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. ABSTRACT R
¢ 5 i -
This study was undernknn to. investigate -children’s

literature as a majcr resource for enhancing the creative "

writing potential of young children. A'major prémise is 7

« %hat children, learn to' express. themselves. in’ wx'lting nost.
ettect:,vely threuqh exploring and modelling the writings
of others. The raview of tlie literature indicates that

there is a strong relationship between the study of

children’s literature and creawive writing dévelopment.

* The , literature examines how the . -study’ children’s

- B < Py
literature promotes writing develépment.id .areas such as

form and . ion, and vocabulary.
. O “
development.. .

handbook designed . to foster theé yse of children’s

The result of-this study ‘was the production of a'

‘ literature in creative writing programs. A sample '

K ~ \
selection’ from the " wasvgiven to two to

iise with their grade two students. A description of the

procedure followed, the observations madg, and _the
effective results of the activities are discussed, along
with some of the writings of the sfudents.

The i ion to the

provides a rationale

for the use of children’s Iu:erature 1n writing proqrnmu.

s

Also pri L in the is. a list of suggestions

which teachers will find shelpful as they pu:uua in their

classrooms the writing activitiés' mentioned in the.

handbook. The major .portion of the ha_nqb’ook consists of

RS

5
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(N "
the prssentation of 'several prose and poetry selections

‘with iéeas tuz incorporating afd applying them in creat:we '

) writing proqrams. ’ Each. prose ‘selection iq presented with,

a brief i ion, an i sduction which poimzs out the
stt@ngths nt thut selection for writing development, a
o . detailed description of some writing activities whlch can

‘_ s "be suggested to students, and, in most ‘cases, a

'rbiblio‘qraphy which can be used to further enhance"t!‘-:e" ‘same_

] strengths 'presented by the selection discussed. ‘Each

poetry selection piasents‘the poem itself with . sugéested

ac‘tivities, based on the fnrm, pa\:tem or ccntent of the
_poem.‘—L 5 e 4 e ~
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! CHAPTER I
NATURZ OF THE STUDY

\
Introduction

iIs the writing potential of primary students being.
fully realized in our schools today? Research by Calkins
(1986) indicates that it is not. She states:

...in our schools, our students tell us. they

——don’t wamt to write.... The bitter irony is

that we,,in schools, set up roadblocks to stifle

the ‘natural and senduring reasons for:writing;

and then complain that our, udents don’t want

to write. (pp< 3-4) :

Graves (1983) Xp! the same \ He states:

We ignore -the child's urge to show what he
knows. We te the urge of a
lack of understanding of the writing process and |
what children do in order to control it.
Instead, we take the control away from children
‘and place unnecessary road blocks in the way of
their intentions. Then we ‘say,’ "They don’t want
to write. How can we motivate them?" (p. 3)

Hipple 711985), Hauser (1982), and Milz (1980) state ‘that
writing skills must be nurtu;ed and encouraged eatly in
the primary grades, and yat many teachers in our sch ls
neglect writing development at these early ages. Hale'y-
_James (iéaé)- believes = that many' teachers feel that

Sreative writing uk'nls are better devaloped 1n the

_elemantary qrudes uhere the "abilities to - spell, to
punctuate, and to use can-(ec!rgrimnati‘cny forms are. more
fully developed. : Many teachers also beliéve, says Haley-

James, that children must be taught to read before they
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can be taught to write. These attitudes may, in !act, be, n

a result of a weak in the L Arts which

is gcurrently being used in most classrooms -in’

Newfoundland. An examination of the Nelson Langudge

- . 4 s
Development Reading Series, which is prescribed for the

prlmary languaqe arts cur‘;lculum, reveals that while some
efturt is made to address the area of creative writing,

the major emphasis continues to be ?n re_ading skiu{ If

creative Jdrit:‘inq is to be done in the classroom, then the

i‘;eacher must develop "her own- program. with very little

guidance from the pr‘és’di’dbed lahguage arts -curriculum..
. Too often the work dene on~ worksheets and in'reading

‘skiubooks ‘is “equated with w’riting, ‘arid uritinq of this

nature may be- the only kind of writing done at all‘
calkins (1383) maintains that 1f creative writing is done
‘in the classrocm, i't i§ usﬁgllyjdone "just before the
Halloween party; when the film.projector (breaks) down, or
during the last minutes beferQ afterncon bus cau"’ (p-

82). .

Children need much more tHan thi\s'_._ Basal readers,

2 skillbooks and 1mprom§tulwribing periods’ do not inspire

children to write. Good books, 'stories and pqetry can.

Children need teachers who know this and ‘who can, guide

‘them into meaningful and rewarding writing experiences.

Learning ' should be .a pleasurable and meaningful

experience. For many children, however, the process of /

' developing writing skills is a -very -frustrating and
& .




meaningless one. As more and more researchers explore the

- " complex nature of e writing process, a great deal of new
- information’continues surface concerning how creative
writh;g skillar should be introduced, explored, and
expanded. Sloan (1980) believes that literature must be
.us!d here and she argues that "the child who never
thrilled tb6 words will remain indifferent to reading or
R writing them" (p. 1\'5). Literature is genuine creative

thought and expression. . It has the power to captivate and

motivate childrer.\ to read and write, and it is very

imgn.rtant that teachers undérsi:.and this and utilize it in
5 ; the. development of writing skills.

s " \Applaba'e (1977), =~ Wilcox (1977), Sloan (1980),

McConaughy ' (1980) , Jstt-simpsonllsal), and McClain (1986)
: are among the many ‘ authorsl,who have written _that

N literature has been found to be helpful in the development

~of writing "skills.. . Children’s Jliterature can provide
models. for students to follow as they write., It can,
B .provide a lot of the sites y for, .

in writing development and, as well, can remove many of"’

s the ble;qks which so often' cause children to approach

| writing with reluctance and anxisty. )
' _ Rubin (1980) states:

Primary-gradé . teachers have a - great e
. responsibility, because what they do in school

may influence students’ ~“attitudes towards

writing all through their lives. (p. 257)

It is very important, therefore, that young children who v
arafbuildleq}a good - foundation fpr writing be given every . .q




advantage in order to ensure not cnl’y success in writing,
but joy in trying to achieve that succan.v Children’s
literature is a great resource _vhich can help children
find worth and satisfaction in their \;rxting_ endeavours.
Teachers neéd to be cognizant of the interrelationships
which exist between children’s literature and creative
writing devplépment. They must e)_cploit this relationship
\ “to the fullest so that their students will grow and mature -
in writing, confident in the fact that they are using one
of therbest possible resources for the enhanéemant of
. writing skills. It is the intent of this study to examine 5
the use of .children’s literature as an effective means of , "_. <

enhancing Jriéinq' ak}lls in primary vchildran.

Statenent of the Problem e

The creative writing abilities of many. of r
= province’s primary grade children are not being givén a

chance to flourish and grow. The main raas‘o'n ﬁr'thls is
- that teachers . are given very little di;hctia or
developing creative writing skills. E‘vide‘nee to support
these stat;;nts can be found in th’c mm__u_s_:mm
issued by the Nevtoundland Departmcnt fl Educatiun and .in

o e the Nelson Language Development Rondinq shrlas, which Al
the bed 1 ; arts P

schuo];s. oL 6 E
" ; .

taz provim:ia!

R
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The P_mgum_oj_i;ugj_g_s, acknnwledqes that the
intention of the language arts program is to assist
students "in increasing their pcwer over the _language

processes. of llatening,‘ speaking, writing, and reading

through the exploration of a ‘wide range of linguistic

forms and functions" (p. 18). It states that a. whole
languaqe‘ approach should be used, but then adds that a
lite:atuxngémxionent should be included "as reading for
antsrf.ainment and for infomation" (p. 18). It is'this(
writer’s contention that if writing is to be leax:ned
through a whole lanquage ~approach, 11cerature should play
a" much more central role ‘than that stated in the m
of studies. “ | T .
One of the language arts texts .prgscriﬁed for grade

two is -Maglc-Story 'Box, published. by Nelson., An

' examination of the teacher’s guidebook which accompanies

thlis text reveals several - poinis concerning writing
development. In the twent.y'—one units of work. descriﬁed'ln‘
this guidebook, only seyen suggest writing aa:tivit:ies, and
three” of these consist of fill in-tha-blank workbook
activities. In the remaining four units; there are some
suggestions given to children  for writing activitxes

However, there is very littla dxrection given to teachers
which w111 sna?le them to help their students o_rganiza\
their thoughts and ideas. Different models of writing can

..accomplish this. -~ Basal reading texts contain -a limited

number ‘of models, co‘mpared‘ with the many and varied models ’

=




which can be, explored in children‘s literature. 'As wvell,
in order to cover the units prescribed for this reading
taxt, a teacher woull need té spend approximately eight
weeks on the activities offered. Since only four units
contain creative writing activities, this seems like a
rather 1long time for students to be writing so
infrequently. K- ‘
Although the guidebook 'c.l"oeu list the titles of some

lections from children’s 1i no ons are

made about the way such selections could .be used to

enhance writing d.vc].\opment.

The aboye observations clearly indicate that “1‘(—

teachers wish to develop the creative writing tdlents Lt

theip students, they will have to look elsewhere for

needed directi The on of the ! at the
end of this study is intended to meet this need, gL.o
< ‘ N

provide for teachers a practiczd\f solution to the problem

of finding much needed resources for creative writing.
- ™
Need for the Study
* : - i o~
Recent research emphasizes - the necessity of

strengt ng the relati which exist between the

language arts. New research findings clearly show: that_

the study of -children’s' literature has a positive -f!uot
on children’s. ability to write. An -xaufﬂutiqn ‘of ‘the

-basal reader, Magic-Story Box, which is one of the grade

it

Sy ——




two readers published by Nelson Canada Ltd. ‘and prescribed

for use in our province;'s schools, reveals that there is

= ! -
very little emphasis placed on the development of creative

writing ski}ls. E} ce so few ideas are given in the
basal’s guidsb.wk for writing development, teacheté must.
look to other resources for activities and ideas which
will initiate, , and ‘s Wwiting.

Teachers, therefore, need practical' guides which

demonstrate and describe how forms and patterns, content,
and language from cl;i].dran’s literature can be modelied’by
begin;minq writers. It i& for this purpose that the
handbot;k\ at the end %"\his study was. developed' It-is
this wrfter’s belief” that more should be .done in our
primary qrades to foster creative, imaginative _thmking’
and writinq- The 'selections and activities’ §_\Qgges§:€d in

the handbook are designed” to meet the needs of teachers

who are _ready to make the 1i wtitinq ion,
to provide taachers with practical idgas for writing based
on literary selections, and to prov1da f.or young writers .
reuardinq and satis!yinq experu’ncss through initial
creative _writing ventures. ) ‘

=N E ’ | . >
\ 5 The ‘following. are the objectives of this study:

N

1. To. show how children’s 'lit_eratui;e can be uyséd to

motivate and stimulate children to write.

e




2. To show how forms and patterns ’ in children’s

literature can, be modelled by children in their own

writing activities.

3. To develop for grade two teachers a handbook which

will assist them in plannihg successful creative

writing for their using selections ~

from children’s literature as models.
4. To test one of the selections presented in the g
hAandbook with two groups Qf grade two students and' to :
present subsequent observations and results‘ redarding

writing development.

. The' scudy is divided into two parts. “part T E‘orisists

of chapters‘ I, II, III, IV, and V. Chapter I p\zesents‘thé

nature of the study, the problem, the need for the study,

the objectives and the dasiqn_‘ot the study. Chapter 1T
'prese‘nts -a ‘re';view of the rélated litérature: ’ The
v proceduré folloved in the development of|the handbook is
discussed.in r.‘lg‘aptar III. chapte; v pie ents a .samp{e of

the 1 of the ha A literary selection is

o \ o
given, and the suggested activities dezcribed in detail.

This selection was given to two grade two teachers to use

with their _studerits. A discussion the 'results and

. ; s
observations is submitted, as well as gome of the writings,




" of the students. In Chapter V, some recommendations
A

directly resulting from this study are presented.

Part II of the study ist: of the
; Included here is an -i ion to which
- B
\ provides background information about the study and ..

. establishes a rntio;lalo _fo‘r the use of literature in
creative writing development. It also giv.e_s s;me B
sugges‘ionn to teachers concerning the use of the
handbook, and a .discussion of some points to " remember
about the tqaching of writing. s The major portion of the
handbook éonsists of the presentation of severai literary
selections (children’s "books and poems) with ideas. for i *
incorporating them into creative writing programs. . i




CHAPTER II,

REVIEW OF RELATED LITERATURE

! . -

Introduction

The -role,K of children’s literature jin tr.;stsrlnq

3 improvement and growth in the writing process is a concept
—_ which, for the past few years, has been rel:eivlng a great
deal of attention in y}-iting research. This review
examines this research in order to present to the reader a
ratiunale for de:zelopinq creative writing skills. uéinq:
children s literature as a major resource. It prasante an

examination of tne features of' children’s literature. which

have been deqmed essential to the developpent of effective

writing skills and shows the strong felationship which

éxists between both literature and writing.

Je N k children’

Children’s ,].i@erature proviﬂés many aesthetic
experi'énpes for childfan. Many teachers in.our schools
tecoqhize‘tha importance of 11éeraturé in developing good
listaninq and readinq skills. The enhancement of these
skills is a very valid reason for reading aloud to
children and expusing them r.o the world of books, and the

»devalopmsnt of such reading -and listening skills has long

been establiahed as beneﬂts ot a qood literatura program.
ol - f
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Uﬁtortui;ately, the benefits which accrue in writing skills
as ‘a‘direct result of"l_iterature are often overlooked.
Many éeachera have not yet ra_;.vﬂanized the capac;:y‘of
literature in helping students cultivate their potential
in the area of wri}:ten exprassi-cn.

Children’s literature and creative writing .have a

_very valid relationship. Tway (1976) writes, "Children’s

literature is someone’s creative writing" (P 2).

Literature is writing; it is the result of creative

_‘thinking and expression and thére is no better way' to-

teach children to write crea(:ively.(than to expose them to

literature, to the best -that our written 1anguaga has to

offer. Wilcox (1977) echoes these feelings: ) -

Given .the interaction between reading - and
writing; what a bonus to learn the techniques of
writing -while beirdg comtinually -involved with \
poetry and stories that emonstrate writing
craftsmanship. - (p. 551) S M.

children’s literature can be used effectxvely as a
springboard for craative writing. More‘}nd more authors

who discuss writing growth and development acknowledge the

" role which literature can play 1n enhancing writxng Skllls

(Mcconaghy, 1955, Watson,  1986; Graves, 1983; ‘Smit] , 1983;
Stewig, 19!:\) .
Mills .(1974) cita;/’ a longitudinal study conducted

from 1968 to 1972 in which prim&y grade, children -in.”

axperixr;antal groups were exposed to various - literary
models - for. _cdrtain' periods of “the »school, y?’ar. The
objective. of the study was to ' see ,r‘u exposure to

v ¥ E T




{ A
litq“rature through listening, re-telling, dictated stories
and |individual compositions had a significant impact &n'
the development of writing'by the time these sg.udahts

\_keached the™“fourth grade. Mills reports that there was
indeed a significant difference between the control and
the experimental groups. She says th‘at the experimental
group, which practised literatur-based writing, made
considerable® gair}s in both cognitive and affective

® - 0

'
learning. ™ *

Children’s literatuxi-e should be the hub around which
creatiVe writing programs révolve. Wilcox (1977) believes

that "exposure to good literature is probably the best

experiénce future .writers can have" ‘ (p. ' 549), and
coﬁt:i_nu“es by; éayinq that :exgosure to the fine writing in.
many children’s pcoks can constitute the foundation for a
young w“x;iter's ur;iqué self-expression"  (p.. 550). Watson
.(1980) expresses these same views. He. believes that while
reasiing,‘ listening 1’:0, and discussing well-written pieces
of literature, children have an opportunity to develop an-
awakgneés of the impact written expression can have on the
reader. -
-Host" teachers are already familiar with a large
selection of ‘children’s stories and poems. What they need
) now, stsge‘ au}:hoi's like calkins (1983) and Applegate
(1978), in order to promote writing developm‘am:,_ is cg
make ~ the connection between vritiﬁq and literature.

Teachers must see how stories and poems can be used far




limt:tvatinq, 1n'1tlat£ng, and expanding writing s/k’ills.
They need to )mw that in. children’s literature thé/ra}s a
wealth of Lntamtinn and knowledge that can be used to
:x'ihmca writing. And. teachers also need té know and
undeuta‘nd‘ that children [need opportunitie/s to explore
wEitingllas) & means of NaSFiing ‘aboutwriting® (eFora,
1980, p. 162). . Exploring the vauf. amount and types of
wrxting already available to them thrnuqh literature can

serve to heighten written language /experiences. . ‘But

exactly what 'is it about ch'ildren's iterature tha‘t’can
help 'studonts learn to write more effectively?.
3 Researchers have tound,literat_:ure helpful iﬁ s‘evaral-
wnyu.’ !'dany uu’thox's havé.discuased some of -these ways and
the tulloving réview -draws attention "theix: ideas’ In
essence, . .they state :hac uceratnre can help students
develop a sense of- story and provide the_n with knowledge
of ‘the forns ’and patterns found in aiffefent genres; it
can pﬂ_widu .xperhm‘iua for children, giving them a flow
of ideas .about which to write; it can provide “the
motivation to .write; and it can .halp students develop an
extensive vocabulary .;nd a feel for the rhythm and flow of
language. . = L

In usding litorature to enhance the develapmant of
these areas which.are so vital to growth in writing, the,

fwriter hoi;iu that the process of learning. to write will

- become a most memorable, énjoynbla; et!acti\;e, and

rewarding experience. :




orms a 2 b

In order for children to write )f story, they must
have some knowledge of what constitutes a story. Many
authors have expressed a belief that through exposure to
the stories found in litera‘ture children will develop a

y story schema or sense of story _(Splth and Bean,. 1983;

Sadow, 1982;' Rand, 1984; Whaley, 1981; l;cGee, 1982;
Applebee; 1977) . They agree that this knbwledqe of story
can then bc_?xtil&zed by children as they create their own
stories. Through vliterature, chil:dx:en have access to na\ny
selections which can serve as 'mud;a].s, providing them with

- a qreat deal of information about: the structure and forms
o£ poens and atories.

A sense of story begins to develop at a very early

age. Applebee (1978) presents evidence which suggests .
~ “
: 3 % that a sense of story is achieved by children as ear)y as
i two and a half years of age, and possibly earlier.

Reading aloud to children has been determined an essential -

factor in the development of a story schema. King (1980)

N looks at young children’s tacit knowledge of written

language forms and writes:

ned v ...dntuitive knowing develops as children
4 participate with adults in enjoying pieces of
literature.. As they join in chanting rhymes and
s jingles or repeatedly share favorite poetry or
i 2 Stories with adults, children become sensitive»
< to...the structure of often~told tales (The
Three Bears, Little Red Riding Hood); ‘they
develop a sense of the path stories should
_ follow....They -develop an intuitive sense of.’

story, an internalized schema,.... (p. 165)




King continues by saying ‘that children’s early success in

reading ‘has f£i a long time been perceived to be related
to their knowledge of story. Now, she contends, "we are
l‘:eqinninq to -sae its relevance for early writing" (p.
165) .

Many aspects of stoﬁ knowledge are learned through
exposure to literature. Children learn hob; stories are
organized; very simply, they learn that stories have a
beginning, a middle, and an end\. Goléen (1984) says’ this
c\an be seen in the following story written by Mike, a
first grader: _ - @

‘&
once in China there was 'a Siamese cat_who até
.fag and then he got fat, Good bye. (p. 581)

She belieyes that Wreading aloud and 'storytelling'shguld
be done daily" since "childrexrl can discover 1i;ks between
readlpg and writing as teachers create awéreness of story
language, events, ang character'descriptiqns.. -" (p. 583).
Golden also states that throggh axper.iences with stories,
children develop a knowledge of setting, character, andm
plot which co;xatitute the three basic elements:of a story.

M (1980) ‘di the many components or

ries of i i:n found within a story schema
which help children gain .a sense of story. She labels'
these as a setting, an initiatiﬁg event,' the 'qoal, a
{mmbsz; of attempts,‘ a series of” ogtcomgs, interpal =
re;ponsas; and’ reactions. She labels theme, plot and

resolution as "higher nrder‘" components which override a11)

the others (p. 158). These C jories, says '
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represent what Qtudents remember most about st_orles they
encounter. They provide a st:uctuéa for comprehending and
reca‘inq' information ' which can be used by childr;'n as |
they write their own stories. Not all of these Compcn;nts
are remembered or used to the same extent or in the same
order by all students, since sense of story |is
developmental.

Golden (1984) describes writing samples done * by
primary children which indicate that sense of story is
d‘eve‘lopme’ntal. She states that in examining thege writing
samplés, one becomes aware of "the increasing compieiity
of stories across grade levels" (p. 582), empthizing éhe “
fact that individuals dq use concept of story in their
writinqs ar;d "this ;:oncept develops further as iﬁe
individual matures" (p.. 578). & . l,

Brown (1977) also‘cuncurs_.that concept of story is
developmental and looks at factors which aftect‘ its
progress. He states: N

The child’s sense of story, haiﬁq developmental,

would .appear...to influence differentially--

because of age, experiencer with stories and
facility 'with language--the’ reception amd
production of story. In other words, the extent
of a child’s sense of story or internalized

representation of story...affects the ability to
* retell and create stories. (pp. 358-359) %

<

Literature can provide experience - with stories, and
follow-up discussions of these stories can help .childzgn ’
enhance their language. " As children matu:"e ‘Ln the\iy
reading ami'\wricing abilities, a reflection ot't_:h!_.s
»maturlty can she seen in their wrf’ly\q styles in such




’th}ngs as, tbr example, more el event str

McConaughy (1980) describes how children will progress
from shipla.‘ description schema which provides r.‘:e basic
intomtinn about events and actions, to information
‘processing schema at which level inferences supply mi’.ssing
intornation that fits logically in the story, and ‘finally
to social inference schema, ti:e higher level, where story
conponem:s are added to explain the motivation behind the
character’s' actions (pp. 159-151)

Not only ‘does exposure to literature pz'ovi_de children
with thé knowledge ,of how stories are org?n}zed, but
accordinq't:o King (1980), it also helps children develop
"a _concept aiaout how certain characters shéuld behave" (p.
165‘). Such information revaaluvthat, within a stor{(

schema, predictions and expectations play a major role.

Stories such 'a-!u:u_m_amms_nm and The Three

'M, for example, help children draw tha,v

conclusion that foxes and wolves are| evil charactars.

. Bxpodu'o to other ﬂtorias in which thnse animals are-

charactaru helps children to predetermine how they will -
act in these new stories, and also helps to determine -
their létiﬂnl in. stories written by children. This
axplaimll what’. Hacicer (1980) ' means when he says :hm:.
children process ihtomati:on they, read or hear according

to prior knowledge. prior knowledge, broadened and

to B it helps




to develop a set :of expectations about story components

such as events, actions, and characters.

Applebee (1977) discusses how six and nine year old
children perceived characters such as lions, foxes,
fairies and rabbits. He concluded that such characters
offer children consistent patterns of behavior, and
children are.therefore able to set up expectations. These
expectations, he insists, are of utmost importance because
they

shape: encounters with new storles, providing the

child °“ with a framework which governs both

general orientation (toward spectator or
participant roles) and specific assumptions
about such fehtures as sequence, character

.types, tense, linguistic forfWs, and themes. In *

Piaget’s 'terminology, ‘every new story will_

-derive  its ~meaning from the way ‘it - is

assimilated to this system of. expectations just

as the system itself will chande, accommodating

itself® to' the 'unique characteristics of the

particular story.- Thus the mechanism is a

progressive one, providing both continuity and

growth.. (p. 346)

Sadow (19:82) also believes that thz"o‘ugh the experiences of
reading aﬁd listeriing to many stories, . Fi

...people develop a set of :expectations which '

serves ‘as a guide as we organize story

information, somewhat like slots that we £ilt as

we listen and read. (p. 519)

A set of expectations helps children to prsdiut and

process stories they read and, when they compose stories

of their 'own, they ‘can draw on‘ this information as well.

Golden (1984) relates an example of how prediction ‘aids
. ). - W -

the development of story setting; "A little cottage in a

deep, dafk forest" ‘signals a certain Vkind of story (p. !
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573). Golden also adds “that expm:t:atlons and predﬁxions
can be used in the utructure of plot, since some plots
follow a certain series or chain of events, such as those
stories where t};a y‘aunqent son leaves home to\ go on a
journey (p. 579). )

Knowledge of story, then, can be gained through much

e to 1i ans\the i ion gleaned through
reading or listening tb stories or poems ca‘mhelp provide
children with a good basis for - structuring their own

writing. 1In this way, all the 1 AR arts work e

to provide a good foundation for writing success. ‘Gay
(1976) discusses the ir{terralationships which exist
between the language ‘arts, and notes: -

Reading aloud is inseparably ’l.inxed with
learning to . write. If elementary-school
teachers fail to read aloudeto their students
often, regularly, and for reasonably long
periods of time, those students are going to be
severely handicapped in learning to write. (p.
87) S .

The more we learn about story schema, the mug-e we realize

that Gay’s warning. is well-fofinded. It is_ of great

importance to total language development -that children be

exposed to story stzucf.uie before they can read or write
since ‘a knwhdqu o! atory will tlcnitate leazning the' |
processes ot both reading and writinq.

3 to 1i w:u.l also halp'

children approciuta and -mderstand the many different

forms and patterns. of stories and poems. Box"zwinq or
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copying thgsa forms and patterns is a very important sta}?’
in writing development.

In the years before coming:to school, children lsarn
an amazing amount of kncwladr;a and information, and one of
the methods by which they learn is imitation. children
learn t':a spéak, for example, by imitating adult models.
This has prompted many edugato¥rs to look ‘at the role
imitation‘plays in writing development. In his article,
Flanigan (1980) quotes ?arth, who says, "just as the child
learns to h speak imit’utively, so 'he learns to write
imitatively" (p. 212). Imitati;n, according to Flgnigan,-
is "a necessary activiﬁy in the c‘;rowth of a writer" (p.
212). Young children who -are just learning to write often
have difficulty in getting their thuugh't‘s down on papex:.
This may be so‘ because thﬁy have ‘not hat{ active role
models in writing in the way that they have had models in’
speaking. Childre;x's literature can help;i solve this
problem. In reading aloud to children from -‘the .vast
amount of literature available, we are exposing children

to what they need in beginning writing development. We'

‘are exposing them to forms and structures and patterns of

writings vfrhich they can imitate in their own work.
Sloan (1980) believes' that “, we “want children to

write ‘then we must give them literature to imitate. . She

~
states:

A proven way-to remove writer’s block and free
children to write is to provide them with forms

B and patterns to shape their own expression. (p. '
135) s




Wilcox (1977) also believes that literature is. an ideal
rasource which children can use to /pattarn their own
writinq. She writas' 4
'x'hrouqh' good books prospective writers are
introduced to form and structure which they will
imitate - when . they begin.to create their own -
stories and poems. (p. 550)
The most effective way to provide knowledge of forms and
structures is to steep children in quali}:y literaturd. 1In

creating an environment where children can experience many

forms of written 1 " and . are laying

a most effective foundation for the realization of writing .

potential. . '

Children must not have to -wait until they are.
independent rendata in order to learn about the many forms !

N of written dxprassion. It is very impcrcant for them to !

"be‘introduued tb prose and poetry St very young ages.
'Apl;lebee (1977) states that- many young children obtain a
: tucitk‘understanding of some of thre conventions peculiar to

certain forms -even before they, come to school. He made

this statement based upon the stories told by two and five

yeaz cla‘ childz;aﬂ' who adopted three simple. narrative

conventions when asked to tell a-story. These conventions
A b

)
were a formal beginning ("once upon a ‘time..."),

consistent. past tense, and ' a conventional ending -

("...happily ever after") (p. 343), all of “whi echo
‘those used in fairy tales. The most:common form of  story

read to. young children is the ‘tairy tale so. it is not

surprising ‘that children- would assimilate parts of this
* i 88 ¥ .
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form. What is of significande is the fact that these
children were nof\specifically|taught this knowledge, just
as they were not speeifiually" instructed how to speak.
Such know]‘.adga was learned unconsciously, and learning
took place because an environment existed which stimulated
that learning and which constantly gnd continuously,
presented materials necessary for that learning, i.e., '
spoken words and the reading of fairy tales. = .

