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ABSTRACT
LISTENING AND READ-ALOUD STRATEGIES
FOR PRIMARY AGE STUDENTS

Anne Marie Draper
California State University, San Bernardino, 1993

Statement of the Problem

Lisﬁening is an important part of each child's day.
bLiétening is an integral part of the language arts, yet it
is often not taught in the classroom. The purpose of this
projéct was tofdeveiop a handbook for teachers containing
listening and read-aloud strategy plans for primary age
students.

Major Findings

Research on listening and read-alouds indicate that there
are definite educational benefits to developing children's
listening strategies, including the development of print
awareness, oral communication skills, vocabulary
acquisition, and critical thinking. As in reading, the
primary goal in listening is the creation of meaning.
Through studies conducted on listening and read-alouds, it
has been determined that the most effective way to teach
listening is through direct instruqtion. Stauffer's (1969)
Directed Listening-Thinking Activity (DLTA) is an effective
model utilizing concept-building, guided listening, and
open-ended guestions in discussions £o teach listening

strategies.
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Conclusions

This writer produced a handbook er primary teachers
containing listening étrategy'plans using éhiidren*S'
literature. The plans fQilow the format presented in the
DLTA, and include suggestions for éxtension and student
fesponse activities to prbmotevthe transfer of listening

strategies into other curricular areas.
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I. Introduction

Statement of the Problem _
"The single most important activity for
building the knowledge required for eventual
success in reading is reading aloud to children."

Becoming a Nation ovaeaders, p. 23

Listéning_is an important part of every child's day,
both in school and out of séhool, Listening to stories
being read aloud, by a parent or a teacher, is a valuable
experience in deveioping a chilé's ability to read. It is
an interactive process between the reader, the listener, and
the author of the story. |

Listening to stories is an essential part of the
language arts program. There are many reasons for reading
ﬂénd.tellingzstories to children. Reading aloud to children,
with fluency -and enjoyment, makes reading an easy and
desired‘gbal to reach. . Reading aioud.is an invitation to
_children.tovread, "Once his éars begin telling him what his
eyes are seeing, he approaches the reading with Confidehce'
and expectationﬁ (Martin, 1966). It encourages students to
reread the story they have just heard. It helps children
see the importance of print and assists in print awareness.
Listening to stories.eXpands children's interests in various
types of literature and,helps direct students to the types

of literature they~enjoy the most. It also,exposes children



to literary language, which is generally more elaborate than
oral language. Written languaée is structured differently
than oral 1anguage and it tends to be more formal (Johnson &
Louis, 1990). . Being read to is one way of introducing more
formal literary language.

When teachers read.with.expreSSion and excitement,
they arelexpressing the ﬁoy of,sharing books. A sense of
‘community deVelops in the classroom. Through teacher
modeling, the children'é fluency and oral expression will
develop. After listening to a story, children enjoy telling
and retelling it using their own language. This promotes
oral language and vocabulary development.

There are definite educational benefits to developing
listening in the classroom. Carefully guided listening
develops childfen's.abilities to think and comprehend, which
leads to the development of critical thinkingvand
comprehension’in reading. The development of listeningi
skills and stretegies will transfer to other areas of the
curriculum, such as the content areas, as well as basic
daily aotivities like following directions. There is a
direct relationship between listening and.learning, yet
little is currently done in schools to develop listening
skills. |

Although listening is an integral part of language

arts, it is often not taught in the classroom. Reasons for
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this are varied. Often teachers think that listening
develops naturally and,_therefore,_students know how to
listen béfore they come to school. Unfortunately, for most
students, listening outside of the classroom rotates around
mass”média( such as television, which promotes passive,
rather than active, listening. Teachefs, themselves, have
not been provided with instruction on how to teach
listenihg.b Some educators think that listening cannot be
taught or evaluated, while others think there is littlebroom
for another subject in an already overcrowded schedule.
(Funk & Funk, 1989).

