1.2,3.4.5.7.
G £.9.11.14,
18, 19
1.9.10
G
149
G
12,49, 12,
G 14,19
12,4912,
G 14.19
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Table 7: Learning for /n My Hands: Memories of a Holocaust Rescuer
Learning Expe (U] Learning
or Group (G} Outcomes
1. Give evidence from the biography In My 2,3,5,7
Hands that the Gut family has a close I
relationship.
2. How do Irene’s Jewish friends gain courage ¢ 23,789,
from her? 14, 15,16, 19
3. What does Irene risk and sacrifice the most I 2,3,6,7,8,
in helping her Jewish friends survive? 11, 12, 14, 15,
16,17, 18
4. Imagine you are a family member of one of § 2,3,6,8,9,
Irene’s survivors. Write a letter to her thanking 10, 11,12, 14,

her for her efforts.

15,16, 18,19

best represents the title, and quote that passage,
with its page reference, on the back of the

Lpose

5. Irene said, “In my home, there had never 1,2,3,4,5,6,
been any distinction made between people 7,8,9,11, 12,
based on their religion™(p. 19). Many of the G 14,15, 16, 19.
Polish people remained silent when the 20
Russians and Germans invaded Poland.

Discuss how prejudices might be developed

out of fear. How does fighting prejudice take

courage? Write your thoughts in your response

journals.

6. Irene endures many harrowing moments. 1,234,857
She is faced with threats of torture and prison. G 8,9,11,12,
What kind of emotional and mental strength is 14, 15,16, 19,
needed to survive such turmoil? 20

7. Design a promotional poster for /n My 1,29
Hands. Select a passage from the book that G
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Table 8 Learning Expeniences for Night
Learning E (U} Learning
or Group (G Outcomes
1. Why do you think the people of Sighet did 1 2,3,6,7.8,9,
not believe the recount of Moshe the Beadle? 14,15
As a friend of Beadle's, why did Elic ignorc his
warnings?
2. If onc of your fricnds came to you to wamn 2.3.7.8.9
you that he/she had witnessed horrific things I 11, 14,20
were going o happen 10 you and you should
leave your home immediately, do you think
you would listen to him/her? Why or why not?
3. Describe the conditions of the concentration 2,5,12, 14,
camps including how people were processed 1 15, 18,19
into the camp system. Use the novel Night to
investigate.
4. What was selection? Describe how you I 2,5,12. 14,
would feel if you had to go through the 15,18.19,20
selection process.
S. What kind of indignities were Elie and the ] 2,3,6.7.8,9,
other Jewish men subjected to in the camp? 12,14, 15, 16,
Express how these men felt in a creative way 18.19
(i.e. a poem. picture. song. role-play. etc.)
6. Describe the most disturbing image for you I 2,3,6,7,8,9,
in this book? Why did vou choose this image? 12.14.15. 16,
18.19.20
7. Represent through words, art, drama, or I 2,3,6,7,8,9;
music the image vou will remember most 12.14.15. 16,
about Elie Wiesel's novel Night. 18.19.20
8. How did Elie’s views about God change G 1,2,3,4,5,7;
8.9.

throughout the course of the book? Why did
they change?




Experi

Students will be required to complete three of the individual experiences

outlined below in their response journals. One 11-group project will be

by each group. The teacher will assign each group a project in consultation with the

students.
i North by Night, [ Was Born In M
and Night
Learning Experiences Individual (1) or Learning
Group (G) Outcomes
1. Design a new cover for one of the novels studied 8.9
Make certain that the cover expresses an important 1
aspect of the story
2. Compare and contrast one of the following. (a) 1 2.3.5.7.8.9

Harriet Jacobs and Elie Wiese! OR (b) Irene Gut and
Lucinda Spencer. Use a Venn Diagram

3. Write a diary from the perspective of a runaway slave i 2.3.6.7.8.9.10.
Descrbe the bandsips cacoustered, the people who 11,12, 14,15, 16,
heiped, the fear of being caught. and the feelings of 18.19.
sty
4. Write a concrete poem about the life of the siaves 1 2.3.6.7.8.9.10.
11,12, 14,15 16.
18,19,
5. Write a newspaper account of Lucinda’s escape to I 2.3.6.7.8.9.10,
Canada or of the heroic feats of Irene Gut 1121415, 16,
18,19,
6 Write a letter from Elie Wiesel to Harriet Jacobs. 1 2.3.6.7.8.9. 10,
What might he say to her” 11,12, 14,15, 16,
18, 19

7. Write a letter of recommendation for either Harriet I
Jacobs, Lucinda Spencer, Elie Wiesel, or [rene Gut.

8. Write a eulogy for either Harriet Jacobs, Lucinda 1 2,3.6.7.8,9. 10,
Spencer. Elie Wiesel. or Irene Gut. 11,12, 14,15, 16,
18, 19,
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9 Write 2 personal letter to one of the characters you
admired. Use the proper format of a friendly letter

10. Find examples of figurative language that describe
prejudice. discrimination, or inhumanity in the novels
studied and write down five examples and explain the
comparisons. Choose one of the characters and write 3
original similes or metaphors describing that character.

11. The slaves found a great deal of comfort in their
songs Locate some of the Negro Spirituals that slaves
may have sung. Select one song to perform for the class
Present an oral report discussing the stories the spirituals
tell us the prejudices they faced. their fives. and their
hopes for freedom

1 2.3.6.7.8.9.10.
11,12, 14,15, 16,
18.19.20
2.3.5.6.8.9
1
1.4.9.12, 14
G

12. Write a questionnaire about the issue of slavery or
the Holocaust. Administer it to the public and write a
report or draw a chart 10 report the public’s perception
about these issues

13 Construct a slave quarters based on the information
acquired through the literature you have read and
researched. You may wish to construct a whole
plantation in order to compare the “big house™ to the
slave quarters

14 Imagine the four main characters of the novels
studied were to meet. Write the dialogue they might
have and then perform it for the class

1S Explore the escape routes that were used by the
slaves on the Underground Railroad and plot them ona
map Label the free states. the slave states. and the
locations of some of the stations

G
9, ’0
L2 9.18.19
G
G L23.4.57.8,9.
10011, 12,13, 14,
15.16. 18. 19
1.2.4.59.18. 19
G

xtual Leamin,

Students will be required to complete a minimum of four lived-textual

d in their response journals) and

two group experiences. Students may select the learning experiences in consultation

with the teacher.
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Learning Experiences

Individual () or
Group (G)

1. What does Holocaust mean” Why is it important to
study the Holocaust. Find 3 web sites that discuss the
Holoeaust 1o discover an answer The site may not come
right out and tell you. You may have to reflect on the
information given and develop your own reasons. Chart
your reasons and share them with the class

2. How is prejudice developed out of fear” How does
fighting prejudice take courage?

1.2,3.4.5.6.7. 8,

9,11, 12, 14, 15,
15,17, 18, 19, 20

3. Lanston Hughes. a famous Affican-American poet.
said, “Hold fast to dreams, for if dreams die, life is a
broken winged bird that cannot fly”. Discuss the dreams.
ofthe slaves and the victims of the Holocaust. How
were they different from your dreams? Who are the
broken winged birds in the novels being studied? Who
keeps their dreams alive? How does courage help in
carrying on one’s dreams?

L 11,12, 14, 15,
16. 18, 19, 20

4 Discuss the consequences a person had to consider
before risking their lives to help the slaves or the Jews?
Wouid you be willing to take the risks? Why or why
o

1.2.3.4,5.7.8.9,
1L 12,13, 14,15,
16,17.18.19. 20

5. Slaves were forbidden 10 iearn to read or write. How
is this a form of human rights violations? Discuss the
waluc of reading and writing. How can knowing how 1o
read and write help create freedom” How would your
life be differcnt if you were unable 1o read or write?