Children learn intuitively a great deal about their
1anquag&3. Just as they unconsciougly learn about some of
the conventions of the fairy tale form, so too can t}}ey
learn _about - other forms. ~Moffett and Wagner (1976)
caution 'teachers about simply vtelling students what the
foms and patterns in storiea ‘are.: They state that
children must have an opportunity to diacover this on
their own hacause when “they

...steep themselves in a form and share it with

others, they come tq their own understandings of

it, which are far more solid than any verbal

overlay that describes scmethinq ‘they have yet

t6 experience and internalize.. '(p. 306)
ﬂ\lling sc\adeg}:s, for example, that a limerick i’s‘ a
humort;us poem‘of five lines in whicr} iinas 1, 2, and 5 are
a ‘rhyming triplet und' lines 3 and 4 a Arhyml;'lg couplet,
will do very’ little to métivate students to. write a
limerick. ' chlldx:en will benefit more from'exposure to
limericks which have already been written. Saf.urat'in‘glthe
envir?nnent -with limeéicka wri‘tten by .Ogden” Nash, Edward
Leark:s id David McCord will no do:bt prove to‘ be a m‘x;—e




enjoyable, effective and stimulating way to introduce the

form of a limeFick. In this way, ‘children are given the
opportunity ;:o assimilate as in.uch as they can about this
form, - and they.are able to determine for ‘themselves any
unique’ features existent in that form.

It has been stated that children can learn
unconsciously the forms and structures of stories and
poems. This does not mean to imply that all learning
takes place in this manner or that this is the only way in
which children should learn about forms and ‘structures.
In many cases children may not see certain features or
forms 'in'a_ plece of writing vuntil they are pointed out.
The teacher must carefully giide the child to see thenm.
After a great deal of exposure to a particular fornm,. there
must-be time for discussion. During this discussion, the
teacher jiraws upon what ‘the children have learned about
the form and guides them to see 'significant details or
feéatures of tr‘xe form that they might have missed. Gordon
and Braun (1983) believe that quite often “children may

ndt . be aware of their own ‘knowledge" ‘(p. 116) .

. Qiscusﬂons with teachers and peers serve to bring this

knowledge about form and structure to a point of greater
understanding ‘where it can be uulized and' applied in
subaequent writinq activities.

" In providing 11t:erary axperiances for chudren, it is
1mport:gnt that tagchern expose them to more than one kind

of literary genre. They should, state Burns and BromAn
t : \
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(1979)4, make a;rery effort "to give children ax’pnriorru:es
(with a variety of literary forms" (p. 460). It is through
exposure to various forms that children learn the ;
differences betwaIen parables . and fables, myths and-
legends, realism and fantasy. It is in seeing and

" . unders: ng the “dif that attention bacomes

focused on fhe features ct;these forms. Chambegrs and
Lowry (1975) also believe in the importance of
experiencing the many forms of written expression. They

p N
maintain: b

i ...expository writing, fanciful writing, poetry,
- and all the' examples of how .man' communicates
with' other men through the medium. of puttlng
- ~ words on paper are_ available to him. For the
fledging- writer ithis expex‘lenca is invaluablel

.+ (p. 354)

Huck (1979) reiterates the importance of having a variety < A

cf ‘forms upon which to draw when children want to writé. *

_ ’ She says:

Just as a child may choose to create a picture
with paint or collage or scratchboard; so, too,
may. he choose a folk tale, a fable, or a poem as
the best form for what he wishes to write. This

is the ‘young child’s way of 'indicating that he
has assimilated . the. idea of form and can
accommodate his writing to create it. (pp. 743- .
744)

Wilcox (1977)' says that children enjoy the pourquoi

stories- from folklore .and 'she presents the® following

example by a -student named - Eric, whose story Aclosely #:

Lo " ..+ follows the form of Kipling’s "The Elephant Child":

V4 *
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How the Whale Became Large
Once there was a whale and he was very,
very small. One day ,some fishermen caught hi‘
in a net, but he was very strong so he started
to stretch and finally got away. But from his
stretching he became thirty feet long and that’s
why whales are so-big. (p. 552)
McClain (1986) also reports a successful attempt in
helpihq chiléreg, learn to write through imitatini; forms of
i
literary selections. She describes a study in which
student teachers used Peter Rabbit (Potter, 1971} and JIn-a
Dark, Dark Wood (Melser and Cowley, 1980) as models whose
forms could be copied. The first book is a‘traditionally
ctured: picture book with setting,. plot/®and characters
i i e i
strongly developed, while the secdha represe'nts a
predictable pattern boek in which a repetitive pattern ].5
devalopad.r The fullcwing is an example of a primary
student’s , writing completed after listening “to and
discussing Peter Rabbit:, . -
Once upon a ‘time there was a bee named Stripy. =~
He lived in a hive with his mom. Stripy wanted
to go outside-when his mom ‘wasn’t looking, he
flew out a hole in the hive. Stripy was
thirsty. He saw a bowl of water. When he dived
in to take a drink, he couldn’t get out. He .
* yelled and yelled.- His mom heard him and saved .
him and Stripy never went out-of the hive again. .
. = The End (p. 4)
The following example shows what another primary student

wrote after listening to and discussing the second.book,

In a Dark, Dark Wood: : :




ONCE, in a big, big city there was a big, big,
garden. In the big, big garden stood a big, big
house. In the big, big house was a big, big

. - room. In the big, big room was a big, bjg
shelf. Oon the big, big shelf was a big, big
chest. In the big, big chest WAS A ..... tiny
kitten. (p. 6)

McClain concluded from writing samples such as these that
children can effectively use good boocks in order to
pattern their own writing. In assessing the major

objective of the dy--th of ining which type of

book motivated and elicited  more effective writing
- responses--McClain found that tﬁe pattern book received
the more favourable rating.

Donham and Icken (1977) submit that “nearly Any

pict re book can offer the teacher starting .points for
creative activities" (p. 555) . zmm (Tallon, 1971)-,

for examplé, is an alphabet book containing a collection
of made-up beasts. A patte\rn is used to describe t_r!a
names of the beasts, what they eat, and where they live.
Jcmldren would enjoy h\ibating this pattern and creating
3 similar books. Another book mentioned is That’s Good
; . 'm:t_'S_ﬂ (u:’cau, 1963), in which happy and unhappy
: events are altarn_ated. éuch a book "provides an easily
followed pattern for narrative writind¥{ (p. 556)‘. Donham
and Icken’s artiéle is an annotated 11‘50! picture books,
each- of which can be used in pattarnsd writing, and each
of which can ettect!vely help studanes devalop wrlung

i skillu. 5




Bent and Plaskon (1983) describe the succeéss of .a

project which saw children writing for other children.

El y used e books, "issues® books,
fairy tales and nursery rhymes froﬁ which to draw on in
order to formulate their own books. According to the
authors, the concept books wer.:e .esﬁecially gaod.
~ Stewig (1983) discussés ﬁgat he terms "parallel plot
construction" to help children unde.rstaq.i ‘the development
of plot. Children look at a story'and disc\.\ss its step by
step develcpment‘. Then they}write t’heir own story along
the same path but use diff‘erent cha@acter_s and ;iifferent
vincidents and situations. s . -
wason-Ellam (1986) descrihes an imitating prccedurev
‘called "literary thatterning". children are expected to
use an existing 'I‘ftex:ary structure in “which they
substitute their own words and' ideas for those of the
author’s. The tollowinq example. is cited 'from the book
EMMMM (Martin, 1970):

Text: Brown bear, brown bear what do you see? k
. -I see a red bird looking at me.

Storyteller: Brown bear, brown bear what do
- . you see? ~ ¥ :

, child 1: I see a black witch looking at me.
.

Storyteller: Black witch, black witeh what
- do you see?

Child 2: I,see a (adjective)?, (ncun)?
; . 1éoking at me. (p. 35)

Moss _ (1980) y'ritga gbout‘ . a program . for .gifted

children which iqvo]‘.fred the production of a unit of modern .




fables. She describes how exposure to and discussions
about fables lay the groundwork for the development of the
children’s own fables. She claims that units such as this
one, which serve to focus attentiol} on a’ particular form

of literature, tend not only to promote and encourage good

et
. writing skills, but also to afford more understanding of
literary forms.
Petty et al. (1976) discuss the many forms of poetry
that children may pattern. They state: =——
s .
There- are several short and rather ,structured .
forms...that .children particularly enjoy using
i because the. form itself creates a challenge and
furnishes rather definite guidelines, thus .
helping them to- achieve greatetr success wi'Eh‘
o their first efforts. (p. 282) .
Such forms include- rhyming couplets and triplets,
P .
cinquain, limericks and haiku. 'The following example of a
limerick was written by Brian Princing, a Grade two
L student: ‘ )

This is a pea that I ate,

By the time I was finished, it was late
Later no question

I got indigestion

and thzt little pea boy! I hate.

(Language Arts, 1980, 57: 314)

Sm;tth and Bean (19835, in discussing st’rat gies which
helped to develop a gense -of story structure, 1ouke'd at
four different ap'proaches which could help writers '"guide
the construction of their own ‘ariqinal stories" (p. 295).

. The ‘first is labelled Story i’atterns. A short picture
book such. as The Wonderful Feast (Slobodkina, 1967), which
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has a ainple (:h e, is read aloud and discussed. Children
&scuvnr the pattern used in the book and & skatch is made
on-the board. The pattérn is firmly estahlxshed through s
: repeated retellings and then the children mey’use the
» pattern to write a similar story. . \
The second strategy is labelled Circle Stories.
Visual diagrams (sketches), are again used to guide the
children. Pprﬁthin pattern, a boo_k .such as The_ﬁl;mx N
Bunny (Brown, 1942) is used because it illustrates a
circle pattern whete’ the main character starks out at o
home, ‘gaas through a series of adventures, amd finally \
¥ ends up back home again, usually to li)'le happily ever
after. A large circle is drawn and cut into pie-shaped
sectidns. Drawings. in each section illustrate the
- adventures, and the drawing of a house is used to
@ designate the _beginning and end-point. In order to
promote the ‘writing of original stories using this

pattern, children are given large paper circles on which

to ill ‘s e: .(this one of

. the children’s own making) and are then encouraged to

B write their m:n story to tell what is depicted in ;h{e
duwinqs. & .

. . Story Pioturas répresent the third approach. A ;

familiar nursery rhyme, "Little Miss Muffet", is depicced

as an example of how to use: this pattern to develop a ;

format for following, discussxng and avantually vritf

other stories. Pictures A are drawn to illustrate
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noticeable story grammar categories such as whom th; dtory
is about, where the story takes place, what the character
is’ doing, the initiating event (somethix;g happané to
change the action), and finally the st'ory outcome. s_uch a
pattern helps students remember :l;e important events of a
story and can be used as a framework in developing their
ov:m narratives.

The fourth ;ppruach is a much more complex one known
as Story Maker. As in the others, a diagram is of central
importance. The diagram develops in the form of a tree
with many story lines. Again, the dsvelopment og story
structure is described where children c;n use the diagram
as a framework to improve writing skilils..

smith and Bean (1983) conclude- by saying that these
approaches help children create their own stories in a
very effective way, largely because the writing ig begun
with pictorial or visual representation to help them
understand the pattern or st:ruz:tura¥ of the story.

Jett-Simpson (195’1), as well, looks at the advantages
of using model structures in order to write stories and -
presents a detailed discussion of how to use the Clrcle'
Story structure as a model. She states that many children
"are often uncertain about how to plan and crganize the |
writing” (p. 293), and she feels that in £o110§linq the
nine steps outlined im the article, chifldren will become
more adept: at ergan-i.'zing their thoughts and their

writings. _The nine steps she discusses include: (1)




/

Presentation of the Model Story, (2) Guidance in

Comprehenalon'ot Model Story Structure, (3) Discussion of
comprehansion.Activity, ‘(4) Development of a Group Circle
Story, (5) children FPlan Clrcle Stories, (6) Children
Write stcries, (7) children Reshape Stories (Optional),
(8) Children Publish’ Stories (optional), and (9) Children
Share Stories. Jett-Simpson uses the circle story
uumm;a (Gag, 1928) to illustrate how this model
can effectively help students -overcome the obstagle of
structuring their writings. .

Teachers must be aware of the tact that if they want
to help children write their own forms of 11cerature, they
must guide them;toward an' understanding of the features
. and characteristics of those forms so that they will have
e . a. framework -on- which- to build their own axpressiqn.
Within the many forms ‘of 11;:erature, there are also many .’
different creative patterns, and imiﬁatinq these patterlns'
helps to eliminate writer’s block, thereby givir;g children
the treeélum to write. -

. ’ % '
Content
. Merely' aaking children tn write is mot enough. The' -
content and flow of ideas must .come :rom scmewhere.

'According to Gaskins (1982), "the starting point in

‘teaching writing ia the student and what the student T

knows" (p. 856). studants naed experiences in order to

write. They find it very difficult to write about -
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subjects or ideas which are not part of their own
experiences. The ideal experiences for writing about are

r tt_:ose‘ which children have obtained firsthand. Petty et
al. '(1976) state, "a person cux‘: be creative only within
the realm-of his experiences" (p.,273). Matthews (1984),
Logan (1985), and Fisher and Terry (1977) recognize this
fact and stress the importance of developing writing V’Hith
young primary students through the personal experiences

" they already have. While this may provide a good starting

point, unfortunately the limited background of axperian/c‘es

. by some s will result in this becoming a
starting point dnly. As Wilcox (1977) n9taa, "little
productivity comes from boys and girls whose ;:acquaund is
so meager that they have nothing except the latest TV
series from which to' draw® (p- 550). Since many young
children have limited firsthand experiences upon which to

base the content of their P ions, an al ive

needs to be found and utilized.

Coody (1979), Cullinan (1981), '‘Sebesta and Iverson
(i975), Glatthorn (1982), and Blackburn (1984) cl;in that
children’s litqrature, much of which is written about life
\Qnd about expax;iencas in 1life,. offers an excellent
ahaxnat!.va because it provides vicarious experiences
which can®be used most effectively in halpi.ng"‘to supply
content and ideas for writing. Cramer (1975) agrees that
‘litera(_:ura ca;-n‘provide essential vicarious experiences.

He states:




The firsthand experiences of all children are

limited. Vicarious experiences are essential in

order to broadem the child’s understandings of

the world. L is the r

available to provide vicarious experiences. (p.
¢ 461)

Chambers ar;d Lowry (1975) discuss how experiences from
literature can serve to enrich tha‘ content children use in

their writings:
...reading from children’s books' is

experiencing. . It is a time of input. It is a

- time of gathering new' ideas, meeting new people,
visiting new and different places. It is a time
for exploring new and familiar worlds. These
books, ; provide experiences
from which the child can draw when he begins to
compose. The enriching experiences a youngster
gleans- from 1 11 (either
read or heard) helps provide a background from
which he.can draw when he begins to write. (p.
352) . .

Rubin (1980) also extols literature and its ability to
provide’vicarious experiences for ;:riting. sl;.e declares,
"the more vicarious experiences children have through
books, the more they will convers:.jd write" ’(p; 179).
Oral expression is ‘a requisite vity. for the young
beginning writer. Children enjoy talking about the

(or mi ) of Curious George (Rey,

1941) in the same way they enjoy talking about the circus
they have just ‘seen or the birthday party they have just
attended.' Literature containi m’any memorable  characters

and situations about which children can w\va'rse and, in

. d_o!.ng so, provides ideas for writing.

Hickman (1984) discusses what she ‘terms "The Human

‘Cont.xt", saying that children must have an opportunity to
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explore books through talk since this provides them with

wg chance to explore and build meanings" (p. 281).

Conversing with others about what they have read  or -
listened to gives children a chance to broaden their P
knowledge of ‘stories. They discover how others interpret b
actions, situations and vocabulary within a story and
conseduently broaden t;heir own understanding of the story.
: '1 Marcug (1977) . also notes that it is 'ess,ential "to let
) exploratory talk precede writing" (p. 146). When children
~_ -~ ¢
are reading about or listening to content that is not of
their direct experience, talking about it is their way of

assimllating ths new information they are learning.

4 - Hennings (1978) and Brv t al. (1977) agree with this

idea and add that many..stimuli such as diséussion,

dramatization, examples,' ‘and pictures, when used ‘with

books, -promote a ing of the tent of

the book and as a result, can have a very positive '
influence on the content of the stories children

subsequently write.

Children are always fascinated by' the world of

“ faﬁtnsy where animals act as humans and where magical
- deeds are -performed. When 'children read books, their
o ., imaginatio&ptretched and they are motivated to write

about the axperiencas they have encoun:ered in these

» f books. Such bouks include mmg (Norton, '1953),
~ i

(Ccarroll, 1982), and Bﬂhhl_t_ﬂill (Lawson, 1944). Through




literature, as well, children are able to gain experiences
vitﬁ, and to explore the worlds of, science fiction (The
. Slobodkin, 1972), dinosaurs

(D.I.sginq_tax_nmmn. swinton, 1962), foreign countries

' (Crow Boy, Yashima, 1955) and the historical past (Little

xmmmg Wilder, 1932). Experiences dained

from books such as these offer extensive and endless
possibilities in supplying content for writing. =

‘Marcus (1977) discusses the child’s urge to borrow

content, ltating:

The litaratura read to childden or the stories
and poems they read for themselves strike echoes
in the children that they learn to use ‘
consciously or unconsciouslyin .their writing.
The cont?gt of such ‘writing may borrow so
heavily from a single story that a child’s
to be an p or plagiarized
version of the original. Oor the content of
-several stories may be woven together. to create
« @ new story. (p. 150)

Some chlldrsn may employ this pnctica as a crutch to get
their own writing started; however, it should not be
discouraged. More time and more exposure to other stories
and books will eventually help these children to discover
a writing style of their own and to realize theéir writih.g
potential. X It ;.u important that children have continuous
exposure ta Iitantuze in order to keep the ideas for
writing !lnwing. The more ideas and experiances children

have to write ahout, thq more successful will be their

. at:tallpts.t writing.

Some chlldnn nay have the necessary experiencas for

vrit;ng, yet still have difficulty in getting their




" writing started. 1In order to alleviate such problems,
many authors suggest that creative ideas can be cultivated
from certain books. Donham and Icken (1977) discuss ways.
in which picture books can be used for creat riting
activities. As an examplé, these authors cite
Beanstalk (Briggs, 1970):

...a witty revision of the classic "Jack and the
Beanstalk". The famed giant is now an aged
shadow of his former self. Toothless, with
fading eyesight, and a nearly bald head, th
giant is depressed. He enlists the'aid of Hﬁ
to restore some of.his former vigor.  After
reading this tale, the teacher and children can
- suggest some other familiar fairy tales which
they could revise. (p. 557)
Donham and Icken also state that children might like to
writé taleé of re':_:ii:rucated‘ friendships after reading such
stories as ThHe Lion and the - Rat (LaFont:a’ine», 1963) and ,
Amos _and - Boris (Steig, 1971) to .include characters of

" titeir * own choosing who help each. other out. of some
predicament . '

Fisher and Terry (1977) state that children can
© . ...write their'own versions of Qh&kﬁn_mn_mh
* Rice (Sendak, 1962) using their favorite' food

and doing- either the months of the year or days
of the week. (p. 213)

Petty and Bowen (,i967) state that children might also
begin by using a character from literature with‘wh‘om they
are familiar to write a storf" about. They suégest'
supplying titles which children might use, such as: ////

Pinocchio in our Playgtound ’ -~

Puss-il at tl v -

A Visit from George tha Monkey
5 (p. 31)




These authors also show how a descriptivé passage from a =

book can help children write selections which pay s C
particular attention to details in order to describe a *
setting and to create a feeling (p. 91). ~The following

passage, taken from On the Banks of Plum Creek (Wilder,
1937) helps to illustrate their point:

Soon after Ma came bakk from the stable, }
the frost on the eastern window glowed faintly 5
yellow. Laura, ran to breathe on it 'and scratch &
away the ice until she made a peep-hole.
outdoors the sun was shining!

. May looked out, then Mary and Laura took&
turns looking out at the snow blowing in . waves
over the .ground. The sky looked cold about that
fast-blowing flood of snow, &and the sunshine -
that came through the pesr-hole was no. warmer ~
than a shadow. . ) g z
After the reading of this passageé, a discussion ensued/in
‘which.questions about the’ content were asked and explored.

. The following product stemmed ‘from = that reading and

discussion:

. Joey came arcund the corner of the old
brick school building, scuffling his feet in.the
dead 1leaves which had blown onto the walkway.

e Although the .sunlight was bright enough to make - &

T . him squint his eyes, ‘the day was cold. Behind

~ hin the small dog followed in a zig-zagging way, z X
moving. from one pile of leaves to another
whenever the leaves were stirred by the slight
breeze.. (p. 93)

'Hcconaqhy (1985) describes how a writer might take a

theme from n familiar story and transfer the message to

his or her own life. She says:* .
..,.chudran would use 'the literature more as a : 4
Jumping off point to write their own story about “
their personal experiences which were reflected °
in the stories they had heard. (p. 354)




s‘he cites an example of a child who listened to the
reading of the story m by Nancy Jewel. This
story ' is about the friendship  that develops Betuea_n a
child and an elderly woman who sit next to each other on a
bus one day. When the little girl gets off the bus, she

says good-bye to her friend, knowing that they will

probably never see each other again. McConaghy gives an
account of the stories written by two children as a result:
of exposure to this book.

Cathy wrote: -

One day I went to the Doctor’s office. I met a

friend. We played. She went into her Doctor

and I went into mine and we never saw each other

again. s

" susan wrote:.

once upon a time I went to school and I knew

everybody because I knew them béfore. I stayed ',

there for three days and I moved. I didn’t see -

the friends again. (p.

Pilon (1978) presents rich suggestions in the form.of

- O

an olio (a miscellaneous collection) which teachers can
use to supply literatu:e-buseci‘content for writing. If

Evervbody Did (Stover, 1960) is a hilarious book that

tells what would happen if everybody squeezed the cat or

stepped on Daddf's feet. Pilon says, "Through discussion

.children can be 'led to .compose .their own "if"¥

predicaments" (p. .255). )
Pilon also discusses the book Happiness is a Waxm
Puppy (Schulz, 1962) which presents various definitions of

what happiness means to peopi.a. After reading this book;




" important role in pzoviding these expariances, and wise

children can create their own versions of what™ happiness
is and can expend this idea to include other words, such
as "Misery is..." and "Security is..." (pp. T262-63) .

Pourquoi (why) stories, states Pilon, are exceptional

stories for giving children ideas for writing. The
Amazing of Archie and the First Hot Dog (Le

Grand, 1964) is a story about not only th; origin of the
’first hot dog, 'but also "the beginning of the hot doé
roll, and the reason why people put mustard and relish on
their hot dogs".(Pilon, p. 246). Children’ are bound td
want to write some of these pourquoi stories of their own

and some of the titles suggested by Pilon which miqhi

x;r'cve inspiring .include "The First Stove",. "The First
Laugh", "Why Dogs”chase cats", and "Why'the sky is Blue"
(p. 246). i

When children ait down to write and cannat think of

anything to write abauc, chances are it is because they

‘have not been exposed to sufficient experiences and ideai

to explore in their own wtiting. The. teacher plays a ver

teachars will make certdin that children are immersed in
good litarature zrom where they can get a sterehouse of
ideas co write abcut. Pilon (1978) concludes her .book
wit"n this message to teachers:
++ s (these suggéstions) are meant to be a - —
starting point  for you as you -search for,
materials and ideas that will stimulate children
to ap-ak, read; and write creativaly. Try to be

‘conntantly on ‘the watch for ‘poems and stories
that will help to -give every. child an-




inexhaustible reservoir of ideas--a magic
pifcher like Baucis and Philemon’s that never
empties. (p. 268)

Motivation
Sloan (1980) states that too much time in language

classes is devoted to "exercises on bits and pieces of the

writing process, like grammar and usaga“'(p. 135), and is

quick to point out that research has continually proven
that in the past such exercises have had no effect on
chilgran's compositions. What é;es make a dittareﬁce,
however, acco;dinq to many authors, is children’s exposure
. to literature. Learning when to use "is" and "are" or how
to add "ed" and "ing" to wox:,s will not stimulate children
to write; writing a letter to winnie the Pooh or wri}:ing
descriptions of things in a fairy t‘ale museum will.
Children cannot simply write on command. Even when

the experiences and the ideas are in abundance, .children

sometimes need more. As Trauger (1963) states, "a pupil !

may not be stampeding to express his ideas. He may need
encuuragement" (p. 251). Dixon (in Raskin, 1979) shares
this view and reiterates:

. Children are not pent-up resarvoirs ot creative
energy -waiting to emit fantastic stateméents in
writing ‘at a mere nod from the teacher. But
youngsters do have imagination and . many of the
other attributes related to creative expression, ™
If we, as teachers, learn to. stimulate and

. aftect:ivaly direct this ability, .then we will be
rewarded with a richness of creative stat@mant.
(p, 77)




Motivation, then, is a ‘key element in writing

success. In order for children to benefit from daily'

writing activities, they must yant to write.  And in order

for them to want to write, they should be motivated and

“s:imulated to do so.

Burrows et al. (1972) state that "the power of
literary stimulation for writing cannot’ be underestimated"
(p. 185). Good books can do much to stimulate children’s
mfnds and motivate them to write. Dixon’ (in Raskin, 1979)
observes: :

We all write most ‘effectively when we-are really

motivated-—parhaps by anger, maybe by love,

amusement, the wish to communicate ‘with others,

or one of a thousand other reasons. But there.
must. be a motivating reason. - (p. 77)

One of the most’ prafound and pleasurable ways of giving

children the incentive and inspitatlnn to write is to give
them a firm base in literature (Moss, 1977; Smith, 1967;

Wilcox, 1977; Rukavina; 1977). Literature can, in many

different ways, motivate chudren to write. First of all,

children will not write if they see no meaning for their

writing, or: if they ‘see no reason to write. Gay (1976)

has determined that children gain a motive for wricing‘

when they ‘are read to, ,sir;ce this serves to introduce them
to tha world of books. she contends that, because of the
oral nature of our society, muny children do not recognize
how 1mpon:am: wricing 1: and. &dds  that, in being exposed
to- the writings of ochara, children have “an opportunlty

to d‘criba, dafine, and perhaps understand (their) world"




(p. 93), and this will be reflected in their own writings.
When children read or listen to what others have yritten,
‘they gain inspiration and appreciation for that product.
"I‘hey realize the amount of pleasure ;.hare is in reading
the thoughts and feelings of others, and this can motivate
students to write about their own thoughts &nd feelingg.
Secondly, ‘teachers who read constantly to their
students and who allow nuch time for discussion about
stories and poems being read. are helping to motivate
‘children to write.  Trough reading and discussing
literature, teachers and students can make connections
between what someone else (in this case, the a/uthcrj and
they themselves have experienced. Morris (1984) feels
that many students will not write because of & “fear of
exposure". ‘She ekplains:
Children often feel that exposing themselves to
the class can be dangerous. Differences may
seenm funny or stupid or weird. (p. 37)
By showing children that othei:s (authors and peers) have
felt the same fears, shared the same éadness, or enjayed
the same elation, teachers not only establish a motivating

of a and

y, but they also
motivate their students to write their own stories about
their own experiences. . s
Blake (in King et al., 1970), in discussing the
importhnce of talk before writing, says that "Having a
topi’c in which children a;h'e interested and with which they

have had experience does not guarantee a good piece of
i
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vrl.ti_nq" (p. 173). They contend that ;”che real motivation
comes through talking about the jsto‘ry or poem or
¢experience, where children can "compare their feelings
with those of their friends, and somehow set the language
that expresses the'ir fuelivngs" (p- 17&)'. A poem from Mary
O’Neill’s Hajlstones and Halibut Bones may be used to
illustrate. Primary children know their colours and, upon
listening to the poem "What is Yallou?‘r, may not see it as
anything but a poem about the colol r yellow. It is .

through an enauing disﬁussicn, :, that the

develop a motivation to use their siinses in a similar
fashivon to describe colour‘ in their ‘L_wn ‘ways. The
following was e;gtncted from i)‘g poem "w\hut is Yellow" and
shows how 0’Neill employs. the senses in describing this

ticul. : ,
particular colour e

Yellow is the color of the sun
The feeling of fun ?
Dandelions and
Daisy hearts
Custard pies and ~
Lemon tarts.