Listening, like reading and writing, deserves attention
as a means of éommunication (Sstrickland & Morrow, 1988).
Active listening needs to be taught if it is to be’acquired
by children. In developing listeningvstrategies, children
need a purpose for listening. They need to be directed to
. what to listen for and be provided with the necessary
strategies. Children need the opportunity to-predict
before, during, and after they have listened in.brder to
confirm orvadjuSt their predictions. They also need the
chance to démonstrate that they have listened with the
specific purpose in mind and have utilized the necessary
strategies.

‘A directed listening activity'provides these essential

components. Direct instruction is appropriate for an



initial listening presentation, such as how to improve
critical thinking skills (Winn, 1988). Listening
strategies, like reading and writing strategies, need to be
taught so that transfer to other curricﬁlar areas and
activities can occur. Initially, the teacher will guide the
students through the processes of activating background
knowledge, setting purposes, making predictions, confirming
those predictions, and retelling the story. Ultimately, the
goal is to teach the students to assume the responsibility
for these activities (Schmitt & Baumann, 1986).

A project on develeoping listening and read-aloud
strategies for primary age children has been developed with
these ideas in mind. By using popular children's
literature, listening strategy lessons have been designed to
help children enhance their predicting, confirming, and
integrating strategies. These lessons include: 1) schema
and concept building activities, 2) setting a purpose for
the listening, 3) developing questions centering on that
purpose, and 4) providing opportunities for extending the
literature and listening strategy into other areas of the
curriculum.

Philosophical Foundation

The ultimate goai of listening, speaking, reading, and

writing is thevcommunication of meaning (Goodman, Smith,

Meredith, & Goodman, 1987). This position is enhanced by



‘the whole language model of reading. Essentially, whole
"language méintains that‘all literacy events‘be’whole and
meaningful. Authentic literature is used in the ianguage
varts program.k Whole language is a child-centered approach
to teaching and is based on language experiences that are
relevant to ﬁhe child (Goodman, 1986) . Children’s
individual experiences and background knowledge are valued.
‘Reading becomes an interactive experience between the reader
and the writer. By bringing theiF own pribr knowledge to
the literacy event, children build their own meaning out of
a piece of literature. The role of the teacher is that of
facilitator, guiding the children in their search for
meaning. By providing students with the necessary
predicting, confirming, and integrating sErategies, as well
as requisite background information, teachers assist
students in becoming more proficient readers. It is with
these basic premises of whole language that thié'project on
listening is based.

"Language is learned as children learn through language
in the context of literacy events" (Goodman, 1986). By
using literature to deVelop listening strategies, children
learn critical thinking and comprehension skills within the
context of meaningfui language. They are not isolated
skills taught in a fractured, irrelevant manner. As in

reading, the goal of listening is comprehension. To achieve



this, children need to be able to extract useful information
from the text (Smith, 1985). Strategy lessons focusing on
listeniﬁg can assist children in sorting and using cﬁes from
“the literature to draw inferences, make predictions, and
draw conclusions (Goodman, Smith, Meredith, & Goodman,

1987) . |

The benefits of guided listening and read-alouds are
compatible with whole language. Both contribute to building
avlove of reading and writing in children. Children become
self-motivated to read. Whole language and.listening aid
childreh in broadening and/or refining their tastes in
literature (Goodman, 1986). Students can narrbw their focus
to a specific literary gehre or discover a new type they
enjoy.

The listening component of whole language cuts across
the curriculum. Listehing is a meaningful activity that
occurs daily, often for different purposes, and it should
not be restricted to just the language arts. It should

permeate the school day.



