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_ 'READING TO CHILDREN:
CORE LITERATURE UNITS FOR KINDERGARTEN AND FIRST GRADE

Susan S. Abel M.A.

California State Unxversity, ‘San Bernardino, 1989

The purpose of thls proJect was to create llterature unlts
for three core literature books that were approved by the
RlaltO»Unlfied School;Distrlct-using speciflc selection
requirements. The lltebaturé wouldvfeflect universal
‘themes, C6ﬁ£ain‘biéh roabUIary; and be’easily Integrated
»intO’ofheEgareas 6fzthe,cpr;iculum.'

Procedure

Arguments are presented in this project for the use of

" literature books ;ather than basal texts. In teachling
language arts as a process incorporating reading, writing,
speaking, andllistening: the writlhg portion of thé language‘
s?stems‘was highlighted as‘an important component for each

Ilteratufe unit. Evaluatlonvby keeping writing portfollios

and anecdotal records was also explored. The llterature'
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units that were developed for this project were: Ing
Gingerbread Boy by Paul Galdone, A ister fo n
by Russell Hoban, and The Three Bllly Goats Gruff by Paul

Gladone.

Results

The results of this project are three literature units which
encourage teachers to choose the components that will
enhance their curriculum and also provide choices for the
students. Bibllographies have been developed to extend the

pieces of llterature into other areas of the curriculum.
Conclusions and Implicatlons

In developing the literature units, the writer fbund a
wealth of material to use with each book. However, I did
‘not find any Jjustification for requiring that specific booké
be taught at a speclflc Qréde level. Although the INTO,
THROUGH, and BEYOND format is used by Rilalto, there is
little evidence to suggest that this is necessary. The
teachers need to be empbwered to decide what pieces of
literature are approp:late for thelr grade level and the
manner in which the literature should be presented to the
students. As long as the method of instruction includes all
the processes of language arts, the students will have the

opportunity to develop the skills necessary to become life

long readers.
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CHAPTER ONE
INTRODUCTION
Read to me riddles
and read to me rhymes,
read to me stories
of magical times.
Read to me tales
about castles and kings,
read to me stories
of fabulous things.
Read to me pirates,
and read to me knights,
read to me dragons
and dragon-back flights.
Read to me spaceships
and cowboys and then
when you are finished-
please read them again!
(Yolen, 1987, p.29)>.

Children come to school from varjious backgrounds and
cul tural origlhs. Teachers face the task of introducing
literature to these children that will encourage them to
become life long readers. The lliterature that forms the
pasis for the school curriculum is defined by the California
Enal ish-Language Arts Framework (1987) as works that should:

...offer all students a common cultural
background from which they can learn about
their humanity, their values, and their

society (English-Language Arts Curriculum

Framework and Criteria Committee, p. 7).



Iﬁ this proJedt, the néed for a literature—based
language arts curriculum as opposed to the basal abproach to -
teaching reading will be advocated. The criterla that was
used by the Rialto Unified School District to select the
- core litefature that would be the basis for the language
arts curriculum will be indentified. In developlng the
literaturebunits, the INTO,'THROUGH, and BEYOND format
suggested In the California English-Lanauage Arts Framework
(1987, p. 17 wlll4be used. The literature units that will
be developed are: klnderéarten cbre l1iterature book, Ing
§1ngg;p:ggg_ﬂgx by Paul Galdone. first grade core literature
book Eapz_&ls&g:_jg:_ﬁ:anggs by Russell Hoban; and first
grade core Tlterature book; Three Billy Goats Gruff by Paul
Galdone..

Uéing literature rather than basal stories has been
sugéested by many studies on language arts curriculum. In
198?, a report 6n a study concerning the effectliveness of
the basal reading series that were being used in most
American public schools was prepared for the Reading

Commission of the Natlional Counclil of Teachers of Engllsh
(Goodman, Shannon, Freeman, & Murphy). In basal texts, the
editors often obtaln the permission of the author of a pléce
of literature to change‘the language to fit the skills that

are being taught in a particular lesson:



Most of the first-grade selectlons In

_all series are synthetic. In third‘and
fifth grade most of the selections are

eadapted, that is revised, abridged, or both
v,(Goodman, 1988, P. 37). | |
'Literature books, on the other hand, are the actual text
‘that was written by the author. By introducing children to
a variety of literature books written by different authors,
- the students can decide what they enJoy reading.g By varying
: the activities to fit the piece of literature, the teacher
can encourage,chi]dren to explore literature on their own.
" This is7inidirect contrast to a basal text that chooses the
story for the students, usuaiiy edits the text, and dictates
ilthe skiils and activities that wili be taught with the

story.' Goodman,‘Shannon, Freeman, and Murphy (1988) suggest

’ ;that children need to read "more authentic language in the

selections in the beginning leveis and different kinds of
activities and exercises“ (p. 142).

The introduction of core literature lists and
iiterature units to accompany each book is one way to
Influence teachers to teach quality literature to students.
Hornsby and Sukarna (1986) pose an argument for using

children’s iiterature._



’5Ch11dren’s literature must be the core of

every,readiﬁg~program because it is real

‘=litefaturé which touches the lives of

-chlldren_invspecial ways and it Is real
;lipérature'thatvlsvasked for tlmé and t 1me

. égain. WIth reai literature, children
don”t Just iearn how to ﬁead; they4ch003e
to read (p. 8.

In Rialto, teachers are required to teach five core
literature bbbks during the coﬁrse of the school year. The
books were selected by a sub-committee chosen from the |
‘LanQUagé A:ts‘Cufriculum Committee*and chaired by a mentor
| teacher, All the teachers in'the district were askéd_to
submi t cholces for the list. Each book was read and
lb‘eValuéted.:’The critéfia for selectlon was as follows:
| 1. UNIVEéSAL THEMES

’ A; Human values
B. Culture
| cC. 1§e1evance'for all students
2. COMPELLING CONTENT =
;’A, f1ﬁte11ectua1 s
'B. Soclal
C."thicali



4.

. 6.-

- AESTHETIC LANGUAGE

A., Varied patterns and structures

| B. Rich substantlve vocabulary

C. Artistry lnvthe use of language

fGEMRE B
,OTHER COMMENTS
'EVALUATION

YES THIS BOOK IS

| RECOMMENDED EXPLAIN
_NO, THIS BOOK IS NOT

RECOMMENDED. EXPLAIN
INTEGRATED LANGUAGE ARTS
A. Math '

.B.‘ Social Scxence

~ C. Science

D._’theratuEe

"In’addltlon to theicrltefla above;vthe

following areas should be considered in

| selecting books ‘at each grade level for the

final core llterature»llst. classics

vefsus contemporary'works, range,of voices

_and moods, ethnlc and cultural

representatlon male/female/ mlnority group

'authors, emotlonal and maturlty level of



the book,'réadihg and Interest level of the
" book, and curricular connections (1989).
In addltiqn to the above criteria, the Rialto Language
Arfs Cdmmlttee requires tbat the core lliterature units be
taught using the INTO, THROUGH, and BEYOND format. The
Engl ish-Language Arts Curriculum Framework and Criteria
Committee (1987) has Jjustifled this procedure by stating:
Direct teaching of literature helps
students move into, through, and beyond the
literary work to a néw understanding of
themselves and the world around them.
Teachers who evoke a desire to read thé
literature by asking provocative questions,
providing interesting background
information, or structuring oral activitles
enable students to explore the work in
depth, ask the lmportant questlons and
explore the possiblilities for learning in
the work, and connect the meaning of the
work to the world and thelr own lives
(p. 17).
In developing the literature units for this project,
the INTO portion is developing background information to use

with the literature. In the THROUGH portion of the lesson,



the actual piece of lltérature ls read and dlscussed.v
BEYOND refers to activities to relate the piece of
literature to the student’s world. This can be integration
to other areas of'curriCulum, writing other pleces of a
similar theme, works by the same author, art, music, dfama,
videos, cassettes,.and many other types of teaching methods

that wlll‘stlmu]ate the student’s lInterest.



CHAPTER TWO

THEORETICAL FOUNDATION

The more prevalent lltefature-based Instructlon becomes
in the schools, the stronger,ﬁy‘who]e language theoretical
foundation bécomeé.' Even though I am still in transition,
éach day I move morevfoward the whole language end of the
:‘continuum ofithg model of reading.‘Whole'language views

'1earﬁing by using all of the senses. Learning is lntégfated
 and related to all areas of the curriculum and skills are
taught within the context‘of the llterature. Goodman (1986)
has written a book defining whole language, and he lists the
pr;ncipleé of whole language’és follows: |

-thle’lénguage Iearhrng.builds.around whole
learners learning whole language in whole
”'siﬁdations;v B l' o

_whole language learning assumes respect for

language, for the learner, and for the

»teacher.

fThévfocus is'dn meaning and not on language
itself, in authentic speedh‘aﬁd llteracy
~events.

—Learnets afé encouraged to take risks and
iﬁvited to use language; in all its

varieties, for their own purposes.



-In a whole language classroom, all the

varled funct ions cf}oral_and‘wrltten
_language,are appropriate and encouraged
(p..40). _

In genefaI; the'whcie language model of reading
empowers the student to chooseuthe method of learning. The
atmosphete in a whofe language classroom is one where the |
students are’learnlng what they choose to learn. The
teacher is the faCiiitator of the process and the student
‘rhas a role‘in the deClslon—making. For example, in a |
lite:atUre{study:gfoup,‘the\students’can select the book
 that they want-toﬁread wlthin_a given theme. The teacher
selectS'the theme to be studied and the books that wlilvbe
used to support the theme.' The students can then select the
‘hbook that interest them withxn the chosen theme. Smith |
f(1986) defines the role of the teacher as follows:

Teachers must be confldent in thelr
=:knowledge of how students learn and of how
best to teach them i f they are to engage in
the necessary educatlonal and polltlcal
o actlvnty to regaln autonomy ln their own
'"classrooms. They must be ready to act by
-”themselyeSﬂLfvneed»be-but they_wlll be far

‘mcrevsuccessful if they have the
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collaborétlon of parehts, and of,studenté
too (p.247).

_The role of the teacher fs,to“develop and organize the
curricuium. As early as 1970, Smith, Goodman, and Meredith
'stafed:

| Every cufricu]um has a point of

departure. It has objectives. Stated In

vbéhaviorai terms, the goals are'changes

that will be brought about in the learners.