Yellow blinks .

On summer nights &
In the off-and-on of

Firefly lights.

Yellow’s a topaz,

A candle’s flame.

Felecity’s a '

Yellow name

/Yelluw'n mimosa,

And I guess, X .
Yellow’s the color of s : 5 .
Happiness.

(pp. 55=56)
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A third way in which 1literature can provide
motivation for creative expression 1.5 fnur;d in the raw
materials it provides in the' form. of ideas and
experiences. Asking children to write about trees, for
example, may not prove very motivating for some children.
However, through the introduction, reading, and discussing
of The Dead Tree (Tresselt, 1972), The Tree (Carrick,
1971), A_Tree with a y Uses (Fisher, 1977), A Tree

is Nice (udry, 1956), and the poe:n "Tree House"
(silverstein, 1974), children will find that they have all
kinds of ideas to write about and ‘will not hesitate ;‘.o
begin ;'.héir writing. When the opportunity azl‘ses, the
motivation will be there to write about the experiences
which "they have gleaned through this exposure to
literature. ) :

When experiences are _pe‘rsonal or memorable ones,
there is a very high degree of mctivatﬁa/n to write about
them. Hauser (1982) stAtes: ’ 7

When . children write about events which are

memorable to them, their work is often rich in

expression, showing:logical sequence and cla;ity

of thought. (p. 64)

Charactersv, places and events in 11_!:’erature can be so
powerfully and skfllfully poxtra‘yed that they become very
memorable to children. Those who have read or listened to
¢l otte’s We (White, 1952) will long remember the
tearful goodbye -at Charlotte’s death an‘d tﬁe éaré\wllbdr
takes of her egg sac, nn'ind%catiun of the friendship

which existed between thHem. - Such- strong memories are




ever-present as a motivating force for creative
éx;resaibn. ‘

Anoéhar way in thich literatur€ can be a motivator is
in the forms, patterns, and structures it provides for
writing. When children want to say something but find it

difficult to actually express it in writing, they may

abandon their writing attempts. However, if they turn to.

a familiar story or poem and imitate its form, they can be
motivated to finish their work. ., Being able to draw upen a
familiar framework pr‘ovides motivation and frees children
to write. ' '

Hauser (1982) comments that the teacher and her class

can take "a critical look -at what makes ‘a good book

. enjoyable" (p. 684). Books which children find highly

motivating to.read can help motivate them to write as
well, if s;u;ients and teachers discuss exactly" what it is
about the book that makes it so appealing. '

‘Finully, children need wérds in order to write--lots
‘and lots of ;iqrds. When children have an extensive

vocabulary and a repertoire of unique words and memorable

phrases to use in their writings, they will be motivated

*to use them. Motivation is damaged when children try to"

write -but cannpt find the. right words .to use, often

their 1la is not as developed as

it miéht be. According to Moffett (1968), children must
have stimulants for writing . because ‘"their languagé. is
more,. limited..." (p. 118). The more e‘xposurg to
‘! f\\ )

. . .
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literature that children have, the more chance €hay have
of building a good vo;:abulary to use when writing, and
therefore the more excited, confident, and motivated they
will be to put their thoughts, ideas, and feelings into
writing. »

Many authors suggest practical ways in which books
can be used ‘to motivate young writers. caodyv(1979) , for
examplef in examining children’s literature as a motivator‘

for creative writing, 1lists several motivational

,activities which promote writing through a literature-

A

based program. These include:

If the teacher reads "The Elephant’s Child" from

Kipling’s Just So, Stories, some children (will

be) stimula:ed to create excellent "why" stories

of their -own.

Animal stories read aloud by the teacher or aide

trigger memories of all kinds of experiences -

children have had with pets and animals, and

roriginal stories. are often the result. ..

Writing a new ending to an old favorite such as

e e i » Miss Hickory, or

Down, Down the Mountain.

Writing an imaginary letter to a well-known book

character, or an imaginary conversation between

two characters. : (pp. 82-84)

Huck (1979) discusses how children are often
motivated to write djaries and journals which might have

. N

been kept by storybook characters such as Amos, the whale,
and Boris, the mouse (Amos and Boris, Steig, 1971).
Literature itself, states Huck, is a great motivator for
many reasons. It presents mtferent forms of writing

to be aitplnred: it présents sensory images -and beautiful
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language; it depicts true-to-life situations which

children can relate to; and it gives children characters

who can be remembered because they make us cry or laugh or .

shiver with fear. All of these things give children the
motivation to write. >

Hall (1981), suggests that teachers "Collect samples
of published student writing so that students may see what
their peers elsewhere around the country are writing" (p.
51). This, says Hall, will help to stimulate and motivate
writing sessions.

Nilsen and Greenwell (1977) suggest that one activity
which always seems to be motivational is that of extending
a favorite book "by writing another incident or a similar
happening" (p.‘ 788). They suggest the book Mouse .Séup
(Lobel, 1977) which contains a collactlon’ of separate
littla' stories which mouse is -telling to a weasel "in
hopes of permanently postponing being cooked in mouse
soup®. The authors recommend that’ children write other
stories for Mouse to tell Weasel.

Motivation, says Sloan (1980), is an important factor
in developing literacy, and literature is a readily
available resource for this purpose. She atabqs:

The exploits of Curious Gaorq.., Madeline, Henry

Huggins, Deenie, George and Martha, Encyclopedia

Brown, Pippi Longstocking and 'other characters

from books turn young readers on.  (p. 133)

It is the contention of nutho;- nx; those”mentioned here
" that- these characters and their exploits not only turn

young-readers on, but they also turn young writers on. If
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teachers want to motivate writers to vélte, they must bd’/
sure to introduce them to the motivating and stimulating

models found in literature.

Vocabulary and language Development

Dale’et al. (1971), in discussing techniques for
teaching vocabulary, begin their unit on literature by
‘confirming.and drawing attention to the reintionahlp which
exists between literature and vocabulary development.
They explain: S

Reading literature and building a vocabulary go

hand in hand. One is dependent on the other.

Reading is probably the single greatest

contributing factor to the building of,’ an

extensive vocabulary.  (p. 244) 2
Many authors agree that childrlen’s uterature_ is -one of
the most effective resources which can be used to enhance
the development of clj;ildran's vocabularies (Pfau, 19677
Hoban Q;t al., 1972; Cazéen, 1980; Russell and Saadeh,
1962; DaEhtun, 1960; Martin, 1968; Cullinan, 1981; Coody
and Nelson, 1982; Carlsen, 1960). If opportunities for
vocabulary building and enrichment are limited to reading
periods vha_re basal readers are the only reading materials
used, then a grave injustice is committed. Basal faading
programs use controlled vocabulary and therefore do not

' Provide much resource material vtnr vocabulary davnlopm‘ant.

i_l_{lgn basal readers gru\ the only books read. by Btud‘ntl,
thgir writings, as Gay (1976) maintains, will reflect "the
vocabulary and the (stiff) constructions of -the basal

.
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reader" (p. 88). This example presented by Gay shov;s very
artificial writing:

-Yuki is Linda’s friend.

One -day she came to play with Linda.
"Hello, Linda," said Yuki.

"I see something new about you."
"Yes, my hair," said Linda.

"I like it that way! said Yuki.
"That is not all I have to show," said Linda. ~
"What do you have?" asked Yuki.

"Do you have some new dolls?"

"No," laughed Linda.y

"fhey are not dolls." (p. 88)

Mangieri et al. (1984) agree that children do not obtain a
rich and lasting vocabulary from simple exposure to basal
word lists. They contend that such a vocabulary
...grows with varied experiences using everyday
' words in new ways. One of the most effective--
and’ most pleasurable--ways of .developing a wide
vocabulary is to read to students, selecting the
best of children’s literature. (p. 98)

Wiseman (1984), in discussing the effect of uterature on’

vocabulhry development, . notes'

Frequent oral reading of a variety of materials:
encourages children to expand their listening,
speaking, and eventually w\riting-
vocabularies.... (p. 342)
wri‘ting vocabularies, cherefcre, are vitally linked with
and an outgrowth of thetdavelopment of other vocabularies.
" Ames (1964) feels that the interrelationship bBtween
the spaaking, reading, and writing vocabularies is a very

important one, and states:

. Children will ‘not frequently use words in their.
speaking or writing vocabularies -that they do
not. already understand. The words« that they
have heard and understand form the basis for the’
speaking, writing, "and reading that the child
will do. Thus .the larger the size of this
understanding vocabulary, the richer the
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foundation on which these other vocnbularie? can
be built. (p. 64)
pilon (1978) also di how * comp fes in oral

language lead to proficiencies in writing. She states:

Their (children’s) knowledge of, and intuitions
about, spoken language provide the keys for
decoding written language; and although there
are differences between written and spoken
1 writers, the are children or
adults, write with the sound their own voice
in their ears. (p. 119)

In reading literature aloud to childr.an or in providing
ample time for wide reading and an opportunity to explore
the 1’aﬁguage of books, and in making a wide range of books
available for children to read, tauchers are openinq up
the world of words to eager yaunq writers. In order to be
able to write effectively, children must have a wealth of
words at their'd.lsposal and this wealth of words comes,
first of all, from ‘a solid ,6listening and speaking
vocab(xlaryr~‘ It is exposure to the language of prose and
poetry that develops a vocabulary which is so vital to
success in writing. -

Children’s 1literature is a unique copbination of

‘words, phrases, descriptions put together in unique and

creative ways, and it is only through exposure to
literature that children can come to know and understand
these ways and eventually make them part of their writing

repertoiré. The unique‘, ion of 1 in

literature does much to hslp children in thélr writing

development nnd, more specificully, in vocabulary and

language growth. ’

i




Chambers and Lowry (1975), Dale et al. (1971), Fisher -
\ and Terry (1877), and Martin (1968) discuss the importance
of learning vocabulaLy in context. They concur with Sloan
(1980) who says that rreading aloud "is a more natural way

to eplarge vocabulary and develop an abiding lnterpst in

o worﬁ than lists 05, them in exercise books" (p. 134).
Q& d}'en’s literature provides the natural surroundings

for vocabuiar/y and, as Pilon (1978) claims, "vocabulary

' study is in its rightful place--in-context" (p.. 125). In
* reading The Bakes a 'Caka (Kahl, 1955), for

‘ éxample, children learn the words "a lovely light luscious
' delectable cake" in a natural and effortless way--in the
context of the story surruundinq them.

A large; store- of words will do ‘much»:to' enhance
children’s writings' and, while most educators agree that
building a vocabulary entails adding a quancit;y of words

‘ to those already known, Dolrch (1953) remir;ds' teachers that
increasing the meanings of existing words is also a vital
part of vocabulary growth. Cramer (1975) believes that
"Depth and breadth’ of vocabulary is enhanced" (p. 460)
when children are exposed to 1iferat;1re. )

"Chilgren are thrilled lzy r,r;e sight: and sound of
polysyllabic wonders" (p. 134), writes, Sloan (1980). Big

words do not frightén eager young readers and writers;

thoy'serva to intri y and -4 them. h who

draw attention to such words and gh‘:a timé and opportunity"

for discussing them are whetting children’s appatiées.tor
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knowledge and growth in vocabulary. Jacobs (1965) claims
that many students will not be able to réad some books
because ‘the vocabulary in the books is above the child’s
reading vocabulary. These s’ama books may not be above the
child’s listening vocabulary, however, and by being read
td, children can still avail ,’{‘:a;‘-mn{:;se vocabulary and
language presented in the books. Sloan, (1980) believes
that it is not essential to have '"word-perfect
understanding”, and qualifies this by saying:

«..what children\can't understand from context

.can lead to interest in words and profitable

discussion after the reading. Vocabulary, after

all, develops through encounters:with unfamiliar

words, not suppression of them. (p. 134)

Children’s writings often reflect what they hear or
read in good vstcries’ and poems. Blackburn (.}984) quotes
an example of Robert who™ was writing ‘a. book about
dinosaurs: He wrote: “ryrannosaurus Jattacked with his
terrible teeth and his terrible claws" (p‘. 374), borrowing

words which he obtained from

(Sendak, 1963). Blackburn states that children have a
good memory for words and phrases they. re’ad.r Huck (1979)
illustrates this same view in discussing a group of 8-
- year-olds who heard the Qtnw of Amos and Boris (Steiq,
>1971). The childrep wrote diaries such as those Amos or
Boris might have kept. ‘After their first entry had been
wr:‘l.t:t:en,K the rich use of ianquage in- the book was
discussed. A comparison, then, of the second entry with

. that of the first revealed that ‘simply as a result of
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calling attention to Steig’s rich use of language, the
children’s second entry was much more creative, since
children tended to wuse some of the colorful and
descriptive words from the story text (p. 671). o

Huck  (1979) bel'isves that it is essential for
children to devilop seénsitivity to language, and sees
children’s literature as the means by which this can be

)
accomplished. She writes:

5 Skill in descriptive writing may be developed by
.helping children to become aware of the power of
words in. conveying sensory images. After a
story has been finished, the teacher and
children may ®reread and relish particularly
enjoyable words, phrases, or paragraphs. (p.

70) ;
This discussion’ following the story serves ‘to "set" such
language in the minds and memories of Ehildren and the
words are often at their fingertips when they want to
weite. ~ In this way such words and phrases can act as a
stimulant to writing. Many words have great power in
conjuring up sensory images, and children who read
extensively can build on these experiences to strengthen
their expression in writing. Very young children who neeg
more than thiés can expand their vocabularies and
experiences by using the pictures which accompany the
stories and poems. In relating the words of the text to
the pictures, children can bring a great deal,of meaning
to the vocahulaty"they are exposed to and, as a result,
can have a more meaningful vocabulary from which to draw

on when they write. L4




‘55

Through literature, children become familiar with the

many different forms of language which authors use in

their writings. to 1i ng * to
Petty and Bowen (1967), will help acquaint beginning
writers with a variety of ways in which words can be used.
They discuss such forms as (1) personitication, a figure
of speech in which human characteristics are given to
nonhuman- objects--for example, Br’er Rabbit and the
Gingerbread Man; (2) onomatopeia, which occurs when the
sound of a word resembles its meaning, such as "buzz",
"whoosh" and "tinkle"; (3) alliteration, which describes
the use of the same beginning sounds in a series of words,

such as "a- lovely light luscious delectable cake" (The

' Duchess Bakes a Cake, Kahl, 1955); (4) simile, a figure of

speech which is Used to express likeness by using terms
such as "like", "as", and "so"--for example, "as poor as a
churchmouse” and "as busy as a bee"; and, finally, (S5)
metaphor, a figure of speech in which one thing is
compared to another as in the séntence, "The ship{!plowad
up the sea" where a ship is being compared to gr{:io.w". In
introducing children to “forms of language such as these,
Burrows et .al. (1972) remind teachers, students at the
primary level "need not be taught the formal terminology
at this point" (p. 160). At this level, it is sufficient

to simply provide the exposure.

Howell (1987) asserts that “vocabulary devdlopment -

strategies combined with good tradebooks can be both




stimulating and enriching" (pp. 500-1), and suggests uses
of different kinds of vocabulary which can be explored
with young children. She states that some children’s
books are excellent in the way in which they present
contextual clues to gain meanings for words:

For example, frol The Amazing Bone (Steig,

1976): "It was a brilliant day, and instead of

going straight home from school, Pearl dawdled" !

(p. 1). (p. 501)
Howell says that teachers should guide the children to
look for clues in the sentence which help them to
understand what the word "dawdled" means.

Howell also discusses i:he use of synonyms in many

\

books as a,means of ax;endinq vocabulary. ~ She states that
"synonyms enable writers to define the "color" emphases
and imagery of their work" (p. 501). This is particularly
helpful for children ' because it provides them with a
storehouse of words which can bé used as substitutes for
ordinary words. As an example, she cites Sylvester anf
the Magic Pebble (Steig, 1969):

"The lion came bounding over, sniffed the rock a

hundred times, walked around it, and went away

* ‘confused, 'perplexed, puzzled, and bewildered"
(p+ 7). (p. 501) .

Not only do children learn synonyms for the word

“"confused", they can also disf:uss synonyms for such words
as "went" and "bounding". 'blé
Horrible, No Good, Very Bad Day (Viorst, 1972) ﬁso makes
use of ?Itipla synonyms which can be . axplored in

discussion and in chndren's own writing.
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Antonyms can also be ‘studied as children read
stories. In Frog and Toad Are Friends (Lobel, 1970), we " :
read: "That button is biack. My button was white." (p. \

31) and "That button is thin. My button was thick." (p.

25). Other concept books which provide exposure to
antonyms include Push-Pull Empty-Full (Hoban, 1972), Fast-
Slow, High=Low: A Book of Opposites (Spier, 1972) and Is
It Easy? 1Is It Hard? (Green, 1960). 1

Alberghene (1985) also looks at children’s

vdcabulary can be increased through raa_ding or listening
to stories. She disculsses'. the writing in charlotte’s Web
(White, 1952), and states that just as Wilbur’s use of
language matures as a result of Charlotte’s guidance, so -
does' the reader’s. Alberghene cites this passage from the
book: )

"Salu-what?" he cried.

"Salutations!" repeated the voice.

"What are they, and where are you?" screamed
Wilbur.

“Please, please, tell me where you are. And
what are salutations?"

"Salutations are greetings," said the voice.
"When I say ’Salutations’, it’s just my way
of saying hello or good morninq. Actually,
it’s a silly expression, and I am gurprised
that I used it at all." (pp. 35-36) (p. 35)

In defining this word for Wilbur, Charlotte is also
defining it for the reader. Alberghene states:
"Untenahia", "gedentary", ‘"gullible",
"yersatile", "magnum opus", and "languishing"
also become a part of his (Wilbur’s), and the
reader’s, vocabulary. (p. 35)
The experiences which literature prasents to its

readers have endless possibilities in languaqe and
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vocabulary - development, and when teachers wisely choose
books which encourage this, the writing vocabulary of

their students will, as a result, be erhanced.

Summary

>
Montebello (1972) has stated, "to teach children to
—~

b

write well and to enjoy writing is one of the major

af el y tg (p. 37). It has been a

concern for many teachers because the 'devel'opment of
writing through a piecemeal teaching/learning strategy has
shown itself to be very frustrating and most ineffective.
Authors and educators are now beginning to realize that if
they want children to write, they do not give f;hem hours
of isolated drill .exe;'eises on bits and pieces of grammar

and language. These authors state that what teachers need

Tto do instead is to give their hours of
to good . literature. Through literature, children can
prerienco the language, forms, patt‘ms, and know-how of
mast writers. Literature is creative writing and,
thr:: igh exposure to fine books, stories and poetry,
childfen can develop a sensitivity to and an appreciation

of th \gx}tings of others. In this way, as it has been

demonst'ratad, children will gain much knowledge about whutm

constitutes good writing and, as a result, will reflect

this knowledge in their own compositions. The !.mporgance

of literatuge in preparing, guiciing, and motivating good "
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writing cannot be overestimated. It i as(ntinl that |

teachers make the 1i iting on so that’
students will grow and develop as best they \Eari in the

area of creative writing.
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’ ' CHAPTER III
PROCEDURE FOR DEVELOPMENT. OF THE HANDBOOK

Introduction
.

. ’rhe tollowinq steps were employed in the production
ot the handbook: (1) the selection of various books and
poems, through the use of various selection aids, which
could be’ utilized as models; (2) an examination of these
stories and poems to determine their specific strengths in
fostering writing grow:.h; (3) a description of the._
selected books,. including bibli&graphical data,
annotation, introduction of special features pertinent to
writing development, suggested list of writing activities,
ané a biblioéraphy of books with similar features ox‘- books

from' the same genre; “and (4) ' -the compilation of -the

handbook. *

\ The Selectjon of Storjes and Poems
to be Used as Models
Varlous selec:ion aids were used to compile a list of
‘books sultabla tor inclusion in the handbook. While it is
true that almost any book can }aa used as a ,model éor
writing, ic is.very important that .the books chosen be‘ﬁr
good quality and be recommended as those which would

appeal to cha’ vid‘e range of interests and abilities of




~ students in a typical grade two classroom. The selection

aids used are listed in Appendix A.

Critical Examination of the Books
¢

There is a great variety of books available to
students which, when used as models, will help them to
develop good writing skills. The following represent some
specific criteria used in 'examining those books chosen for
inclusion in the handbodk: ) .

(1) Grade level. The books chosen are suitable for -
students from Kindergarten to approximately
grade four level. It is’ important to have a
vaéiety of books because of the wide range of 3
interests and abilities usually found within a
classroom. Also, research has found ' that

. students can - readily’ comprehend, throuﬁ‘

listening, a book which is too difficult for

. them to read.on their own.' Since mariy classes b

have not used literature as a model for writing,
.it is suggested that students begin writing,

. using books at a Kindergarten level in order to

build AP confidence in writing abilities.
2! :
® o Picture books written for early primary grades P

are generally very simple to follow and

§ therefore to model. Selection aids were used to
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help determine ‘the recommended grade level for ¥
" each book. ‘
(2) Interest level. Since TWotivation plays a very
important role in writing success, the books in
this study are those which appeal to seven-year- 5
.olds. When children enjoy what they read or
hear, they will be stimulated to write their own
stories. The content of the books chosen deals
with what children at the grade two level can
relate to, such as, friends, family, ‘pets, and
magic; and they Qare presented in very
stimplating and imaginative forms. childrén
wi‘ll gain the incentive to write an{will also
acquire experiences about which to wrife when
the books they sxpl\o‘re are at ftheir _particular-
interest level. ¥

(3) Lmuumﬁ The stories' and poems

- . selected are thoée which contain a simple plot

or story-line. Seven;year-old. children need

uncomplicated plot strﬁctures,tu mode;‘: and they

| will write most successfully when exploring and

constructing ! those plots  which' are 'simrle in
nature. Also, characters are well-defined,
interesting, credible, and consistent, and their

actions plausible and 1i e-like.' The books are

written in styles which show the‘be'au('.y and the
rhythm of 1£nqﬁaqe. /In’p es?:ting many books in
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class, teachers expose children to the many ‘ways

in which language can be used effectively,

uniquely, and 11y in ¢ own
writings. ;
(4) Availability. The author' has attempted to

present in the handbook a great many books which
may already be familiar to most teachers}AZoks
with a high degree of popula;‘ity have been
included since these may already be part of the
school library or classroom collection d are
therefore easily accessible to teachers and
students. In this way, tedchers can begin a
literature-based writing program without delay.
Many stories or poems have a pattern in common.
If the selection presented is not available, the
teacher may check the bibliography pras'gn:_ed.
with that selection to find another sélection
with a similar pattern.

In conclusion, it should be noted that all the

stories or poems chosen for the handbook were chosen
because each contained some strong element or. feature

which would. help to féster creative writing development.

O T Bt O S

All books maygnot meet all the criteria, pht may be strong
in one or more features. Hailstones ‘and Halibut Bones
«(O’Neill, 1961), for example, has % chosen for its
po‘ztrayal of beautiful sénsory imaGes; it is unsuitable
£,

gerac\:at_or plot development”

N

LRV, ¢ L . - "
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Presentation of the Selected Books
s

Each book is presented with the following

information:

The following bibliographic and publishi‘nq data:
Title of the book, *

Author of the book,

Publisher and place of publication,

Date of publication,

Edition (if more than one).

Teachers and librarians who wish to order copies of
these books for class{;’;m or school use in creative
writing proqramé will find this information
beneficial. - ! o

An. annotation is provided for each of the books
selected and presented. This will prove especially
helpful to teachers who, throughout the ye’_énr, want to
usé these books with csrtain learning thamés.
Teuche‘rs are further introduced to each book through
a description of the literary qualities of each book.
The purpose of this is to point out to teachers those
areas which may be best utilized in developinq gcod

creative wxitinq skills. -

h are then’ ed with a’ list of

“writing activities which may be.used as a:follow-up

~—~~to—the rnuding of. the book. These suggestions are

dcuiqnid_tn help motivate and stimulate the stident

to write in various vayé; using the book as a'-model
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" the titles

for vocabulary expansion,

for patterning a form, or
for providing content and ideas about which Fo write.
A bibliography of books containing literary
qualities’ can;:ent, or forms similar to those of the
chosen selection is presented. Teachers may refer to
this list in the event that the selected book is not
available. It shbuld be noted (that many of the
writing activities suggested can be adapted to fit
mentioned in the bibliography. The
bibliography is also useful as a comparison tool.
For example, a teacher can use the list of alphabet
books in opder to compare the different patterns used
by each different author, or a teacher can use the
different books listed for ‘witches’ in order to draw
little

attention to good witches, bad. witches,

witches, old witches, and strange witches as she
develops a theme on witc‘}:s_a’._

Poems are presented in full to tamiuax‘izq teachers
with the exact forms Sainq described and to allow
them to elaborate on certain. features of the poems.
srome of the poems (such-as limeriéks) presented in
the handbook have definite structures. Other p‘oams
have creative and imaginative forms which do not have
a specific label or name, such as ‘Shore’ (Jacobs).

It is important to explore both kinds.




compilation of the

The following are di in the &
Introduction '
The. introduction explains the nature and ¥phrpose of

the handbook and also explains how the chosen

selections are in the

In this ser:t:ion, the relationship between children’s
literature and writing development is discussed
briefly in order to show h;:w literature can be
utiliied as a resource for aiding growth in wriéinq.
Guidelines. <
Specitic -guidelines are’ pr so that

will be able to make the most effective use of the
< N N i

i ion and the activitiés mentioned .in

‘the handbook. '

Selections from Children’s Li

This part of t};e ‘handbook . presents many selections,
both prose and poetry, - which }nay be used as a
resource to enhance writing development. " Several
suggested writing activities qre‘ presented with each
selection in order to explore the forms, content, and

vocabulary used by different authors.

Pa&\n consists- of the Teacher’s Handbook.
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CHAPTER IV

[
EVALUATION OF A UNIT FROM THE HANDBOOK

r
Introduction

This chapter introduces the reader to a detailed

description of one of the units p ed in the
The unit Hailstones and Halibut Bones (O’Neill, 1961) was
given to two teachers who used the suggested activities
for this unit in their grade two classrooms. The chapter
discusses. the procedures used by the teachers in
introducing the unit and “in preparing the at’enta for
a 'u:u;mq their own compositions. Several examples of
student compositions ar.:a included in this chapter, aﬂd_a
T brief description follows each composition in order t
point out pertfhent background information about the chilj)
and some of the aiqnui_c;nt featyres of .hi.u/hat writing.
The poems are presented first in the exact way in which
they were written by the student and then ‘1n a version
edited by this writer, who had the children read Hh;t they

had written. . #

i
i
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\
SAMPLE UNIT 4 THE HANDBOOK

TITLE:

AUTHOR: Mary 0’Neill

PUBLISHED: Garden. City, New York: Doubleday &

Company, Inc., 1961.

ANNOTATION: This book of poems describes the many

= _cblours we know. .The author presents each
colour in terms of sensory images,
describing what sounds, smells, tastes,
feelings, and visual images each colour
represents and reminds her of.