6. Do you think that reading a memoir (a first-hand
account of an individual's life) of a Holocaust rescuer is
more meaningtil than learning tacts from a textbook”
Why or why not?

1,2.3.4.5.6,7.8,

7. In North America today, people sometimes feel they
can't make a difference. However, it can be done. Think
of situations in your own lives or the lives of your family
or friends where one person’s help has made 3
difference.

L23.4.7.9.101,
12,13, 14,15, 16,
17.18.20

In addition to the previous learning experiences, the following tables contain

further learning experiences that teachers might like to utilize.



Table 11: Additional Leamning

Intrs-Textusl

I Choose 3 novel that you enjoyesd. Describe how the author s use of
settung added o the mood. tone. and meaning of the text

135

2 Wt a brography about onc cheracter trom one o the resources
wihznd dunng hus umt. As well, create 3 cover and artwork that
‘mught be used 1f this biography was 1o be published a5 a book o 1n 4
‘magazine. The cover and picture should refloct something disunctive
about vour subject

23610

3 vour teacher and find or
stavery vou would

hoosing vour subject. Make 2 collage representing that person’s
oac. fackide ke e, e it s P

shont quotatons mn aiso be sdder 2 spproprste places

ERE NUNEATY

Table 12: Additional Leaming E

Intertextual Learning Experieaces

Individual (1) or

Gnlg ©)

Learning
Outcomes
SR

4. In your groups, discuss the following questions from
the stories of rescuers and survivors: what can be
learned about the importance of (a) human action. (b)
human rights, and (c) the human spirit

G

1.2.3.4,6.7.8.
11,12, 14, 16, 18

5 Keep a log of all your television watching for seven
days. Record all instances that you believe a character is
being treated as 2 stereotype. How accurate is the
stereotype”

27,12 1415

6. What impact do you think slavery had on white people
who did ot own slaves? On those who did own slaves?
Why might someone who was not a slave-owner support
slavery? Why might someone be opposed to the spread
of slavery, but not opposed to slavery itself?

11,12, 14,19, 20

7. Find books about a specific minority group. Describe
the different kinds of prejudice, discrimination, and
violation of human rights they encounter.

51112, 14,19,
20
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Intertestual Learning Experiences

Individual (1) or
Geoup )

8 Relate the stories you have read during this unit to

your own lfe and write your thoughts and feelings about

the following questions

Who is your favorite or least favorite character”

-Does one character remind you of a friend or family

member?

~Does one character remind you of yourself?

-Do any of the events in the stories remind you of you

own life?

~What event would you have handled differently if you

were the charact

-Does anything puzzle you about the story” If so.

explain.

-Does the setting remind you of somewhere you have
cers

-How does the story make you feel”
~What do you like best or least about the stories”
-What other stories that you have read do these stories
remind you of?

~What would you change about one of the stories if vou
could”

Table |

A

Lived-Textual Learning Experiences

Individual (1) or
Group (G]

9 In your iterature crcle. choose  diary of memorr 10 read
and discuss the following questions. [n what ways 1s the wniter
like you? Do you share sumlar hopes and drcams with the
author” Do you share fears, wornies or complaints with the
writcr” Find a passage tn the diary that is especially meamingful
and wrie a letter o the author about the impact of the passage

10. Choose one of the following quotes from Anne Frank and
white how you feel about 1t o what it means to you. You may
write in any format you wish (i.c. a poem. letter. song. story.
etc)
July 8. 1942 ~Memories mean more to me than
s

July 15, 1944~ In spite of everything. | sull believe
that poople arc really good at heart ™

1.2.5.5.7.8.9

11, What s a hero? What qualities o heroes have? Think of
people you consider heroes and explain why you feel the way
vou do. These people can be personal heroes tn your lif. heroes
You have seen m movics. of read about i books. Discuss your
choices i your group and defend your choice 1o other group
members




Lived-Textusl Learning Experiences

Individusl (1) or

12 Complete the following sentences independently When vou have
completed the ISSEIMEL. J0 YOUT FOUP 10 COMPRTE vour ansuTs. [s
there ans preyudice or stereon pical language used 1 our answers o
‘other group members” answers” I there 1. disciuss what factors. such

1 People who slecp a the st are
0
& Construction workers ane

h lle's quick-tempered. 50 he must b
1 He likes watermelon ind 50 does every
) She's s0 smart, she must be:

13 told not Wi
would anvone suggest s s an of this based on preyudice” Are there
Stereotypes o the people i that neighbourhood” Wh or why ot

L1506

14 In vour group. discuss how preudice and discrmination are not
oniy harmiil 10 the victm but also t0 those who practce themm s 1t
pusile 1 gron nto ahorad Wit having o st some
prawdee’ W ight

o school”

[IRERERTIT]

15 Role-plav a tai of Nan war enmunals with il members m the

LLiaTean

1151619

16 M-munm:muwmmmu

swbe G 2 LRINES
followed 13,156, 19
17 G G [R5 FEXN
ndivadual’s social resprsibilin 14151619

18 What new knowlcdge or change of atttude have vou gained from
studying this unit?

L;

19 What was the most mterestung aspext of this unt”

20 Is t ever nght for one individual (0 0wn amother. of for one group
of people 1o be denued equal nghts because thew are ditferent i some
way

L34
14.1516,19

2 Ialaw d as unyust what are approp nge
i

o

22 Flashback refers 10 scene oF semes of episodes that mterrupts the
normal sequence of events 1o deserbe an evet or events that happened
0 the past. Wrte about an event that happened 1 vour own e as
though st were 3 flashback. Ths cveat should be one that would help

someone understand vou befter
-




Phase 3: Leaming for

Learning experiences for resolution bring closure to the unit. Through these

learning i students their of the concepts of the
unit. This phase encompasses all the new ideas, knowledge, and insights the students
have learned from all of the learing experiences from Phase 2. Students reflect back
to the guiding question and share what they have discovered, what conclusions they
have drawn, and decide whether or not they see the world in a different way.
Learning experiences in this phase include a Literature Circle Book Report
(Appendix A-5), and representations of new knowledge and ideas in products such as
essays, poetry, drawing, paintings, music and drama. However, the highlight of this
phase is hosting an open house where students share with parents and the general
public the knowledge and insights they have gained from the study of the thematic
literature unit. Students are invited to talk about and discuss the issues and answer
any questions that might be asked.

Students will revisit the Necessities u{ Life sheet they completed at the

of the unit. After ing on all they have learned throughout the unit,
have them reconsider the choices they made on their first sheet and revise their list.
They will then complete the second Necessities of Life sheet (Appendix A-4) in the

Think-Pair-Share (Lyman, 1992) format.

Assessment and Evaluation

One of the most means of’ and ion for all
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stakeholders including students, parents, teachers, and administrators is the use of
portfolios. This system will allow each party to have a method of observing a
student’s growth and development over time. Teachers can develop their own
systems of portfolio assessment or may opt to use ones already developed by other
parties. such as their local Departments of Education and school boards. The main
objective, however, is to ensure that the learning outcomes for the unit have been
satisfied. The following tools may be helpful in organizing and collecting data to

ensure the outcomes have been met.

Speaking and Listening

Students will record their leaming experiences related to speaking and
listening assignments and maintain them in their portfolios (Appendix B-1). Teachers
will record their own observations on the checklist provided (Appendix B-2). An
evaluation sheet based on specified criteria (Appendix B-3) is also provided so that

teachers will be able to evaluate group presentations.

Reading and Viewing

Students’ responses to the literature studied throughout this thematic unit on
social injustice will be evaluated through a variety of methods. Through the
utilization of reading logs, responsc journals, and reading conferences, tcachers will

be able to determine the students’ abilities to activate prior knowledge. make

to their own i other texts, and others” experiences.
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4 Reading Log: The students record the novels and books they read
related to the theme (Appendix B-4). They will write and draw entries
afier reading, record key vocabulary words, make charts and other

diagrams, and write memorable quotes (Tompkins, 2000, p. 172).