There must be criteria for selecting

Iearnlﬁg opportunlties and for decliding on

the sequence of their §resentation (p.270).
Thus, as the facilitator, the teacher organizes the choices
for the'student’s learning. In a more recent article, Rich -
(1985) describes the role of the teacher in curriculum
_developmenf‘ln this way:

"Theiresponslblllty of the teachér

extends to éétablishlng a broad framework

of‘cﬁrrlculum plahhing thch allows fdr

‘negotiation. The frémework is necessary

becausé chlldren cannot make intelllgent

choices without knowlng:the full range of

choice available. The whole language
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lteaoner_establléhes,a dellcate balance

between freedom and control
(not pa:gi-nated): . |
In this project, the llterature books were chosen by a
 committee. ‘However,.ln developing the activities to use
with the books the student and teacher will be able to
choose activities that representvtheir interpretation of the
llterature. Within each 1llterature unlit there will be a list
of extended books on a related theme that will provlde‘the
student and teacher with additional choices in exploring the
theme. | ,

Inothe»teachlno of skills, the teacher decides the
needs of the students. Accofding to Johnson and Louis
(1987>, the development of a sight vocabulary in
kindergarten and first graders ls seen as a natural process.
But, there are some children who will need instructlion in
learning words.

- While such a development will occur
naturally in some children, others will
need more direct guidance in noting the
regularitieseof written language. Left to
themselves and relying on their'auditory
memory, Such cnlldren will happily'contlnue

to chant the'llnes without making any start
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on the systematic matching,bfvwords spoken

aloud and words written down‘(p. 12>.

The use of dittos; worksheets, flash cards, etc. is not the
" most effective way to teach the skills because they isolate
sklils out of context. Sklills should be taught by writing
and reading activltleé that will make sensé to the students
and not be classified as "nonsense". Smith (1986) defines

"“nonsense" as: "truncated sentences pdt together by
instructlional techniclans. Artificlal language is required
to make nonsensical instruction look good"

(p. 94).

Becausé I grew up In é home where books were a constent
sourcé of entertainment, I believe that children’s
literature is very Important at home and in the classroom.
‘Therefore, an important component of my theoretical
foundatlion |s thé‘use,of llterature books. Routman (1988)
discusses the advantages of using literature in the
following manner:

Literature connects us with past and
present humanity. Literary reading
promotes the language development and
thinking that is necessary for an eduéated,
cultural society. It Is our Job as

educators to put all children in touch with
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excellent.llterature, especially those

books which have‘the power to change us In

some way (p.20). |

‘The students are lntroduced to even more literature
through the integration of the curriculum. In planning
llterature lessons; the enrichment portion should include
ways that the plece of llterature can be used in conjunctlon
.with other areas of the currlculum. Rather than teach in
' time‘segments (twenty minutes for reading, fifty minutes for
mafh; thlrty minutes for sclence, etc.), the curriculum
shoufd be'lntegrated so that students will lnteract with
various curriculum disciplines. Smith (1986) expresses this
phllosophy.». | |
We underrate our bralns and our
lntelligence.i Formal eduation has become
such a complicated, self-conscious and
"overregulated-actlvlty that.learning is

widely regarded as somethlng difficult that

»the brain would rather not do. Teachers

are often Inclined to think that learning

ie an occasional event, requiring speclal

ineehtives'end rewards, ﬁot eomething\that

anyone would normaily engage in given a

cholce. Such a bellef 1s probably

well-founded if the teachers are referring
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to thelr efforts to kéep}children moving
through-the}lnStructional sequences that
are preséribed-és learning activities In
school (p.18).

Another Important function of a teacher Is providing
opportunities for the students to write. Through writing,
the students‘create a new dimension in the learning process.
In a classroom where dittos and workbooks are the major
source of stimulation, the students do not have the
opportunity to interact with literature and write as freely
as chlldren In a classroom where writing is nurtured. In
learning about faliry tales, a basal lesson will have the
chlidren find the problems and solutions in a fairy tale and
write them in the blanks on a ditto. However, this is a
much more effective lesson when the‘studentsvhave to create
their own problems and solutions as a pre-writing activity.
Then, they take these pre-writing activities and write their
own falry tale. Watson (1984) states this relatlonship
between reading and writing as follows:

Whole-language teachers make available a
wo:ld of materials with all kinds of
messages in them. They will not tolerate
artfflcial reading activities that
frustrate readers, fragmehtflanghage, and

~ destroy the reading process. They allow
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plehty of time for the reader and author to
come together by'way:of written language.
}Ahd they,encOuragekthe“reader to be a
writer (not paginated).

In ﬁrltlng‘]lterature unlts to be used by klindergarten
and first grade students, the use of whole language
'theoretical,ideas'are stressed.h Integratihg the curriculum
and writing are part of each literature unit. By using the
blbllographies of chlldren s llterature that are provlded
'with each unit, teachers are able to show children how to
appreclate and eany»literatufe. Through the units, the
teacher decldes.the choices to giVe students. Thus, the
vteacher empowers the student to choose which of the learning
activities to do. By regulating cholces the teacher
organizes the currlculum and focuses the attentlon of the
students on the obJectlves that have been developed for the

unit.
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CHAPTER THREE

LITERATURE REVIEW

In developlngfcore literature units using the INTO,
THROUGH, and BEYOND forhat, there are four areas that have a
research base. The first‘area s the use of Jltérature
| books instead 6f the basal text books. Thrbugh research,
the successvof using 1lterature books can be shown. Next,
various ways to use writing és a way to explore and expand
literature will be identified. The third area of research
will be the INTO, THROUGH, and BEYOND format for the
development of literature units. In this section, other
terms for INTO, THROUGH, énd'BEYOND will be defined. The
last area fof a research basevis evaluation. ;The*evaluatioh
of the units neéds td reflect the whole language model of
instruction. Therefore, other more "authentic" methods of
evaluation need to be used to assess the’prOQress of the
' students; rather than the objective model of assesment that

is used with the skills and phonetic models of lnstrucflon.
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SECTION 1: Llterature books vs. basal texts

A-greaf deal has been written about the use of
literature bboks réthér than basal texts. However, In
- writing about what Chtldreﬁ shoﬁld read most authors refer
to the report of the Commission‘on'Reading, Anderson,
' Hieberf,’Scott,“and Wilkinson (1985). This report covers
all aspééts of reading from phonics instructlion to parents
reading to theftbchlidren at home. It also discusses the
responsibility of the teacher to provide good instruction
and to use fewer dlttps and worksheets. However, a great
deal of time is spent’on literacy and the literature fhat
the students shou]d,réad: » o
 Even for beginners, reading should not
be thought of simply és a "skill subject.”
itiis‘dlfficult to imagine, for instance,
that kindérgarténers could be called |
literate for thelr age 1f they dld not know
Goldllocks and the Three Bears or Peter
Rabbit. For each age, there are fables,
fairy tales, folk tales, classic and modern
Qbrks of flctloh and nonfictlon that embddy
the corevbf our cultural heritage. A

person of that age cannot be considered
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llterate untll he or she has read,
understood, and appreciated these WOrks
(p. 61).
As stated in the introduction, thé California
' EngL1sh;Langgggg;ﬁ:;s_Enamgﬂgtg(1987) has expressed the need
for more literature books in the classrooms The basal
readers that the schools have been using focused instruction
on skills rather than the story content. The basals would
revise the stories to fit the vocabulary thst the authors
felt the child should be able to read; rather than using the
words the orlgihal author wrote. The storles were chosen for
how they addressed a specific skill and not for the "theme"
of the story. In discussing the lelgggglg_gggglng
Initiative, Bill Honlg (19885'descrlbed the development of
rsading curriculum in the California public schools as |
follows:
| Instead of teachlng a skill-based program
uslng brlef, unfocused narratives which
lack meaningful content, we suggest a
teacher utilize a program that encourages
reading significant literary works which
reflect the‘real dilemmas faced by all

human beings (p. 239).
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Watson.and WéaVer’(19885 stated: "Kids do not neéd to
see Spot run in order to bécome5flueﬁt; proficient readers
who truly love to réédﬁ (p.1>. ‘One of the maln critclsms of
the basa]\readers is‘thé revision that takes place before
the books are used by the students: |

Still; as feported in our discussion of
the economics §f the basal, schools spend
far less honey on this vast literature than
they do on basal programs. Perhaps the
California Reading Initiative, with a
strong focus on learning to read by reading
real llterature, will make a start In
changing all this.

We’ve demonstrated that basal editors
and authdrs do attempt to sample this
llteratdre in their anthologles. But we’ve
aléo shown the prdcéssfof censorship and
revision this literature goes through to
make 1t fit Into the basals. The basal
readerjhas stood authéntlc reading on its
head (Goodman, et al, 1988, p. 135).

There is a great deal of reéearch on the advantages of
replaclng basal"téxt books‘wlth real‘llterature. Although

the literature is very repetitive, teachers need to convince
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_the admlnistrators that this approach is what they desire
for instruction. Until that time, the basal reading series
will stlll be the prlmary source for reading Instruction.

" The new reading series that Rla]to adopted, Houghton
leflln, uses more “:eal" literature than other series that
werevtaught ln_the past.' However, lt ls not without
revision'and abrldgement. ’Tunneif and Jacobs,(1§89) cite
: several-stud(es that compared “real“ literature to basals.
Since all of the studies illustrated success with
llterature—based readlng programs, the authors concluded.