Introduction

The main purpose of introducing this selection is to
look at content and form, to .em.phasize how the author uses
sensory a'vanna‘ai to describe colours, and to encourage »
children to model their writings on the same form. - The
fact that this selection is written in poetry adds a great
deal to the rhythm and flow of the 1anqu;g-, but. students
should not b.‘!orcsd to write their compositions in rhymed

7poatry. Some children’ find it very difficult to write
poetry that has -to rhyme and quite often, if they are
forced to do so, write in a vei’y artificial way, just to
iuke' it rhyme. Other children, however, may welcome the
chul‘lﬂnqll of imk:l.ng things rhyme and may do so ;lithout
hesitation. . The main thing to remember is that while
" teachers should introduce students to rhﬁa, they-should
.

also allow the students the freedom to choose the way in

which they want to write their itions. The is
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of this selection should be on the content and the method

used by O’Neill to present her poems.

Suggested Activities

Discuss one of the colours with the class. -After the
discussion, the appropriate poem from O'Neiu'a book
should be read, and the fact that she uses all her
senses to describe that colour should be emphasized
by the teacher. Discuss which parts describe which
senses.

Discuss with the class another colour, and during
this discussion, make a class composition from the
ideas presented by the children. Read-0’Neill’s poem
about the same colour.

Have the children choose any"colour they like and
write about it in a similar way.

The purpose of these activities is to have children
think and write about colours in a. unique way.
Initially, if -asked to describe what red, for
example, reminds them of,  the children are very
likely to answer with a list of ‘objects’ which are
red, such as apples, tomatoes,- and he€arts. They may
not think of red as being hot, sore, loud ‘or
screaming. These activities will help children write
about something ‘familiar (colours)yin a new way, and
will also supply. them with a pattern to use in. their
writings. The pattern consists of a question (chs
title) and answers based on the senses.

The 1nvolvemenc of the students in making a class
composition' in which the teacher acts as scribe will
help many children see how to compose such a work.
Learning ‘to write can be very effective when' the
students are able to modél the teacher, as well. The
students are able to’'see that what they say can be
written down, and what is written down can be read by
others. . Writing.a class. composition will also help
the - students become more familiar with the way in
which the pattern is made, since the teacher can draw
attention to it as s/he writes the sample poem .or
story.

Have the children think of other things to write
about in the same way. The following topics might be
posted in the Writing Centre or on the bulletin board
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for children to use if they cannot think of their own

topics:
What is Hot? What_is Soft?
What is Scary? What\is Wet?
What is Happy? what is Fast?
What is Dirty? What is Slippery?
What is Lucky? What is Dark? -
What is Christmas? What is Love? '

The purpose of this activity is to take what the
children have learned in writing about colours and
extend it to writing about other concepts, using the
same idea of"utilizing sensory awareness and images
in their compositions.

- Bibliography
The following books also deal with colours and can be
used in conjunction with Hailstones and Halibut Bones:

Friskey, M. What is the Color of the Wide, Wide World?
children’s Press, 1973. v

Mccord, . David. "Yellow" in mm%ﬂwk_ﬂ
Poetry for children, ed., J. Prelutsky. Random
House, 1983, :

HqGovarn, Ann. M_Ls_my_gjgl Scholastic, 1969.

Provensen, 'A. and M. ] ] ue?
Random House, 1973.

Reit, S. Adventures with Color. Golden Press, 1970.

Rossetti, Christina. "What is Pink?" in The Random House
, ed., J. Prelutsky.
Random House, 1983. 3

Stinson, Kathy. Red is Best. Toronto: Annick Press,
1982.

The following book illustrates the idea that the same
pattern used by 0’Neill in her book about colours can-be
used with other topics. It should be noted that while
O’Neill has written her book in poetic form, Zolotow has
written in prose.

2olotow, Charlotte. Summer IS.... New Yb_rk: Crowell,
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TEACHING THE UNIT
. Backaround Information

To ascertain whether the children could util’izn the
units in the handbook to enhance their writings, a sample
unit developed on Hailstones and Halibut Bones was given
to two teachers of grade two students. The teachers were
asked to twiliarize themselves with O’Neill’s book and to
follow the acfivities suggested in the unit. Neither
teacher had previously used literature as a resource for
writing development.
~~None of the classrooms contained twenty-six students

-
made up of thirteen boys and thirteen girls. Th‘a other

cl held nty 3 nts, consisting of eleven
boys and twelve girls. ¢Both teachers considered  their
classes to be ‘typical of grade .two classes, and stated
that there was a wide range of interests and abilities
within the class make-up.

»m{ﬂ

Both teachers chose a colour (one chose red, and nne\
chose green) and brainstormed with the students during a
discussion period about what that colour reminded them of.
As anticipated, the stﬁdencs generally- gave the names of
objects which were that colour. Both teachers wrote on’

chart paper the of the The
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who chose red wrote the responses with a red marker. Both -
tedchers then read the poems which corresponded to those
colours.and, through questions and statements, helped the
children see how O’Nei}l had used her senses in describing
the colours. .

buring the next session, both teachers  chose the
colour white to explore. At this time, they both created
with their students the following class compositions which
wa}a dictated by the children‘ and written by the‘ teachers

on chart paper:

What is White?. o

White is snow.

White is a cloud in the sky.

White is paper.

White is happy. !
White is potato and cold,, fresh milk.
White is heaven.

White is blank. " ~
White is tickly feather. £
White is a lamb. *

Whité is clear.

White is white.

“Nyhat is white?

White is....

A ghost floating by.\

Big, cold snowflakes:-falling slowly down. |

A big chubby snowman sitting in my backyard.

A white polar bear looking for food.

Warm white igloos for the Eskimos.

You find white skeletons in closets on Halloween.
_Pale white 15 your colour when you are scared.

Following the class compusitlgns,A\oth'teuchars told
the children they could choose a colm‘xr they 1iked and
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tell what that cplour reminded them of. Both teachers

gave their students special paper to write on which could
be coloured and decorated by them to emphasize the colour
they had choseh.

Both teachers also had a chance to look at other
topics 'besidés colours. The teachers reported that it
took them three and four sessions to complete the
activities suggested for the unit. Some of the topics
suggested in the handbﬁok for this unit were chosen by

some children, for . example "What Ais Happy?", while other

children chose their own 'Htles, such as "What is Mad?f‘

The Writings of the

The following are some examples of the writings of

these grade two students: . .

What is Red?

" Red is..

A sweet juciy red apple.

Nice red, roses growing in my graden.

A pretty red valentine given to me.

A juciy red tomato joust for, you! ?
A nice pretty red velvet bow in my hair.
Red ketuhup I-put on my food.

My nice warm red mittens to keep my hands warnm.

I
(child's wﬂ%tinq)

A

LAY




What is Red?

Red is%...)

A sweet juicy red apple.

Nice red roses groying in my garden.

A pratty red valentine given to me.

A juicy red tomato just for you!

A nice pretty red velvet bow in my hair.

Red ketchup I put on my- food.

My nice warm red mittens to keep my hands warm.

(child’s Writing edited)

This poem was written by a very bright student who enjoys
writing "‘Snd who Eﬁught on very quickly, to the pattern "to

be modelled. She has used a variety of vocabulary in‘her

. composition to describe how red appéals to the senses.

What is Red?

Roses growing in my backyard

Growing so pretty and red

I smelled it it smelled so Good -

So I bent down and took it and said,

Roses, are red Volites, are blue,

theres no outher rose as Ouite as pretty as you!

(Child’s Writing)
. k L.
What is Red?

Roses growing in my backyard
Growing so pretty -and red

I smelled it, ‘it smelled so good

So I bent down and took it and said,
Roses are red, violets are blue,
There’s no other rose

Qiiite as pretty as you!

(Chila’s Writing edited)

“




The child who wrote the poem above chose to write
about only one particular image (roses) which came to mind

when she thought of the colour red. The teacher was

impressed with her work, even though dld not follow the

same pattern as that of O’‘Neill’ m. This was the

first time that this child /had attempted to write

something that rhymed, and “she was very ;;roud of her

composition. In her Adttempt to use the senses in

descriping red, she-ffas mentioned the sense of smell. She

has also ingldded 1n her poem a llna which is very

familiar young childran, "Roses are red, violets are

blue".

What is Green?

en-is The colour of April.

a Green apple on a apple tree. N\

[d green is a witches face on Hallawe'’ns

reen is The colour That is a chaulkboard is.
(child’s Writing) *

What is Green?

colour of April.

pple on an apple ti
Ami gtun is a witch’s face on Hlllowo'cn.
®reen is the colour that a chaulkboard is.

Grs-h i

L (Qud'- Writing edited)

The 1little boy who wrote tﬁl- poem, lccotding to his
teacher, is u‘v-ry slow student, but one who grasped very
quickly the idea of using the form of 0’Neill’s poem. His
teacher had not pnvioﬁ-l.y discussed the colour green, so
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2 5 - i ¢
she was very surprised and impressed with his statement
that green is the colour of April, anzi with the vivid

image he paints as he ‘describes green as a witch’s face.

What is Green?

. Green is.....
A Little Leprecon Looking for gold.
Some green clovers that Samabody Sold.
Green sometimes is the ocean,
Sometimes a magic potion.
\ A butterfly floating around in the Sky.
Green is bueatiful.

(Chila’s wWriting)
I

- What is Green?

Green is.....
* A little leprechaun lookinq for gold.
Some green clovers that somebody sold.
. Green sometimes is the ocean,
o Sometimes a magie potion. § N
A butterfly, floating around in the sky.
Green is beautiful.

(Child’s Writing edited)

The ch#ld who wrote this poem was also experimenting with
rhyme for the first time. She commented to the teacher
th;t: she wanted he'r ‘;‘am to souhd., nice li)‘ the one she
(the tench_or) had read, referring -to the pgem "What is
whlc‘a?" by 0'Neill. The rhythm and flow of the language
1n‘o_'N_0111's poam ‘made. an impression }cn thié student which

resulted in her experimenting with rhygod poetry.

*
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Wath is YeMow?

Yellow is a flower. -

yellow is a big sun.

yellow is a nice good fresh cheese. -
yellow fells refreshing.

yellow is like a sunrise.

yellow is like, a smile.

yellow is &’ big ball.

yellow is a banana. " w8

yellow is a camel . -
. yellow is all kidns of colour.

(child’s Writing)

What is Yellow?

Yellow is a flower. -

Yellow is a big sun. .

Yellow is a nice good.fresh cheese.

.Yellow feels refreshing. )
Yellow is like a sunrise. ;

Yellow is like a smile.

Yellow is a big ball. "
Yellow is a banana.

Yellow is a camel.

Yellow is all kinds ct colours.

L - (Child’s Writing edite'd)

¢

Some children chose to(wric"a chsir paems with many

different sentence patte

began with a- phrase such as ‘Some green clovers...’, and.
some began with a description of thaatnage in the child’s

mind such as ‘A sweet juicy red apple". Thiu_ child chése

to answer the question "What is Yellow?" ?y using a
pattern in which the first words off each sentence :are
”Y‘ellow is...." (except in one instance where "Yellow
faels...._" is uﬁed) She has modelled 0'}!-111’! idea of
liscing desctlpti‘) images tor a pn:th:ulur colnur and has
uttamptad to \lpp al to cho J senses, ' as vall, l.n Jher -

ns; for axample, some senténqes
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deseriptions. Evident in her writing is ‘the sense of
o

-taste (nice good fresh cheese, a banana), the sense of

feeling (the big sun, a smile), and various examples of

visual images. .

Black
black is the darkest. storm clud. | "
s black is a rotatn alpple. - 4
black is a lead.
black is very darck licorie
black is a very gloomy day
. (child’s Writing) * = 5
.
* Black
Black is the darkest storm cloud.
Black is a rotten apple.
/ Black is a lead.
Black is very dark licorice.
Black is a very gloomy day.
(child’s Writing edi}:ed)
_This f:a'rcicular poem is presented in a different format
‘from the ‘one used in the sample poem by 0’Neill, in that
the atudent’uses the colour word as the title instead of
the question "What is Black?". . He followed . the same
pattern as the praviously(discusaer‘l student in beginning
;each sentence of his poem with the same words, "Black

This student is a very bright student who reads a. o g o

greit deal and has rio difficulty in expressing himself.

.Hh teacher ueinnlm:cd that he always enjoyed .?rutiva l
writing activities but that thic was the first timy he had . a\i
‘chomen to write in poem form. Shé felt that he did so,

‘
. ® <5 i : N

NN
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because he had a framework to follow. and a pattern to
imitate as he wrote. This student has used vocabulary
which aptly describes images 4and feelings,

characteristically associated with black.

' What is Black?

Black is....

.the blacknas of the night.

the fluter of a bats winq outside.

Dracula’s cape.

and a raven flying.

and tar in a pail. .

(child’s Writing)

What is Black?

Black is....

the blackness of the night, o
the flutter of a bat’s wing’s outside.

Dracula’s cape,

and a raven flying,

and tar in a pail.

(Child’s Writing sdited)

- %

The young bz:y/ who wrote this poem was always most
reluctant to put his.ideas down on paper. His teacher
commented that he x’\lways needed a lot of encouragement, ina

ng” (talk bet him and the teacher)

in crdar to get anythifig in written form. She was very

impressed by the way _that hs ‘blossomed’ . during the
discussion of this unit. He became very enthusiastic
uéuut his- writing and, with the exception of asking the
teacher for help in sp_onh.lq the words ’Drac:l)' and

‘raven’, he worked on his own to produce this poenm. . Some
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of his friends shared their poems with him and he seemed
to grow more enthusiascic ‘as a result. His teacher noted
that long after the activities with the sample unit were
completed, he was still thinking of new titles to write
:!baut. This poem was very much arres‘nlt of the inttrests
and experiences of this student, si'nce he particularly
anjo'yod talking ‘and reading : about scary things. He not
only. -appeals t."’ the senses in" his poem, . but also

establishes a mood of fear.

What is Blue?
Blue is on ocean
Blue is the sky .
Blue is a bluebird flying in the sky.

(Child’s Writing)

°what is Blue?
Blue is an ocean ’
Blue is the.sky
Blue is a bluebird flying in the sky.
~(l::hilrl’!l Writing editad)

A

This poem was written by n.very slow student. She cahnot
work without constant help and guidance from the teacher.
ww is most significant about h’er composition is that she
dictated to the teacher the wordssand ideas she wanted to

use .for ‘her poen, while the teacher helped her to write

her ideas on paper: In dictating her ideas, she made them

rhyme, a great npc‘omplinhmant.-l’or her. l(|ir poem was very .
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simple, but it was a great source of enjoyment and pride
to hez“.

. After the ciiildren had written several poems about
colours and  after the teachers had read aloud to the
Classes “the poems about colours in Hallstones and Halibut
Bones, both teachers introduced to the students the
possibility of using the 5§m§ form to write about other

ideas. Examples of these ideas. are 1listed in the

in the sample unit. The following
are some of the poems written about several of these
# suggested topics, as. well as some topics chosen by the

students themselves.

What is Easter?

Y Cgstsr is the feeling of surprises.
Easter tastes like eggs. (
Eastér is all full with happyness?
Easter is all full with colours.
Easter is full with bunny.
Easter is fun and excited.
Easter is good. - e
Easter is went everyone is shareing.

N (Child’s Writing) .
v = o
What is Easter?

\
Easter is the’ !eeunq of su:prises.

. Easter tastes like eggs. [*S

- Easter is full of happiness.

Easter is full of colours.

T Easter is full of bunnxas. . 3

Easter is good! e

Easter is when everyone is sharing. ¢

o S " (child’s Writing edited) ' .
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This poem was written by a student who enjoys writing and
has no problam finding words to express what she ‘wants t?
say. She included 'Ln her poem several instances which
allude to the sense of taste (...like eggs), the sense of
feeling (fun and e'xcitinq, surprises, happiness and

sharing), and the sense of slqht (bunnies, colours)-.

What is Funny?
a Big drooly monster and
amanda dressed up as a punk.
and alligator with filss teeth.
Peter with elephant ears.
s (\ a tree made of a Big Blooh of clay.

(child’s Writing)

What is Funny?
A big drooly monster and *
- Amanda dressed up as a punk.
*  An alligator with false teeth.
Peter with elephant ears.
A trée made of a big blob of clay.
(cHild’s Writing edited)
4 —
‘The topic for this poem was chosen by the child, and he
seemed to have.a great deal of fun writing about it. The
teachar absezvad the fun dtudents were having as they
talk-d about thni: wrlt:ing among themselves. She made
particular ra!s;«nca to this boy. He talked, wrote, faud
aloud to the qréup, added to‘ his poem, changed parts of
it, re-wrote it, ‘and shatgd it again in raadiﬁg aloud, a
procedure which was duplicated by the others in the group

as ';ulL. 0’Neill’s poem did serve as a model in helping




this student gain insight into a form he could use for
discussing what funny is.
What is Hot?
hot is....
hot is a crlingiren.
hot is the stove.

hot is the brning forest on fier.
hot is the blasing sun.

'

(child’s Writing)

What is Hot?
Hot is....
Hot is a curling iron. '
Hot is the stove.
Hot is the burning forest fire.
Hot is the blazing sun.

) ‘(child’s Writing edited)

This poem is modelled by a little girl from the example
written by her teacher in the class composition. ;h-
begins every new sentence with. '"hot is...". -Bacauue of
the ‘topic cho-en, the most prominent sense explored here
is the sense of touch or feeling. This student is an
average tjruda two chl‘l\d who has at times experienced some

. Her teacher

difficulty with ﬁraaf_iva writing exercis
was pleased that she enjoyed this exercise’ and that she
wrote several other poems like this one, but on different

topics.




What is Love
Love is caring ar\& loveing.
Love is sweet
Love is kiss and hug.
Love is my hime.

{(child’s Writing)

What is Lover”
Love is caring and loving.
Love is sweet
Love is kisse£ and hugs.
Love is my home. . |

(Child’s Writing ed;ted)

This poem is a very signiticar;t one. The little boy ;lho
wrote it, according to his teacher, made the most dramatic
inprovement. His teacher states that before this activity
he would sit while others in his class were writing, and
would write nothln’q. It was very difficult to get him to
writa. ar;ything. The teacher often sat with him and asked
him questions about events in h}s life, or special
activities taking place in school, or events which vere
happening. at home ‘in o:_der to give him some ideas ab;ut
wh{cl; to write. He remained \reluct‘ant to write, however,
and the t’eache_r was not certai_n‘whatvshe should do to help
him "become comfortable with writing. When he was
introduced to this activity, he did not, a.t firsF, atéempé
any writing; but 'a few days 1ut;er she noticed that he had
started to wrin a poem, too. His poenm, written to model
tha tuchu"n, is vu'y simple yat effective in what it has

to -ay. .




What is Mad
mad is beting. someone up wen thay tses you.
mad is your Temper rizen.

mad is being made to eat a supper you dont’ like.
made is geting a test wrong.

L4 (child’s Writing)

What is Mad?
Mad is beating someone up when they tease you.
Mad is your tempér rising.
Mad is being made to eat a supper you don’t like.
Mad is getting a test wrong.

- (Chilg's Writing edited)

The poem above was written by a child who enjoys creative
writing exercises and who is usually never delayed for
lack of ideas or words. He ghose the topic himself and
followed the pattern established by the teacher through

exposure to O’Neill’s poems.

ﬁlﬂm&im_ﬂmuﬂ

Both tavachars involved it working with this sample
unit expressed satisfaction with having a model on hand to
help their students 1n.‘:heir writing. They were also very
pleased with the poems which were produced as a result of
;xposurg to this model. Several significant comments'were

made by these h as they di 5d the effects this

'
model had-on both the children’s desires to writh and on

their finished products.
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The teachers comment/eﬂ/ that the brainstorming
sessions at the beginning of the unit were most effective
in getting the children to think about and talk about
ideas which they could writer down.. The fact that this
session was done as a whole group session was productive
in t}xat it helped some of the children who have a q{eat
deal of difficulty gathering ideas for writing acutivi?:ies,
These "slower students were able to gain much information
about particular tc\pics discussed, and their writings
reflected .this information.

Both teachers remarked on the positive effect the
writing of the class composition l';ad on the students.
After reading the poems in mmmm&,
these teachers dibcussed with the students how the
information in O0’Neill’s poems was organized. The
teachers then wrote their‘ow‘n version of the pattern used
and, in doing 'so, made available to their students é
pattern th;y could follow in their own compositions. In
looking at the class campcsitions and the poems written by
the children, it is very easy to distinguish whigh ‘poens
were patterned after which composition. i

The increased enthusiasm of the studgn’(s‘ was ‘a point
brought up by each tancher. There was, before the
introduction of the sample unlt, some hssitatiﬁn in
writing on the p*rt of several of the studangs in both-
classes. . When' the students bagan to write following this

‘model, however, there was no hesitation; except on.‘ the

b




part of one little boy in one of the classes. This boy
eventually did write a poem by himself (see What bis Lovef
in the samples of chil}iren’_s writing) before th‘e/\m'it was
completed. Some of the children were so zs‘aluus that they
wrote as many as eight paems on aigh: different topics,
using the same model. ~ Lo . P

Both of the.grade two’ classes répresented a wide
.ranqe of aqademic abilities: It was commented upon, by the
teachers that not only did/ the ,slover studentg benefit
from usin§ the model presented, but (nany of the brighter
students who were experiencing' difficulty in qetting'theit
thoughts down on paper also gained muc? knowledge and
information about organizing and presenting their ideas in
wrltxng. :

The students .in these classes became more ‘independent
workers as result of the preliminary work done 'before
they began Xheir own writ_inq. Th;s preliminary work
included f\he whole-group brainstorming, the yriting of the
class composition, the reading aloud of tlZsumple poems,
and the  discussion centred around the characteristics of
the model. Both teachers felt that this time w‘as ‘well
spent, and that as a result the students had a batter'idsu
of what they were going to ,do when their time came for’
writing. " 4

One of the taachers J.nvolved obsarved’ that th- =
writings of the children were mora dascrlptiva.

Prevlously, the chndran tended to uritc utorgu Jich




. began with L:

these stories wére generally alyays
tentred around themselves. Through exposure to this
model, however; the éhildren showed a< great :enl of,
variety inkt_:heir work; 'f_or‘ example, in sentence gtructure‘s
and in the aifferent éencenqe beginnings used.

The children who took“part in these activities wera

[

not asked to write in poetry foiw. ‘Their teachers had
. N

done 1little or nothing with pootry writing and so the

children were left on their own to decida whathex‘ ehey

. wanted to wré.te in rhyme or in free verse. Some of the

students, botlzISw and high achievers, chose to experiment'
‘with pp€ETy but the majority of the children wrots in_frae

verse. _ & g N

V"Anothex‘:, change .in behavior noted by m'm‘ of the
teachers %8s that “the children® felt so satisfied with
theif work that many of them .geq&aéééd.-thaé they be
allowed to read’ their -poems, to ‘the rest of the class.

This was the £ time .tk‘iey'had requested this, and

writing behaviors were positjvely affected as a result.

The bibliography at the end 'of the unit was not used
as. extensively -as it could have béen. The main reason for

this~was that in both schools, the book Hailstones and

Halibut Bones was available and so the teachers-employed

only this book.. One of the teachers did read Red is Best

" (stinson) to her class at the end of the unit.

In conclusion, ‘it must “be submitted that ' both
teachers 'agreed that this method' of getting children to
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write was a very successful one. ‘Exploting the form and— .

coptent' of well written selections from literature can
help Etudents enjoy’ writing, enhance their .knowledga of
'writiné ’s‘kills, kand 'giv/e them the satisfacéion of
producing prose ar;d poetry they can feel proud of. Both
teachers .expressed an interesf;‘ in ex;c;x:inq other
selections or units whicﬁ could be used to further develop
the .idea of utilizing models in "the develq;;;e_nt of

creative writing skills o




The purpose of tni; study-’was to, make the __raader‘
awdre of the vast amount of/ research which indicates that I3
. children’s literaturé can be used as a source for helping ) .‘
i “to develcp creative writing skills in gruda twon chiﬁran *
/' spec1f1ca11y, and in primary children generally. an '
outcpmé of th:.s‘study.was the ;ptepargtion and presentation . ) %

,of a handbook which offers ﬁractieal_ ways ‘of developing \' g o

: o B "A:xr'aativa written -expression throuéh each .of thevspa'citic
- - stories and éms presented. \ sample unit’ from theJ
- t:andbook was {.lS.Ed with two classes of grade two students.

5 i The mtraduction of tha unit had a very pcsitive eqect ‘on

writ—lnq. The results. dxscussed indicate to teachers the

value of literatuze )in enhancing a primary ‘writing

X program. . . A

5 g ) -
There are a great many selectio#s from literature.

A .which could be used in the handh’ock. lefi:ations on spice ) . &

dictate that only some .samples be us‘ed. It is recomm‘ended s
P g

- that a more extensive list of books and selacted
. activitiasﬂba produced in drder to broaden the .choices

T "évailable to teachers. .
The - ideas presented here are meant to, constitut:a a
- beginning point for writing development thruugh exposure

* to lﬁteratuxja.. . Not only can primury chudran benefit from

such exposure, but older. students -can also ,d:’.'uw upon
’ N o




literary selections ‘as models for thair writing
It is & . e, that a Sook - ‘

\ “*
such as this nn“a be devoloped for elenentary, s

intem:uato, and ueniorfugh students ,utilizinq books at

‘their levels of ng and i
The author also recommends that a more ‘detailed stady
be carried out to daterpme the extent of learning within

the- area of cr\eative writing ‘development as ‘a (direc.t s

_result of ré to'a 1i: b Writing program -

such -as ‘the one s in the ! Tests and--— T
R, inventorias night be administered tc the children before’ ¥
' ~ thay‘ begin thesa aativitias in . arder to determine

information such as the children’s interest or perceptians

o:‘ hjuting,- the extem: of their vocabp}:grigs,,and the
chéraqéaglé’tics ot their Vwrit-ter.: products and of thei_.r
writing heha_\iar .. After a period of time, i e.,.at the
end _of thg school year, t'.ha teacher -1qht exanina the ¥
children’s ovn -stories and - poems, and 1ook for any
slqnu{cant uhanges vhich ny have occurred "in  their

: writing as a result of exposure to models in litetatute.
. i
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‘ INTRODUCTION

Learning should be an enjoyable and satisfying

experience. The selections presented and the activities

gg in this di a meant to reflect ;:his
philosophy. Children’s literature has the power to
motivate and stimulate young students, .;nd it provides
models yhich chilkirqh can use in ‘the}r own writings.
Young students enjoy hearing and ‘raading about the tales
of Paul Bunyan, Pecos_Bill, and Finn McCoul. . They can
write their own.tal’l tales if they are exposed to the many
selec‘ti;ms of tales presented in éhildr’an's lit8kature.

In lookfng at the features of .this type of story, children

p i u
4 learn what constitutes a tall tale and can therefd?e model

their” own Vwrit_inqs on these ‘f‘eatures.' There are maﬁy
types of 'st_ozies, _such as fairy tales, pourq‘uoi stories,
" cumulative and circle stories whose framework or stﬁcture
_ may be model’led"by‘vchilt:lran as ‘they write.. There are also
many kinds of i:netry which pupils can mode_l.' There are,
for - example, - limaricks, concrete poems, acrostics, and

sound poems, which may be-utilized’ by beginning ‘writers.

Because there ars so many models of stories and‘poems,”

children’s literature can be‘sjeen as l‘;aving considerable
putentiﬁi in inxtigting, promoting and-s‘ustainint‘; géawth
in ‘o‘ruptive writing. e ) )
‘The purpose of this handbook’ is to provide a guide

. which will stimulate, 'enéa}lraqa, and assist, teachers in

de clgping‘ a creative writing prog: for thetr s

§
#
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by using children’s‘literature as a medium through uhich
to exp)ere writing. It is the intem:ic’n of this handbook_
to show teachers that many of the stories and poem‘sA
available to teachers can Le used to promote develupme‘nt
in creative written expression. =~ The handbook is designed
to show that through motivational readings, dia;ussions,
and related activities, creative writing experiences can
be brought to 1life and enjoyed by both students Vand
teachers. T e

The iaooks chosen ‘for inclusion he .handbook were '
selected because this aut})dr (through past ekper}eﬁcys
with and knowledge of these  books) has found them to
exhik;it qualiﬂies’wh’ich can be used to enhaﬁce writing
skills. A r'xun;b:r of selection aids (listed in Appendi_x A
of the thesis)’ wére also en?loyed in order ‘to determine
the literary merit of each book, -as well as the suggested
age or érada level f.c:r the book. The selections presented

can be used effectively in most primai‘y grades, ‘and, have

been for s from Ki ten to grade.
three. .The’ criteria applied to determine the suitability
of the books consisted of ‘an examination of fe;tures such
as contept, form, vpattetn, vocabulary, wall—detinef‘stoty-

line, and interesting characters. When several of these

‘features were evident in the selection, it was determined .

that the book would be chosen. to be included 4in the

’ handboo)é. The following information is supplied for aagl;/")x




115
fa). title, author, and publishing data;

(b) a brief annotation of the story:

(c) identification of éome of the features of the

" selection in order to explain some of  the
writing skills which may be enhanced through the
use of the selection;

(d) :a discussion of suggested writihg activities;

(e) a %bibliography of other selections (titles)
which may be used in conjunction with the one
demonstrated and which can be substituted and
used to develop similar writing skills, should
the,one demonstrated not be available.