"~

Response Journal: The students respond daily to what they have read

or discussed in class. They may be asked to write about their personal
feelings and ideas they have developed from the literature or respond
to a given topic or a question related to a novel, quote, song, or poem
related to the unit. This journal is to be kept in their portfolio.

Reading Conferences: Each student will hold a reading conference

w

with a peer, a teacher. and a parent throughout the course of the unit.
This allows the student an opportunity to share what they have read
and receive feedback. They can assess their progress and set new
goals. The content of each conference is recorded on a sheet and

placed in the students™ portfolio (Appendix B-5).

it Other iting
The students will be expected to express their ideas in many forms. A record

sheet in each students’ portfolio will help the teacher and students monitor the

writing and other ways of that is to be leted in the unit (Append
B-6). The students will then decide which pieces they wish to include for evaluation

purposes. Each student will have a writing conference with a peer, the teacher and a
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parent to discuss pieces of writing and to develop the writing process. This will help
to identify their strengths, needs and allow them to set new goals (Appendix B-7).
This process will be repeated for group work. Each group will maintain a special
group portfolio. The teacher will conference with the group to assess progress.

The teacher will assess the students’ progress in Social Studies in this area
through observation of their attitudes and understanding as they discuss and complete

the learning experiences in the unit (see Appendix B-8 for a checklist of outcomes).

A of Small Group.

Throughout the unit, the students will complete many tasks in small groups.
They need an opportunity to assess how well they worked together. A group
assessment form is used to gain information on each students’ rating of their

individual and group’s performance (Appendix B-9).

ol ication
At the beginning of this unit on social injustice, the teacher will send a letter
home describing the unit and the outcomes expected. This letter will inform them
about the portfolios, reading and writing conferences as well as their role in the
assessment process. They will be invited to share stories or family histories
(Appendix B-10, p. 137). At the end of the unit, the portfolios, both individual and
group, will be a valuable way to inform parents of their child’s progress. By including

the parents” input, they will feel more involved in their child’s learning and progress.



Appendix A: Learning Experience Charts
A-1 - Necessities of Life Chart
A-2 - KWL Charts
A-3 - Reflection sheet
A4 - Necessities of Life Chart

A-5 - Literature Circle Book Report
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Appendix A-1: Necessities of Life Chart
As a pre-teen (or teenager) your daily needs often require a few necessities.
List all the “items™ it takes to make you comfortable day in and day out. Be specific.
Explain the importance of each item. Place your completed charts in your portfolios.

My Necessities of Life (Before Novel Study)

Importance of Item
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Appendix A-2: KWL Chants
Complete the first two columns of each KWL chart below. Place the charts in
your portfolio for easy access. Whenever vou learn something new during this unit,
complete the third column of the charts. Do not wait until the unit is over to complete
them.
KWL Chart on Slavery

K w L

What [ Know What [ Would Like to Know What [ have Learned

KWL Chart on the Holocaust
K w L
What [ Know What [ Would Like to Know t [ have L




Appendix A-3: Reflection Sheet

These novels make me:

Think

19

Realize

Wish
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Appendix A-4: Necessities of Life Chart

After reading and contemplating the trials and difficulties that the characters
in the novels experienced. would you now make different choices in items that you
require to be comfortable? Complete the chart below and then compare it to the one

you made at the beginning of the unit.

My Necessities of Life (After Novel Study)

Item Importance of ltem




You and your group have finished reading an historical novel on the topic of

African-American Slavery or the Jewish Holocaust. To demonstrate your

understanding of the book you will complete one learning experience from each

section. Thus, you are required to complete 6 learning experiences. Each member of

your group will choose a different learning experience from each section so that

every person’s report will be completely different. You and your group will then

present your reports orally to the class so evervone will learn about each book that

was read for this assignment.

Performance Task List for Book Report

Read all of the steps on thus list

Read a selection of histoncal ficuon | chose with my literature circle.

Filled out my litcrature carcle workshects for cach job | did.

Ch T

clsc’s in my literature carcle

Completed my six paper
‘with a tite telling what the learing expencnce ts. Each page 1s numbered | through
6

Made a title page for my report that shows the title of the book (underlined). the
author and illustrator of the book. my name. the date. the grade and the teacher's
name

Made a table of tells the number for
‘cach page of the report and the activity that s on that page.

mm-mmwmmm

Tobleof Contens
page . Setion | (wri the number and name of the actity)

page 2

page 3. Section 3 (write the number and name of the activity)
page 4. Section 4 (write the number and name of the activity)
page 5. Section 5 (write the number and name of the acuity)
page 6. Section 6 (witc the number and name of the acuvity)

Presented my report orally with my group to the class and placed the book report.
and my literature circle wockshects in my ponfolio.




Literature Circle Book Report Activities - Section 1

Activity | Create a crossword puzzle that includes at least 12 clues for main characters.
significant events or other important details of the book. Don't forget that your
puzzle must have both “across™ and “down" clues. be sure to fill in the answers

Activity2 | Create a “Wanted Poster” with a picture . listing the characteristics of the
antagonist (villain) in the story and why he or she is wanted

Activity 3 Match 3 important statements with the characters who said them. Explain why
the statements are important to the story.

Activity 4 Retell the story including 8 important events. Explain why the events are
important

Activity § | Create and arrange story pictures retelling the story Include 8 important events.
Use captions to tell why the events are important

Activity 6 Describe the setting of the book. Include sensory (sight. hearing. smell. taste,
touch) details.

Activity 7 Draw the setting of the book including as many details as possible. Label your
drawing and tell where it is

Literature Circle Book Report Activities - Section 2

Activity 1 Explain how the main character feit at the beginning. middle, and end of the story
and explain why

Activity2 | Predict what could happen next in the book before reading the entire book and
explain why you predict what you do

Activity 3 Select a passage in the book and describe it. Draw 2 pictures showing what
happened before and after the selected passage Make captions to tell what is in
the pictures.

Activity 4 Select a passage in the book and describe it. Then write a description explaining
what happened before and after the selected passage.

Activity § Explain 3 important ideas or important parts of the story in your own words.
Explain why you picked those parts of the story.

Activity 6 | Create an mind map (like brainstorming) of either a section of the book or the
entire book. Use symbols, color, and pictures to demonstrate your understanding
of the story Tell what the characters are thinking and why.

Activity 7 Create an emotion map (like brainstorming) illustrating 3 different emotions the

main character experiences in the course of the book and why he or she
them. (Don't use “happy”., “sad”. or “mad").




Literature Circle Book Report Activities - Section 3

Activity 1

Using symbolism, classify the central characters as animals or things. Explain
why you chose the symbols you did

Activity 2

Transfer the main character to a new setting. Describe the setting and how the
character would respond to the different people and situations that he or she
might encounter

Activity 3

Create finger puppets and write  one act play depicting an important part of the
book

Activity 4

Select a meal that one of the main characters would enjoy eating. Be certain that
the food is appropriate for the time and place in which the story occurs. Create a
menu and a method of serving it. Menu should include prices from the time
period. Be creative about how you describe the food. Use the kind of words vou
might see on a restaurant menu

Activity §

Think of a situation that occurred to a character in the story and write about how
you would have handled it differently Be specific and use sensory (sight.
hearing, taste. touch, smell) details.