1I. Review of Literature

A review of the literature pertaining to this projeét
focuses on three areas: listening, read-aloids, and direct
instruction. A definition of listening is critical to the
understanding of this project. Equally important are the
~reasons behind the neglect of teaching listening in the
classroom and the research on how and why listening shouldbﬂ
be taught. The{affectivé'and cognitive effects of
read-alouds on Fhildren provide a strong case for the
developmént of Fistening strategies in the classroomn.
Additionally, an overview of how direct inétruction is
conducive to‘thé teaching of listening will be reviewed.
Listening

Listening has been‘defined as "... the process by which
spoken language}is éonveftéd‘to meaning in the mind"
(Lundsteen, 1?75, p. 1). Agreement on a standard definition
of listening ha% been difficult because listening is a
‘.complex and variable process depending on what a person
listens ‘to and Lhe purpose for listening (Strqther, 1987).
Researchers in ihe area of 1isténing agreé that listening is

not the same as!hearing. Listening is an active process; a

person can heariwithout'listening.i In using Lundsteen's
S L oovo s Do . v '
definition, an individual who is listening must be able to

understand what’is heard. Listening involves active



attention for the purpose of gaining meaning (Landry, 1969).
Listening entails the physiological ability to receive a
message, process the information, select, organize and
comprehend based on prior knowledge, integrate and predict
events, and evaluate, confirm, and integrate meaning. As in
reading, the acquisitioh of meaning is the primary goal in
listening.

Lundsteen (1979) describes two levels of listening.
The first is general 1i§tenihg, which includes
distinguishing listeﬁing from hearing, recalling details,
sequencing, following directions, paraphrasing, identifying
main ideas, determining inferences, and understanding
relationships. The Second is critical, or evaluative,
listening. This includes distinguishiﬁg fact from fiction,
judging statements from opinions, drawing conclusions,
evaluating fallacies, and detecting bias andlspeaker inteht.
Strother (1987) expands on Lundsteen's categories and
describes five types of listening; including appreciative,
discriminative,.comprehensive, therapeutic, and critical.

vACtive listening incorporates various levels of
thinking-ability. It requires that listeners receive
information and focus on what information to attend to and
what to ignOre.' Active listeners need to be discriminating
and use pertinent information in order to make predictions.

They use this information, in conjunction with their own



prior knowledge, to assign meaning (Lundsteen, 1989). They
interpret, analyze, synthesiie, and evaluate information to
~come up with alternate solutions (Rubin, 1990); Active
listeners monitor their own comprehension. Active listening
is hard work, and like many difficult tasks, students need
té‘be»guided to what they will be listening for, how to
listen for it, why they will be listening, and when they can
apply the information they are listening to.

Listening has been the neglected language art, both as .
é topic of research and in classroom practice. Research on
1istening has been conducted over the past 60 years, yet it
is minimal cbmpared to the other areas ofvlanguage, such as
feading and wfiting. The first research onblistening
loccurred in 1917, whereas the first research in reading took
'place in 1881 (Landry, 1969).‘ By 1948 only 3 reports on
listening appeared compared to 3,000 research studies on
reading. By the eafly 1960's, there were 725 publishéd
reports on listening. The emphasis on listening résearch,
which peaked in the 1950'5 and 1960's, focused on helping
students become more effective listeners (Pearson &
Fielding, 1982). 1In the following two decades, this
interest was overshadowed by'the dominance of research on -
reading and writing. Allington (1991) refers to this period
of time as “the sorting‘machine defined," in which an

emphasis on skill acquisition and decoding became prominent.



A parts to whole view of learning dominated state and
federal education departmeﬁts. Mastery learning,
individualized programs, a diagnostic- prescriptive approach
to remédidl reading, and skills acquisition guided languaée
arts programs.

The determination of types of listening, listening
skills, and evaluative measurements of listening have been
based in the past on the same criteria as reading. These
two elements of literacy hdve many commonalities but contain
many differencés as well. These similarities and
differences ultimately guide teachers in their approaéh to
teaching.‘ Both listening and reading are concerned with the
intake-half of communication: listening with spoken symbols
and reading with printed symbols (Devine, 1978; Martin,
1966). The mental strategies of predicting, confirming, and
integrating information to establish meaning are the same in
listening and\reading. Both require critical thinking while
determining predictions, inferences, and drawing
conclusions. Both involve processing syntactic and semantic
cues. However, listening, unlike reading, does not require
the use of graphophonemic cdes in the processing. Listeners
can benefit from the additional cues of the stress, pitch,
and juncture patterns used by the speaker (Devine, 1978).