When poetry is used, the information above is modified:
the 'poem itself is presented instead- of the brief
’ ]

annotation. i
The numbef otjl‘selections »preseﬁ‘ted in detail -in this
handbook is, of course, very :limited.” It is the hope of
X 5 ’
the author that as teachers read and use the samples
given, they will Hgsstimulated to find other books and
poems to' use in similar wayé to . enhance' writing
daveicpment . B |
h I
Ll
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RATIONALE FOR USING CHILDREN'S LITERATURE AS A RESOURCE
FOR CREATIVE WRITING DEVELOPMENT

An examination of the language arts program, the
Nelson Language Development Reading Series, currently
prescribed for use in our province’s schools, reveals that
tl:.ere is a very weak writing component in tha;-. program.
Very few writing activities are squesfed for teachers to
explore with their classes, and as a result of this,
creative writing is éuica often left out of the language
arts progranm. While many teachers feel that creative
writing is probably b.est developed in the elt;mentary
grades whezrel children can read better, where they  have
more w;wrds at their disposal for writing, and where the
conventions . o‘f spelling, punctuation, capitalization,.
.s.entence and . paragraph . structure . can be more fully
developed, researchers do not agree that children should
wait until th; elementary. years to explore writing skills.
These reséarchets feel that the primary years are

excellent ones for building a good foundacidp for writing

development, and they primary tes S- to help

their students get an early start in the development of

" the writing p;oces‘s.r N

In order to ensure that young writers do gét off to

an ng and 1 start, many authors advocate

£ . N - s \
the use of children’s literature as an effective means of

) exploring and enhancing the writing process. A great deal




has been written Sbcut Jthe interrelationships wirich exist
between the language arts, and much emphasis has been
placed on the rélqtionship between children’s Iii;erature
and creative writing development.

There is a great deal about children’s literature
whiz;h makes 1(‘, an excellent resource for writing.
Children’s 1literature is someone’s creative writing;
someone has found and used a unique way of’e;:pressinq
himselt or herself in written lanquage. By exploring
these writings, young children can learn a great deal
about organizing and _presenting their own writings.

one way in which literature can helé young beginning
writers ‘is through the . development ‘of ;anquage and

vocabulary. . Through both independent reading and beinqv

read .to, chndren are exposed to 4 myriad ‘of language’

‘torm, colourful expressions, _synonyms, antonyms,

ive and le The most

e!tac}:i‘ve way of i:uild_inq a vocabulary is by learning
words in context.’ gmnmﬂj_gbl(white, 1952) is a good
example: of this. Whert Charlotte uses a ’‘big’ word in.
Wilbur’s presence, she 1mnied1ately defines that word for
Wilbur’s (and the reader’s) benefit. Basal reader;
contgin véry cagtrolled vocabularies ‘and are thai'eto;e
iimltad in their ability to extend the depth and breadth
of. a ,ehild's existing vocabulary. Literature, on.the
other -hand, usau:-%anqnaga in.very cr’aativa ways, with less

restriction on voc&bula‘ry. ‘Conscientious and constant use




of 1i in the clas therefore, is necessary

for effective development of 1angua?e and vocabulary.

Literature »alsc presents. many different forms and. v
patterns in the many prose and poetry selections
available. Students who haye difficulty putting thoughts
down on paper, find it easier to write when they can
follow an existing pattern. Many authors state that
borrowing words, phrases, sentences, characters, or plots .

from books .they have bgen exposed to, is natural for

)

children in the course of their development in writing.

Children will learn much "about wrAting in this way and

will, in time, develop styles of their own. Children
)

cannot be expected to write a story if they do not know

. what constitutes a story. e to 1i e,
children come to learn the features which. constitute the
various kinds of stories and poems. Even children as

young as two and a half years have exhibited knowledge of

story structure through the process of being -read to ‘
. (Applebee, 1977). They intuitively understand thér./J)
storig§, very simply stated, have a beginning, a middle .
and 'a: ending. ‘' As children qz"ow in maturity an§ as they -
are axpoied to more and more 1icérary\ selectionsr, thsﬁ
sense of story structure grows from the very simple to the
more cgmplex. Listening as sto;ies unf£dld in sequence is
an activity which effectively helps childfﬁnrt'.o understand

much about story structure.

)




Language, éﬂagabters, actions, and iyustxationé i\n
child{'en's books help to mutivatefyuung writers:

Children’s 1literature abounds with the actions " and

adventures of such characters as Henry H,ug;ns, Ramona, |

Wilbur, Snow White, Paul Bunyan, and Winnie the Pooh.
Such characters serve to heighten the imagination of young
writers and to provide them with all sorts of ideas to use
-in their own compositions. ' And they provide them with ‘the

motivation to write, both about tl';eir own similar

experiences and about other experiences these characters

might encounter. —




GUIDELINES FOR TEACHERS

There are a number of points lt which teachers should

@ be coqnizan‘t if they want to implement lucc-aa:uliy the

ideas and activities in this These

points are detailed in the following dhcua.uinn:‘

1.

Primary classrooms should be print-oriented.
Children should see the value of print every day
in their classrooms. Labels, poems, stories,
and books should be displayed averywhere’i‘nd
should emphasize the importance of written
language.: Teachers should allow time in their
day for children to read independently, to look
through books in order to discover what books
ate about, and to share books with a friend.

Teachers should also share books with students.
through daily periods of reading aloud to them.

‘There is a strong relationship between reading

and writing, and the importance of reading aloud
to students -in order to facilitate language
growth and growth in writing cannot .be
Many agree that through

oral reading activities, 'much prerequisite
owledge is .gained for writing. Children
develop a sense of story, enhance their
vocabularies, develop a feeling for the rhythm
and flow of language, and gain motivation and
content for writing. Books which are sometimes
too difficult for children to read on their own
are not too difficult to understand when they
are read aloud to them. ~Many teachers have

found that -children who are weak in reading

skills are also weak in writing skills. ped
teachers .do not read aloud to their students,
the weaKer students, . who cannot read
independently, will have véry little chance of
successfully developing their writing potential
through reading litérature themselves. For
these weaker students, in' particular, the
process of being read to is a-necessary, one if
writing growth is to take place.

Before a teacher reads a book to the class,
he/she must take time to introduce it. The

. teachers should give students some idea of what

th: story or’ poem is about. hildren will mofe
dily assimilate what they hear if they c
associate it with prior knowledge, or if they




have expectations set up. Books that are to be
put in the Readinq or Writing Centres should
also be i the As well as
helping‘them set up expectations, this activity
also serves to whet their curiosity and thus
motivate them to read and to write.

4. After* the reading of a poem or story, the
% B teacher should allow time for children to
discuss it. This is vital because it ‘provides
an -opportunity to discuss certain naw words. or
. particularly i ing
It also provides time for children to talk about 1
—_ o * the incidents in the- story in their own way, as
‘ they understand them, and to relate such .
incidents to their own experiences. The teacher
“ may also use .this time to present thought-
provoking questions .or statements to the
students so that they will come to understand =
E such ?spects as the form or pattern used by. the .
1 < autho! cause and effect relationships, motives
for the actions of characters, -the genre, and
B the structure of the story or poem. Writing
s ¥ . vocabularies develop as- a esult of good
e listening and speaking vocabularies. Ideas that-
may not be clear to some students are made
4 clearer through discussion, and. so discussion-
° . - 'plays-a vital role in helping children organize
their thoughts for writing. It should also be
. noted that after a book has been introduced and
- read in class, it should be placed in the
i Writing Centre where children may have easy
access ta it if they wish to use it.

5. Teachers should do a lot of shared whole-class

I writing on experdence charts, ‘especially at the
- 'beginning of the year ‘or at the introduction of
¢ a -writing program. Teachers -should act as - .

2 _scribes by .writing down what students dictate.

\In' this way, students can see how their thoéughts

. and ideas can be expressed in writing, which

i will help them when they have to write on their
s own.

6. Teachers should set up a writing area or Writing
Centre in the classroom. Such a Centre can be
motivational, a special place for children to go
when they want to write. The Writing Centre

- should be an interesting place filled with

: books, word displays, 'and writing materials.

Ideas' can ‘be supplied for those /children who

need and want them, while a free hand can be

diven to those children who write confidently on
their own with very little assistance.- -
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Teachers should . make allowances for the
individual differences which exist in their
classrooms. They know that some children are
likely to write a lot while others will write
very little. one method of dealinq with
individual differences is include
conferencing in the daily achadula. _‘I‘hi is a
time when the teacher sits down with a child on
a one-to-one basis and discuss the writing
activity. ™ on can
clarify some points, for students; help them
expand their ideas through asking questions, and
help them see patterns, forms, structu: es or

will be unique, and. large group discussions
cannot always meet the needs of all students.
This makes-conferencing a must valuable addition
to the writing process.

Teachers should intreduce: students to certain

forms or patterns found in the different genres-

and, if concentrating on one particular genre,
should offer a lot Of exposure to that style.
For example, in order to acquaint children with
the characteristics of fairy tales, the teacher
would not. simply  introduce or read only one
fairy tale. Several would be read and common
elements found ﬂ\éd discussed in order to produce
a framework that might guide the students, as
they write their awn fairy tales.

Teachers should recognize the value of aids such
as pictures, models, and story items or props in
helping. children write. Children should be
encouraged to draw, build, explore and examine
aids such as these which.might enhance stories
and poems. Their writings will likely be more
clear and meaningful, as a result. Huck (1977,
P. 368) cites an example of a class of children
who set up a Fairy Tale Museum where items' such
. as the poisoned apple from Snow White and the
needle- that pricked the —finger of Sleeping
Beauty were displayed. Accompanying each item
was a label or brief description.

Teachers: should be aware that all of the books
read to the students do not havé to be used.to
initiate immediate writing response
Literature is  meant to be read and enjoyed.
Simply reading aloud to students for enjoy‘mant
shelps to develop a sense of story, wide
vocabulary, and an imagination ‘with lotl of
ideas for exploring through writing.

10 ¥ »
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should that children need

lots of-time” to write. ~Their work should, not
have to be finished in a twenty minute period,
say, at eleven o’clock every morning. |They
should be encouraged to work on their
‘compositions any time they wish, for as long as
hey wish; and’ ' they should sha these
compositions with the teacher when che stuﬂents

—~~"fael they are ready to be shared.

-12.

13.

‘14,

15.

Teachers need to know that the first copy that
the child writes may not be the copy he wants to
- submit to the teacher. The teacher ‘should
encouragé the child.to write.down what he wants
to say, and.later to go through it and edit it
_ by taking out, adding more, or rearranging to
make his’ composition more explicit. A lot of
wx:iting is usually done before the finaf copy’is

Teachers should not overemphasize spelling,
punctuation, capitalization, and correct
grammar. Students should be allawed to take
risks with writing, to experiment with words and
with language. Errors which a®e noticeable’ in
children’s writings may best be - corrected
through discussion in the . individual
conferences. 3

When -children write, thay may have di:ﬂculcy
finding the exact words or manner in which

express themselves. They may borrow wozds,
sentences, characters, or whole “Wglots from
certain stories they may have read' or heard.
This is not plagiarizing. This is their attempt
to say in writing what they want to say but

cannot find the words. It is ‘important for .

teachers to tolerate this "borrowing". Children
will find it easier to expréss themselves when
they have had more exposure to literature.

It is a very good idea to publish some of the
students’ work. Display their writings; make
small individual books and large whole-class
books. Children feel a sense of pride and
accomplishment when they see their work being
read and enjoyed -by -others. Such an activity
will increase their motivation to write more.
Some of the books made miqht become part of the
class library and the ¢&hildren might be
permitted to taka these books home to share with
their. families.

!

¢




RATIONALE FOR IN THE

In children’s  literature, there are -many ton\;s and
patterns that can be used by students as frameworks for '
organizing and presenting creative writing compositions.
There are some selections, of course, which are best
suited_for use by grade two students, and this section
presents a rationale for thoSe selections which . are

included in the handbook.

(ant and Plaskon (1983) describe contept books as

very apt models for creative writing. Hansen-Krening

(1982) agrees with this and' uses alphabet books as an

example. She states, “alphabe\: books can provide a format

. Ezz fascinating and creative composition" (p. 118), and
¢ . "fs/he continues by saying that such books stimulate language

‘ through vocabulary expans.ion.

# Ohanian (1987), in her article, investiqates the use

of alphabet books in inspiring critical - thinking and

wordplay. In relation to writing devalopment, she states

that ‘Vthese books can pr_avida a springboard to help
students find relatfonships in their v;arld, to explore the
fgn\of working .with nonsense words .and rhyming, to invent
new words, to explore allit-'eration and tcngue-t‘wistara,
and to examine the many uniq‘ue and descriptive ways in

which alphabet buaks are written. Through alphabet books,
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’ she claims, young Writers "come to appreciate the wonder
of words" (p. 40). .
Alphabet, counting, and other concept books are
usuaily very simp1'y written. Quite often only ;m.e line or
sentence is used. for eéch page. There is a high‘
motivational factor here in that “eane; o children are
writing about concepts which they know and understand.
The simple nature of some of these books can bé utilized
to build confidence in young writers. ’
Two selections are presented in the handbook for both
. the counting 'and alphabet books in order to point out to
taac_her's the mar;y tSms and styles ‘w!:ich vari\ous authors.

use to presem: theix material. ’}hose presented are:

.mmmmum (carle) o
1_is one (Tudor)r—

Applebet: An ABC (Watson)

Pooh’s Alphabet Book (Milne)

Ricture Story Books
Iionham and’ Icken (1977) submit that. "nearly any
pic}:uia book can offer the teacher start'ing points for
creative activities"' (p. 555),‘ and they oﬂ.’er numerous

‘suggestions ‘as to how. this can be dona. Hnny ditferent,

kinds of wrieing skil].s can: be’developed through exposure =

to many di!!erant kinds ot picture books. ;
soma pfntura boo):s, for axample, have very simple and
\lnconplicated plots, or stcry-unes and thay cnn theretore

ha used t:o halp children davalop a’  sense ot story
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structure. Using similar'plc\:a, children can write
stories by changing the characters, incidents, and
endings. ‘Cumulative. tales present strong story lines
which are easily patternéd, and so the following examples .

4ot cumulative tales are prese in the

(Zolotow)
One Fine Day (Hogrogian)

Many picture books also make good books for modelling
because they are written ab::ut topics whichA™emtldren can
easily relaté to their own -experiences. Watson, (iQEO)
states that young children enjoy writing. stories tha
steeply based in reality" (p. 14). He says that children
moré readily ‘accept ti{; challenge to. wriéa about their own
experiences when they have been expnsed to "the structura
and framework of a well-written sto;y that is rich in
1anguage and 'sensitive to their needs ahd interegts" (p.
13). The following books are about ‘real’ children and

' they explc;; the everyégy experiences of these children.
These books, therefno;e, can provide the framework and

incentive for Writing activities: X 5 .

Bad Day (Viorst) E N Y
Evan’s Cormer (Hill)
.

I'm Not Oscar’s Friend Any More (Sharmat) ®
Martin’s Father (Eichler)

Sadie-and the Snowman (Morgan) . \
. Repetitive 1 ! is an ng of some

picture. écory books . Was.on-zllam (1986) discueus how
repetitive lanq\mqe in stor.les can enhance the 1aarning of

both language and literary struct:uras through ora]. story-

- 14
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tevinq activities.. Teacﬁars can use repetitive stories

not only for st:u'ry-telling but for writing as well.
Children are invited to play with language through the !
repetition 'ct sentences or responses, and,' in many cases,
can us¢ a given structure and substit_txte words to match

the literary or ical activities

based on_this particular kin:l of book, young-readers and '
writers can explc‘x.re, test, and practice language. In the
* handbook, the selection uséd to illustrat_:e this is Brown
Bear, Brown Bear, What Do You See? (Martin).

Although there is‘no language to mgdel in wordless

picture books, these books nevertheless .can 'help students

with creative uri{:ing‘ development. The very .clear and
distinct illustrations heip to build a sense of sto‘ry,
goréray cause and effect relationships, estab}l.ish mood and
feelings, and assist in descriptive wri;ing. Rose (1982),
in discussing how books can serve as springboards for
creatlvayqrowth, suggests that some children' "are not . -
.quite ready io'trust‘ their own perceptions" (p. 230) in

writing. She éays! '}these youngsters need further

experiences rearranging old and familiar vidve'as ihta ﬁew

re}atiogshipg". un:d ifurther comments ‘that some of these

children "might enjoy crea’tinq’ their own stories for -
wordless picture books" (p. 230). )

Hall (1'981) alsa _sees' the value of wordless picture

b_ceks in developing written expression. She suggests that-

"students write the narrative zc:;: each picﬁura" (p. 54) in




wordless books and then draw pictures to illustrate that |

narrative.
=, Hennings (197(), as well, advocates using wordless
books to stimulate language production, saying childrén
can "(write) the script to a wordless book and (use) the
pictures of the book as a story-writing guide..." (p. 25).
‘ In order to show teachers how this type of pictire
book can be used in writing activities, the f.onmhng
selegtion is in the znog__qgge_t._q
Dinner (Mayer). ’

Other kinds of picture story books which can. help

stimulate writing are those ‘which appeal to fantasy and-

magic.  Books about witches and wizards, dragons and
dwarfs, princesses and magic powers are highly
“motivational, and children enjoy writing; abodt them.
Included in the handbook as an example is The Witch Next
@ (Bridwell). B i

Pourguoi Stories

"’I-é)quuoi' stories which abound in- children’s
literature provide a’ naéural impetus for expression" (p.
372),' says Rose (1982), .in diﬂc\"xssing the . use ‘of
literature as a catalyst for writing. coody‘(1'979) A Furﬁs

. and Broman (1979), Wilcox (2977), and Ho:ta‘tt .nnd Wagner
(f976) are scn’s‘e' of the other authors who agz{a that

exposire to this kind of s:céry“ will not enly‘,onablve




children to write their own such storie‘s, but they will

also motivate  them to do so. Pourquoi stories are
fanciful tales ‘which children very easily relate to since
they challenge their *imagination. The structur_e of
pourquéi .stories is verf easy to understand and to model.
After some exposure to this kind of story,  children begin
to see the features of these tales. ’!‘hey'are usually
written about some very distinctive feature of an animal
;nd they tell why or how the animal came to have such a
feature. The authors mentigned above offer suggestions
for writing And present some e)&#mples of childz:en’s

writings. They add that a good place to start would be in

the reading of Kip];inq’s J_uir_s_q_s;ng.gi Chosen for

inclusion in the handbook is the pourduoi story, How The
chipmunk Got Its Stripes (Cleaver).

‘Fairy Tales and: Folk Tales

Huck ‘and Kerstetter (1987) discuss the idea of shared
writing e:'q:eriencgs, and comment on the ability of folk
tales to stimulate and motivate children, to write their
oun folk tales using ideas and featurés of those ‘stories

they are familiar with.

Petty ' and Bowen - (1967), as well, qivé many

suggestions to teachers for getting writing started.  One
o

of the ways they suggest is to expose children to.eg:amples

of the forms found in fairy tales. They state, "Children

o

o e



will be quick to note the types of events and characters
which typically appear in fairy tales..." (p. 52).

. r Applebee (1977) describes how very* yeung children

develop a sense of the structure of fairy.tales at a very e

early age. Young‘ohildren, he states, learn intuitively

three basic conventions of fairy tales simply because they g
are read to from fairy tales at a very young age. Those
conventions are‘ the ‘once upon a time’ beginning, the’\
consistent use of past tense, and the ’'happily ever after’
ending. When children write, they can include not only~
‘s these featuresvin their compositions, but they can also
explore other features' as well, including cha\sacters who

are’ either very good or very evil, objects of magic or

characters who have magical powers, and heroes or heroines
¢ 0 .
- who are. either rescuing or being rescued. s g

In order to show teachers how to use fairy tales as

models, tge following examples are discussed in the
handbook:

The Three Billy-Goats Gruff (Norwegian Folk Tale)
Jack and the Beanstalk (Old English Fairy Tale)

N Tall Tales

H Hany\ authors write that tan tales can be uud as

models far\creative writinq. Rose (1982),. Rubin (1980),

and Petty and Bowen (1967) agree that children qnjoy

listening to and writing tall tales because of their

fascination with the element of exXaggeration. Petty and
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Man state,* "After children have heard about Jnhn‘Henry
or Paul Bunyan they can hardly be stopped from writing
tall tales"” (p. 53). In order to provide practical ideas

on - how tall tales can promote writing development, an

example is pre in the That example is
X
Paul Bunvan Swings His Axe (McCormick).

Poetry

. Wilcox (1977) st.ates that children w‘hn are exposed Co.
many positive experiences with'poetry are quite often very b
eager to write poetry themselves. The poems presented in
this handbook have definite forms or structures, whether
rhymed or unrhy‘nad, and the children will find that they
can utilize and produce poetic express}lon by imitating the
pattgms of those presented. Some poems pi‘esentgd have
special pames, such as limericks of acrostics, while
others are simply poems written in” unique ways. All of
them will help to provide a framework which students can
use for experimenting with and exploring still another
dimension of craath‘ln writing. )

In some casés, the text of the whole picture bo‘oka is
wrftten in poetic form.: Examples ‘are presented in the
handbook and can be seen in the following: Qg
(Martin)

ik (07Neill)
L_is One (Tudor)
;

(Zolotow)
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Rhyming couplets are basic p'oltic patterns. Many
poems are written in this form and the text of many
picture books, some of which are-listed above, is often
written in couplets. Children enjoy the rhythm and flow
of poetry and this form should probably be one of the very~
first forms presented when helping children write rhyilnq
poetry. Hennings and Grant (1973) state, wone of the
basic building ‘blocks of rhyming poetry is.the couplet"
(p. 183). They continue by saying, "Requiring o.nl.y two
rhyming words, the couplet can be an easy introduction to
the writing of rhyming-word patterns" (p. 184). ,Hann‘anl

words can help chil build rhyming couplets.

and Grant describe how ﬁonntus and lists of rhyming
Eventually, these authors claim, children will hg able to
write -§oels which contain .a series of couplets in
sequence. - Examples - in the handbook, other than those
listed above, include the following poem which is made up
of "a rhyming couplet for each month: "The Months"
(Coleridge). }

Cuncre.te pms,- according to Rubin (1980), are "a
favorite ‘among children of all ages, who enjoy
experimenting with mar‘:y of the poetic styles utilized by

modern poets" (p. 268). Concrete poems can be read and

perceived simultaneously. Rose (1982) states that these

pueiu_ "blend form and content as the poem takes on the

shape of the subject matter" (p. 364). Examples r‘:t

4 20




poens in the are lon"
and "Hand", bpth written by Marion. =

Acréstic poems are also easily modelled by children:.
Hennings (1978) feels that "even very young children, who
have just learned to ditterentla\;e among beginning so,ur‘ds
of words, can write or patch together simple acrostics"
(p. 263). She describes the acrostic poem as one in which
"the 1§téers of the suhjepl: word are written i',n b;ld print
and form the baginning letters of the lines" (p. 263).
Im;ludad in the, handbook is the example ""Marvin", written
by Marion.

Children really enjoy humourous poetry. There are
many other poeme™available which can be used to provide
patterns for children who want tof' explore, writing
hunourous poems. Children love to heax- the poens of Lee
and silverstein,_ for axample, over and over. Incl_uded in
the handbook is the poem "There Was An 0ld Lady" by Dennis
Lee to help provide a framework and ideas for writing
nonsense and humourous verse. *

Tiedt (1983) agrees with many authors who discuss the
appeal of limericks. She states that ‘children enjoy this
poetic form becauae of its characteristic. humorous,
nonsense verse. Limaricks baslcally consist of a.couplet
and a triplet. Children very easily see how this form is-
written, and using :{m beginning words "There once was,.."

or "There was..." can be halpful to young chudren who are

‘baginninq_.r.o imitate this form. In beginning’ wri{:ing




stages, too much emphasis must not be placed on the exact
number of syllables in each line. Rather, the children

I .
should read and hear limericks, so that they may 3

experience the rhythm and rhyme of the verse, and thus
intuitively gfasp its structure. Lobel’s limerick "There

Was A Small Pig Who Wept Tears" was chosen for ihclusion

__ in the’handbook. . P
) * Hall (1981, p. 133) discusses a "sound" poem as one
‘which is a list of words which tell about a part?ular
object or event. Childx_:en can use this kinq of poem to
enhance- and extend  their vocabularies, and cun use the
framework for making their own sound poems. Th-e- scuné
poem "THUNDER" (Hall) is included in the handbook. ,

There are many other poems, which can be lhodelled, as

well. These poems do not. hfwg specifically labelled
forms, buf they do have patterns which are easirly modelled-
" and which can he used to enhance creative writing of
poetry. The following are included in the handbook:

) " mshore" ‘(Jacobs)
'he Circus" (Magnan) .

"Trees" (Bauer) o
d-by and Hello" (. )

It should be remembered ‘that many children feel very
uncomfortable writing poetry, especially poetry that must
rhyme. Teachers should make a\(err“eftort to introduce

children ‘to as’» many tﬁms and patterns of poetry as—

_possible so that they can gain a better undautnndlng Ofay

and appraclatien tot this form of writing. 'l'cachurs :

\shlould read- poetry aloud to students, discuss the J.anqunqa
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used, and let children experiment with poetry wkiting in a
very relaxed and non-threatening anvi_ronmgnt and
atmesphare‘. The selections presented in the handbook are
meant to help children -.1aarn about poetry,.both rhyming
and free verse, so that they will have a greater
understanding of the nature of poetry and therefore find
more, fréedom in expressing themsel\ves in writte‘n pnetic‘
forms. ) *

As an aid to helping teachers, Burns and Broman
(1979) suggest five steps as a procedure for prepanng

pupils to write poetry. These steps include:

L. Reading and study of a wkll-known
poem. -(Put it on ‘the - overhead .
pro]ector or the chalkhoard ) 59

2. Reading: of a child’s poem (perhaps
from a previous ‘year) to convince the "
children that they, too,can do it. .

3. Asking questions to discuss the form
under consideration.

4. Pooling experiences and opinions by
t+ . the class members to gnther ideas for
their own_poen

5. Writing sugqested, distinctive words,
% phrases, and ideas on the chalkhcard

At this time, children are J.nvited to
move into the creation of their ‘own
poems. (pp. 250-251)-

The steps deac;’ibad here may be applied affectivély to the

teaching 6! px'osn as well as pnatry‘, and are considered,
ther-tore, 1n the activ:lties suggested for each unit -of
tha handhcnk.
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TITLE: The Very Hunary Caterpillar /

, AUTHOR: Eric carle

' PUBLISHED: Toronto: Scholastic, (no date).

ANNOTATION: A hungry little caterpillar lit;rally eats his

way through the pages of this story book and
finally emerges as a butterfly. .

,Immamn-

This is a very popular book which looks at the concept
v 5 2

of counting. . Children enjoy.and catch on.very quickly to

“th'e‘puttax:n used’ in the book, and this pattern can be used

\by students to write similar counting books,

Suggested Activities

The author udes the numbers‘1 to 8 to emphasize the
days from one Sunday to the next Sunday in which the
caterpillar eats a corresponding number of foods.
Have the students make a list of and discuss some
other small creatures and the foods they might eat in
a similar time period.- For -example; a hungry spider
might eat one beetle on Sunday, two dragonflies on
Monday, three bumblebees on Tuesday, and so on. Have
them: experiment with surprise endings!