Activity 6

Give examples of people you know who have the same problems or life
situations as the characters in the book. Be specific. How are the characters™
lives different than these same people that you know

Literature Circle Book Report Activities - Section 4

Select 4 central characters from the story. Identify cach one’s general qualities
Include in your description passages or statements from the story which support
vour ideas. Qualities can include both physical appearance as well as personality
traits and can either be stated directly by the author or implied

Select a section of the book. Distinguish what could have happened from what
could not have happened in real life. How are the events and characters
believable or unbelievable? Use direct quotes from the story to support your
opinions

Activity 3

Select parts of the book that were the funniest, saddest, happiest. and most
unbelievable. Describe the event or situation and discuss your personal reaction
wit

Activity 4

Central characters often express their opinions in the course of the story. Using
5 different statements from the main character, differentiate whether those
statements are opinions or could be actual facts.

Activity §

‘Compare and contrast (describing how they are alike and different) two of the
‘main characters. Quote the direct passages from the book that show what the
characters are like.

Activity 6

Select an action of the main character that was similar to something you might
have done. Describe what the character did and how and why you would have
done the same thing.
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Literature Circle Book Report Activities - Section §

Activity |

Decide which character in the book you would most fike to spend the day with
Describe what that day would be like Discuss how it would be different if vou
visited the character in their world o if they visited in your world

Activity 2

Consider how this book could help you in your own life. Discuss how the story
could or could not make a contribution in your life

Activity 3

Compare and contrast this book with another you have read Consider literary
elements such as setting. characters. and plot Using those themes. describe
which book you liked better

Write a recommendation as to why this book should be read or not. Support
your opinion with evidence from the text

Decide if the entire story really could have happened. Justify your opinions with
evidence from the text

Literature Circle Book Report Activities - Section 6

Activity 1 | Create a poster, using quotes from the novel and pictures from the story. to
advertise the story so that other people would want to read it

Activity2 | Invent a new product refated to the story. Create something that the characters
could have used. Draw an illustration of the product and description.

Activity 3 | Rewrite the roles of the main characters in the book 10 create new outcomes
Describe what would happen when the characters change roles

Activity 4 | Imagine that you are one of the main characters. Write a diary account of your
daily thoughts and activities during 3 important events in the story

Activity 5 | Write the lyrics and music to a song that one of the main characters might sing if
he or she became a musical star

Activity 6 Create an original character Describe that character and discuss how he or she
would change the story.

Activity 7 | Wite a dialogue (conversation between two people) or monologue (just one

person talking) that could communicate the thoughts and feelings of the main
character at the most important point in the story.




Grading Rubric for Literature Circle Book Report

Student’s Name:

Novel Title;

Author:

Group Name:

Date:

Point Values:

5 - Exceeds Expectations

4 - Meets Expectations Effort
3 - Minor Revisions Needed
Title Page

Table of Contents

Page 1

Page 2

Page3

Page 4

Page 5

Page 6

Sentence Fluency

Oral Presentation

Voice

Conventions

Total Points:

2 - Needs More Effort
1- Needs a Great Deal More

N - Not Enough Evidence to Assess
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Appendix B: Assessment and Evaluation Records
B-1 - Speaking and Listening Log of Activities

B-2 - Speaking and Listening Checklist

B-3 - Evaluation of Group Presentations

B-4 - Student Reading Log

B-5 - [ndividual Reading Conference

B-6 - Log of Writing Activities

B-7 - Individual Writing Conference Record

B-8 - Checklist of English Language Arts Learning Outcomes
B-9 - Checklist of Social Studies Learning Outcomes
B-10 - Seif and Group Evaluation

B-11 - Sample Letter to Parents



Appendix B-1: Speaking and Listening: Log of Activities

StudentName:

5
¥
|
E
|

Adapted from C. Barrington’s (1998)_A thematic literature unit: developing
children’s understanding of culture, cuitural identity, and diverse cultural perspectives. Thesis:
Memorial University of Newfoundland.



Appendix B-2: Speaking and Listening Checklist
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S in; i ills ki
Theme:

Name: Datc

Rating: 1(Needs to Improve) - 5 (Excellent)

1. Contributes thoughts, ideas and questions to discussion.

2. Asks and responds to questions to seek clarification.
3. Defends or supports their own opinions with evidence

4. Listens carefully to others’ ideas, opinions and
points of view.

5. Contributes to and responds ly

in conversation, small group and whole class discussions.

6. Listens ively and of the
needs, rights, and feelings of others.

chi

Adapted from C. Barrington’s (1998) A thematic literature unit: developing
5 i identity, and div tural

v

perspectives. Thesis: M | University of




Appendix B-3: Evaluation of Group Presentations

Topic:

Names of Students:

129

Content of F Ce Mark
Description of injustice /15
[Explanation of cause or solution /10
Orgamization of ideas /10
Creativity of content /10
Creativity of Presentation Comments Mark
Use of visuals to explain wdeas 75
Clarity of voices /710
Audience appeal /5
Group Work Comments Mark
Shared responsibility for /10
presentation
Efficiency of presentation 5
Cooperation in preparing /710
presentation
Final Mark:
Comments:
Adapted from C. Barrington’s (1998) A thematic literature unit: developing
¥ ing of culs ultural i and dive
perspectives.  Thesis: University of d.
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Appendix B-4: Student Reading Log Record

Record of poems, stories, and novels read during this unit.

Student’s Name:

Date Title Author | Comment or Response

Adapwd from C Barrington’s (1998) A thematic literatus gg_“ developing
il | ultural identif ive

mﬁ_ﬁcsns. ial University of




Appendix B-5: Individual Reading Conference Record

Student’s Name:

Date Book Title Author/lllustrator  Conference with:

[ I

Comments

Date Book Title Author/lllustrator  Conference with:

[ l |

Comments
Date Book Title Author/lllustrator ~ Conference with:
Comments

Adapted from C. Eamngmn 5(1998) A thematic xgmgg unit: developing
hildren’s un identi cultural

perspectives.  Thesis: N ial University of
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Appendix B-6: Log of Writing Activities

Student’s Name:

Date | Date | Topic | Purpose | Audience | Form | Comments
Start | Finish

Adapted from C. Barrington’s (1998) A thematic literature unit: developing
hildren’s dii gl ultural identit Ve tural

perspectives.  Thesis: ial University of



Appendix B-7: Individual Writing Conference Record

Student’s Name:

Date Writing Topic Conference with:
Comments

Date Writing Topic Conference with:
Comments

Date Writing Topic Conference with:
Comments

Adapted from C. Barrington’s (1998) A thematic literature unit: developing
¥ ing of tural identi i cultural
perspectives. Thesis: M | University of dland.




Appendix B-8: Checklist of English Language Arts Learning Outcomes
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Name of Student. Date

The student
1. Examines their own and others’ thoughts, ideas,
and questions in discussion to extend their
understanding insmallor whole group sttings

2 Asks questions calling for elaboration,
or qualification, and responds thoughtfully and
appropriately to questions.
3. Formulates, supports, and advocates points of
view in a convincing manner by providing relevant
details.
4. Listens critically to others’ ideas and points of
view to assess the relevancy and adequacy of the
evidence while demonstrating respect for others
by expressing ideas and opinions in a manner
that respects sensitivity to others.
S. Immerse themselves in quality literature
representing a variety of genres appropriate
10 their age that meets their leaming.
6. Develops a personal response 10 a range

between

why a particular text matters to them.
7 Expresses and supports points of view about
issues, themes, and situations within texts,

citing appropriate evidence.
8 Responds critically to texts by

- recognizing how their own ideas and perceptions
are influenced by what they read and view.

- demonstrating an awareness that personal values
uﬁpﬂnsofvﬂn\ﬂmbmhlhﬂumd
text and readers’ interpretation and

mwmmwmuw
in texts,

- identifying the values inherent in a text, and
- identifying and discussing instances of prejudice,
bias, stereotyping, and proj
9. Use a range of writing strategies and other ways
of representing to
- consider others’ perspectives
- extend ideas and experiences
- reflect on problems and provide solutions
10 Develop a range of prewriting and writing strategies
to develop effective final products and other representations
in terms of clarity, organization, and effectiveness in
communicating ideas.