With the advent of a more wholistic approach in recent

years to teaching, there has been a renewed interest in the
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teaching of listening and establishing listening as an
eééential component in language arts programs. U.S. Public
Law 95-561 amended the Elementary and Secondary Act in 1978
to include both listening and speaking among the basic
skills. This was the first time‘federal_legisiation had
included the teaching of oral communication skills (Funk &
Funk, 1989). Strother (1987) reports that in 1985, the
Speech and Communications Association (SCA) surveyed states
to'determine how many elementary and secondary schools
included programs designed to teach listening and speaking
Skilis. At that time, 33 sfates had adopted some plan for
the teaching of listening skills in their public schools |
~(Funk & Funk, 1989). The California English-Language Arts
‘FrameWOrk (1987) included listening as an effective feature
in an English-Language Arts program. It‘called for "An oral
language program in which all students experience a variety
of speaking'and‘listehing'activities, indiyidUal and group,
intégrated,with reading and‘Writingﬁ (p. 4). The framework
further explained that talking and listening were the
primafy tools by-which‘children learn about the paétrand the
© present and commuﬂidate with each other (p. 11). Listening
finally received attention as an important element in
language arts curricula.

One reason teachers have ignored the teaching of

listening was the mistaken belief that listening occurred

11



naturally and that children came tOzschool as proficient
listeners. As a result, teachers have thought that it was
not necessary to teach listening skills and/or that
listening was not teachable. Research on listening has
shown that not only is it teachable, but it is essential to
teaeh listening skills if they are to be acquired (Winn,
1988). Winn (1988) diseourages the use of research- designed
categories ef listening skills. Instead, teachers and
students need to create their owh'listening curriculum based
on the types of listening they actually do. This list is
then organized into categories, such as social listening,
~listening for directions, and pleasure listening. The
teacher and students develop their curriculum deciding which
areas need immediate attention and how much time to devote

" to each area. Once the skill is taught, the teacher
analyzes the existing curriculum for areas to practice it.
In this way, specific listening needs are identified and
addressed depending on the students, the class environment,
and the teacher.

In addition, there are many advantages to developing
listening strategies. ﬁistening can help in the development
of comprehension and critical thinking, vocabulary
development, analysis of story structure, and oral

communication. Hollow‘conducted a study in 1955 designed to

demonstrate that listening comprehension could increase

12



through direct instruction (Strother, 1987). Hollow's study
1nvolved two groups of fifth grade students: a control group
of 302 students and an experimental group of 300 students.
Each group was given a pre-test measuring the students'
~abilities to summarize, draw inferences, recall facts in
sequence, and remember facts accurately. Thirty'listeniug
lessons were taught to the experimental group, each twenty
minutes in length. The post-test results favored the
experimental group, leading Hollow to conclude thet both
general and critical listening abilities were enhanced by
the direct teaching of listening skills.

"Good listening ekills are especially important in a
society that grants freedom of speech to all people,
whatever their views or causes" (Strother, 1987, p. 625).

In the classroom, students listen for 60% of their day, and
half of that is to the teacher (Funk & Funk, 1989). If
1istening ié'expecced oniche part of the teacher, it must be
taught . The‘emount cf time students are required to listen
to nonessentiais must be reduced; An environment that is
conducive to listening needs to be established. Students
have to know that the teecher expects them to listen. Siuce
listening occurs for different reasons, a purpose for the
listening needsfto be eétabliShed, Children need to be
directed to listen for a'specific purpose, not just to "pay

attention."
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The development of listening strategies to help
students predict, confirm, and integrate meanings will
assist childfén»in becoming more effective and efficient
listeners. The purpose for the listening, and the
strategies used, should extend into other areas of the
curriculum. These extension activities will confirm that
there was a purpose fof the listening and that the
information and strategies will be used againb(Funk & Funk,
1989).