Suggest to the children that they expand this -idea
into the twelve months of the year. Have them discuss
and then write about some larger animals, .such as
polar bears, and what they might eat each month.

The students might think of some of their favourite
characters and write about what they might eat' for a
week. For example, these characters might- include,
Winnieé the Pooh, Oscar the Grouch, Curious George, or
Templeton.

One purpose of activities such as those above is to‘ hai/g
children examine closely the pattern in the book, where

_the "creature" eats a cumulative amount 4,of food

25
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within a specific.time frame. .The children see that
the; the

y e ma;

and by changing the foods so that they may reflect
the "personality or nature of the character. doing the
eating. - For example, Templeton might eat one banana
peel on sunda‘y, two apple.cores on Hondny, and .80 on.

Another purp_ge for these activities is_to introdice
the students to the use of surpr:ln endings in their
writings. Children are delighte: hl uurptiaa

- ending in may be
encouraged to think“of surprise endings !ot \:hair own
compositinns.

e students might like to write sbout their favourite

=3 /zgads. ‘describing what they would like to eat for each

of the seven days of the week or for each of the twelva
months. ~

The purpose of this activity is to have children writa
from their own personal view, to write something about
themselves. children £#d it easy to write about
themselves. An activity such as this one is therefore
very motivational.

The students’ should make their own counting hooku with
their own illustrations and; following-the pattern in

they can cut holes in the
foods illustrated and also cu!: their pages in the same
manner as ’Carle does in his book.

The purpose of this activity is to explore.with children
the idea that creative writing can be presented in
creative ways. This activity draws attention to the
interesting features of the book == t! holes eaten

through the. foods and the varying sizes of the pages.
Making a book with these features can be highly motivating
-and enriching, and will help the students see that all
books do not follow a standard format.
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TITLE: 1 is One
AUTHOR: Tasha Tudor

- PUBLISHED: New York: Walck, 1956.

ANNOTATION: Rhyming couplets are used to describe each
numeral from one to ten. The- numerals are
prnunted in. both numerical and-word form, and

ed ict which ill
tha content for each numeral.

Introduction

This book is. in order to show the

reader that theré are many ways of writix;ng stich. books, and

* to'establish the imp ce of i lucing the to*

the many forms and patterns which exist in. counting books.

There are many-di forms of ion found in the
many counting books ;nd these two selections, The Very
Hungry Caterpillar and 1 is One, are included here to emphasize
this ﬁaint. g€achers should make childien aware of this as
they discuss the selections, and they should provide in the
classroon m‘any other books on counting in ordar tu expose
the students to as many forms or patterns as possible.

oy .
- Suggested Activities

1. Have the ltudant- write a counting huok from 0 to 10
which has -a particular setting from which to draw the
l}“‘l’lll and items. Some uttingn night: include:

animals

--a ‘candy store - a forest -

- the zqo - a park - a farm

< toys - a.desert = a neighbourhood
- the jungle = gchool = lunch counter




- the circus - a closet = 1iving room
- the seashore - a garden = the ocean

For example, children might write
Store, I saw 1 stick of red licori all-day suckers,
3 giant jelly jubes, and so on. T children can expand
on these as much as they want, .and use brightly coloured
drawings to illustrate their text. Tudor uses rhyming
couplets with each numeral. Children can be encouraged
to write theéir text in rhyme also, but it must be
remembered that writing rhyme is' a difficult task,
and should not be forced on students who are not
ready for the challenge.

« "In the Candy

Encourfye the stud'antn to write and illustrate counting
books which emphasize skip counting, 1.-., counting by .
2's, 5’s, or 10's.

Have the students choose a number to illustrate and
write about in their own particular way. Put the pages

“together to make a class counting book.-

Recommend that the students make their own counting
books using numbers from 11 to 20, by contlnuing the
existing pattern in Tudor’s book.

Even thougH children find it difficult to write poctry,
they nevertheless enjoy the flow of language when books
are written in rhyme. This book shows them that writing
in poetic form can be very erijoyable. Teachers should
be very sympathetic and helpful to those students who
wish to try to write in rhyme and equally understanding
of those who do not wish to do so. This is a good book
for introducing children to the idea of writing in
rhyme, however, since the text is written in rhyming.
cuupl;ts which are probably the ca-iut kinds of rhyme
to write.

jmmgsnnhx

tc;uowing is a list of other counting books which

' can be used as models for imitating other forms and patterns:

U N
Briddemen, Elizabeth. ‘ALl tie Little Bunnies: A Coufiting

Book. Atheneum, 1977.

carle, Eric. 1, 2, 3 to the Zoo. 'Horld Publishing, 1968.

- My Very Pirst Book of Numbers. Crowell, 1974.

.
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Elkin, ﬁcnjnin. Mm_uﬂngm%h ) children’s
Press, 1967. : ) 3

Fealim;u. Muriel., m;mnum_sxanu._cg:*mm

Dial, 1971.
' rrum:os,sa (sdgnobcsa) W*ﬁj{ﬂuﬂm
// cribnar, 1951, .

Gin'nburg, Mirra.. n;tgn_f.m_gng_:q_un.
Teddv Bears 1 to 10. Follett, 1969.
" Hoban, Tana. mn:_‘nnd_ia.e Macmillan, 19\72. :
Keats, Ezra Jack. Over in the Meadow. Four Winds, 1972

ydenfrost, Robert. WTME Doubleday, 1975.
ck, Stan. 10 Bears in My Bed. Pantheon, }.\974.
Maestro, qiunu. ng_md_qm crown, 1974.

3 uén:iau, Eve. zx_q_‘lgqﬁ:z_-j, McGraw, 1971.

o ’ Oxenbury,. Halar'l. umhgn_qx_mmgg Watts, 1968.
) Watson, Nancy Digman. M? Knope, 1954.
Wildsmith, Brian. 1. 2, 3’s. .Watts, 1965. ‘

Wyse, Anne and Alex. The one to Fifty Book. University of
Toronto, 1973 |

Crown, 1980.

- . Gretz, Susanna.’

Hoban, Rissell. .. Scribner,.
1975, :

Zaid, Barry. Shicken Little. Random, (no date).

/‘




AUTHOR: clyd. Watson
PUBLISHED: New York: Farrar, strlul and Giroux, 1982,
ANNOTATION: This ABC book uses the alphabet to tell -the
# story of apple-picking time. Each picture
illustrates a letter [or letters) ,of the
yming couplets a ing

glphlbct, as do the rh
t.

Alphapet books present un.uéhar exanple ‘of ccpuﬂ)t books
which may be utilized as models for writing. As with cotnting
books, there are many different tom'ana pattc/rnn to bi
tound’ in the alphabet books, and children can draw on these
forms in their own writings.  Also, the rhyming cou‘phtlr
presented in the book might be explored m;th-t with students
who wish to accept the challenge of writing in rhyme.

~

w S5y

1. Have the students choose a special event such as the
opening- of school, aut Thanksgiving, the first
snow, Christmas, or-thi 1orolt in springtime to-
describe in rhyming couplets (or simply in descriptive
sentences) -some of ‘the thinql which are anocint-d
with such an évent. %

2. Encourage the students to luk- a ulnl book where a -
certain topic or theme, such as those already mentioned ;"
above, is chosen. Each. child could be given one or -
two letters to ‘vrlt- nbeut thnt thno, and then all

assembled, Some other themes™

the letters
might include: . = -:
- Halloween ' = Grandma’s house -
. - dinosaurs * s+ .= aski trip




- outer lpuce - night
-~ acity * - wvinter

The of these ivities is to look at the pattern
used in Watson’s book and to change the content so that
the children gain experience in writing about a variety
of topics within an existing framework.




‘rrrie: Booh’s Alohabet ook

AUTHOR: A. A. Milne .
PUBLISHED: New York: E.P. Dutton & Co., Inc., 1975.
ANNOTATION: Each letter of the alphabet is used to introduc

uce
quotations from the Pooh books which contain
words that exemplify that letter.

Introduction

V Thar’a are a grant’ many patterns used in the writing of
alphabet books; two of these books are presented here to
show twoAContrastlng styles. As with the counting books,
these styles can be compared and contrasted with ct’har

alphabet books. T

Suggested Activities

1. Invite the children to choose a book such as
Web (White, 1952) or

1965) and find i
or which tell of -key incidant- 1n the story ta go along
with each letter in the same way as Milne has done with
his book. For example, in looking at The Mouse and the
Motorcycle, one could write: A -- An aspirin tablet...
The boy has a fever and needs an aspirin.

Gre

2. ' Siggest that the students use their own words to describe
+ ° characters, obj‘cts, or incidents from the book.

3. Propose to the children that they make an alphabet book
of characters which they have read about in different
‘books. The children can name the character, write a
descriptive palnnq‘ about that character, and illustrate
their writing. sle:xa-ph- might 1nclud.'

A is for Alice in Wonderland
B is for Beezus
C is for Charlotte

32 y




These activities help children to focus on important
points in a story so that they can write descriptive
passages about them. It is also an excellent exercise
for rlintorcinq vocabulary introduced in the book, and
provides ‘a means by which the vocabulary can be

in Writing paragraphs or
passages about different characters is an effective
way of initiat ng or reinforcing descriptive writing,
as well. Ma racters in children’s books
are very luonhls so well-defined that the
students have a great dejpl to draw on when vtiting
about these characters. A

4. Have the children write an alphabet book about themselves.

To illustrate each letter, have them choose something :
that is important to them personall %:n_nwgg/

and
about it. For example, one child n{gh
for ny baseball bat. I hit a home run once."

Thié activity makes the writirg more personal. - Children
are drawing from a source they know well - themselves-

and,illnu the writing is about them, they are motivated
to write.

Bibliography

The following ulpi:abet books can be looked at and
discussed in conjunction with the ones bresented here:

Anno, Mitsumasa. -, Anno’s Alphabet: An in
_» Imagination. Crowell, 1975.

Baskin, Leonard. Hosie’s Alphabet. Viking, 1972.

Berger, Terry. pBen’s ABC Day. Lothrop, 1982.+ .Y

Brown, Marcia. All Butterflies: an ABC. Scribner, 1974.

Deasy, Michael. City’s ABC’s. Walker, 1974.

Farber, Norman. As I Was Crossing Boston Common. Dutton,
1975. : A .

Feelings, Muriel. Jambo Means Hello: Swahili Alphabet
Book. Dial, ‘1974.

Gag, Wanda. ABC Bunny. Coward, 193:.

‘Garten, Jan. mmmn Random, 1964.
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Gretz, Susanna. TIeddy Bears abc. Follett, 1975.

Gwynne, Fred. Ick’s ABC. Windmill, 1971.

Matthiesen, Thomas. ABC: An Alphabet Book. - Platt, 1966.
Musgrove, Margaret. Ashanti to Zulu. Dial, 1976.
Newberry, Clare T.. Kitten’s ABC. Harper, 1964.
0xenb\;;—y, Helen. Helen Oxenburv’s ABC of things. Delcaorte,

1.

Rey, H.A. Curious George Learns the Alphabet. Houghton,
1963.

Rojankovsky, Feodor. Animals in the Zoo. Knopf, 1962.

Schmiderer, . The Al Book: An ‘rx.um.‘
Holt, 1971. /‘ ¥

Tudor, Tasha. A is for Annabelle. Walck, 1954. "
Walters, Marguerite. The City-Country ABC: My Alphabet
* Ride in the City, and My Alphabet Ride in the Country

U Doubleday, 1966.
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TITLE:

AUTHOR: Charlotte Zolotow
PUBLISHED: New York: Harper & Row, 1962 (1977).

ANNOTATION: The little girl in the story is looking for a
very special birthday present fi her mother
and enlists the help of Mr. Rabbjit in finding

Introductjon

There is a pattern in this story which ‘can be!followed.
The little gixil uses colours to describe what her mother
likes, and she and Mr. Rabbit try to think of things that
colour which might make a nice present. Her mother likes
rad, for example, so they proceed to think of things that
ara red. At first, four or five thingu are suggested but
are not suitable; .t:han finally something just right is
found. ,This same pattern is followed for yellow, green, and
blue until the birthday present 15’ compléte.

N Suggested Activities

A Discuss with the children the ending of thé story
where all of the items chosen of different colours
results in a basket of fruit. Question the children
about. other "groups® which might be explored to make
up a present suitable for mother, for example, a
bouquet of flowers or a tray of vegetables. Have the
children use the pattern in the book to write about
their present. If the children decide to use flowers,
it would be eficial to look at the names of flowers
which are certain colours. A .child might write that
her mother likes orange; she does not need or want a
pumpkin, a carrot, a‘ goldfish, or ‘marmalade; she




“would like to have a marigold, hawever. This pattern
could be repaat d until the result is a° bouquet of
flowers.

The purpose of this act:l.vu:y is+to look at the pattern
used by lotow and to apply it in their own wr. t:ing.
The endihg to this story is a very-good one -in that it
draws Zll of Mr. Rabbit’s suggestions into a whole to
make the basket of fruft. Using er groups of cbjacts
which can be brought together at”the end of the story
will help the students write go&d endings.

Invite the children to fill a Christmas stocking for
father (or brother or sister).! Instead of . using
colours as the adjectives, suggest that they use
dascriptive words such as ’long’,’ ‘shiny’, ’soft’, or
ffurry’. The same pattern d}.acuuad nbove may be
used here, as wall.

’l‘his activity wnl help the children adapt the pattern
in the book to include a person other than mother, and
to think about adjectives other than colours as the |
criteria necessary'to _define the present. Children’s
writing vocabularies may be enhanced in this activity
because it requires many descriptive words.




TITLE: one Fine Day

AUTHOR: Nonny Hogrogian
PUBLISHED: New York: Collier/Macmillan Publishing co.,
Ltd., 1971. v

ANNOTATION: This 4is an Armenian folk tale about a fox whose
tail is chopped off and who seeks a list of
things from others, such as a cow, the grass,
a stream, in order to get his tail back again.

Introduction
This story is an example of a repetitive, cumulative
tale. A succession of events occurs, 'of which the ena
“result is that everyone halps everyone else get smnecm.ng
he wants. An old woman chops Off a fox’s tail bécause he
‘drinks all the milk in her pail. She will return his tail
only if he returns the milk; the cow he meets will give him
*ha milk if the fox will give him some grass; thé field of
-grass wants some water, the stream of water wants a jug, the
maiden with the jug wants a blue bead, and so on. . After
reading this and discussing the pattern of events, children

may use the same pattern to write their own stories.

Discuss with the children the repetition 1n the story
and how one encounter leads to another. - Have the
children drunth- the story by using the objects
sought in th This may be done using real
cbjects and cl u or it may be done by using
thnnnx board tigures und cutouts. -




Using the same manipulative exercise mentioned in thl
first activity, have the children substitu te
animals and the things sought. Fo!
children migh(: begin with a donkey who lo:
because he eats the farmer’s hay;
give him back his tail if the donkey ret:urn- thn hay.
The donkey asks the field of hay who wants a scarecrow;
the scarecrow wants some.clothes; the cld woman with
the clothes wants some berries, and so on.

The purpose of these activities is to help the children
see clearly the pattern used in the text so that they
can modify it in their own writing. Using manipulative
objects may h-lp students establish the sequence in a
concrete way.

Bosma (1987) suggests that children be q\ud\ad in
sentence building by adding adjectives to the -sncahcqa
in the original’ text. She states:

. A second grader at Stepping
Stones. Montessori School ' in
Grand Rapids, Hichiqan, made
these changes:

A chestnu\:-colored tox came upon a klnd,

wonderful miller and asked him, "Oh please, .

kind miller, give me a little grain to give
the chuckling, big, fat hen/to get a hard-
boiled white egg."  (p. 43) .

Bosma beuavas that the adding of daacripton in writing
texts will enhance the writing and make it more
interesting. It will also give children a chance to
explore ways of making \:hah.- writings more exact in

‘detail. »

Encourage the children tco look again atathe text of
oqroginn'u story and add descriptors to:make it more

£ the write their own versions,
thay may bo encouraged to write dncriptqn in their
own stories, as well.

: nmmnmj

'rhe following books also contain cumulative patterns:

Baum, Arlina and Jo--ph- Qns_ndm_mndu_mlm Random,
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Burningham, John. Mr. Grumpy’s Outing. Holt, Rinehart and
Winston, 1971.

Carle, Eric. The Very Busy Spider. Crowell, 1984.
Flack, Marjorie. Ask Mr. Bear. Macmillan, 1932.

Fransconi, Am:onio.u\ . Harcourt,
1958. :
Millions of Cats. Coward, 1928: * 4

Gag, Wanda.
Galdone, Paul. ﬂgnm Seabury, 1968.
ie . The 0ld Woman and Her Pig. McGraw-Hill, 1960.
[ -Mwmm. Seabury, 1970.
v mg_mr_gg_uuhgg Hcan-Hi].l, 1961.

Grimm Brothers. "'l‘he Bremen Town Musicians" in Grimm’s
Fairy Tales. Follett, 1968.

Kent, Jack. ‘The Fat Cat: 'A Danish Folktale. Parents’, 1971.

Nic Leodhas, Sorche, pseud. . (Leclaire Alger).
Morning Early. Holt, Rinehart and Winston, 1963.

Sawyer, Ruth. mmml Viking, 1953,

Sendak, Maurice. ) :
. Harpa!‘, 1962.

Tolstoy, Alexei. m@m&n Heinemann, 1968
('rtaditionul).' m_qimm Goldren Press, 1979.
Westcott, Nadine. 'mmmuﬂzmwx

LM:!:I-, Brown, 1980.




a TITLE:

AUTHOR:
PUBLISHED:

ANNOTATION:

Alexander and the Terrible. Horrible. No
Good, Very Bad Day

Judith Viorst
Canada: McClelland & Stewart, Ltd., 1972.

Alexander knew it was going to be a bad day
from the moment he woke up! Good things
happen to everyone around him but only bad
things happen to him. Anthony found a Corvette
sting Ray car kit in his cereal box that
morning { found a Junior Undercover
Agent coda rinq in his cereal box. But
Alexander found .nothing but cereal in his
box! His whole day is a succession of unpleasant
events.

Introduction

Because everyone has bad days, children will be able

to identify with Alexander. Teachers should examine with

the students the plot of the story. It describes a series

of incidents which happen to Alexander during the day,

incidents which cause him to think about how tarriblll the

/
day really is. The author uses a pattern here to describe

what is happening to Alexander. She first of all tells

about good things that are happening to some of All;undcr’l

family members or friends and then she tells about the bad

thing which is happening to Alexander. Putting the two

together is a very effective way of highlighting just how

horrible Alexander’s day is. This technique could be

discussed with the students.




‘ Sudgested Activities

I Have the students think and wxite abqut a particularly
bad day which they may have had, and describe the

* incidents which happened, following the form of
Alexander and the Terrible, Horrible, No Good, Very

The purpose of this. activity is to have children
explore their own feelings and draw on their own
experiences in their writings.

2. Suggest to the students that they write about a day
when.the tables were turned, when good things happened
to them ‘and bad things happened to everyone else
(mother, Grandma, best friends, sisters). Don’‘t
forget to discuss a new title!

In this activity, children use the same framework but
reverse .the roles. When the children change the
title, they must explore synonyms for a "qood“ day. '

3. There is a. great deal of ion in the
used in the story. ‘Alexander constantly says that it
is a "terrible, horrible, no good, very bad day",
that he is going to move to Australia, and that he
hates things, like lima beans, kissing on TV, wearing
his railroad pajamas. After discussing how important
the repetition is to entablishing the mood of the
book, to as they write that

‘they, too, use repetition in their stories.

Biblicgraphy .

The following books can also be explored by the students
as they investigate ideas to write about concerning the

content of the model story: .~

Ardizzone, E. m_ﬂz!m.iiﬂut_ﬂm_ﬂsd Douhlaﬂayl 19630-
Churllp. Remy- mumml_wnmmxl Scholastic.

Lexau, Joan. I Should Have Staved in Bed. Harper, 1965.
Payne, Nina. "Crosspatch" in All the Dav Long. ' Atheneum,
% 1973. 5 . B

’
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Viorst, Judith. Alexander Who Used to be Rich. fast 7\
Sunday. Atheneum, 1980. .




TITLE: Evan’s corpexr
AUTHOR: Elizabeth Starr Hill
PUBLISHED: New York: Holt, Rinehart and Winston, 1967. -
ANNOTATION: As a member of a large family, Ev)an wishes,
* more than anything else in the world, to have
someplace he can call his own. He chooses a
corner of the room in. his family’s apartment
for his own upat’:l’al place. But ‘when he
thinks his place has everything he wants and

s needs, he discovers something is still missing.
His mother helps him find what it is. .

Introduction
This beautifully written book can help children write
about their -cwn experiences. Some children already have a
very special place of their own where they llike to go (a
ee-house, behind the woqdshed, or in the basement) '

E:‘ter discussing éuch places, the children may' write
) storliea about their special places, those they aiready

ﬁave or those they might like to have.

Suggested Activities

1. Encoyrage the students to talk about any special
- places"they might like to, visit. Guide them to talk
about such things as what this place looks like, what
makes it such a special place, whether they like to

go there alone: or with a special friend, and the
kinds of things they like to do in these special places.

2., Invite th
already hi

students (especially those who may not
a special place of their -own)..to think

of a ’‘pretend’ place they might visit. Discuss with,
7 them the points mentioned. in the activity. above,
. asking then what this place MIGHT look like, and so on.
& ’ L ¢ -




These activities are designed to. help the “students
explore their feelings so that they, like Evan, will
learn the value of both being alone and of sharing
with and helping a tricnd. These activities may also
help the explo or ways of

a physicul area (the spaclul place) «

3. After the children hava discussed this topic, read
the story alpud, pointing. out to the students why
Evan wants a apeclal place and how he goes about
making his corter his own very special area. Then
invite the children to write stories about their
special places, either real or pretend. The questions
mentioned in the first activity will help to generate
ideas to ‘include in their own stories. Suggest to

the students that ‘they, tuo,~writ:a about some of the -

things. they have done (or would like ‘to do) to make
their place special the way ‘Evan does with the pninte\‘l
picture, the flower, tho cur\:la and so on. -~
’x'his uctivity is designed tn help each student develop
a plot or story line.for each of their stories. Evan

follows. a .sequential pattern in.finding, making, or’

buying things. for his special corner, and the children
could be encouraged to follow this saequentjal pattern
as they write about the things :hay hnva {or. would
like to have) in their places.

4. Recommend to che children that thay pick a corner of
the classroom and make it'a special place for writing.
Call it the Writing Corner or.Writing Centre. sSuggest
that each student bring: sqnathlnq special to put in
it, in order to make the cormer a littln more personal
for everyone. , N

This'uctivity ‘vould_ giva.the students, a very spucul

place to go _to and write when. they feel they' wot ld‘.’

like to write. 'This place would be highly motivatio
since something of personal 1nterest to. each child
would be there. . N " -

& Thé following selections can 'be read to the stu
in order to present them with ideas about 'poclul plag

De Bruyn, M. ﬂx.snmn.m.mz Whitun, 1975-
Sage, M. m_zm_am_m Halck, 1970.

Ade oot .




TITLE: I'm Not Oscar’s Friend Any More
AUTHOR: Marjorie Weinman Sharmat

PUBLISHED: New York: E.P. Dutton & Co., Inc., 1975.
ANNOTATION: Oscar and his friend have quarrelled. This
3 friend tells Oscar why they aren’t friends
anymore and, in doing so, realizes that there
‘are a lot of things he is going o miss doing
with Oscar now that they are ‘ex-friends’.
. He finally decides that it would be a good
idea to-let Oscar reconcile with him, since
Oscar can’t, do anything without him anyvayl
Meanwhile, Oscar is oblivious to his friend’s

thoughts.

Introduction

Even best friends quarrel sometimes and this pravide's

’ . the motivation for exploring the feelings presented in
this bt_:ok'. ’I‘;\rnugh disc;msion, students can explore the |
concept of friendship and can examine the fact that friends
sometimes see’ thlﬁga dlthrem:.ly. The children can be-
encuuraqdd\to relate thauc feelings to their own expex:iencas
The main purpose in using this book is to encourage students
to &xplore {hn ‘ly the author presents the problem of
quarnlnng between /friends and to examine how such a
problem is resolved so that the children can be motivated
to write ahoue. -xinu incidents vhic_h may have ha'ppen-d .
to them.
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Suggested Activities

Discuss with the students the concept of friendship.
Guide them to see that it is sometimes natural for
friends to quarrel. This discussion should serve to
encourage the students to talk about times when they
may have quarrelled with a friend.

Read the story aloud to the class and discuss some of
the interesting features of the story, for example,
the list of things ‘the boys shared when they were
friends, the fact that the quarrel is discussed from
only one point of view (the friend’s), and that the
quarrel is resolved in th@ end. * .

Have the students think about a time when they quarrelled
with a friend. Have them write about what caused the
quarrel, and tell who, in their opinion, was right.

Suggest that the students think (and, then write)
about how they felt when they were not talking to
their friends.

Endourage the students to think about how their
friends. are feeling. Have them write about the
quarrel from their friend’s point of view.

Propose to the students that they write about the”
many things they enjoyed doing with their friends.
Have them then examine how things were different when
they 'were angry.with each other.

Have the . students suggest ways which might prevent a
quarrel. Have them choose one of the ways to write about.

Ask the students-to think Ahout their feelings dfter
-the quarrel is resolved. Encourage them to write
about their feelings now. g .

The purpose of these activities is to examine closely
the content of the book in order to help children
gain insight intotthe common problem of quarrelling.
In completing these activities, jthe children will
learn moye about their own feelings, as well :as the
feelings of their friends.

@,




Bibliography

The \following books also look at tlie topic of quarrelling
friends. These books can be read by the students and
placed in the Writing Centre to be used as references for
the children.as they write.
Beim, L. and J. Two is a Team. Harcourt, 1973.
Blume, J. Ihe pain and The Great One. Bradbury Press, 1974.
Udry, Janice May. Let’s Be Enemies. Harper & Row, 1961. r
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— = . The Quarreling Book. Harper, 1963.
. The Unfriendly Book. Harper, 1975.
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TITLE: Martin’s Father
AUTHOR: Margaret Eichler

PUBLISHED: chapel mu, North carolina: , Lollipop Power,
Inc., ;

ANNOTATION: Martin has the best father in the world.'
This story tells of some of the things they

do together =-- the laundry, cook meals, play
hide-and-seek, have fun at bathtime and bedti

- i
Intreduction

Children in the primary grades spend a lot of time
talking and learning about themselves and their families.
Teachers can use this book and the ones that follow in the
bibliography in order to develop writing skills within the

framework of the theme of ‘Families’. The pattern used by

the author consists of listing some of the activities’

which'a little boy does with his father. 'This pattern can

be used by students as they explore similar topica and ideas.

Suggested Activities

1. Begin with a discussioh about fathers and the kinds
of activities which the students participate Ln wl.th
their fathers. Then read the boock to the
and discuss the activities Martin and his tnth.r
engage in together.

The purpdse of thi- nctivlty 1- to have the childr.n
1ook at some their own experiences with thair

"rh- di-cunion will help them think about
or g Reading the book to them and
di-cu-ling ts contents will help establish a
mlth of organizing their ideas for writing, thus
giving them a format to use when they write. '

Ld-a
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2. Suggest to the children that’ they use a similar
format or pattern to write about other members o b
their families, such as their mother, grandparentd,
brother, or sister:

3. Propose to the students that they think of some
activities which they do not participate in with
their fathfr but would very much like to. Have the
children wiite about these activities, using the same
pattern as discussed.

Bibliography

The following books also talk about fathers and may be
used as an extension of the topic ’‘Families’:
Caines, Jeanette. Daddy. Harper, 1977.
cleﬁ, Beverly. Ramona and Hexr Fathexr. Morrow, 1977.
Freedman, Russell. Animal Fathers. Holiday, 1976.