Appendix B-9: Checklist of Social Studies Leamning Outcomes
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Social Studies Learning Outcomes

Name of Student: Date:

The student:

1. Can identify and explain the rights and responsibilities of
individual citizens in a local. national. and global context.
2. Understands the concepts of freedom. =q||a.hly human
dignity, justice, and civic rights and ibilit
3. Can take age appropriate actions to demonstrate their
responsibilities as citizens.
4. Can describe how perspectives influence the ways in which

experiences are interpreted.

5. Can discuss how and why stereotyping, prejudice.
discrimination. and pressures to conform can emerge and
how they affect an individual.

6. Can identify causes. consequences. and possible

solutions to universal human rights and other selected

global issues.

7. Can plan and evaluate age-appropriate actions 1o support
peace and sustainability in an interdependent world.

8. Can identify and describe how people create places that
reflect human needs. values. and ideas.

9. Can research and describe historical events and ideas from
different perspectives.

10. Can identify and compare events of the past to the present
in order to make informed, creative decisions about important
issues.

Adamrdfrvmc Bamnmm s(ms) Mmmgnm

‘Aeumll Lmvemly of ewfmmdlmd



Appendix B-10: Self and Group Evaluation Form

136

Student’s Name: Date:

Activity:

Self Evaluation:

Rate your performance in this activity on the following scale:

5=Excellent 4=Good 3=Fair 2=Poor | = Unsatisfactory

[ contributed my ideas to the group. 5432

1 asked others for their ideas and encouraged

them to participate. 54 3 2

I stayed on task. 5 432

1 did my share of the work. 5432
My performance should be rated as 54321
Group Evaluation:

Using the same rating scale as above, rate your group.
Our group worked hard. 5432
Everyone’s ideas were respected. 543 2
The work was shared fairly. 5432
The quality of our final product should be rated as 54 32
Ci

"Adapted from C. Barrington’s (1998) A thematic literature unit: developing
children’s understanding of culture, cultural idertity, and diverse cultural perspectives. Thesis:

Memorial University of Newfoundland.



Appendix B-11: Sample Letter to Parents
Date:

Dear Parents.

We and social . The purpose of this umit is to
ereate awareness among students of the various forms of injustices that have existed and continue (0 exist in our
world today. The aim of the theme is (0 have students reflect on the actions they can take to eradicate social
ingustices of which they arc aware. The theme will be studicd by reading and responding to a vanety of chuldren’s

literature. several weeks, students in literature f slavery and

the Holocaust. These two topics are famihiar 10 students and the myustices mflicted upon the slaves and the Jews will

be apparcnt 10 students. By concentrating on an histoncal perspectve. it is the expectation that students will begin 10

—_— ssues that studcnls may Witness in the news or on the Intemet

It thaty

of the chorees. [ you have any difficulty with some of the sclections chosen for study you should make an
appotntment to discuss them with your child's teacher. Otherwise. it would be beneficial o you to discuss the issues

presented in the literature with your child, S/He may want clanfication or more information that you may be ablc to

provide. Allow your ch histher personal feclings topics w0
express these foclings. You may ¥ you may wish vour child or with the class
Ifyou speak ¥

welcome to do 5o

portfolio
Your ‘vour child’s work 15 very important (o your child's progress as
2 reader and writer

1F you have any questions or donot me at the school.

Yours sincercly.

Your childs teacher



Appendix C: Resources for teachers

C-1 - Additional Learning Resources

C-2 - Suggested Readings for Holocaust Literature

C-3 - Suggested Reading for Slavery Literature

C-4 - Useful Web Sites for Teaching Social Injustices

C-5 - Articles from the Universal Declaration of Human Rights
C-6 - Professional Journals useful for Studies of Children’s and

Adolescent Literature



Appendix C-1: Additional Learning Resources

Bishop, Claire Huchet. (1952). Twenty and Ten. New York: Scholastic inc.
A wonderful story set in rural France during the Nazi occupation during
WWII about a brave nun and twenty of her young wards who hide ten Jewish
children. Full of suspense, this is a wonderful book for introducing the
Holocaust to young readers. (Holocaust: prejudice, discrimination)

Boas, Jacob. (1995). We Wi ; Five Diaries of T ers Who Died in
Holocaust. New York: Scholastic.
Jewish teenagers David, Yitzhak. Moshe. Eva, and Anne all kept diaries and
were all killed in Hitler's death camps. These are their stories, in their own
words. Author Jacob Boas, a Holocaust survivor, incorporates his own

commentary using excerpts from each diary to personalize history and to

compare indivi (E : prejudice. di
violations of human rights)

Carbone. Elisa. (1998). Stealing Freedom. New York: Knopf.
Separated from her family by her master and shipped off as a housemaid, Ann
Maria Weems, a 12 year old slave, leans something about independence and
about love before the opportunity for escape arrives. A white man risks his
life for Ann, cuts her hair short, dresses her like a boy, and launches her on
her journey on the Underground Railroad to Canada, her family, and finally to

freedom. This is a fictionalized account of Ann Maria Weems’ extraordinary
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life. (Slavery: prejudice, discrimination)

Collier, J.L., & Collier, C. (1981). Jump Ship to Freedom. New York: Bantam
Doubleday Dell.
The second book in the Arabus family saga finds young Daniel trying to
retrieve the notes that ensure his and his mother's freedom, until he is forced
aboard a boat and headed for certain slavery in the West Indies. (Slavery:
prejudice, discrimination).

Filipovic, Zlata. (1994). Zlata's Diary. New York: Penguin.
In September 1991, shortly before war broke out on the streets of Sarajevo.
1 1-year-old Zlata Filipovic began to keep a diary. In a voice both innocent and
wise, she wrote of the horrors of war—the deaths of friends. a shortage of
food, and days spent in fear—and issued a compelling plea for peace that has
moved parents and children, and will continue to awaken the conscience.
(War: prejudice, discrimination).

Fox, Paula. (1973). The Slave Dancer. New York: Yearling.
Kidnapped by the crew of an Africa-bound ship, thirteen-year-old Jessie
Bollier discovers to his horror that he is on the slaver 7he Moonlight, bound
for the coast of Africa. His job is to play his fife for the exercise periods of the
human cargo so they can retain some muscle tone. Jessie encounters the
unspeakable on this journey that almost costs him his life. (Slavery: violations
of human rights)

Frank, Anne. (1993). The Diary of a Young Girl. New York: Bantam.
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Her marvelously detailed, engagingly personal entries chronicle 25 trying
months of claustrophobic, quarrelsome intimacy with her parents, sister, a
second family, and a middle-aged dentist who has little tolerance for Anne's
vivacity. Anne Frank's remarkable diary has since become a world classic —a
powerful reminder of the horrors of war and an eloquent testament to the
human spirit. (Holocaust: prejudice, discrimination).

Frank, Anne. (1994). Tales from the Secret Annex. New York: Bantam.

This compilation is a complete collection of Anne Frank's lesser-known
writings—-short stories. fables, personal reminiscences and an unfinished
novel—-composed during her seclusion from the Nazis during World War II.