The affectlvlty of llterature based, whole
language programs, gives meaning and
pleasure to'thefprocess,‘thus making skills
instruction at last meaningful -empowering
both teachers and students. At least, it

sis safe to say the basal reader is not the
only way.tovsuccessfujly teach children to
bead (p.v477); |

In teaching Kfnderéarten and first'orade students to
read the teacher needs to communlcate ‘“natural" language,
h’expresslng words as they are spoken, and appreclation of

11terature.f As a first grade teacher, I was always
'dxstressed when parents told me that their child would not

»sread books because they were not the “Buffy books" (basa]
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reading books belng used);~vThevbasal approach to reading
with the.controlled_vocabulafy and unnatural sentence

3 structure was not developing‘chi1dren who viewed themselves
aé readers;7 By teaching children to read with llterature
books} the chiidfen become more fémlllar with different
t?pes of books. It is such a thrill to take chlildren to the
school llbrary,and,see how exclﬁed they are when they find
the same book in the Ilbrary that they have reéd in the
classroom. This is the feellng that teaching with
literature books brings to the claséroom. Along with reading
booké;‘chlldren‘appreclate‘having stories read to them. This
is not édmethlhg that is only done in Kindergarten and first
_ grade:c1as$es, ~As a reading specialist, I have shared
féédlng:a]oud‘wlthwslxth-graders and adults. Books are 7

| wrltten to be read and shared by everyone. " Trelease (1986)>
ﬁ expresses the joys.of reading aldud to children as follows:
o Next to hugging and talking to children,

reading aloud ls the greatest gift we can

give them. Beyond the positive role

modeling and physical bonding taking place,

we are stimulating lmagination, enriching
vocabulary, building listening sklllé, and

whetting the appetite for a love of reading

(p.2).
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SECTION 2: Writling

Writing has become a very important element in the
literature-based curriculum. As a reading specialist, I
have the opportunity to work in each primary,classroom in my
school. Because writing ls.a skill that improves each time
someone writes, I'believe'that the teachers should be using
writing every day. I am going to include writing activities
in each of the units that I write for this project.
Anderson, et al (1985) recommended writing as follows:

Children should spend more time writing.
Opportunities to write more than a sentence
or two are infrequent in most American
elementary schodl classrooms. As well as
being valuable in its own right; writing
:prOmotes abillty ln readlng (p.119).

Although the movement toward literature-based reading
progfams and mbre wbiting appears to be a fairly recent
development Iin the currlculum of varlous school systems, the
concept of curriculum integratlion actuaily dates back to the
late 1800s. Kline, Moore,vand Moore (1987) explain the
“Quincy Method" of teéchiﬁg reading that was developed by
Col. Francis Parkér between 1875 and 1881:

Parker advocated expressive activities that

involved speaking, drawing, constructing,
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oral reading, and writing. For instance,

reading and writing were connected

tregularly with the speech art, and

construction_projects that the children and

teachers pursued'(p.’145).

' Because writing is not Just sitting down ‘and putting

words on paper, ‘children should be exposed to the writing
process as early as possible. By using the steps;of the
writing process: nre—writing, writing, eevising, editing,
re-writing, and publishing, chiidren'deveiop more ef an
understanding of the relationship between written and spoken
| ‘language. Even children in kindergarten can publ ish books
by uslng the steps of the writing process. In the
WWMMQMMQ%W, .
guidel ine number ten states:

Students become aware that writing is a

means of clarlfying thinking and that it is

a process whieh'embodiesisevefal stages,

including prewriting, drafting, receiving

responses, revising, editing, and‘ |

postwriting actlvitles, including

eualuation (California StateiDepartment of

Education, P. 17).

Graves (1983)> wrote a book, ﬂniting__;lgggnggs_gng

Children at Work. In this book, Graves discusses several
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chlldreh andflllustrateé thelr growth Iin the wrltlng
process. He élsb spends an entire chapter on methods for
teachlﬁg each‘step in the writing process. Graves considers
teaching writlng a "craft": |
A craft is a_process of shaping material
toward an end. There is a long,
palnstaking, patlent prodess demanded to
learn how to éhape materiai to a level
where it is satisfying to the person doling
the crafting. Bbth craft proéesses,
wrltlné and teaching, demand constant
revislon, constaht reseeing of what Is
' being revealed by'the information in hand;
in one Instance the subject of the writling,
ln another the person leatningvto write.
The'craftsperson‘ls a2 master follower,
obéerQer, llstener, walt1ng to éatch the
~ shape of information (p. 6.

Harste, Short, and Burke (1988) ‘have wrltten about
another approach to ‘the writlng process. They refer to the
process as the "authoring cycle." They describe the
importance of authoring as follows:

Because we believevthat authoring creates

lmportant opportunities for learning, we
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will argue that currlcula should be

designed to provide suppqrtive environments

in which the strategies of successful

authoring can be experlenced, demonstrated,

and valued (p. 11).

Oﬁher studies involving children and writing

haVe beenfdohe by various writers. Cambourne and Turbill
(1987)> wrote a book about their experiences with children in
New South Wales. A great deal of time was spent observing
children withinon;English speaking'backgrounds. Since
California is dally faced with the'problem of teabhing
children from various language and cultural backgrounds, I
found the results of this study to be very interesting:

Teachers need to understand how reading,

ertlng;‘talklng, and 1lstening are

interrelated. The notlon of the lingulstic

qéta'pool, we-beliéﬁe, aééists teachers in

seeing how ihis ré1étionship bperates. One

cpnsequencevis that classroom programming

in the traditional sense has to change:

programming under “Reading", "Writing",

“Talking" and “"Listening" headings becomes

obsolete. Rather, teachers need to

organise activities in their classrooms
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which'encdurage‘childfen to mingle reading,
writing, talking, listening (p. 70).

The results of these studles show that the teachlng of
feading and writing aré intertwined. By viewing language
arts curriculum as a proéess that includes reading, writing,
speaklng,}and listening,vthe teacher will i1lustrate to
students the connection among these parts of the curriculum.
By enéouraging writing, teachers can encourage children to

interact with literature ln a more meaningful way .

SECTION 3: INTO, THROUGH, and BEYOND

INTO, THRGOUGH, aﬁd BEYOND have evolved into wode'that

.'explaln:thefmanner'th which llterature units are organized.

v‘ Although many‘téachers’use'fbese-terms frequently, the

*,obigin of the terms comes from the California
Enalish-Lanauage Arts Framework (p. 17). Honlg (1988
refers £c INTO, THROUGH,'and BEYOND as followé:
A powerful reading program must attempt tb
involve stﬁdents in thé excitement of
learnlng..‘It must offer them an avenue
‘through whiCh}they‘can move into, through,
and,beyohd what théy are reading to a new

understanding of themselves and the world
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around them. Emphasizing reading and
literature in ourbschools can increase
students’ success In all academlc areas, as
well as lncrease thelr success In becomling
efféctlve and creatlve cltizens (p.236).

Although the terms INTO, THROUGH, and BEYOND are used
in the documentsvthat govern the language arts curriculum in
Californla publlic schools, they are not defined. In books
that descrlibe the whole language approach to teachlng, other
terms are used to describe the format of lessons to teach
literature. Hornsby and Sukarna (1986 described the
sequence for reading as: "lntroductory actlvitles, qulet
time, responding to reading, share time"(p.20>. Mason
(1983> explained a "Directed Reading Activity" as:

1> developlng readlness by Insuring an
adequate background of expérience'and
cbncepts, py stimulating lnterest, and by
'identifying a general motive for readlng;
(2) gulding the flirst silent reading; |
(3> developing word recognltion and
comprehénslon:

(4> rereadlng;

(5> recognltlon of pattefns. type and

frequency (p.907)>.
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Dowhower'ahd Speidel (19895 developed lessons In reading for
students in Hawali. They described reading lessons as:
~ Ca)pre-reading (such as a discussion of
,pri§f"e¥périences, (b reading of the'text,'
(e) pOst-readlng:ﬁsuch as discusslon of
pégesbfead‘of’story mapping), or (d)
nb;¥§6ﬁtextuaiy<éuch as skill instruction,
workbook or work-sheet assignments (p.53).
In another descrlptloﬁ 6f lessons to use with literature,
Heald-Taylor (1987) listed these components: |

1. Selectlons

2. Prereadling discussions

3. Reading the text

4. Participation |

5. Prediction
6. Comprehension

7. Evaluating the story

8. Listening tapes (p. 657).

'No matter what the various steps are entitled, the
teacher is the decision maker. The manner in which the
varioué léssons are téught'is the result of study and
conclusions drawn by the teacher. In teaching the Rialto
core lliterature selections, the teachers need to be éware‘of

the various sections in a good'language arts lesson.
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Now that the various terms for the sections of a
‘language arts lesson have been identifled, the task of
assigning a definitlon for each of the terms becomes
necessary. INTO is the process of creating a background for
listening tn or reading the story. An example of this is
developing a meaning for the word "sank" in the book ﬂng
| §gng_gn__§_g;* by Pamela Allen. By using a Project AIMS
‘activity entitled: “What Do You Think will Float or Sink?"
(Wlebe, 1984, p. 50- 51), children can have a "hands- n"
lesson in the concept of floatlng and sinking. 1In a study
by Prince and Mancus (1987), the benefits of pre-reading
~actlivities atenshoan | | |
Results of the study provided strong
support for engaging students in selected
enrichment actlivities prior to readlng In
order to increase cnmprehenslon of basal
maferials}f Alterlng the format of the
traditional basal reading lesson by moving
the enrichment activitles to the Initial
position in the ]esson sequence is a direct

intervention in the assimialtion-
_accommodatlon process which cén increase
students’ understanding of text read

(p. S51).
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THROUGH is the process of reading the book or stofy;
In kindefgarten and early first grade, this is done |
primarily by having the teacher read to the students. In
late first grade and above, the students will also be able
to read the story to themselves. Along with using
literature books, big books are an excellent source for the
THROUGH portion of a llterature iesson. Harste, Woodward,
énd Burke (1984) have a wonderful description of the THROUGH
portion of a lesson: |
Li?ing through a story read aloud, sensing
the rhYthm of a poem, a well-written novel,
a kae, a Jjump-rope Jjingle, are real
written language experlenceéviﬁ thelr own
rights. erften language éxpérlences need
‘ not‘bé formally dissected'énd analyzed for
fhem'to be good learning experiences
(p. 209). |
In planning a l1terature lesson, the BEYOND portion is
the most inQolved. Be¢k,-0manson, and McKeown (1982), have
defined BEYOND as follows: |
Lesson elements that prompt the chlld to go
beyond the story, to apply concepts learned

in the story to his or her own experlence,
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or to reflect about‘tﬁe literary forms uéed
(p. 4. | |
Rputman-(1988) uses,ﬁliterarylextension activity" to define
BEYOND. She describes thls activity as:
| ...any meaningful extension of a favorite
book, especially if lt ‘requires the child
to reexamlne the text and the
“1llustrations. These activitles may
~include rereadiug for different purposes,
| reteliings of stories, innovations on
_ Storles; collabofations on stories,
cbmparison‘charts’of different versions of
a tale, etc. (p. 67).
‘Routman (1988> also dlscusses the importance of
curriculum lntegratlon later on in her book:
Readxng continues to be an ongoxng daily
’actlvity with many books brought in from
" librarles to supplement the classroom
librafy ahd all curriculum activities...The
writing that goes on is inter-related to
fhe reading and goes across the totalb
}'.vcurriculum (p. 135).
In writing literature units for the core literature

books, research illustrates the need for complete and
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effective lesson planning. In a research study,_Zatrillo
(1989>‘obser9ed many classrooms. He summed up the findings
of his survey as follows:

The following five categorieé were shared

by the fifteen teachers who met my

definition of sucéessful teaching with

children’s books: |

1. The presentation of literature.

2; Children’s besponse to literature.