) Lexau, Joun‘ M. Me Day. Dial, 1971.

Sonneborn, Ruth A. Friday Night is Papa Night. Viking, 1970.
Viereck, Phillip. Let Me Tell You About My Dad. John Day.

Company, 1977.

zofotov, Charlotte. LMM“. Harper, 1971.

. If You Listen. Harper, 1980.




TITLE: Sadie and the Snowman .

AUTHOR: Allen Morgan

PUBLISHED: New York: Scholastic Inc., 1985.

ANNOTATION: Sadie builds a snowman and uses different foods
to make his eyes, nose and mouth. But the
animals in the forest -- the raccoon, the
squirrel, and the birds -- keep eating the
food, and the snowman keeps.melting. Sadie

soon discovers a way in which she can keep
the snowman until next year.

Introduction

There is a distinctive pattern here which children
may follow in writing about building a snowman. The
author uses a lot of repetition in his writing; for example,
"Hew was a really qcod snowman and he lasted for a long
tix;xq", and ... and she rolled them and rolled them until
t:hey.‘weta done.". There is algg-—repetition in that the
same animals keep eating the food used for the facial
features. Everytime Sadie rebuilds the snowman, the birds
eat the eyes, the squirrel euca;tha noses, énd the raccoon
steals the smiles. Because chére is so much repetition,
the story is very predictable and the children enjoy
knowing what is coming next. :

Suggested Activities :

1. . Children in ' Newfoundland are very. familiar with
-building snowmen, and this book can be used as a

| model for them to write about how a snowman is built.
In order to introduce the book, take the students
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ounid. during the winter, and have them build a

nowman. Then let them discuss what steps they
touw to build it. Pinally, let them write what
they did, following a step by step procedure.

main purpose of this activity is to help the
chudnn explore writing in a sequence. The children
can write what they did first, next, and so on in
order to develop the very simple plot. Just as
Morgan uses the same plot over and over again each
time Sadie rebuilds her snowman, so can the children.

2. Have the children write ahd cribe how they would
decorate their snowman’s face. Sadie uses "cookies
for the eyes, an apple for the nose, and a great big
banana for the smile" the first time she builds her
snowman and then uses something different each time
she rebuilds him. Certain animals take the food she
uses and this could be developed in the children’s
writings. Encourage them to be imaginative and ask
them what animals might come and eat the food from
their snowman.

-

3. Suggest to the children that they describe other ways
in which they might decorate their snowman. This
activity could begin with a brainstorming session
where the children discuss the many things that might
be used for his hat, arms, scarves, buttons, or other
clothing.

Activities such as these may help the children develop
skills in descriptive writing. The children can also
learn how to write a story in which the same actions

1 are repeated over and over again with a minor difference

each time. This will help the children explore and
experiment with plot development.

4. Invite the children to pretend that they are one of
the animals taking the food off the snowman.” Have
them tell why they are taking the food and how they
feel doing it.

This activity will extend the children’s writing into
:hat of .xplarlnq the point' of view of another character
. story.

Bibliography

The following bocks contain a lot of repetition in actions
and can be utilized with the activities listed above:
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TITLE: Brown Bear. Brown Bear, What Do You See?
AUTHOR: Bill Martin, Jr.

PUBLISHED: New York: ‘Henry Holt and Company, 1983.

ANNOTATION: A brown bear, a red bird, a yellow duck and

several other animals make up this very
predictable book which children love to
respond to. The author uses a question-
answer ‘pattern in rhyming form as the context
of this book:

Brown bear, brown bear, what do you
see?

I see a red bird looking at me.

Red bird, red bird, what do you aee?
I see a .

This is a v'aﬁ plmply written and illustrated book,

and it can be used effectively as-a model for creative

written ion. - The as shown -above in the

annotation, is an adjective-noun pattern where the adjectives

are colour words and the nouns are animals. Children can

model this text simply by substituting difterent adjectives

and nouns.

" ' Suggested Activities

After reading and discussion the book with the children,
an oral activity could be done where the catchy rhyme
is used by the students. -~ Have the children use
different animals. For example, "Gray elephant, gray
elephant, what do you see?"

The purpose of this activity is to dtnv on thet oral,
language of the children in order to establish the’
pattern used in the book.




Suggest that the children use this pattern tc write
about different themes. During Halloweaen, for example,
the children might write "Black witch, black witch,
what do you see?" and they could include "orange
pumpkin®, "white ghost", "yellow moon", "black cat",
and so on.

The purpose of this activity is to extend the o;:iuting
pattern into other themes and contexts, by substituting
the persons, animals, or objects seen.

In place of colour words, have the students write
using othar descriptive words. For -xa.mpla, Fright-md
mouse, - £ us what-—do -I-see a
furry cat glaring at meln ochar vcrdl could be
explored to take the place of the word ‘looking’ in
the original text, such as ‘glaring’.

The purpose of this activity is to give children an
opportunity to increase their writing vocabularies
and to use other kinds of dﬂlcribing words in place
of colour words.

Encouruga the children to make their own books to

accompany the texts they have written. - The illustrations

could -be very simple ones ‘as’ are those in Martin’s

book. The child:cn books cuuld then be used in the
ten'cl as material.

This baok is an easy one to model, both in its text

. and its illustrations. Children aremhighly motivated

to write when they see their writing in finished form
and when they see that they too can write a book
which can be enjoyed by other children.
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TITLE: Exrog Goes to Dinner BN
N\

* PUBLISHED: New York: The Dial Press, 1974.

AUTHOR: Mercer Mayer

ANNOTATION: A curious frog wants to go out to dinner so
he hides in a young boy’s pocket. When the

!  family gets to the restaurant, however, there

are too many things to explore for him to

remain ‘hidden. Frog creates so much havoc in

the restaurant that the family is asked to leave.

Introduction

Cullinan (1981) states: ”
The characteristics of wordless books... make
them uniquely suited- for use with children
who are developing a sense of story. (p. 80)
This wordlnns picture book will provide An excellent
means of utimulatinq language deve].opment. Even though
" there is no written.text, th1§ typevot picture book can be
l;séd for a \(ariety of writing activities which would
enhance the child’s havelé;‘;menlt of story line or plot,

1zation story beginning, conclusion,

an‘d vocabulﬁry. The.-illustrations are very explicit and
detailed so that acf.i:mp and sequence are clearly seen.

s ~

suggested Activities

1. _Have thl students write the story in th:}:. own words.

‘An activn:y such as this will help students develop a
sense of ‘story line or /plot, and the excellent
illustrations will Hhelp them. formulate the story,
incident ‘by incident. .The pictures clearly help the
i ] what h:st, second, nekt,
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and sb on, and can help them see how a story is built
with a beginning (an initiating event), -a middle
(several cause and effect episodes), and a conclusion.

2.  Recommend that the students write about further
adventures frog may have had in the restaurant had he
not gotten caught when he did.

Many children’s books contain plots which have many
episodes. An activity such as this helps the dents
to explore such a plot and to expand stories they
write tenselves so that several episodes are included.

3. Have the students write about the mood of the family
members as they are getting ready to go out, and then
compare it with their mood when they arrive home.

This .writing activity will reveal much about the
_~~nature of the characters in the story. Children will
lore the cause and effect relationships between

e incidents and the feelings of the characters.

. )
4. Have the-children prepare and present ,orally 3
conversation which might be carried on in a particuyar
scene; for example, thq conversation of the familf on
their way home 1n the car.

. The use and of on, the
of vscabulnry, and the establishment of mood can be
explored and developed through this activity where.
children play the  part of the characters and present
what these characters might be saying.

5. Invite the childran to write about what they thought
.was the funniest part of the story.

Children are highly motivated by humourous situations
and in writing about a humourcus situation in this
book, thay can explore the idea of how to create
humour with words as well as with illustrations.

;, 6. Propose to the children that they write descriptions
s of the restaurant, the waiter, or the trip home in
the car.

' This activity vin hnlp the students explore ducr!ptivc
vriting in which .a particular p-ncn, place, or’
situation can be described,

it that the ltuduntl write about another place
¥, . X Frog goes with the boy and tell about his
' - adventures there. Some suggested titles (places)
& might include:

’e,.mi




Frog Goes to the Department Store
Frog Goes to the Seashore

Frog Goes to the Circus

Frog Goes tn/shcol

Parallel plot construction is used in this activity
where the student takes one story and its happenings

and writes another similar story with different incidents.

Bibliography
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TITLE: The Witch Next Door
AUTHOR: ' Norman Bridwell

PUBLISHED: New York: Scholastic, 1986. .

ANNOTATION: .The children know there is a witch living
next door. There are many things that she
does which indicates that she is a witch; her
furniture walks .into her house, she paints
her house black, an she . sleeps hanging
upside down - from herbceillnq light. B

This book cnntalnu a /story of many 1ncidsnts which
show th. reader that the childran in the bnok know, not
only that th?y have a witch ivinq next door, but that she
is a good and kind witch./ The topic’ of witchds® always
fascinates children and this Suok (as .well as the books in
the bibliography) might be .uud during Halloween. children
can explore through these books the idea that there are
good and bad v!.(':ch‘u.. The book is written so that it
1il€u cefrtnin-charnctqriltie; about the witch next door,

-and .children may follow this same format in several vays.

. .

1. Have the ‘éhildren diloun some of the helpful things
the witch does in her neighbourhood. Writa about how
these things might ‘be different if she were a bad
witch. For example, she good witch changes - the
d4ittle Boy’s lollipop into a bigger.one. A bad witch

{ w-lg:t :hn the lollipop into one with a horrible,.

“nasty
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3.

4.

5.

6.
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Recommend, to tha students that they writ- about some
other nicé things a good witch might do

Review with the students, after the book has baen
read, ‘'some of the things the witch does to ‘indicate
her good nature. Then discuss w. the students, and
as a follow-up activity ha them write about, some
things going on next door which might indicate that
the witch living there is an evil one.

The purpose of these activities is to encourage the
children to use the information in the book and to
utilize its form for their own stories, and to vary
the model supplied by the story for thair own purposes.

Have the children write about some of the good witches
they have heard or read about (Glinda in

, Dorrie in . Madame
"Mim in mu_mgx_am_mg_uunmn_mn) and some
of the bad witches they might ba familiar with (the
witches in in Snow White,
Wicked Witch of the West in Mnm, Mag in
Saxah’s Unicorn).

The children can use their vicarious experiences from
other books to draw on as they wri Having read or
heard about all these different witches will provide
them with a great many ideas for writing stories
about witches.’ 5

Encourage the children to contribute to the making‘of
a word tree or a word wall on which they can place
words which can be associated with witches. A word
tree is a small birch tree placed in a container of
,sand and onto whose branches hang descriptive words;

word wall is a wall onto which the descriptive
words are displayed. Words, phrases, and memorable
sentences or passages from well-liked stories or
poenms can be written by the children to display on
the tree or thé wall. A good idea is to place these
words, phrases, and uantencol'an witch-shaped patterns.

This activity will enhance the vocabulary of the
students and will provide many words for them to
choose from as they write.

Using the same pattern as in Bridwell’s book, have
@ children substitute another person for the witch.
new title might be "The Magician Next Door" or "The

Inventor Next or™ . children can '1list the

things which indicated that this person must be a

magician or an inventor.
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The purpose of this acﬂ.vity is to have the children
write their own stories using the format employed by
Bridwell.
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TITLE: How the Chipmunk Got fts Stripes .
AUTHOR: ¢ Nancy Cleaver
PUBLISHED: Toronto: Clarxe, Irwin & Company Limited, 1973.

ANNOTATION: This Alqonkian ‘legend told by Nancy Cleaver
tells of a time when the animals hated people
and there were no chipmunks. One day a small -
red squirrel made friends with a boy. In
order to save the boy from a terrible sickness,
the squirrel faces all the animals in the
forest 'in order to find a cure. When the
angry bear claws the squirrel’s back, Manitou
tells her that the marks are ones of courage
which she and all her descendants will carry
with pride forever, and that from then on she
and her descendants will be called chipmunks.
Manitou tells her the cure for the boys
# sickness and from that time on, the chipmunks
! learn to live close to man.
Introduction
' s . .
This is an excellent book which can be used ta hllp

. children explore and understand hvu purq\.\ol -turi- are

\
\

i ‘vri\:ten. After reading the story, the teacher, should
. guide the students to see some of the charnct.ri-tlcn of %7
purquoi stories: k ¥

a. The animal does not have its llgr‘iticant t-utur-
in the very beginning

as b. ng olish ragan,
ity) to qivn the anl.nal tho dhtimutbhinq
mark or feature i .

€. These stories: are exaggerated and sometimes

humourous. : They are not rul, but simply. urn\:ld
e for entertainment. . . *

PO Py




< Suggested Activities

1. Di with the’ some of the outstanding
characteristics of certain animals and encourage the
students to make up an oral report on one of them.
Then have the children choose an animal to write
about. Some suggested topics might include the following:

How the Kangaroo Got Her Pouch
Why the Bear Has a Short Tail
Why the Lion Has a Mane

How the Giraffe Got a Long Neck
How the Armadillo Got His Armor
Why the Rnbbh: Has Long Ears

2. Encourage the children to look ‘not only at animals
for the source’ of their stories, but also at other
things in nature to explain their presence. Some
topics, for example, which might be considered are:

5 Why Dandelions are Yellow
‘Why the Sky is Blue
Why the Sea is Salty
Why Thunder and Lightning Go Together

The purpose of these activities is”to help children
gain a better unders-anding of the features of a
purquoi story, and to nave the children, after much
exposure to thesa features, write their own stories
-incorporating the significant features into their
wtitingl. < .
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TITLE: The Three Billy-Goats Gruff 5
AUTHOR: (A Norwegian Folktale)
PUBLISHED: _New York: Scholastic Inc., 1984.

ANNOTATION: This folktale tells of three billy-goats who
want to get to the pasture on the other side
of the river. 1In order td get there, they
must cross a bridge under which lives a mean
troll who likes to. eat billy-goats.

Introduction
. Boama‘ (1987) cites this book as one ﬂ;nc can be used
by teachers to help children write examples of folk literature.
She states that by looking at the components of a repetitive

story‘ such as this one, pupils can make up new components ’

and use them to develop their own stories. - Bosma emphasizes
the fact that "group: stoty writing helps the reluctant
7vr1tut" '(p; 41), ‘and the activities ‘described below are
§ enel which, she uuggalcu, should be done with the cl.ass as

‘a whole.™ 4

Suggested Activities

” (See Bosma, B., 1987, ‘pp. 41-42) -

1. Discuss with the children,K the components of the
' story, such as the number of billy-goats, where they
want to go, their problem, and how they finally get
vhere thcy wanted to go. Fill out a chart,’ like the
one in number 2 below, with t.hn children’s responses.

2. Plan the main components of the new story in comparison
to the story read. Ask the children for ideas for
different animals, places to go, how to get there,
‘and the danger along the way. i

6
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The chart might look like this:

Folktale

3 billy/goats
to the”meadow
acrossg the bridge

our stoxy

3 teddy bears
to the barry patch
through the forest

trip, trap thud, thump
Who’s going over my Who's go!.ng across
bridge? my path

Next,. brainstorm with the.children for a descriptive

word chart.

Look at some of the key words which were

used to describe the characters in the folktale; then

select ‘some words to - descril

the characters in the

‘ new story. The following example describes this activity:

Folktale Qur story

Billy goats Taddy Bears

youngest 1itt.

tiniest middl- ized

second great big

bigger first

thira second

biggest third

Troll Giant

ugly wicked

mean enormous

'compon-nts in writing their own folktal
res d

Begin group composing, with the process chart (in
activity 2) and the word chart (in activity 3) taped
beside a fresh uhuct of chart paper. wmn a consansus
is reached about- write ideas
on the er than one
period.
review the process and
continuity that is needed to create the end product.

This may tnk- 1

The purpose of theése activities is to have the children
look at the components which make up this folktale

= ) and use similar
The
cribed are meant to help

process and word cha:

the students organize their thoughts and make t! e
vru-.inq easier and more productive.




.
s

Bibliography

The following folktales can be used in the manner
described above:

De Regniers, Beatrice Schenk. Red Riding Hood. Atheneunm,
1972. B . .

Elkin, Benjamin. six_mlunq_zj.shmgn Children’s
Press, 1957. .

Grimm . The and the Elves. » 1960.

Matsutani, Miyoko. The Witch’s Magic Cloth. English
version by Alvin Tresselt. Parents’, 1969.

Rees, Ennis. Brer Rabbit and His Tricks. Young Scott

Books, 1967.

Tolstoy, Alexei. The Great Big Enormous Turnip. = F.

Watts, 1969.




180

TITLE: Jack and the Beanstalk
AUTHOR: (01d English Fairy Tale)
PUBLISHED:

In The Random House Book of Fairy Tales.
Adapted by Amy Ehrlich. New York: Random
House, 1985. . .

ANNOTATION: Jack and his mother are very poor. When Jack
trades the family cow for some magic beans °
instead of some money to buy food, his mother

becomes very angry and throws the beans out .

the window, . A giant beanstalk grows far up
into the sky, and upon climbing this beanstalk,
Jack finds the home of a giant who has a
magic hen and a magic harp. Taking these
things enable Jack and his mother to 1live
happily (and richly!) ever after.

Introduction

Fairy tales are stories of pretend which include
elements of enchantment and magic. ' According to Bosma
(1987), while fairy tales share characteristics, not every
fairy tale contains all the distinctive characteristics.
She lists the following characteristics, saying that fairy’
tales et

show how pecple ‘behave in a world of magic

often have brave heroes who rescue a helpless maiden

contain some characters who are either all good or

all bad ¢
o!ton begin with' "Once upon a time" and end with
“happily ever after™, or a similar convention
often include a task, mlch, if completed, brings a reward

often include a nglu object ta _protect or halp
rescue someone (p. 5).

When discussing this genre wlch pupn}, teachers

should explore these characteristics and apply them to the
N N '

fairy tales being examined. '




Suggested-Activities

1. Jack and the  Beanstalk may be utilized in creative
writing in the same manner as discussed in
Billy-Goats Gruff. Process. and word charts may be
set up, as suggested by Bosma. Have the children
change significant 'gomponents such as the following
in order to pruduca their own fairy tales:

. a. chunge the characters
b. . instead of beans, get some other kind of seed
or a magic object
c. instead of finding a magic hen and a mag'
harp, other magic objects can be found or
another" solution can be decided upon to make
the characters rich and happy.

The purpose of this activity is to explore the writing’

of a fairy tale using the charts suggested by Bosma

as ‘a. framework or guide. Using the basic plot of

this story, the children are able to build their own

stories by substituting different characters and
- different objects for those in the story.

2. Suppose Jack buried the hannstnlk with the giant.
Encourage the children to imagine that the beanstalk
grew again, and have them write about an adventure
that tells of what Jack saw this time when he climhed
up into the sky on the -new beanstulk.

3. Have the children discuss and write about what might
have happened if the giant had gotten down the baanstalk
. before Jack was abla to uhop it down.

Activities such as these are designed to motivate

children to write stories based on the content. of a

model story. The -information given in the model

story, in this case Jack and the Beanstalk, provides

a basis for writing new stories, such as "What if....."

stories =-- "What if the beanstalk grew again?" or
at if the giant escaped?"

\

The following books can be und by studanta as resources
1n writing fairy tales:

Coombs, Patricia. The Magic Pot. Lothrop,-1977. s

6
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. New American
Library, 1964. -

. Galdone, faul. ginderella. McGraw-Hill, 1978.
Grimm Brothers. The Frog Prince. McGraw-Hill, 1975.
. Hansel and Gretel. Delacorte, 1971.
& xum}.mmx.m Walck, 1970. -

. . Retold by Warwick
Hutton. Atheneum, 1979.
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TITLE: Paul Bunvan Swings His Axe
AUTﬂéR: , Dell J, McCormick 7

PUBLISHED: New York: sahol,utlc, 1968.

ANNOTATION: This. book is a collection, of some of the
feats of the giant woodsman,’ Paul Bunyan, who
is the mighty and legendary hero of the: North
Woods. Paul and his legendary blue ox, Babe,
are reported. to have been responsible for the
making of many of the lakes and rivers we
know .of in North America.

Introduction

Children love to hear and write abot;t stories which
have-a lot of exaggera;ian, and Paul Bunyan is éne of the
most popular and well known ei:nggarated characters written
about in literature. The-taj} tales in this volu;xxa can be
expiorad and examined in depth in the classroonm. The
teacher and, the students can discuss some of the
characteristics which make up tall talaa: The moét prominent

characteristics of these tail tales is exaggeration, seen
& ~
in this passage: H

+es a8 a baby he (Paul) was so la that his

mother and father had to have fourt&en cows to

supply milk for his porridge. Every morning.when

they loocked at him he had grown two feet taller.

They built a hugn cradle for Paul and floated. it
# in the ocean off the coast of Maina. The ocean
* waves would rock him to sleep. One day he,started
bouncing up and down in his cradle and sfarted a
saventy-foot tidal wave that washad away tcwnn‘
.and villages.' (p. 6)

In many of Paul Bunyan’s stories, readers will uu
that some geographical features are attribut:c’f! to Piul'-

work. The following passages illustraté.thi




Even today lumberjacks who work in the woods find
small lakes and point them out, saying: "Those
are the footprints of “Paul Bunyan that have been
filled with water.® (p. 6)

,So Paul was finally paid in full !or diqqing th.
St. Lawrence River. The: thousand shovelfuls
dirt are still there. They pre called thi Theun_nd
Islands. (p. 44) ; 5

Paul took a pickaxe he had with him and drove the

poim:l of it into the ground. Water spouted in a
great stream a hundred ‘feet high! «+.They call
it 0l1d- Faithful Geyser, and you will £ind it
still ‘there in Yellowstone Park. (p. 63)

’
Teachers and students can discuss this feature of the

legends of Paul Eunyan‘, and the students can uée it ~to

make up tall tales of their .own. ¢
Suggested Activities
1. After feading and discussing some .of the feats of

4.

. feats. such characun niqht include

Paul Bunyan{ suggest to the children that they add to
these feats by writing some others which Paul may

have acconpliahea

Have the ‘children write about some thhé Paul and
Babe might be able to do to help thnir community.
For example, thay might write about an ingenious
method which Paul' has 1nvantca for removing snow from
the roadways, or a way Paul can make ski slopes down
the side of a mountain near their community, or how
Paul and Babe devised a method for cléaring the ice

%t of the bay. in the winter so that -hipl could come .

to the community.

Encourage ‘the chi¥dren to laok’ around their community;

and to discuss any special geographical features they .

may see. Encourage them to use their imaginations in
writing about how Paul and Babe may have caused these
features to be there.

Propose to the students that they i‘l’c u nonl oth-é
characters' who resemble Paul in




Uncle Gaorqe, the 1egnndary fisherman ot the
“Grand Banks /
cld_Hacnail,Ntha grentast znrmtr vhn ever l.ivod

The purpose of “these: activit:ias /As’ to pnsant a
framework in which' children, t:hrough daiscussion -and
writing, may experiment“with and explore the feature
of exaggeration, and in doing so, become more hmiliur -
with the composing of tul tales.

. “ ~

- The rollwing titles alao 3 1t well-kndwn.
from other .tall tales and may help the children further
explore the feature of éxaggeration:

; 5 F T8
# - Bowman’, James C. Pecos Bill. “ Whitman, 1937.

& Paola, Tomie. Fin M’Toul. The Giant of Knockmany Hill.
‘ Holiday, 1981. :

BT Lent, Blaif Sbn Tabor’s Ride. Atlantic, 1966.
= McCloskey, R01h MM._MMH Vviking, 1963.

Rounds, Glen. ngL._thg_My__mgg: Holiday, 1949,

Shapiro, I‘rw‘in. ngxm_in_mmmmum )(as_sner, 1962,

'sriephazd, z:sthai. paul Bunvan. Harcourt, 1941.

~Stamm, Claus -
\\'rikbng, 1962. : 5

~ stoutenburg, Ad:jien. mgxigm_’uu._rgm Vikinq,l 1966,




£ i TITIE: ' - Hailstones and Halibut Bones 4

AUTHOR: .Mary O’Neill . 7

< : PUBLISHED: -Garden City, New.York: ‘nouh).eday & company,
~ X * Inc., 1961.

ANNOTATION: 'rhis book of . poems. ¢ deucribes the many colours -
- e know. - The author presents each colour 1n
tcrmuA of sensory images,’ describing-
* sounds, smells, tastes, feelings, and visu
images each colour représents and reminds her\

of. ~ \

~.. The main purpose.of yintx"/qduﬂg; this selection is to
loo!; at cuntant and form, .to ampﬁasizé the way -the authorv
usel sensory uwaroness to dascriba colours, and to enmuraga
children to model ﬁheir writings ‘on the same form. The
fact that-this aelec’tion 1s\vr1ttan in poetry adds a great
* deal to cha rhythm and flow of l'.ha hng‘uaga, but students
shnuld not: be torced to write thuir cnmpositions in rhymed

poetry. Some :hi].dran tind it very diff!. t to ‘write
t thay are

’ poetry that - has. to rhym- and’ quite ott?n

forced to do ‘so, write in a | very artificial way, just t:o
ma_kc it rhy_m . Other children,. hoyever, may welcome th;

8 'chull.‘-nga of making things rhyme and may' do so- without

halitut!.on. 'l'na main thing to: remember is that while

lhould ir ! uc to rhyme, they shouLd

nllo ht the students have th. fx'aﬂom to. choose the way’

1n‘vh1ch, mcy want to-write their .compuut!.ons. ihe



emphasis of t:his salaction ‘should ha on_the contunt and

the method of ucnlzing the sénses’ to dascriba tha concept. :

L% .y i . b

1. Discugs one of the colours with the class. After the

B -discussion, ' the appropriate poem from 0’Neill’s book

*,., -should be read, angd the fact that she uses all her

senses to describe’that colour should be emphasized

/7 by thyteucher. Discuss which parts’ describe which
sanse! e

2. Di.scuLs with the class another colour, and during

©  this -discussion,' make a class composition from the

ideas presented by the children. Read 0‘Neill’s poem
about the same colour.

3. Have the children choose any colour they like and
- write about it in a similar-way.

The purpose of these activities is to hava the cnildren )

think 'and write about .colours in ‘a unique way.
Initially, if asked to describe what red, for example,
reminds them of, the childxn are very Ilikely to
answer with a list of ’objects’ which are red, such
as apples, tomatoes, and hearts. They may not think
of red as being hot, sore, loud, or screaming. These
activities will help children write about.something
familiar (colours) in a new way, and will also supply
them. with a pattern to use in their' writings. The

pattern consists of a question (thé& title) and answers-

beaed on the senses.. %
The involvement of the students in m;:kinq a class
composition in which the teacher agts as scribe will
_._help many children see how to compose such a work.

Learning to write can be  very effective when the.

students are able to model the teacher, as well. The
students are ablg, to see that what:they say can be

8t written down, and what is written down can be read by
others. Writing a class composition will also help

the students become more familiar with the way in
which the pattern is made since the teacher can draw
attention tq it as s/he writes the sample poem or story.

%

Have ' the ‘chi'ldren, think of other things" to write
about -in the same way. The following topics might be
posted in the wriung Cen;ra or on the bulletin board
pie
2,
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4 /
i, for children to use if thay carulot think ot their own
topigs:

N What is Hot? 'What is Soft?
What is Scary? What is Wet?
What is Happy?- - What is Fast?
What is Dirty? What is Slippery?
What is Lucky? What is Dark?
. whnt: isy Christmas? iWhat is Love?
Y - The purpose of this activity is to take what the
y children have learned in writing about colcurs and extend

it to writing about other concepts, using the same
5 idea of utilizin 3 sensory awareness and images in
their composition: .

. - Bibliography

The zoll.&inq books und puemé also deal -with cclouts
and can _be_used. as resources with e 128
\ Friakey M. What is the Color of the Wide, Wide World?

o Childzen's Press, 1973. B [
/Hccard, David.  "Yellow" in The Randon House Bosk of
, ed., J. Prelutsky. Random
House, 1983, .
McGovern, Ann. Black is Beautiful. Scholastic, 1969.
" Provensen, A. and M. M_xs‘d‘._;uulﬂmmg?
Random House, 1973. L, . ‘.
Reit, S. . Adventures with Color. Golden Press, 1970.
Rossettl, Christina. "What is Pink?" in The Random House -
. ed., J. Prelutsky.
Random House, 1983. .