These writings reveal the astonishing range of Anne's wisdom and vouthful

Ani ion to Diary of a Young Girl. (Holocaust:

prejudice, discrimination).
Hansen, Joyce. (1997). [ Thought My Soul Would Rise and Fly: The Diary of Patsy, a

Ereed Girl. New York: Scholastic.
Twelve-year-old Patsy keeps a diary of the ripe but confusing time following
the end of the Civil War and the granting of freedom to former slaves. This
novel stands out in character development, accurate historical details, and
interesting subplots about southern life during this era. The diary entries
combined with the rich historical information in the back of the book inform
as they entertain. (Slavery: prejudice, discrimination)

Hurmence, Belinda. (1997). Slavery Time when [ was a Chillun. New York: Philomel
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Books.
This book shows many aspects of plantation life as seen through the eyes of
men and women who were children when slavery came to an end, in 1865
The narratives reflect a variety of experiences: here are youngsters, male and
female, some who suffered great cruelty, others who did not. and many with
stories of family separation. An important look at slavery from primary
sources, presenting a vivid picture of life in bondage. (prejudice.
discrimination)

Kaplan, William. (1998). One More Border. Toronto: Groundwood Books.
The Holocaust is a complex topic that cannot be understood in a vacuum.
Knowledge of how difficult it was to leave Europe in the late 1930's clarifies
the Nazi entrapment of the Jews. This compelling picture book depicts the
true story of one middle class family who bartered every penny in exchange
for the right to travel across Russia to Japan, and finally to Canada. Stephen

Taylor's poignant i ions are i with archival

maps, and historical sidebars. Teachers who cover the Holocaust should
definitely include this book in their curriculum. (Holocaust: prejudice,
discrimination)

Lester, Julius. (Reprinted 1997). Long Journey Home. New York: Puffin.
The African-American slaves in these six stories, based on actual people and
events, are brought vividly to life by Lester's gifted storytelling. The book

focuses on those individuals who, though less weil known, played a1
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important part in African-American history. (Slavery: prejudice,

discrimination)
Lyons, Mary. ( 1992). Letters from a Slave Girl: The Story of Harriet Jacobs. New
York: Aladdin.

Harriet Jacobs was born enslaved in Edenton, North Carolina, in 1813. For
seven years she hid in a garret before escaping to the North in 1842. The
letters, addressed to her dead or absent relatives, provide a moving account of
her growing-up vears, her longing for freedom. and her love for her family.

Harriet's portray the izing effects of slavery, particularly

on women. (Slavery: prejudice, discrimination, violations of human rights)
Matas, Carol. (1996). After the War. Richmond Hill, ON: Scholastic Canada Ltd.
The only member of her family to survive the Second World War. fifteen-
year-old Ruth returns to her village, only to find that everything has changed
and joins "Brichah,” an underground organization that helps people get to

1 di

Palestine. (

McGill, Alice, & Soentpiet, Chris K., illustrator. (1999). Molly Bannaky. Boston.
MA: Houghton Mifflin Company.
This fictionalized biography traces Molly Bannaky's life from indentured
servant to Maryland land owner—including her marriage to the African slave
she bought and freed. With her husband Bannaky, Molly turned a one-room
cabin in the wilderness into a thriving one hundred-acre farm. (Slavery:

prejudice).



144

McKissack, Patricia C., & McKissack, Frederick L. (1994). Christmas in Big House,
Christmas in the Quarters. New York: Scholastic Inc.
This poignant, heartwarming book rich in historical detail and careful
research describes the customs, recipes, poems, and songs used to celebrate
Christmas in the big plantation houses and in the slave quarters just before the
Civil War. (Slavery: prejudice, discrimination).

Polacco, Patricia. (2000). The Butterflv. New York: Philomel Books.
This touching picture book describes the true story of Polocco’s Aunt
Monique whose mother hid Jewish families during the Nazi occupation.
(Holocaust: prejudice, discrimination).

Reiss. Johanna. (1972). The Upstairs Room. New York: Scholastic Inc.
A Dutch Jewish girl describes the two-and-one-half years she spent in hiding
in the upstairs bedroom of a farmer's house during World War I1. (Holocaust:
prejudice, discrimination).

Ruby, Lois. (1994). Steal Away Home. New York: Aladdin.
While her family is restoring an old house in Lawrence, Kansas, 12-year-old
Dana discovers the diary of a Quaker woman whose family sheltered runaway
slaves on the Underground Railroad. Alternating chapters weave historical
reality into modern times. (Slavery: prejudice, discrimination).

Stepto, Michele. (1994). Our Song, OQur Toil: The Story of American Slavery as Told
by Slaves. New York: Scholastic.

This compact book does an excellent job of recounting the story of American
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slavery as seen through the eyes of its victims. In excerpts from narratives,

autobiographies, and other historical documents, former slaves speak for

h i ing the i ities and cruelties they endured under

slavery as well as the and ity of freedom. with

historical facts, powerful and emotional testimonials from enslaved persons
recall experiences in a cruel and unjust system. (Slavery: prejudice.
discrimination, violations of human rights)

Smucker, Barbara. (1978). Underground to Canada Toronto: Puffin.
Two slave girls escape from a plantation near Vicksburg, Mississippi. and
steal toward Canada on the Underground Railroad. A story of courage and
friendship, joy and sorrow. (Slavery: prejudice, discrimination, violation of

human rights).



Appendix C-2: Suggested Readings for Holocaust Literature

Adler, David A. (1995). Child of the Warsaw Ghetto. New York: Holiday House.

Adler, David A. (1987). The number on my Grandfather s arm. New York: Union of
American Hebrew Congregations.

Adler, David A. (1993). A picture book of Anne I'rank. New York: Holiday House.

Adler, David & Bloom, L., illustrator.(1995). One yellow daffodil: a Hanukkah story.
San Diego. CA: Gulliver Books.

Adler, David A. (1989). We remember the Holocaust. New York: Henry Holt.

Altschuler, David (1978). Hitler's was ugainst the Jews. New York: Behrman House.

Amold, C., and Sik in, H. (1985). Anti-S A modern persp New

York: Julian Messner.
Auerbacher, Inge (1986). / am a star: Child of the Holocaust. New York: Prentice
Hall.
Baldwin, Margaret (1981). The hoys who saved the children. New York: J. Messner.
Bat-Ami, Miriam (1999). 7wo suns in the skv. New York: Front StreevCricket.
Benisch, Pearl (1991). To vanquish the dragon. New York: Feldheim.
Bernbaum, Israel. (1985). Mv brother s keeper: The Holocaust through the eves of un
artist. New York: G.P. Putnam’s Sons.
Bishop, Claire Huchet (1988). Twenty and ten. New York: Puffin Books.
Bitton-Jackson, Livia (1997). / have lived u thousand years: Growing up in the

Holocaust. New York: Simon & Schuster Books for Young Readers.
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Bunting, Eve (1989). Terrible Things: An allegory of the Holocaust. Philadelphia:
Jewish Publication Society.

Chaikin, Miriam (1987). A mightmare in historv: The Holocaust, 1933-1943. New
York: Clarion Books.

Druker, Malka (1993). Jacob s rescue. New York: Bantam.

Finkelstein, Norman (1985). Remember not to forget. New York: Franklin Watts.

Flinker, Moshe (1971). Young Moshe s diarv: The spiritual torment of a Jewish boy
in Nazi Europe. Jerusalem: Yad Vashem.

Friedman, [na (1985). £scape or die. New York: J.B. Lippincott.

Friedman, Ina (1990). The other victims. Boston, MA: Houghton Mifflin.

Gies. Miep (1987). Anne Frank remembered: The story of the woman who helped
hide the Frank Family. New York: Simon and Schuster.

Ginsburg, Marvell (1983). The rattooed Torah. New York: Union of American
Hebrew Congregation.

Greenfield, Howard (1993). The hidden children. New York: Ticknor & Fields.

Herman, Erwin, & Herman, Agnes (1985). The Yanov Torah. Rockville, MD: Kar-
Ben Copies.

Hest, Amy (1990). The ring and the window seat. New York: Scholastic.

Hoestlandt, Jo (1995). Star of fear, star of hope. New York: Walker and Co.

1 never saw another butterfly: Children's drawings and poems from Theresienstadt
Concentration Camp, 1942-1944. (1993). 2™ ed. New York: Schocken.