3. 'Indivldualizéd‘time.

4. Teacher-directed lessons.

5. Projects (p. 27).

This research demohstrates the need for,post-reading
activities related to children’s literature in order to help
students relate thelr life experliences to the literature
.that Is used in the classroom. In the unlits being written
in this érngct, the INTO,,THROUGH, and BEYOND format will
be used with the deflnltiéns that have been presented In
this portion of the project. By'using literature books to
teach language arts, children have a greater chance to

develop a life long love of books.
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SECTION 4: Evaluation

iu¢In'tnis project, evaiuation.wiil be approached'in two

ibasio“ways:tdteacher”observaﬁion and anecdotal recordsivand
'*thefkeeping=of}a writing portfollo. Thevwriting portfolio-is
'usually kept by the teacher to ‘assure that a progression of
writing samples are saved that wii] demonstrate a student s
growth 1n.wr1ting. Students may also keep a portfolio
contalning workein progress, ideas for writing,.words to
check for soelling, notes on grammar and the writing |
_process, and any other pertinent information. Goodman (1986
defines a teacher In a ‘whole language classroom as a
"kid—watcher“.- He makes the following observatlions about
“kid—watchers"° | | | | |
| Keeping good records is part of being a

good kid-watcher, ' Records are the stimulus |

to good'planning, but also a.matter,of4 |

self—prOtection.against unenlightenedi

administrators‘who know oniy one Qay of

evaluating students and teachers-

standardized tests. Collect all kinds of

evidence of the growth of your pupils.v

foldersvof theewriting they produce over a

year’s time;,tapes of each child reading; a
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' gerles of anecdotes showing changes in work
habits, in lnterests, in effectiveness; a
record of what klds have read and how |
they’ve responded to it (p.76).

In’organlzing a curriculum for children, the teacher
must be continually evaluatlng the quality of the curriculum '
and the choices that the students can make within that
curriculum. Butler and Turblll (1984) suggest that the
teacher assess the informal evaluation of each student after
six weeks. The informal evaluation, however, is similar in
format to Goodman’s suggest ions:

Every six weeks I evaluate the
children’s'progress more formally. I begin

by fe—readlng my informal notes. Next I
collect the most current pleces of writing
and compare them with earlier samples,
noting whatever progress has been made
(p. 42).; | H

| In suggest ing alternatlves to testing, Routman (1988)
calls evaluation’“process evaluatlon“ Routman has made a
vllst of suggestlons that can be used to evaluate students in
a whole language philosophy. This list Includes:
o 'A—Running‘Recobds

~-Tape recording oral readlng
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-Oral responses

-Oral reading

-Reading Records

-Reading Response Logs
-Writing Journals
-Writing Folders
-Conferencling (p 205—207).

All of these methods are functlonal ways to evaluate
chlildren. In the theOretlcal foundation of this paper, I
stated‘the{need to have the students choose within the
currlculum. The teacher must also be able to choose the
type of'evalﬁatlon that meets the needs of his/her |
philosophy.‘ When Ivbegan'my teaching career in 1967, I
found that keeping anecdotal records and a‘portfollo of
- papers for each student was the most effective way to
"evaluate growth during the school year. During my ten years
of teaching in Massachusetts, standardized tests were not
used by my échool district. When I moved to California, I
'was not at all exclted about the emphasis on the tests.
Even though I administered the tests, I still malhtained my
anecdotal records and'writlng portfolios. In conferencing
" with parents and writing report cards, I found that the test

scores did not paint a clear picture of the students. By

using other methods of evaluation, I could show parents and
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adminlétrétors'more about each student than the scores on a
test lndicéted. Test taking skills can be learned, but
writing and lnteracting‘wlth print cannot be measured by
filling in the correct "bubble" on a test; My beliefs about
evaluatlon are expressed In this statement by Smlith (1986):‘ 
A teacher who cannot tell without a test A
whether a student‘is Ieafnihgvshoud not be
in the classroom."Facés reveal when
studénts'are not learning. They are
learning unless they‘are bored or confused,
" and boredom and éonfusion leave
unmistakable tfaces (p.259).
By being a “kld—watcher" a téacher can learn so much about 

the students and what they are learning in the classtbom.
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CHAPTER FOUR
GOALS AND OBJECTIVES

The first goal of this project lIs to Introduce students
in kindergarten and first grade to as much good literature
as possible.’The literature used will develop human values
and cultural diversity. These uhiﬁs will provide a forum to
discuss intellecutal, social, and ethical ideas. Another
criteria of the literature units will be to increase the |
student’s experiences with family and social responsibility.
This goal will\be'acCOmplished by having all types of
literature évallable to the children during the in-depth
study of the Core Literatdre units developed in this
project. There will be books by the same author and books
on the subJects that are developed in expanding the piece of
" literature. The literature books will be read to fhe
students and will also be available for them to read.

Teaching language arts as a process will be the second
goal of this project. Readlng, writing, speaking, and
‘listening will be interwoven throughout the units. Also,

" the foundatlion will be lald for using the writing process in
the classroom. |

The final, and most Important goal, is to develop a

life long love of readling. By exposing children to good
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literature and encouraging a positive attitude toward
reading and appreciatlng good literature, the children can

learn the lmbortance,of‘books. Also, they can learn that
there I= nothing better than enjoying a good book.

The oblectlves of thls project wlll be to create
rliteratufe uhits for the teachers to use that meet the
criteria set‘by the school district: to use the INTO,
THROUGH, and BEYOND format in the unlts; and to develop a
bibliography for each unlit that will provide addltlonal
literature to be used with the chlldren.

According to the school district criterla, the
l1terature unlfs will refiect unlversal themes that relate
" to all students. Children will use the language and content
of the books to expaﬁd thelr learning. Also, all the units

wlll be Integrated Into other areas of the currlculum.

1f the teacher chooses, these unlits could become the
" entlire focus of learning for the length of tlime that they
are being taught. In thé INTO, THROUGH, and BEYOND format
there |Is ample opportunity to relate the plece of llterature
to all areas of the curriculum. By using thls format for
the core literature units, the teacher'wlll become more
famllar wlth the deflnlitions of INTO, THROUGH, and BEYOND.
Therefore, thls format can be used for other pleces of

|lterature 1f the teacher chooses to use It.
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By developing a bibliography, the'teachers w11l have a
résource to find other‘books relating to the subject of the
core literature books. The objective 1s to make books
easily availéb]e and make it easier for the_teacher fo find

books on a glven topic.
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CHAPTER FIVE
~ LIMITATIONS

There are three maJor limitations in this project. The
first limitatlon ls the selection of the books. Secondly,
the grade level for each_book was predetermined by the
' Language Arts Curriculum Committee that approved the Core
Literature List and cannot be changed.r Last, the format for
'presenting the books to the children is inflexible.

SELECTION OF BOOKS. As stated ln the lntroductlon, the
- core llterature books were selected by a sub-committee of
the Language Arts Currlculum Committee. Even though
teachers submitted ldeas for the books, the flnal decesion
was in the hands of the committee. As a teacher, I cannot
say to the committee that I have found another piece of
‘g‘llterature that ls more.acceptable.- Therefore, the titles
cannot be changed. | |

Along wlth the selectlon, the grade level at which the

':book is presented ls not subJect to change. As a teacher, I

have to be careful not to use llterature books that are on
the Core Literature List of another grade level. Hopefully,
all teachers are being careful not to cross over in

selecting books to be read to chlldren. Therefore, the
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grade level use of Core Booké is not subject to any
flexibility.

The format for teaching each of the Core Literature

»books is INTO, THROUGH, and BEYOND. The curriculum

committee interpreted the California Enalish-Lanouage Arts
Framework(1987) as mandating that these books be taught in
this format. Therefore, teachers must justify to their
administrator that they have presented the Cofe~Literature
books following this format.

With these limitations in mind, the literature units
that follow were written to be used by the teachers In
Rialto. In creating the units, the whole language model of
reading has been used as a foundation. The children and
teachers will find cholces for developing the storles and
suggestlons fpr_extended reading that will relate to each
book. The units'Created for this project will reflect my -
definition Qf INTO, THROUGH, and BEYONﬁ, and will be easy to
" follow. The major purpose of the project will be to help
increase the children’s appreciatlén of literature and
promote readlng‘for pleasure. I would like every child to
sense the feellings expressed in thls poem:

Books to the ceiling, books to the sky.
My piles of books are a mile high.

How I love them!

How I need them!

111 have a long beard by the time I read them.
(Lobel, 1985. p.30» :



APPENDIX
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GOAL OF THIS UNIT:

The goal of this unit will be to develop the concept of
human values and cultural diversity. Through the content of

' the story the children will dlscuSSfintellectual,‘soclal and
u:vethical ideas. In enriching the experiences of the children,

the story will help realize the role of increased
responsibility toward others in the family and society. "The
language of the story will enrich the vocabulary of the
students and help extend the story into other content areas.
OBJECTIVES TO BE DEVELOPED:

1. Learning about fairy tales-finding real and '
make-bel ieve.

2. Readling other verslons of the same falry tale to
i1lustrate the way that fairy tales were handed down
- from person to person and that they were not always
the same. ‘

3. EnJjoying other fairy tales by the same author and
S di fferent authors. ' :

4. Developing the idea that all fairy tales do not end:
' ' *and they lived happlly ever after".

5. Learning about life on a farm and comparing it to the
way the students live.

6. Léarning how to measure and cook.

7. Observing how cookles fook pefore and after cookling.
8. Beglﬁning to learn the scientific'method.

9. Using art, music, andvdrama to enjoy a story.

10. Enjoying books.



Longuage Arts

~COUNT ING

~MEASURING INGREDIENTS
FOR GINGERBREAD MEN

Science

READINBIREAD OTHER FAIRY
TALES, READ BOOKS ON
SIMILAR SUBJECTS
WRITING ;WRITE FOEMS
WRITE STORIES, COLLECT
DATA, MAKE BOOKS
LISTENING 3L ISTENING TO
STORIES, LISTENING TO
OTHER STUDENTS

SPEAK ING;RETELLING,

ACTING OUT STORY, SHARING

-READER’S THEATEK

-ACT OUT STORY
-MAKING CHARACTERS

-MAKING FUFFETS

~-MAKING GINGERBREAD MEN
ouT OF CONSTRUCTION FAFER

~CREATING A TALKING MURAL

~SINGING "OLD MCDONALD
HAD A FARM"

-LACING THE GINGERBREAD
MEN

Th ingerbread by
Paul Galdone

Social | Srudies

. -OHSERVING THE FROCESS OF
I COOKING

-PREDICTING

-

-DISCUSSING THE FARM AND
FARM ANIMALS

-FIELD TRIPS

~CLASSROOM VISIT

-MOVING LIKE FARM ANIMALS

—PLAYING FOX AND GEESE

198 %
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SYNOPSIS OF THE STORY:

This is the story of a little old woman who bakes a
gingerbread boy for her husband. When it is time to take
the gingerbread boy out of the oven to serve to the little
old man, the gingerbread boy comes to life and runs away.
He swiftly runs away from the little old woman, the little
old man, several animals, and various field workers. All
the time he is running away he chants:

“Run! Run! Run! N '

Catch me if you can!