L a .
Stinson, Kathy. Rid_iﬂ_m-' Toronto: Annick Press, 1982.

The ' following book illustrates the idea that the same
pattern used by 0’Neill in her book about coldurs can be
used. with other topics. It should be noted that while -
0’Neill has written her book in poetic-form, Zolotow has
vritten in prose.

“Zolotow, Charlotte. ' Summer IS.... New York: Crowell, 1983.
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TITLE: ‘Some Things Go Together *
AUTHOR: '~ . Charlotte Zolotow
PUBLISHED:  New York: Thomas Y. Crowell, 1969.

ANNOTATION: Rhyming c:mp].etl are used to duncrib- thinqu -
1 go together naturally su as X
uith !l.ovetl, clocks with heur-, -leaves with
tree, and ydu with me. 5.

This very' simply - 'uritcan book. can help Lnt:'cduce
childrnn to rhymlng couplot:s am{ provida them with a lnoda].

‘for writing cauplets. puring a” dlscuumn of hw thinqs oo
(or peocpla) go together, the childnn can seé that ncma £

things that go gugethe_t can’ bu oxpnnned ‘in‘_rhyme ns‘

“{ITustrated ‘ih ‘the book. - In an -oral acéxﬁty, -someone.

can suggest. an example of two things which go ‘togéthex

such ‘as dog and bark. The rest nt tha clas: cnn (:hen t:ry

to think of soma things that can go togar.hnr and an rhyma

vith thu auggastea .xampl-y in’ thl.l calo, i th vibh o
shark, flowers vit:h paz'k, monsters vith dark-might be used ,
to. rhyme with t.he axampla dog -nd bark. 'l'hi.i whole class’
ac&vity in an'-essential one that will hnlp the children ,

draw on' oral 1 g skills in { the

“used in the poenm. L

1* ey e
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1

. N 1 Activiti ,f

The. children can work with pannera to see how many.
rhyming palrs they can add ‘to Zolotow’s list.

'

This activity is a good one for introducing o:j reh;fozcmg
rhyming couplets” in poetry and -for exploring exactly
what makes up thyming couplet, There are a lot of
things -which ﬁ together naturally and they can be
written: in ‘such a way as to make them:rhyme; for
example, time with clock and foot with sock, peaches
with cream and sleep vith dream, hmmer wl%nail and
shovel with pail.

One easy way of_finding pairs that rhyme is to think
of two rhyming words first such_as "hanm" and "jam".
Then' think of things-which go with thsm, for example,

‘. eggs with ham and toast with jam.

The childran will also notice in ‘this book that the,
phrase "and you with me" (or "me with you") is repeated
in several instances. " If they wish.to follow this
pattern, then they should be encouraged to think of
rhymes which will go with these phrases. Some examples'

are_honey with—bee; and you with me; fish with sea
and” you with me; dog with flea and you with me.
Again, ‘what makes this easy is finding words .that
will rhyme with "me" (or "you") and then thinking of
things that go with what word. The children;will
have a lot of fun playing with language in this activity.

Encourage the children to make their own illustrations '

#r their rhyming couplets and display them separately..
or in a class book to be read and enjoyed by others.
3 '
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TITLE:
EDITOR:

/' PUBLISHED:

POEM; )

Jack Prelutsky

New, York: - Randon House, Inc., 1983.

" The Months _ @ 4
\ .
January brinqs the snow,
Makes our feet and ﬂnéex-u glow.

February brings thu’ru:ln, .
Thaws. the frozen lake aduin. .
s
Har::h br:\nga breezes loud and shrill,
Stirs the dancing daffodil. - [N

April brings tha primrose sweet,

Scatters daisies at-our feet.

May brings flocks of pretty 1nn‘1hs,
Skipping by their fleepy dams.

June brings tulips, ﬂ.liee, roses,
Fills the ‘c)u,ldren's hands ‘with posies.

, Fresh october brings the pheasant,

Hot July bri.nqs cooling showers,
Apricots and “gillyflowers.

August brings the sheaves of corn,
Jhen the harvest home is borne.

Warm September brings the fruit, 7 KN
Sportsmen then begin to shoot.

Then to gather nuts is plea‘unt.
Dull November brings the blast,.

Then the leaves are whim
Chill December brings the -laot,

Blazing tire, and Christmas treat.
(sara colcridga)

- Introduction e

This iroluna‘.\qt poetry contains several s 1oct£o_nl

wﬂit:an ‘m rhy:nsng cotipl'atl.,' Couplets are the easiest
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-J_d.nd'ot ‘pn'er.ry' to write and should probably be the first
. v s

-kind introduced to students for modelling. Many ’ﬁ‘i‘cture

books such as 1 ig One (Tudor) and Some Things Go Together °

(Zolotow) have. already been di in this as

examples or writings using x'hyining‘couplats. Children
should be exposed alsc to simple poems which are written

this way.

. <

Suggested Activities

3

1. Discuss with the students the fact that rhyming
couplets are two sentences whose ending words rhyme.
Brainstorm with them to see how many they can remember
having heard. 'Teachers should familiarize themselves
with some of the Mother Goose paens wtitten in cauplets :
so that they can be

examples. Some of these might 1nc1ude the !ollowing

Rain, rain, go away
Come again anothar day.

" Jack be nimble, Jack be quick B
Jack jump over the’ oandlentick. ;

star lighf., Star bright,
First star I.see tonight.

The purpose of this activity is to draw on some of
the poems ‘written in rhyming couplets which the
children may already know in order to emphasize the:
structure and rhythm of this kind of pgptry.

2.- Encourage the students to make.up rhyming couplets of
their own.  Teachers can begin  this activity by
having all the children contribute to the making of
several two-lined poems (couplet{)l or in the making
of a_ larger class composition. 'Some children may
need "ideas to get them started. The following topics
night h-lp them:




Sprin * Homewor) b5

g
My Best Friand The S
A © Animals . Rain | v
\ _ Hockey 5 Hy !avou:in Toy
' Christmas

T \
The purpose of this activity is to 1ntrcduca the -
children to writing poems which are written so that:-.
each .verse is a. rhyming couplet. Writing couplets
should be one of the first steps in helping chndran
to feel more at ease Hh‘.h writing in rhyme. .
=1\

.
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TITLE: - "Poetry Extravaganza" %]
AUTHOR; L.M. Marion =0
) | . %0 5 . -
* ' " PUBLISHED: .ERIC DC ion Service No. ED 202
o) 021, saptenbat, 1980.
5 LI
"
L - .
i~ |/WATERMELON - % e
T é‘f\——il:wéler; slice vl : !
7z . gad juicy, delicious, sweet, and messy.
5 — T T 3

T

) ° Sliqhtly used, sofietimes ovezwor;(ed T ‘
/ Faads the mouth three timea a da -

somst:imes has writer’s cramps.

_ Used daily to dresa and undreas, ta drive the car,

to walk through the pages of tha celaphone directory,
to-‘dial the telephone,

to ‘'wave goodbye.

" A handy gadget with multiple ’ uses. ..

These are examples of concrete poems. A concrete

<poem is one in which the poem is written on a dr i or

ouy:ling shaped Iike the objagt bah;g degg;i;hed, or it can

E K Lo .
‘be written mo that its shape represents. the shape of the/
B LR i . /i



object. 'I'h-is type of poetry is highly viul‘.\ul",_ ince the

shape in which it is written is a Very important }':aré of
- the poem. Cuncres:a .poems are usually written in free

verse, and. t:euchats i thnretor-, nust help the children see

what is meant by "fr;ae verse" before any writing can be
' /done. In presentir:g t;his typ;‘_&nt poetry, .th;: Ehildren
themselves may.notice that these examples do not rhyme; .if
riot, the teacher must draw their aébentlén to it..

Suggested Activities

B

1. ~Have the children think: of .any object which -is of
interest to them. Have them then draw the outline or
-shape of that object. 'Next, have them £ill in words,
phrases, 'or ' sentences to describe that object.
Somewhere in the pgem, the object’s name must be
written, as shown in the axaqla

2. it '{5 ‘a good idea here, as always, to make a class
composition before the children begin their own
individual writings. _In this way, the children can

model the -writing the. teacher, and can get a-

better idea of how 'to go about their own writings.
Draw, on a large piece of chart paper, a large outline
of a familiar object. Descriptive responses from the

children should be written on this shape and the-

location of the title word decided upon. - Questions
and from the can guide the children
to see how this form of poetry emerges.

3. In the event that some children may have difficulty
in drawing outlines large enough to.contain- a.pgem,
the teacher might find it benéficial to hava a box of
outlines in the Writing Centrk from which the children
can choose a shape they would like to write about.

The purpose of these activities is to Wn;mino a type
of poem in which a visual element plays an important
role in the oonstruction ot that poem. _
very' qood typu of poem .to
becau in many cas

Th
with young children
“ outline will elicit

-images they can see or experiences they can rnlnta to,

as they write.

83
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The tpllowlng are Eitlas of books which can be used as
resources in halping cl\ildren explore the topic of concrete
poetry:

"Prnmqn, Robert. Seeina Things. Crovell, 1974. n
S s&:.e.&tfzc.eha'-; Hegal1, 1971

Livingston, Myra Coh Ehimzunﬂ_qxhu_mu Harcourt )
Brana Jovanovich 1958.

Merrium, Eve.. Qut Loud. M:harieum,’1973.

Nlon, A. Barbara. wﬂm. Xerox.
. Education Publications, 1972.° N
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TITLE:
AUTHOR:"

PUBLISHED:

POEM:,

/Tl'{\i.s type of poem is known as an acrostic p;aam, (and
is sometimes called an ABC poep).
. the lattex;s of a word or name. -
name are pﬂ.nted down the leﬁ‘: side of the page, and each.
letter represents the ~first letter of ché first word in

the sentence or phrase to be written.

‘"Poetry Extravaganza;'

L.M. Marion

4 ( v
on_Servige No. ED 202

ERIC

021, September, 1980. °
uorvr‘\inq-qlorhs" in bloom*

Around r.he(\ garden fence , .

Rows of corn a‘t\a‘fding staceiyvtall

Yines of grapes ripening in ‘tixe August sun

In the gataen weeds are growing

" Nothing is better thafi summertine. »

Introduction

can be either a free-verse or a rhyming poem.

Suggested Activities -

’

It is 'written around

The letters of the word or

This kind of* poem

1. Read the example aloud to-th-'clan'_ and discuss the

characteristics. of this type of poem with the children
Choose the name of a.literary character the childr:
are familiar uith, such as charlotte (in Charlotte’s
‘Heb) or Sadie (in and make a

),
’ dlass ‘poem based on certain incidents in the story of .
that character and using the form.of this poem as a S

model. . Encourage the children to sug

B t wha(‘. “should
be wrltf.pn for each letter in the nai

.




“The purpose of this activity is to explore- another

kind of poem which has a specific structure. Composing
a class poem will draw attention to the features of
this poem. .

. Have the children compose an acrascic poem _ uaing:

their own names. Some children may want to use both
their first nape and their surname. The content for
the poem could center around things they like to do,
things' they hate to do, their tamily or school lite,
or what :hey look lixe‘

Encourage the children to write poems using. other
people’s names such as a sister’s name or their
father’s name. l‘light also write descriptive
sentences to go wit.h the names of holidays, such as
Christmas' or Easter, or to go with special places,
such as Deer Lake or Gander (they:=can use the name of
their own .community and describe it). '

Suggest to the children that they choose ‘the names ot

.objects to write about in‘€his fofm. ' Hennings (1978)

gives the following example: i
Balloons i
Blow up and tie up
A big balloon.’ : "~ B
Let it fly free. . S
= Lot it dance. 2 '
ép-n up_the stringl
Qut comes the air and
Now the bnlloc‘n
s,pins in crazy, arching zooms. - .
Suggest to the class t they make a ust at some
words they might use as topics, such” as pencil,
nirp].una, sidewalk, garden, forest, snowstorm. . Post
them in the Writing Centre. N
In tihnu activities, the children are uncouraqed to

write about familiar topics -- themselves, family
members, holidays, places, objects —- which they know

well. It is important for children to have knowledge:

of what they are writing about so that ideas flow
more freely. R \

g6




5. Encourage the. children to illi their n
One way.to do this in a unique and eye-catching way
! is to have the children draw the letters of the word
e or name in a special way. Also, if a child chooses a
word like "panu!.l" to write about, encourage him/her
to write the poem on paper that is cut in the shape .
\ of a pencil.

This -activity ancouraga children to think not only

about the writing of the poem, but of the pru-nutim,

as well. ' It is very motivating to read poems which

are illustrated in unique ways. 3
1 ”




Jelly Belly
"' DennisLee \

Toronto: Macmillan, 1983.

J There Was An 0l1d Lady =

There was an old lady
-Whose- kitchen was bare,
So ‘she called for the cat
Saying, "Time for some air!"

She sent him to buy her
A packet of cheese.
But the eat hurried.back
With a ‘basket of bees.

b

She sent him to buy her ——
A gallon of juice.

But the cat reappeared €
With a galloping gouse.

She sent him ‘to buy her
* A-dinner of beef.
* But the cat scampered home
With an Indian chief.

She sent him to buy her
A bowl of jce gream.
But the &at skated in: "~
With a whole hookey team.

She sent hin to buy her >
A bit of spaghetti.
But the cat strutted up

With a bride ang confetti. .

She sent him-to buy her
+ VA cup of fine tea.
But the cat waddled back
With a dinosaur’s knee.

The fridge soon was bulging,
And so was the shelf.
So she sent for a hot dog
.. :And ate it. honalt. -




Dennis Lee’s book is !illed_, with many ‘humourous poem’a
\such as ‘the ong cited. 'l‘eachers might use this boox as a
resburce for exposing studantl to humouy:ous poetry nnd for f

providing poems whose fr or 2. can be imi

by the students as they attempt to write their nwn'humoufpus

verses.

chart paper so the children can read or follow along
Discuss the similarity in content between this poe:
and the Mother Goose rhyme "0ld Mother Hubbard"|
Discuss the repetition found in 1lines, 1* and the
beginning of lines 3 in the verses of Lee’s poem.

1. Read the poem aloud to the children. . Write it OI

'rhe main purpose of this activity is to draw attention
to the repetition of the first ‘line. Children may
use this line in writing their own verses or they may
write their own first line for each verse.

2.  Discuss with the studerits the different verbs used to
describe how the cat came back ("hurried", "scampered
vgkated", "strutted®, "waddled"). Have thl chﬂdron
contribute to the making of.a word cha:t: which cun;ai.nu
other words which could be and .

- used in the children’s own poems. . B

The purpose of this activity is to broaden :ha children’s
vocabulary by providing a list ct words which they'
might use in their writing. 5

3. Encourage thg¢ class to dlctau othet “Verses which
might be added to the. poem, ,before the final verse,
in order to continue the story being told. The
teacher should write the responses as _the children
“dictate their ideas.

In this activity, the teacher guides the pupils into

using the structure presented in Lee poem and
the ng nnd the.writing of

the extra verses. % . *
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4. that the work by themselves or in
w pairs to produce their own poems based on the form or

structure of . "There Was An 0ld Lady". A pre-writing
activity for this could be having each childeor pair
of children make a list of other foods theWold lady
might send the cat for, such as a plate of‘trsnch
A fries, a bottle of pop, a tuna on rye, or some wieners
and beans. Make up funny rhyming endings describing
what the animal came back with

The chnd:an can use the knowledge they have learned

about. the form of this particular poem to write-their

own poems. Also, there is a high degree of motivation

in writing poems that are humourous, and children 5
will anjoy such, {::ing. ) . \

ey B
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C 5 --As she poured on.the soap,

TrTLE: Read-Aloud Ehiites for the Verv Younu
A}UTHOR:‘ Jack Prelutsky, .d. 1
', pus;._xsm;b:' New York: Alfred A. Knopf, 1986. .
POEM: ’ There Hgs A Small Pig: Who Wept Taat‘s

. There“was.a small .pig who wept tears
- When his mother said, "I’ll wash your ears."

- .  He cried, "oh; how I hope P
This won’t happen ngain tar ten yaarsl“

@ (Arnold Lobel)

— g -

2 InS‘:ﬂ‘ duction

a " ’ °

Just as children ;del.iqh‘t'in 're':éinq and 'hearing the
humourous poems of Dennis. Lee in Jelly Bellv, 80 too they
enjoy the‘ ncnsah\sa‘ and humohr of limericks. Limericks

."have’ a Adistlx_-u:tive rhythm and pattern which children

anjo)},.’and the. sheer sillipéss of this type of poetry
makes it very appealing to young chndre[.- LimericKs can

most effectively be ‘written if the writer is aware of the

" rhyt:hm of f.l'us poem. = The t&acher, ‘therefore, mu‘at: rely
= heavily on the use of oral 1anquago activities, and should

read - several such poems aloud to theyclass. Ln order to

emphasize that rhythm. .
i X ¢

1. Read to the children a selection of 1limericks.
Discuss with them some of the characteristics of thil
type of poem such as the rhyming pattern (lin
rhyne and lines 3 and 4 rhyme), the chnruct.tiluc x
beginning phrase ("There once was..." .or "There

/
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4 --was.. ,' and the rhythm of each sentence (lines &
* 1,2,5 are longer than lines 3 and 4). i

/
The. purpose of this actiyity is' to make children ~-
aware of the characteristics of .limericks and . to
" g ®ntroduce them to the distinctive way in which limericks
™ . are read or recited, so that their rhythm is accentuated.

2. Present to the class the. beginning two lines of a
] $ . : umeucx and have them make suggestions for finishing
i e children could.then work in groups: where
thay are given the beginning lines of other limericks
and finish these po

Some children may find it very difficult to write a
complete limerick at first because of the, K strict
structure which is characteristic of the limerick. .
This activity, therefore, is a valuable one in that
it gives the children the .opportunity to finish some
limerick, and allows them time to become mora familiar
withl this type o% .peem. A

3. ,Encourage the children to write their own limericks,
to play with language and the pattern for a while in
order to gain more confidence with this form. If
they wish, allow them to work with a partner in
composing limericks.

4. Suggest that the children "illustrate their poems and
make a class bcek._

.. . Bibliocgraphy

Some of these books contain only limericks, while others
“present only a few  examples of 'this type of poem. |
|

Lear, Edward. The Complete Nonsense Book. Dodd, Mead &
Company . . .

Livim:-tcn. Myra Cohn Eour-Way Stop and Other Poems.
Harcourt Brace qunovien, 1976. E

McCord, David. Take Sky. Little, Brown, 1961. : ¢
smith, william Jay. Laughing Time. Little, Brown, 1953. .




PITLE: » Evaluating and n Expresaion
AUTHOR: - Janice K. Hall oo .-

PUBLISHED: = Boston: Allyn and Bacon, Inc:, 1981.
POEM: THUNDER '

'*, rumbles,
tumbles,
rolls,
bangs,
booms,

snaps,

crackles,

echoes.

LOUD NOISE!!l! s

Introduction e

This is ‘an ’exumple of a "sound"  poem. Théra are

severa]. distinguishing features which can \be modelled by -

. children vho write such a poem. The poem cunliltl ot a

list\of words which describe the title and which are

‘writtan dmm the paga, ona woi‘d beneath the" othu’. The

£inal lina of the poam delckibal the kiml of noise made by

. the subject of the poen.

i

i Suggested Activities
& . B y
1. Read the poem aloud to the class and discuss with

them the features of this particular poem, uph zing
vhy it is called a “sound” poem.

2. Hakc a word or an idea chart with the children. . on the
. chart, write two headings: one for things H)I‘.Jl make
noises or .sounds, . and the ‘other for words" which




: I
describe that sound. te down the 'ideas which the

- children might offer for headings. The chart
might look like this:
Ihmnm_ngxs.e nuimm o

gentle sound
babbling noise
crashing—noise
‘screeching noise. °

Have the childran ¢hoose 'i“to(pic from a word or_idea

chart - (or make up'another topic of their own). Then

~have them list as many words as they ¢an which describe

what the object doas to make that sound. For axample,
ocean Waves '

rumble‘,
scurry, \

. push, = -
CRASHING NOISE!!!

: These activities help to expand the children’s vocabulary.

There - should be in the classroom a copy (or several
copies) of ‘a thesaurus written at ‘a child’s level.
Or the teacher could use this poem as a springboard
for a special project--that of encouraging the students
to make their own 1 or class




|
TITLE:

|
mmon ¢

pusnismzn :
- = \
Pomé‘

\

Hhen hing Funny

churlotte S.. Huck, William A.

lma J. Pyle, compilers.

Illin'ais; Scott, ForeSman and Company,
-~

.
Shore

A shore is the placs
'To play in,the sand.
‘A shore is the place
For digging a well.
A shore is the place
To watch tor a ship.
A shore is the place
For finding a shell.

", A'shore is the place

: To lie in the sun
A shore is the place

As they roll' and run.

A shore is the place

L

Where gulls tly free --

A shore is the place ,
Place to be.

Introduction

|> ‘can readily relate to.

Suggested Activities’

/ 95  .

.(Leland B. Jacohs)

Th‘is poem has an alameﬂt of repetition which children
, can modal and 1: 1: wricten abnut something wh!.ch child:en
i

A

1. After this poem has been read. to the éhildron,
©  ensuing discussion can help to- point .out to them the
repetitive. nature of the poem by focussing on the

1line "A shore is the place”. : It should also be noted

that the poem is really a 1ist of all the wonderful
activities thnt can be carried out at this purticulnr
place.




iigve the children di.u s another place that might be

n to visit. Brainstorm with them ¥6 find out which
activities would go along with the pllace they sugges€.
Encourage them to write a poem about' that place or to
choose another one they might like and' write about
it. For those who may need he: in thinking: of a
place, some suggestions such as/these can be 1isted
in the Writing Centre:

a barn o alcircus -
a forest- a boat
_ undersea .- - my room .

a city the South Pole -

a traehouse . a tlwer garden
These " nctivities are experianced-based in that they
draw. on experiences of the’ children. - They are
daniqned have the children’ about the places

-they have visitad and to look at those places .with
. the intention of making them-. awaga—e: the reasons why

they are good places to visit:.

When the children -start their vritiaq, they should
pay attention to the way the-poem is 'written, with
every second line indented. ' Even 'though this poen
rhymes, it is good poem to change to free verse,
and children wHo might have difficulty with rhyme can
still .wru:a uslng this pattern.




0y

. :I.daa that poems .can ‘be vritt‘.cn in

TITLE: Postry Placetanthology
PUBLISHED: New York: Instructor Publications, Inc., 1953’ .

POEM: The Circus
.~ The circus is:

'
bright, d .
brilliant, .
breathtaking’
beautiful; °
bobbing, -
bouncy,
buatli.ng,
~biue, -
bliss,’
hggning,
booming,,
'bloomingu
blazing,
. bubbling, - ~df
. buzzinq, —
BURSTING!

(Mary Anne Magnan)
sy . i

Introductfon
This poem, 1like "Thunder" (Hall), can be used to,
develop- the children’s vocabulary. It_is written in a

g _unique way, and‘,in discussing this poem with tha—aéudants,

the can > ize its =-- the i ion

pa’ttern,‘ the fact that all the words are adjectives describing’
circus®, that ‘only one word is written on each line, .gnd
Jhat all the words begin with the letter "b".
v o g .
Suggested Activities

. ok

1. “Discuss this poem with thc children anhunphuiu th;
que ways an




shapes. Point out also'the features which are mentioned
in the Introduction. ® &+ =

Have the children discuss other words' which might be
used" to describe the circus, and which begin with
another letter of the alphabet suc¢h as "c" or "w". .

" Encourage the. children té'look at other things which
might be described in a similar way such as the
ocean, "dark, deep, dang‘erous, deadly" and so on.

These. activities simply introduce the students to a
different 'way of writing a poem, and give them ideas
‘about varying the content while using tl@ same form
&r. in the 11 poen.. «

VA




= TITLE: Poetrv Place Anthology
. PUBLISHED: New York: Instructor Publications, Inc., 1983.

POEM: Trees -

Trees

' Trees
) Trees
Trees.

Trees

1 i - Trees
Trees

Trees

Trees

¢ Trees

‘ Trees
Trees

= Trees
"What

Trees

"What

are’ for birds.

are for children. 5

are to make tree houses in. .

are to swing swings on.

are for the wind to blow thraugh

are to hide behind in "Hida and Seek".

are 'to ‘have tea parties-under.

are for kites to get caught im., =~ .. =

are to make cool shade in summer. :

are. to make no shade in winter,

are’ for apples to grow on,.and pears;

are- to chop down and c¢all, "TIMBER-R-RI“

make mothers say,

a lovely picture to painti®

make fathers say,

a lot of leaves to rake this falll"
(Shirley Bauer)

Introduction

This is a beautiful poem for children to noqe]..‘ The *

teacher can examine .with the children some of ;ha special

features present in this poem; it is written in. free-

verse; there is rqpetiéion of words at the beginning of each

" 5 sentence; and the author looks at things in a -unique and,

effective way. For example, in_discussing the many uses

for trees, ,she observes that "trees are for the wind to

blow through" and "for kitas to ga{ caught in". This is

certainly a dlegarent vay of looking at’}




Y

Suggested Activities

Before reading this poem to the children, ask them to
think of some of the uses for trees. At the end of
the discussion, read the poem and discuss how the
-author has ' described some of the uses for trees,
pointing out some of the features used in this poem.

5 .
Suggest to the children that they write a poem using
the same pattern in "Trees" but focusing on a.different
title. . Some other _titles to suggest might include
the following: B - ;
)

Rocks Worms
Flowers . Dogs
b Shovels ”» Water
- Apples . Baskets
Horses -Smiles

The children might like to wx;it_a-thsir poems‘un ‘paper
which is.cut out in the shape-of the object discussed, .”
and they . ) also wish to illustrate their work with

pictures of'the object, .

to help udents who' have difficulty thinking of
ideas or |topics to. write about. In all writing
activitied, children should be giﬁmn the freedom to,
choose their own topics and should not have $o pick
from those suggested. .

The. above fmggested titles are ones which may be used
it




TITLE: Poetry Plage Anthology
PUBLISHED: New York: Instructor Publications, Inc.; iss:.

POEM: . Good-by anj Hello!:

Good-by, ice skates. 5
Good-by, sled. 1
Good-by, winter.
Spring’s ahead!

. Good-by, leggings. e :

. Good-by, snow. .

° Good-by, winter.
Spring) hello!

Hello, crocus.
Hello,- kite.
Good-by, winter.
Spring’s in sight!

Hello, jump rope. “

Hello, swing.

5 Good-by; winter!

L] Hello, spring!
p (Barbara Anthony)

Introduction
. > *

Children should be encouraged to play around @th
words in order to imitate the ‘pattern in this poem. A )-

distinctive feature of this imem is-the very short sentences. \
Children. should try to paintain this feature as they

.
compose their own poems. 5

1. Draw the children’s attention to:the content of this .
“poem. - Childrens living in. Newfoundland can readily
relate to the ideas presented there.. Draw attention
®also to the author’s way of® saying good-by to the
© winter .in 1isting things associated :with winter and. ...
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of saying hello “to the spring in the same way.
Encourage the children to make a list of some other
things the children might be able to think of that
they say good-by to when winter goes and say hello to
when spring comes. The children can then make up
their own poems about 'these two s lunsb

2. Suggest to the children that they change the seasons,
and say good-by to summer and hello to fall, for
example. Once again, have them list the things they
say good-by to at the end of summer and the- things
they welcome in .the fall. They . can then refer to
this list as, they write their poem.

3. Have the children choose other:times when they. say
good-by and hello to certain things. One example
might be saying good-by to school and- hello to summer
vacation (or vice versa).

The purpose of these nctivu:iu is to have children
use an existing form or pattern and vary the content
to tic/that pattern. B

/
Bibliography

«
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patterns and forms presented.in these volumes are many and
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