Innocenti, Roberto (1985). Rose Blanche. Mankato, MN: Creative Education.
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Klein, Gerda Weissmann (1981). Promise of a new spring: The Holocaust and
renewal. Chappaqua, NY: Rossel Books.

Lakin, Patricia (1994). Don't forget. New York: Tambourine Books.

Landau, Elaine (1991). We survived the Holocaust. New York: Franklin Watts.

Larsen, Anita (1992). Raoul Wallenberg: Missing diplomat. New York: Crestwood
House.

Leitner, Isabella (1992). The big lie: A true story. New York: Scholastic.

Levitin, Sonia (1993). Journey 1o America. New York: Atheneum.

Marrin, Albert (1987). Hitler. New York: Viking Kestrel.

Matas, Carol (1996). After the war. New York: Simon & Schuster.

Matas, Carol (1993). Daniel's Story. New York: Scholastic Inc.

Matas, Carol (1997). The Garden. New York: Simon & Schuster Books for Young
Readers.

Meltzer, Milton (1976). Never to forger. New York: Harper and Row.

Meltzer, Milton (1988). Rescue: The story of how Gentiles saved Jews n the
Holocaust. New York: Harper & Row.

Mochizuki, Ken. & Lee. D.. illustrator. (1997). Passage to freedom: The Sugihara
Story. New York: Lee & Low BOoks.

Nivola, Claire A. (1997). Elisabeth. New York: Farrar Straus & Giroux.

Noble, Iris (1979). Naz: hunter, Simon Wiesenthal. New York: Julius Messner.

Oppenheim, Shulamith Levey (1992). The lilv cupboard. New York: HarperCollins.

Orgel, Doris (1978). The devil in Vienna. New York: Dial Press.



149

Perl, Lila (1996). Four perfect pebbles: A Holocaust story. New York: Greenwillow.

Reiss, Johanna (1976). The journey hack. New York: Crowell.

Reiss, Johanna (1972). The upstairs room. New York: Crowell.

Reuter, Elisabeth (1993). Best friends. New York: Yellow Brick Road Press.

Rogasky, Barbara (1988). Smoke and ashes: the story of the Holocaust. New York:
Holiday House.

Rosenberg, Maxine B. (1994). Hiding to survive: Stories of Jewish children rescued
from the Holocaust. New York: Clarion.

Siegel, Bruce H. (1996). Champion and jewboy: Two novellas. Los Angeles, CA:
Alef Design Group.

Silton, Faye (1997). Of heroes, hooks and heirlooms. Philadelphia, PA: Jewish
Publication Society.

Suhl, Yuri (1973). Uncle Misha's partisans. New York: Four Winds Press.

Vos, Ida (1991). Hide and seek. Boston, MA: Houghton Mifflin.
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Appendix C-3: Suggested Reading for Slavery Literature

Coles, R. & Ford, G., illustrator. (1995). The story of Ruby Bridges. New York:
Scholastic.

Collier, J.L. & Collier, C. (1995). With every drop of blood. New York: Delacorte.

Edwards, P.D. & Cole, H.. illustrator. (1998). Barefoot: Lscape on the underground
railroad. New York: HarperCollins.

Forrester, S. (1995). Sound the jubilee. New York: Lodestar.

Gorrell, Gena K. (1996). North star to freedom. New York: Delacorte.

Greene, Meg (2000). Slave young, slave long. Minneapolis, MN: Lerner Publishing.

Hansen, Joyce (1994). The captive. New York: Scholastic Inc.

Hermence, B (1997). Slavery time: When I was chillun. New York: Putnam.

Hopkinson, Deborah (1999). Band of angels. New York: Simon &
Schuster/Atheneum/Anne Schwartz.

King, Wilma (2000). Children of the emancipation. Minneapolis, MN: Lerner
Publishing.

Knapp, Sawyer K. (1997). The underground railroad in American history. New York:
Enslow.

McKissack, Patricia C. (1997). A picture of freedom: The diary of Clotee, a slave
girl, Belmont Plantation, Virginia, 1889. New York: Scholastic.

McKissack, Patricia C., and McKissack, Frederick L. (1996). Rebels against slavery.

New York: Scholastic Inc.
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Meyer, Carolyn (1993). White Lilacs. New York: HarcourvGulliver.

Miller, W. & Lucas, C., illustrator. (1995). Frederick Douglass: The last day of
slavery. New York: Lee & Low.

Myers, W.D. (1998). Amustad: A long road to freedom. New York: Dutton.

Rabe, Berniece (1997). Hiding Mr. McMulty. New York: Harcourt.

Reeder, Carol (1997). Across the lines. New York: Simon & Schuster/Atheneum.

Rinaldi, Ann (1996). Hang a thousand trees with ribbons: The story of Phillis
Wheatley. New York: Harcourt.

Robinet, Harriet Gillem (1998). Forty ucres und maybe u mule. New York: Simon &
Schuster/Atheneum.

Schroeder, Alan. & Pinkey, J., illustrator. (1996). Minty: A story of voung Hurriet
Tubman. New York: Dial Books for Young Readers.

Smith, John D. (1996). Bluck voices from reconstruction, 1865-1877. New York:
Millbrook.

Stolz, M. & Martinez, S., illustrator. (1997). A ballad of the Civil War. New York:
HarperCollins.

Taylor, Mildred D. (1995). The well: David’s story. New York: Dial.

Thomas, Velma M. (1997). Lest we forger. New York: Crown.

Tillage, Leon W., & Roth, S. L. (1997). Leon's story. New York: Farrar, Straus &
Giroux.

Turmer, Glennette T. & Byrd, S., illustrator. (1994). Running for our lives. New

York: Holiday.
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Van E &F B.i (1997). My name s York. Flagstaff,

AZ: Northland.
Walter, Mildred P. (1996). Second daughter: The story of a slave girl. New York:

Scholastic Inc.
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Appendix C-4: Useful Web Sites for Teaching Social Injustice
The following list of URLS is a mere sample of web sites available to teachers and
students during an examination of social injustice.
Social Injustices Sites
www udhr org/UDHR/udhr htm - Universal Declaration of Human Rights
http//www.hrusa.org/ - Human Rights Resource Center

www.indiana.ed 13ex.html - Social Ethics and Political Morality:

Teaching Values through Teaching Literature

http://www powerup.com. htm - Progressive Stuff

hitp://www igc.ape 1/1995. html - An End to

Holocaust Sites

www remember.org/guide/History root pref html - The Music of the Holocaust

hrtp/feit.coedu. usf edwh: htm - A Teacher’s Guide to the Holocaust
gmu.ed i html - The Holocaust - Di ing pictures of

victims and mass graves. Teachers will want to look at this site before

allowing students’ access.

ven. i m/~kimel 19/ html - Shoah Remembrance
http://feit.coedu.usf. /holl ivil 1/people htm - Hols A
http:/www.ushmm, i i htm! - Children and the Holocaust
http:/: inks.html - Hok Learning Links
Slavery Sites

http//www bi ind/ - of F:
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htip//www poets org/LIT/POI htm - The Academy of American Poets -
Poetry Exhibits
http:/www.spartacus. co.uk/USAslavery htm - The Internet_