You can’t catch me!

I1‘m the Gingerbread Boy,

I am! I am!" ’
"Finally, he runs into a crafty fox who outsmarts him and
eats him. ‘ :

ABOUT THE AUTHOR:

Paul Galdone was born in Budapest, Hungary and came to
the United States when he was fourteen. He is known for his
i1lustrations of children’s books as well as authoring and
retelling fairy tales. He enjoys gardening and forestry.

He lives in New City, New York (Kingman, Foster, Lontoft,
1968).
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INTO

Have the children make a gingerbread man. There are
lots of recipes-look in any cookbook.

Read the falry tale, The Hen and the Sly Fox by B.
Randell. This will introduce the children to a clever
fox.

Make a gingerbread man out of construction paper and
decorate it with scraps.

Establish background by discussing the terms: currant,
threshers, mowers.
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THROUGH

Read and ehJoy the story. The story may be dlscussed
- at this time. Here are some discussion suggestions:

-Have the children sequence the characters in the
story that see the gingerbread boy.

-Is this story trying to teach you a lesson?
-How does the little old woman feel at the
beginning of this story? Do her feellngs

change?

-How does the little old man feel when he sees the
gingerbread boy? :

-How does the glingerbread boy feel at the
beginning of the story? How do his feelings
change at the end of the story?

-How does the fox feel in this story?

-How do the other characters feel about the fox?

-Could you change the ending of this story? How?

-Were you surprised when the fox ate thé
gingerbread boy? Why, or why not.

-Who is the most important character In this
story? Explain.

-Who are the other important characters in this
story? Explain.

-What would have happened if the little old woman
had made chocolate chip cook ies?

-How did the story make you feel? Explain.

' -what is repeated over and over in this story?
-Was this a true story or a make-believe story?
-What parts of thls story could have been true?

-What parts of this story could never have
happened?
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-Could you write a dlfferent ending to the story?

-Compare and/or contrast this story with another
version of the Gingerbread Bov. ’

-Could this story have taken place somewhere else?
-Did you like this story? Explain.

fWOqu you tell your friends to read this story?
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BEYOND

Listen to the story on tape.

Watch a videocassette, film strip, or movie of the

story.
Listen to other students in the class read the story.

Listen to other versions of the story:

-Mggmmd_ﬂﬁn by Karen Schmidt

' -The Gineerbread Bov published by Knopf, New

York, 1987.

-The Gincerbread Man by Brenda Parkes and Judith
Smith—-a blg book

-The Ginaerbread Boy by D. Cutts

Have students from an upper grade come in and read the

story to small groups of students.‘
Have a parent volunteer read the story.

Have the children read the story to the other students

in cooperative groups or pairs.
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8. Uée the book as a "shared book experlence" 1f you have a E
big book. By doing this, the students can read along
as the teacher reads. Or, cover words and phrases in
a cloze procedure so the students can predict what the

words are.

9. Place the book in the reading corner so that the

students can read it durlng quiet time.
10. Have the students retell the story.

11. Do a reader’s theater of the story (Jeannette Simmons,
a Miller-Unruh reading specialist in Riélto, has glven

me permission to use a reader’s theater she wrote).
12. Using puppets, act out the story.

13. Make large heads of the characters and cut a small hole
in the characher’s head so the child’s face can be

seen. Use thése to act out the story.

14. Act out the story using imagination.



50

15. Uslng the repetltious‘chant as a model, have the

children write:

Catch me if you can!

You can‘t catch me!

I’m the‘ ’
I am! I am!
OR, you’can have the children £i11 in the more famillar
rhyme:
Rdn; run
As fast as you can.
You can‘t catch me-
I‘m the gingerbread man.

OR, the children can write their own rhyme.

16. If the chlildren made a glngerbread man, have them write

a story about their glngerbread man.

17. Have the children write a sequence story about the

various steps in making the gingerbread man.

18. Have each child make a gingerbread man out of

construction paper. Using brads, have the attach the-

hands of the glngerbread men and make it Into a long
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20.

21.

22.
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line. ‘Then, write a ciass story about the glngerbread
men-a poem could be written also, if the children are

ready for that.
Have the children sequence the story.

Make a “talklng mural" of the various characters as the
gingerbread man runs by them. In this, the children
work in small groups with each group makling a
character. Other children can work on the mural and
create’the scenery. After each part is complete, the
teacher\will make a "bubble" and write the words in
the "bubble" that the character would say as dictated

by the children.

Have the students make a gingerbread man out of
construction paper or felt. Make two outlines and cut
them out. Then, they can lace them together and

decorate them.

Discuss life on a farm. Read books about the farm to
the students:
Farm Animals by R. Holland
- Farm Counting Book by J. Miller
Baby Farm Animals by M. Windsor
Don’t Count Your Chicks by I. D’aulaire
Six Crows by Leo Lionnli



23,

24,

25.

26.

27.

28.

Sz

-‘WWJ Miller
‘Qx_ﬁ.ar_LMﬁnby K. Hall

- Who Took the Farmer’s Hat? by J.L. Nodset
EﬂsﬁLﬁbx_an& by M Alexander

'Sing "0ld MacDonald Had a Farm®.

Make coiiages out of farm animals. Have the children

list various farm anlmals. Divide them into small

~ groups by the choosing of their favorite farm animal.

kGiVe eéch group magazines and have them cut out
bicturés_of thelr farm anlmal. They can then tell the
class about their animal and/or write about the
animal. Also, the students could make shape books

‘about their animal.

Take,a fleld trip to a farm. Before you go It might be
fun to read The Day Jimmy‘’s Boa Ate the Wash by T.H.

Noble.

Have a farmer visit the class.

Have the students pretend that they are a particular

1anlmal and move like that animal.

Teach the game"“Fox and Geese". One or two students

are the fox and the other children are the geese. The
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geese are divided Intdltwo groups and stand on lines
faclng each other about slXx feet'apart. On a cue, the
geese must switch sides. Any goose that Is tagged by
a fox becomes a fox. Eventually, there are no more
geese and the game begins again. There s a snow
vefsion of tﬁls game where the fox chase the geese

only in paths in the snow.

29.‘ Other fairy tales by Paul Galdone:



30 Other stories about a fox:

31.

What’s 1n a Fox’s Sack° by Paul Galdone

F_Qx_o_un.e_M by James Marshall

" The Horse, the Fox., and the Lion by Paul Galdone

The Hen and the Slv Fox by B. Randell-a big book:

Chicken Little by Stephen Kellogg
Chicken Little by J. Hellman-a big book
The Foxes by H. Schroeder

‘One Fine Day by N. Hogrogian

&u.l.x;@o_o_ss by J. Kent

Elggsie and the Fox by P. McKissack
Fox and nis Friends by E. Marshall

Fox in Love by E.»Marsha]l
The Tale of Mr. Tod by‘Beatrlx Pbtter

Poetry:
"Four Little Foxes" by‘Lew Sarett
"as Soon as it’s-Failﬁ'byvAlleen Fisher

"Thanksgiving MagicF by Rowena Bastin Bennett

54
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' 32. Other storles with a simllar theme that could be used
 with The Glnaerbread Bov:
The Enormous Watermelon by Brénda Parkes
and Judith Smith
- The Mitten by Jan Brett v
The Enormous Turnip by Kathy Parkinson
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EVALUATION

In klndergarten, the evaluatlon Is an on-golng prbcess.
For formal observation each child should have a writing
portfolio. vIn this, writing samples will be col]ectéd so
that the student’s growth ln:wrltlng can be evaluated
throughout the year. |

For oral language and reading, the teacher can keep
anecdotal records on each student. A good way to do this is
to keep an lndex card for each student. Then, punch a hole
in the top corner and hold them together with a 1arge ring.
This way the cards are easlly avallable.

The teacher could listen to each student retefl the
story and record observations. This could also be ddne on a
tape recorder. |

For 1istening, the teacher should also keep anecdotal
records. The comprehension of the story wiil be noted‘by
thé accuracy of the activitles that are completed by the
students.  These can be kept in the writing protfolio; or
noted in the student’s anecdotal record.

Another lmportant aspect of observatlon is to note the
increased interest in books. Does the child read without
suggestion? Does the child read all types of books? Does

the child enjoy reading? Or, do you notice a child who does



not read unless required to fead? All of this should be

noted bn the anecdotal record.
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A BABY SISTER FOR FRANCES by RUSSELI HOBAN
| GOAL OF THIS UNIT:

The;goal of‘this unlt’Willbbe to develop the concept of
human vaiues and cultural diversity. Thrbugh‘the content of
_ the.stoby‘thé chlldfén‘wlll.diédusé intellectual, soclal and

‘ethical ideaé.fln enriching the:experiences of the children,
"the story wi]l help rea]lze the role of increased
 respons1bi1ity toward others In the family and society. The
 Iahguage:Qf the story‘wlll enrlch‘the vocabulary of the

'students,and help extend the story»lnto Other'content areas.

" OBJECTIVES TO BE DEVELOPED:

1. Reading a fiction story and relating it to real life

- situations.

2. Learning about the families and cultures of other

étudents in the class.
3. Realizlné the responslbllity of havlng.a new baby.
4. D;scussfng»fee]ings{
5. ‘Déﬁeloprng self awareness and a sense of self worth.

6. Building self-confidence.



10.

Reading other literatufe'on similar subjects.
Finding and enjoying other books by the same author.
Enjoying books.

Beginning to know how to use the sclentific method.
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 Math Longquage Arts 3
| | READING {READ OTHER BOOKS WM
—-READER’S THEATER

BY SAME AUTHOR, READ

~COUNTING OTHER BOOKS ON BIMILAR
: suBJECT - -ACT OUT STORY
WRITINGWRITE POEMS,
~GRAPHING WRITE STORIES, COLLECT ~MAKING CHARACTERS
DATA, MAKE BOOKS
-MAKING FUFFETS

LISTENING sLISTENING TO

STORIES, LIBTENING TO

OTHER STUDENTS —FAMILY TREE CASSETTE
RETELLING,

ACTING OUT STORY, SHARING

A_Ba
Frances by Russell

Haban

Social [ Studies

Science
-PREDICTING -EXPLORING THE NEEDS FOR —TRACE THEMSELVES
A NEW BABY .
~COLLECTING INFORMATION _MOVEMENT LIKE A BAEY
FOR BRAPHING ~-STUDYING FAMILIES
- . -ACT OUT GROWING

~COLLECTING DATA BY USING -DISCUSSING SELF

"EGG" BABIES )
. -ROLE FLAY

-RECORDING DATA IN
HATCHING AN EGG -FIELD TRIPS

-CLASSROOM VISIT

¥9
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SYNOPSIS OF THE STORY:

Frances, the badger, has a new sister, Gloria. Her
mother is so busy with the new baby that Frances feelskthat
she is all alone. One day when her mother is particularily
busy, Frances decides to run away. She packs up her things
and takes all her money and goes to live under the dining
room table. Frances continually makes up rhymes and her
mother and father note how much they miss her and her rhymes
when they are in the living room after putting Gloria to
bed. In the end, Frances realizes that running away is not
the answer and returns "home" to help with Gloria. It Is a
wonderfuily warm stofy about a subject that is often on the

minds of six year old chlldren.
ABOUT THE AUTHOR:

Russell Hoban has written many children’s books. His
series about Frances, the badger, 1s loved by all young
children. Frances seems have many of the same problems and
concerns that face éll six year olds. He |is married to
Lillian Hoban who Illustrates his books and books for other
authors. 'Russell Hoban was born In 1925 in Lansdale, PA.

He and his wife now live in London (Kirkpatrick, 1978,).
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INTO

1. Make a gfaph showing how many brothers and sisters each
student has. AND/OR Compile a class graph showing how
many brother and sisters there are totally in the
class. Also; a graph could be made for how many
students have brothers and sisters who are younger

than they are.

2. Give each child an egg (hard boiled or one that has been
blown out-to blow out an egg you poke a sméll hole in
feach end of a raw'egg with a needle and blbw gently).
Explain to the children that they'are going to take
the egg home~and pretend fhat it is a baby. 'Let the
children make beds out of boxes and rags, etc. They_
have to take the "baby" wherever they go, or‘else get
a baby‘sltter. vAlsd; they must be careful not to drop
the "baby" because it will breék. This activity can
be done over one night or a weekend. In the morning,
the children can write about their adventures. The
adventures can be shared with the class. This
activity develops a good understénding'of the

responsibllity of having a baby.

3. Using ads in newspapers and magaZlnés, create a book
about furniture, clothing, and accessories that a baby

will need.
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4. Establish‘the role of the child in helping to care for a
new baby In the home. '

-85, Have each Student bring in a plicture of themselves as a

baby and use the pictures to make a bulletin board.



68
THROUGH

Read and enjoy the story. The story may also be discussed at
this time. Some discussion suggestlons are:
-How does this sfory make'you feel about a baby'
brother or sister? '

-How does Frances feel about Gloria in the
beginning of the story?

-Do Frances’s feelings change at the end of the
story? Explain. ’

-Would you llke Frances to be your sister?
Explain. ' '

-WOUId you llke Frances to be your friend?
Explain.

-Describe Frances;

-How do Mother and Father feel when Frances runs
away? - :

-Who are the important characters In this story?
Explain. , ‘ :

_Did you llke the way that the story ended? How
would you have changed the ending to the story?

-Would the story have been different if Gloria had
been a baby brother?

-Where does the story take place? Cdu]d’it take
place in another home?

~Can you compare this story to other storlies you
have read about Frances that were written by
Russell Hoban? R

-Is this a real story or a make-believe story?
Give examples to support the answer.

- —Whatgparts 6f this story could really happeh?
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-What parts of thlé story could never happen?
-Did you’enJoy this story? Explain.

-Have you ever had the same feelings that Frances
had?

-Do you know someone who has run away from home?

-Why do you think Frances ran away under the
table? Where else could Frances have gone?

-Did Frances need to run away? How else could she
"have solved her problem? :

-Why is it dangerous to run away”?

-What would you do‘if one of your friends ran away
from home?
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BEYOND

1. Listen to the story on tape.

2. Watch a videocassette, film strip, or movie of the

'story.
3. Listen to other students in the class read the gtory.

4, Have students from an upper grade come in and read the

story to small groups of students.
5. Have a parent volunteer read the story.

6. Have the children read the story to the other students

in cooperative groups or pairs.

7. Use the book as a "shared book experience" if you have
a big book. By doing this, the students can read
along as the teacher reads. Or, cover words
and phrases in a cloze procedure so the students can

predict what the words'are.'

8. Place the book In the reading corner so that the

- students can fead it during quiet time.

Q. Have the students retell the story.



10.

11'

12.

13.

14,

15.
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Do a reader’s theater of the'story-the students could'

write their own story or the teacher could write one.
Using puppets, act out the story.

Make large heads of the characters and cut a small ho]e
in the characher s head so the child’s face can be

seen. Use these to act out the story.
Act out the story using imagination.

Read other stories about Frances:
Bedtime for Frances
Birthday for Frances
W
A Bargaln for Frances
Frances likes to make up rhymes. An example of one of
her rhymes is:
Plinketty, plinketty, plinketty, plink,
Here is the dishrag that’s under the sink.
Here are the buckets and brushes and me,
Plinketty, plinketty plinketty, plee
(Hoban, 1964, p. 3. v
Have the students make up rhymes similar to the ones
that Frances makes up. This Is a good time to talk
about rhyming words and to read some poetry. The

'rhymes can be made up orally or dictated to the

teacher. Two good books of rhymes to use would be
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MWMQELRMM by Joanna Cole and
Rj_dg_a_E.u_Lp_Le_Ee.Ll.s.an by Jack Prelutsky.

16. Have the chi]dren wrlte an adventure for Frances. This
: could be done,as a class,story.. Then, act out the
' advehtufe}

_ 17. Have the chxldren write a story about a baby Or, a -

story about thelr feellngs about a baby in their home37

or lives.

,’18.f Set up a play area in the room where the childrén dan

role play havlng a baby in thelr home .

19. Have a nurse visit the class'and discuss the care of

bables.

20. Visit the nursery of a local hospital to see how'babies

are cared for when they are flrsf born.

21. Dfscuss brother and sisters. List things that ére nice

"about having them and things that bother the children.

22. Héve‘the children wrife a story abdut théir family.
Then; they can draw a plicture of thelr family.  Thls
can be made into a family book and shared with the

class.
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23. Grandparents are becomihg an increasingly important
| part of the famlly structure. Discuss grandparents
and read some stories about them:
Wednesdav Surerise by Eve Bunting |
Nana Uestalrs. and Nana Downstairs by Tomie
dePaofa
MMD:.M by Tomle
dePaola
The Patchwork Quilt by Valerle Flournoy
Kng;g;gn_g_ggynslng;gggg by Bill Martin, Jr. and.
John Archambault |
The Relatives Came by Cynthla Rylant
ﬂllligm;g_ﬂgll by Charlotte Zolotow
The Keeping Quilt by Patricia Polacco
Rgﬁngnkgig_Eggs by Patricia Polacco

24. Have the children write a story abou{ what makes them
special. Then trace around each child on a piece of
butcher paper and have them cut themselves out and put
on the hair,‘eyes, clothing, etc.vwith crayons or
paint. Put these up in the classroom along with the

stories.

25. Another activity to go along with birth, etc. would be
| to get an incubator and some fertilized eggs. Have

~the
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children predict how lbng it will take the eggs to
hatch. Record what happens each day on a chart and on
-indlyldual calendars. After the eggs hatch, the
chlfdren can watch how quickly the chicks mature. The
main concern with this activity is to make sure you
have a good home for the chicksvafter they are
hatched. This activity leads to writing, speaking,
reading, and listening activities for all chlldren. A
book in the shape of an egg or a chick cronicling the

birth of the chick can be written by each student.

26. If you wish to discuss birth, etc., there are several
books dealing with this subject. Some books that are

very good are:

Chickens Aren’t the Only Ones by R. Heller
The Very Hunary Caterpijllar by E. Carle

where Butterflles Grow by Joanne Ryder

27. Other books about families énd babies:

Nobodyv Asked Me If I Wanted a Babv Sister by M.
Aléxander

When the New Baby Comes. I‘m Moving Out by M.
Alexander

The New Baby at vour House by Joanna Cole
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] Love my Babv Sister (most of the time) by Elalne
Edelman

My Icky Picky Sister-record and book by Beth Hazel

andvDr. J. Harste
Silly Baby by Judith Caseley
Three Sisters by Audrey Wood
21l Kinds of Families by N. Simon
Philip‘g Little Sister by E. Benson
Love You Forever by Robert Munsch
For Sale: One Sister Cheap by Katle Alder and
Rachael McBride
The Day I Had to Play gj;h my Sister by C. Bonsall

28. Listen to the tape Eﬁmllz_I:gg by Tom Chapin and John

Forster.