Encyclopaedia - USA Slavery

http//ww: bolition.html - African A

hitp//lcweb? loc. paintro/ html - Negro Life on a Farm

hitp//www.ohio htm - Stra to End Slavery

http://www.cr.nps. d him - Antislavery

htp//www .sdcoe k12.ca html - SCORE: To Be a Slave-
Teacher Guide

http-/www spart; Aslavery htm - USA Slave:

http//www. k12.il ushtml/RAILROAD.html - Slavery

http//www.sdcoe k12 ca i i 35 html - Civil War

Children's and Adolescent Literature Sites

hitp-//www ala org/BookLinks/ - Book Links

http-//www.acs ucalgary ca'~dkbrown - Children’s Literature Web Guide

http//www. i i html - CM: Canadian Review of Materials

hitp//www readingonline.org/ - Reading Online

http://www.unm.edw/~lhendr/ - Children’s Literature: A Guide to the Criticism

‘http//www carolhurst.comy - Carol Hurst’s Children’s Literature Site

http.//s libvt ‘ AL AN/al iew html - ALAN Review Online

http/ inki Isrms htm - Rethinking Our Cl
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An Urban Educational Journal Online

http//www. - Teachers at Random House

http://www.unac.org/teachers/ - Teacher’s Box Resource Center

http://teacher. i asp - ic News Zone




Appendix C-5: Articles adapted from the Universal Declaration of Human Rights

Article | Al human beings are bom free and cqual in dignity and nights They are endowed with reason an conscience and should act towards one
another in a spirit of brotherhood
Article 2 Exeryonc is entitied 10 afl the nghts and freedoms set forth w this Declaraion, without distinction of any kind, such as race, colour, sex,
language, religion, political or other opinion. national or soctal origin, property., birth or other status
Article 3 Exeryone has the right to lfe, liberty and security of person
Article 4 No one shall be held in slavery or servitude, slavery and the slave trade shall be prolbited w all their forms.
Article § No one shall be subjected to torture or 10 eruel, inhuman or degrading treatment or punishment
Article 6 has the right vwh a person before the law
Article 7 All are cqual before the faw and any ! the law
Article 8 No one shall be subjected to arbitrary arresi, detention, or exile
Article 9 Everyone 1s cntitled 1o a fair and public tnal by an impartial court
Article 10| Everyone charged with a eniminal offinee has the right 10 be presunied innocent untl proven guilty according to law in a public tial
Article 11 Everyone has protection of the law against interference of their privacy . fanuly, home, or mail as well as attacks upon their honour or
seputation
Article 12| Everyone hus the right to mose freely between countris, states, and provinces as well as the right to feave any country, including their own,
and the right 10 retumn to that country
Article 13 Everyone has the night 1o scek refuge from perseeution in ofher countrics
Article 14| Everyone has the nght to a nationality
Article 15| Men and women who are of legal age are entitled to marry and have and women are entiled (o cqual rights as (o
‘marrioge and marriage shall be entered ito only with the free and full consent of the ntending spouses The family is the natural and
fundomental group unit of society and s entitled to proteetion by society and the State
Article 16 Evenyone has the right to own property alonc as well as with others
Article 17 | Eeryone has the right to freedom of thought, conscience and religion. this right ieludes freedom to change his refigion or belief, and freedom,
cither alon or in the community with others and 1n public or private, to demonstrate his religion or behiel n teachung, practice, worship
obseryance
Article 18| Everyone has the right to freedom of opinion and expression, this right ichudes freedom to hold opinions without interference and (0 seck,

receive and pass on information and ideas through any media




Article 19| Exeryone has the right to frecdom of peaceful assembly and association. Howeser, no one may be required 10 belony to an association

Article 20| Exeryonc has therigh o take part nthe gorcment of his country. dircelyor through frcly chosen represcitatves. Evcryone has the right to
cqual aceess (0 p “The will of the people shall be the basis of the authority of the govcmment. In other words, a
democratic process

Article 20 | Everyone has the right 10 work. o fice choice of employment, to ust and
uncrployment. Evcryone,wilhou an discrimination, hs the gt 1 cqual pay for cqual ok As ndl ovey o has th iht 1 fom o ok
trade unions for the proteetion of his inicrests

Article 22| Everyone has the right to rest and leisure, including reasonable lintation of working hours and periodic holidays with pay

Article 23 Everyone has the right to a standard of living adequate for the health and well-bemg of himself and of his I‘uml) including food, clmhmy‘
housing and medical care and necessary social services, and the right to security in the event of uncmploy ckness, disabili
widowRood, 6 e o et ek of ol n lnasmetsnce beyord s corcl, Motberod s ehichud o it 0 ool ind
assistance. All children, whether bom in o out of wedlock shall enjoy the same social protection

Article24 | Exeryone has the right o education Education shall be frce, a least in the clementary and fundamental stages. Education shall be dirceted (o
the full development of the human personality and to the strengthening of respect for human rights and fundamental freedoms, It shall promote
understanding, tolerance and friendship among nations, racial of rcligious groups As well, parents have  prior right to choose the kind of
education that shall be given to their children

Article 28 he right to frecly p tural ffe of the community, (o cnjoy the arts and to share in scientific advancement and its
benfits Evcryone has the ight 10 the proicetion of the moral and material inerests tesulung from any scieniic, crary o artistc production
of which he s the author

Article 26 Everyone has dut he 1y 10 cnable the full of h ty 08 possible

Article 27 | Nothing in this Deelaration may be interpreted as imply ing for any State, group or person any right to cngage in any activity or 10 perform any

act aimed at the destruction of of the nghts and freedoms set forth heren

Adapted from the Universal Declaration of Human Rights (1948) found on April 15, 2000 at
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Appendix C-6

Professional Journals useful for Studies of Children’s and Adolescent Literature

ALAN Review
1111 Kenyon Road
Urbana, IL 60611
Assembly on Literature for Adolescents
National Council of Teachers of English (Three issues per year. Offers
articles and reviews of new books for middle and high school students).
Book Links: Connecting Books, Libraries and Classrooms
50 East Huron Street
Chicago. 11. 60611
American Library Association (Six issues per year. Well-researched articles
that contain thematic bibliographies on curriculum topics).
RBulletin of the Center for Children’s Books
University of lllinois at Chicago
University of Illinois Press
1325 South Oak Street
Chicago, [L. 61820
Center for Children’s Books (Eleven issues per year. Dependable reviews of
approximately 75 new children’s titles in each issue).
Canadian Children'’s Literature
Department of English
University of Guelph
Guelph, ON N1G 2W3
Canadian Children’s Press/Canadian Children’s Literature Association
(Quarterly. Book reviews and critical essays about literature written for
Canadian children).
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Horn Book Magazine
11 Beacon Street, Suite 100
Boston, MA 02108-3704
Horn Book Inc. (Six issues per year. Includes reviews of children's books and
lengthier, in-depth articles on many aspects of children's literature. Indexed in
Library Literature and Current Index to Journals in Education).

Language Arts
1111 Kenyon Road
Urbana, IL 60611
National Council of Teachers of English (Eight issues per year. Each issue is
on a theme related to children’s literature, with a lengthy analysis of books
and interviews with authors).

New Advocate
480 Washington Street
Norwood, MA 02062
Christopher-Gordon Publishers. (Quarterly. Articles and book reviews by
teachers and scholars in education in the field of children’s literature)

The Reading Teacher
800 Barksdale road. Box 8139
Newark, DE 19714-8139

Reading iation and i Council for the

Improvement of Reading (Eight issues per year. Contains applications of
research and teaching strategies for elementary school teachers, plus a column
of reviews of children’s books.

Resource Links
P.O.Box 9
Pouch Cove, NF AOA 3L0
Council for Canadian Learning Resources (Five issues per year. Reviews
children’s and adolescent Canadian literature by Canadian reviewers).



School Library Journal
P.O. Box 2606
Boulder, CO 80322-2606
Boulder, CO (Twelve issues per year. Articles plus reviews of a large number
of new publications listed by grade and subject. Reviews are short and offer
one reviewer’s opinion).
Teaching and l.earming luerature with Children and Young Adults (TAIL)
Essmont Publishing
P.O. Box 186
Brandon, VT 03733 (Five issues per year. Suggests activities using books to

integrate curriculum and literature studies in the classroom)
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