29. Poetry to read:
In The Random House Book of Poetry for Children edited
by}Jack Prelutsky:
"Umbilical" by‘Eve Merriam
wEverybody Says' by Dorothy Aldis
“Growlng Up" by Harry Behn
"Some Things Don‘’t Make any Sense at All" by
Judity Viorst

"Bringling Up'Bablés“ by Roy Fuller



"The First Tooth" by Charles and Mary Lamb
"Six Weeks 0ld" by Christopher Morley
"Lil“ Bro’" by Karama fufuka
"My Brother" by Marci Ridlon
“"Leave Me Alone" by Felice Holman
"The Runaway" by Bobbi Katz
"My Little Sister" by William Wise
In Read Aloud Rhymes for the Very Young edited by
Jack Prelutsky:
"Big" by Dorothy Aldis
"My Sister Laura" by Spike Milligan

“Something About Me" by Anonymous

In The w_Kj the Block by Jack Prelutsky:
[1] Eggs! "

MI'm Disgusted with my Brother"
"My Baby/Brother“
"My Brother’s Head Should be Replaced"
"My Sister is a Sissy"
Where the Sidewalk Ends by Shel Silverstein:
"For Sale"

Books of poetry:

The Three Bears Rhyme Book by Jane Yolen
The Baby Ugas Are Hatching by Jack Prelutsky
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30. Crawl to music llke a young child would crawl.

v31. Act out growing-start small and get 1arger.
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EVALUATION

In first grade, the evaluation is an on-going process..
For formal observation, each chlld should have a writlng
portfolio; In this, writing samples will be collected so
that the student’s growth in writing can be evaluated
throughout the year.

Forvora] language and reading, the teacher cén keep
anecdotal records on each student. A good way to do this is
to keep an index card for each student. Then, punch a hole
in the top corner and hold them together with a large ring.
This way the cards are easlily avallable.

The teacher could listen to each student retell the
story and record observations. This could also be done on‘a
tape recorder. In order to listen to the students read
aloud, the feacher could have the student choose his/her
favorite part of the story, practice if, and then read |i¢t.
This can also be done in the tape recorder and anecdotal
records can be noted.

For llstening, the teacher should also keep anecdotal
records. The comprehension of the story will be noted by
the accuracy of the activities that are completed by the
students. These can be kept In the writing protfolio, or

noted in the student’s anecdotal record.
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Another lmportant aspect of observation Is to note the
increased interest in books. Does the child read without
suggestion? Does the child read all types of books? Does
the child enjoy reading. Or, do you notlce a child who does
not read unless required to read? All of this should be

noted on the anecdotal record.
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THE THREE BILLY GOAIS GRUFF by Paul Galdone

GOAL OF THIS UNIT:

The goal of this unit will be to develop the concept of
human values and cultural d}versity. Through the content of
the story the chlldren will discuss Intellectual, soclal and
ethlical ideas. In enriching the experiences of the children,
the story will help realize the role of increased
responsibllity toward others in the family and soclety. The
language of the story will enrich the vocabulary of the

students and help extend the story into other content areas.

OBJECTIVES TO BE DEVELOPED:

1. Learnling about fairy tales-finding real and

make-bel jieve.

2. Readlng other verslons of the same falry tale to
_illustrate the way that fairy tales were handed down
from person to person and that they were not always

the same.

3. Enjoying other fairy tales by the same author and

different authors.
4. Finding the origin of trolls.

5. Learning about good nutrition and the four food groups.



Beginning to learn the scientific method.
Using art, muslc, and drama to enhjoy a story. '
EﬁJoylng books.

Reallzing how"working together can help accomplish a

goal.
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. Math, Lonquage Arts ‘
| READING;READ OTHER FAIRY . Mhmm

-cbuuwins TALES, READ BOOKS ON -READER’'S THEATER
SIMILAR SUB.JECTS
-BRAPHING WRITINGIWRITE FOEMS, v —ACT DUT STORY
: WRITE STORIES, COLLECT SCENE
DATA, MAKE BOOKS -SHOE BOX
NG3LISTENING TO .
STORIES, LISTENING TO -MAKING CHARACTERS
OTHER STUDENTS i N
SPEAKING jRETELL ING, -MAKING FUFPFETS
ACTING OUT STORY, SHARING
) -CREATING A TALKING MURAL

The Three Bijlly Goats
Gruff by Faul Galdone

Science | Sociol | Studies

Ecuc.

~PREDICTING ~LOCATING THE COUNTRIES ~USING A BALANCE BEAM
’ | WHERE TROLLS ORIGINATED
-COLLECTING INFORMATION ON A MAF

FOR BRAPHING -DISCUSSING GOATS

- TRITION
STUDYING NU ~-FIELD TRIFS

- NG THE FOUR FOOD
Gg;gg;l ~-CLASSROOM VISIT

S8
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' SYNOPSIS OF THE STORY:

"This Is the'tale of three billy goats who have the last
name, Gruff. One day they decided to cross the bridge to
eat the sweet grass on the hillside on the other side. The
only problem was the mean ‘ugly troll that lived under the
‘bridge. WOrking together, the goats trick the troll and get

to the otherjside'of the bridge.

' ABOUT THE AUTHOR:

Peuﬁfsaidohe was born‘in Budapeet, Hungary and came to
:_the Unlted States when he was fourteen. He is known for his
lllustrations of children s books as well as authoring and
~retelling falryﬁtales.. He enJoys gardening and forestry.

He lives in New City, New York (Kingman, Foster, Lontoft,
1968>.
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INTO

1.  Have thglstudénts predict what a troll is by drawing a
troll. Save the pictures until after the story is

read to comfirm their predictions.

- 2. Discuss trolls by reading some books about trolls:

D-/aulaire’s Trolls by I.M. D7aulaire
The Troll Book by M. Berenstain

Iroll Country by E. Marshall
The Funnv Little Woman by Arlene Mosel
East of the Sun and West of the Moon by M. Mayer

OR

i

a poem: "The Troll" by Jack Prelutsky

3. Make a "skinny" book about trolls. A "skinny" book is a
small book with élctures of a partlicular concept that
is being taught. Iﬁ this case, the book would havé
all kinds of troll pictures to help develop background
on trolls. Also, locate the countries (mostly,

Scandanavian countries) where trolls originated on a

map of the World.
4. Discuss goats and what they normally eat.

5. Have the chlldren walk on a balance beam and pretend it

is a bridge to get the idea of walking over a bridge.
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THROUGH

Read and enjoy the story. The story may be discussed at this

time. Some discussion suggestions are:

-Did the goats fool the troll? 1If so, how?
-Was there a lesson In this story? Describe.

-How would you have felt if you were the troll?
Explain.

-Choose one of the goats and describe how he felt
before he went across the bridge and after.

-How did the troll feel about the goats using his
bridge? .

-Do you think the bridge belonged to the troll?
1f not, who owned the bridge?

-Describe something that you love to eat.

-Discuss where you would have to go to get your
favorite food.

~-Write a different ending for this story.
—Describe the troll.

—Descrlbe another character that could have been
used instead of the troll.

-Write another story using a different animal
(this can be done as an experience story).

-Who was the most important character in this
story?

-Describe what happened in the story in sequence.
.~ -How did the troll make you feel?

-Was this a real or a make-belleve story?
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-What was real in the story?
-What was not real In the story?

-Compare this story to other versions of The Three
Billy Goats Gruff. ‘

-Did you like this story? Explain.

—Would you tell your friend to read this story?
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BEYOND

Listen to the story on tape.

Watch a videocassette, film strip, or movie of the

story.
Listen to other students in the class read the story.

Listen to other versions of the story:

-The Three Billy Goats Gruff by W. Stobbs
-The Three Billy Goats Gruff by J. Smith

and B. Parkes-a blig book
-The Three Blllv Goats Gruff by S. Blalr

Have students from an upper grade come in and read the

story to small groups of students.
Have a parent volunteer read the story.

Have the children read the story to the other students

in cooperative groups or pairs.

Use the book as a "shared book experlience" lf you have a
big book. By doing this, the students can read along

as the teacher reads. Or, cover words
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and phrases In a cloze procedure so the students can

predict what the words are.

9.  Place,th§ book'ihvthe"reading corner so that the

10.

11,

12,

13.

14.

15.

16.

Studenté can bead”lt during QUiet time.

'Have the‘studentsvre£e11 the story.

Do a,peader(s theater of the story-this Is an excellent

stofy to‘have.fhe children write their own reader’s
theatef. L

Uslng puppets, act out the story.

Make large heads of the characters and cut a small hole

1n the.bharachér’s head so the child’s face'can be

seen. )Use]these\tO‘act out the story.
Act out the story using imagination.

Write a c1oze activity based on the repetitious phrase:
"TRIP, TRAP, TRIP, TRAP! went the bridge.
"WHO’S THAT TRIPPING OVER MY BRIDGE?" roared
the Troll. |

Have the children Substitute"other words for trip,

trap, tripping, roared.

Have the children sequence the story.
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17. Make a "talklng mural" of the characters cfoSslng the

| bridge. In this, the children work in small groups
with each group making a character. Other childrén
cah work oﬁ the mural and create the scenéry. After
each part is complete,‘the teacher will make a
"bubble"' and write the words in the "bubble" that the

character would say as dictated by the children.

18. This is a wonderful story to use for a shoebox scene.
Make the scene inside a'shoébox using constructlion

paper and paint.

19. Vislt a zoo that has a petting zoo where there are

goats.

'20. Have a zoo keeper or someone with goats come to the
class and discuss goats. There are some local 4H1
fami]ies who will bring goats to the school for a

visgit.

- 21. Discuss eating the proper foods with your students.
Make a chart:

GOOD FOOD JUNK FOOD

A TR

nAlso,wdlscuss the four food groups. Making a collage

of each food group in cooperative groups Is a good way
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23.

24,
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to do this. Anothér way‘is to try different foods
from each food group. Take a small bag and each day
put ln:something from avfodd group. Have the students
ask questions to decide what is in the bag and which

food_group it belongs to.

Some good big books about eating properly are:

Green Bananas by P. Neville and A. Butler

Breakfast in Bed by P. Neville and A. Butler
Munching Mark by E. Cannard

Have the students write a cinquain poem about trolls.
The form for this type of poem is:

1 word

2»descrlptive erds

3 ______ing words

4 word phrasé

1 word
Brainstorm words for each line and have the students
wrlte a rough draft. After revising and editing the
rough draft copy the poem onto a troll with the proper

l ines-see section of patterns.

Other falry tales by Paul Galdone:
T : |
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26.

The Monkev and the Crocodile
Henny Penny

The Horse, the Fox. and the Lion
Little Tuppen

The Teeny Tiny Woman

Other books about goats:

Gregory. the Terrible Eater by M. Sharmat

Balarin’s Goat by H. Berson
Beware of this Animal by U. M. Williams
The Little Goat by J. Dunn

Another book about a similar subject is:

The Grouchy Ladybug by E. Carle

95
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EVALUATION

In first grade, the evaluation is an on-going process.
For formal observation}each child should have a writing
portfollo. 4Ih thls,‘writing samples will be collected sob
that the student’s growth in writing can be evaluated
throughout the year.

For oral language and reading, the teacher can keep
anecdotal records on each student. A good way to do this is
‘to keep an index card for éach student. Then, punch a hole
in the top corner and hold them together with a large ring.
This way the cards are easily available.

The teacher could llsten‘to each student retell the
story and record observations. This could also-be‘dohe on a
tape recorder. In order to listen to the students read
aloud, the teacher could have the student choose his/her
favorite part of the story, p:acfice,it, and then read it.

' This can also be done in the tape recorder and anecdotal
records can be noted.

For listening, the teacher should also keep»anecdotél
records. The comprehension of the story will be noted by
the acﬁuracy of the activities that are completed by the
students. These can be kept in the writing protfolio, br

noted in the student’s anecdotal record.
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Another important_aspect of observation is to note the
incréased interest'in books. Doés the child read without'
suggesfion? Does the child read all types of books? Dbes,
the child enjoy'reading? Or, do you notice a child who does
not read unless fequlredltb read? All of thls should be

 noted on the:anecdbtal record.
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40 OINGLREALAD MAN
Arranged by Jeannette Simmons
For o
SIMPLE READERS THEATRE

CAST

Reader 1: The Narrator R Reader 5: Cow
Reader 2: The 014 woman Reader 6: Horse
Reader 3: The 014 Man Reader 7: Farmer 1
Reader 4: The Gingerbread Reader 8: Farmer 2
: ' Man Reader 9: Fox
SET UP

| FOCUS AND STYLE
The Narrator uses audience focus,  The Characters

use off-stage focus, There is no pantomime, Per-
formers read with much expression,

ENTRANCE

The Narrator, Farmers, Fox and the Gingerbread Marn
enter from Stage Right, The Cow, Horse, the 014
Woman -and ‘the 0Old Man enter from Stage Left, Per-
formers enter with scripts and sit on stools facing
the audience,

S Lul



V¥ 2% at i aak)

OLD WOMAN:

OLD WOMAN:
NARRATOR:
oLD MAN:

GINGERBREAD M,

NARRATOR:

HORSE :

GINGERBREAD M,

NARFATOR:

8 ded b bdwes Wewsr iwsm st cmcm e e - - — _

OLD HOUSE. THEY WERE LONESOME FOR THEY HAD NO LITTLE BOYS OR
GIRLS TO LIVE WITH THEM, ONE DAY THE OLD WOMAN WAS BAKING,

TODAY I WILL MAKE A GINGEPBREAD MAN,

SO SHE MADE A MAN OF GINCGIFBPEAD AND POPPED HIM INTO THE OVEN T<

BAKE. THEN SHE SAT DOWN TO REST, BUT WHEN THE LITTLE OLD WOMAN
OPENED THE OVEN--------THE GINGEREREAD MAN JUMPED OUT AND RAN AWAY

DOWN THE ROAD, :
. . L)

.

(excitedly) STOP! STOP!
THE OLD MAN RAN AFTER HINM.

(in a loud Qoice) STOP! ’STOP!

RUN! RUN! RUN! AS FAST AS YOU CAN. YOU CAN'T CATCH ME, I'M
THE GINGEREREAD MAN,

THE LITTLE OLD WOMAN AND THE LITTLE OLD MAN RAN AND RAN, BUT

THEY COULDN'T CATCH HIM, THE GINGERBREAD MAN RAN ON UNTIL HE

MET A COW,

"(yelling) STOP! STOP! 1 WANT TO EAT YOU,

(laughs) RUN! RUN! RUN! AS FAST AS YOU CAN. YOU CAN'T CATCH
ME. I'M THE GINGERBREAD VAN, I RAN AWAY FROM AN OLD WOMAN AND AN
OLD MAN, AND I CAN RUN AwAY FROM YOU, I CAN, 1 CAN.

THE COW RAN AFTER HIM, 5UT SHE COULDN'T CATCH HIM. THE ‘GINGEE-
BREAD MAN EAN ON UNTIL HE MET A HORSE,

(yelling) STOP! STOP! 1 WANT TO EAT YOU!

(laughs) RUN! RUN! RUN! AS FAST AS YOU CAN. YOU CAN'T CATCE

ME, '1'M THE GINGERBREAD MAN, I RAN AWAY FROM AN OLD WOMAN AND AN

OLD MAN AND A COW., AND I CAN RUN AWAY FROM YOU, I CAN, I CAN,

THE HORSE RAN AND RAN, EUT HE COULDN'T CATCH THE GINGERBREAD M-I,

SOON THE GINGERBREAD MAN MET SOME FARMERS,



FARMER 1: - sToP! ' | . 103°
, {shouting) :
FARMER 2: STOP!
FARMERS 162: WE WANT TO EAT YOU!
GINGEREREAD MAN:  (laughs) RUN! RUN! RUN! AS FAST AS YOU CAN, YOU CAN'T CATCH
ME, I'M THE GINGEREREAD MAN, 1 RAN §AY TPOM AN OLD WOMAN AND
AN OLD MAN, A COW, AND A HORSE. AND I CAN RUN AWAY FROM YOU, I
' CAN, I CAN,
NARRATOR § | THE FARMERS RAN AND RAN, BUT‘THEf COULDN'T CATCH HIM. BY AND BY
THE GINGEREREAD MAN CAME TO A RIVER. AND THERE, BY THE RIVER,
WAS A SLY OLD FOX,
FOX1 ' HELLO! CAN I CARRY YOU ACROSS THE RIVER?

(Gingerbread Man looks at fox - off-stage focus)

DON'T WORRY, I WON'T EAT YOU!

NARRATOR: “ SO THE GINGEREREAD MAN SAT ON THE FOX*S TAIL AND AWAY SWAM THE FOX.
FOX: , “WE'RE HALFWAY ACROSS. - THE RIVER IS DEEP HERE, MY FRIEND. YOU HAD . -
| BETTER GET ON MY BACK, .
NARRATOR : . S0 THE cxﬁGERaREAD MAN GOT ON THE FOX'S BACK, i

FOX: THE WATER IS DEEPER, JUMP ON MY HEAD,
NARRATOR: . THE GINGERBREAD MAN JUMPED ON THE FOX'S HEAD,
FOX:3 ' WE'RE ALMOST ACROSS, THE WATER IS DEZPEST HERE. YOU HAD BETTER

JUMP ON MY NOSE, GINGERBREAD MAN,

NARRAfOR; | : (A1l clap hands in unison with worés snip and snap) THE‘GINGEREEEAD
| MAN WAS AFRAID OF THE FOX, BUT HE WAS MORE AFRAID OF THE WATER, SO
' HE CLIMBED ONTO THE FOX'S NOSE, THE TOX OPENED HIS MOUTH, AND-----
SNIP---HALF OF THE GINGERBREAD MAN WAS GONE., SNAP---AND THREE |
QUARTERS OF HIM WAS GONE, SNIP--SNiF--AND HE WAS ALLVGONE. AND
:THAT.WAS THE ENﬁ OF THE GINGERBREAD MAN, BUT THEN--------e--- A
GINGERBRESD MAN IS scppoésb TO BE éét:w. |

EXIT

The performers stand, bow and exit és they came in,
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A little old woman and ailittle old man lived all alone in a little old house.
They were lonesome for they had no little boys or girls to live with them,

One day the little old woman said, "I will make a Gingerbread Man," So she made
a man of gingerbread and popped him into the oven to bake, Then she sat down to rest.
But when the little old woman peeped into the oven to see how the Gingerbread Man
was baking--out of the oven he jumped and ran away down the road, :

“Stop! Stop!" criel zhe ;ittle old woman, “Stcp!" cried the little old man,

o The Gingerbread Man 1augh§d and called out: "Run! Run! Run! As fast as you
can. You can't catch me, I'm the Gingerbread Man," The little 0ld woman and the
little old man ran and ran, But they couldn't catch him,

The Gingerbread Man ran on until he met a cow, °*'Stopl" called the cow, "I

want to eat you," N o

The Gingerbread Man laughed and called out: »Run! Run! Run! As fast as you
can. You can't catch me, I'm the Gingerbread Man, 1 ran away from an old woman
and an old man, And I can run away from you, I can, I can,” The cow ran after
him but she couldn't catch him, ‘ ' ‘

The Gingerbr‘ead Man ran on until he met a horse, "Stop!" cried the horse.
»] want to eat you," - ’ _ :

The Gingerbread Man laughed and called out: “Run! Run! Run! As fast as you
can, You can't catch me, I'm the Gingerbread Man, I ran away from an old woman,
an old man, and a cow, And I can run away fram you, I can, I can," The horse
 ran and ran, But he couldn't catch the Gingerbread Man, '

Soon the>Gingérbread Man met some farmers, "Stop!" called the farmers, "We

‘want to eat you." . - -

The Gingerbread Man laughed and called out: "Run! Run! Run! As fast as you
can, You can't catch me, I'm the Gingerbread Man, I ran away from an old woman,
an old man, a cow, and a horse, And 1 can run away from you, I can, 1 can.” The
farmers ran and ran but they couldn't catch him, ‘

By and by the Gingerbread Man came to a river, And there, by the river, was
a sly old fox, "Hello!" said the fox, “C&n I carry you across the river?" The
Gingerbread Man looked at him, "Don't worry," said the fox, "I won't eat you."
So the Gingerbread Man sat on the fox's tail and away swam the fox. When they
- were halfway across, the fox said, "The river is deep here, my fr:iend. You had
better get on my back," 3¢ the Gingerbread Man got on the fox's zack.

soon the fox said, "The water is deeper, Jump on my head." The Gingerbread
'Man jumped on the fox's head, When they were almost across, the fox said, "The
water is deepest here, You had better jump on my nose, Gingerbread Man," The
Gingerbread Man was afraid of the fox, but he was more afraid of the water. So
he climbed onto the fox's nose. : ‘

The fox jumped ashore, opened his mouth, and---snip---half of the Gingerbread
- Man was gone, Snap---and three quarters of him was gone. Snip-snap---and he was

all gone, And that was the end of the Gingerbread Man,

~ But then-;a;;ff--a‘giﬁge:bread man is supposed to be eaten.



105

Gingerbread Boy
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“Yroll
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Use with “roll cinquein poerm
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