Research has determined that the direct teaching of
listening strategies rather than random instruction appears
to help children become conscious of their listening
processes (Pearson & Fielding, 1982). Instruction needs
to be specific and directed, not incidental and undirected.
Furthermore, effective ihstruction in listening includes
literature that exemplifies rich language, and through that
language, provides a natural reason for listening (Naylor,
1988). Materials used need to be relevant to children and
allow them to engage their own prior knowledge. Several
studies indicate that knowing when and how to request
additional information when meaning has broken down is anv
essential element in developing listening (Pearson &
Fielding, 1982: Strother, 1987). An emphasis placed on
metacognition, or the ability to explain what mental

processes are occurring, is a key component in a successful

14



listening program. Finally, the development df meaningful
'extension activities which are implemented after the
listening activity are a‘critical_part‘of any listening
program (Fﬁnk‘& Funk, 1989). Classroom discussions, writing
experiences, music, drama, and art prgjects that extend the
purpose for listening are crucial to the students'
understanding of the listening strategy taught;
Read-Alouds

While research on listening has languished since the
1960's, there has been a resurgence of research on
home-bésed~reading and réad~alcuds. The read-aloud
eXperience,'has‘been found to be an important element in
developingvéffeétive_listeﬁing strategies. Reading aloud to
children exposes them to "...the joy of sharing books,
builds a bond between adult and child, develops a sense of
ccmmunity.of readers invthe claSsroom, and derives
educational benefits from the experience" (Carter &
- Abrahamson, 1991 p. 638). Read-alouds positively effect the
affective and cognitive domains in children. Reading aloud
builds a love of books. It is a shared experience between
reader and listener as the two create meaning together.
"Even more important than building vocabularies, when you
read to school-age children you are building emotional
bridges,betweén‘parent and child" (Trelease, 1989, p. 31).

Read-alouds expose children to rich, authentic language, as

15



well as the nuances and rhythm of language. They provide an
opportunity fbr children to use their own background
knowledge and to expand their schemata as they learn more
about the world. ‘Teachers and parents read aloud to
children because they want children to disdover that
language‘is entertaining and stimulating and want to instill
a curiosity about language {(C. Smith, 1989). Exposure to
good literature stimulates children's desires to read for
themselves (McCormick, 1977; C. Smith, 1989). Children
become motivated to read the same book, one by the same
author, or one of a similar geﬂré as they develop their own
tastes in literature or discover a new style they enjoy.
Research on the dognitive effects of read-alouds has
been conducted primarily on young children, six years old or
younger. ' These studies have yielded information on print
awareness, comprehension and oral language development; and
vocabulary acquisition. (Bracey, 1989; McCormick, 1977;
Roser & Martinez, 1985). McCormick (1977) reported the
results of a study conducted with first grade students.
These students listened to stories read aloud for one hour a
day, five days a week for twelve weeks totaling 60 hours.
In addition to the read aloud experiences, the students were
engaged in storytelling activities. The results of the
study showed a positive relationship between having someone

read to the children, their interest in words, and their
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)
desire to explore printed material, particularly books and
ﬁmagazines (p. 140) . Another study focusing on the effects
of read-alouds on 3, 4, and 5 Year olds found that once the
children could read they were more eager to read for
themselves the books they had heard or books of the same
type (Mc Cormick, 1977). Roser and Martinez (1985) detail a
study done with preschdol children. The study lasted ten
months with ten stories read to each child. These sessions
were audio taped. The focus of the discussions during the
reading was on setting, characters, events, language, and
theme. The results of this study identified seven distinct
‘types'of storytalk used on‘the part of the children:
narrative, interpretive, evaluative; associative,
predictive, informativé, and elaborative. With the
assistance of adult questions, explanations, aﬁd monitoring,
the childreﬁ‘made the necessary connections to create
meaning.‘ Reading to children and talking with them about
books developed active reasoning about texts and established
the foundations for later text comprehensiom.

Children who have heard many stories before entering
school have a more sophisticated understanding of story
structure‘(Anderson, Hiebert, Scott, & Wilkinson, 1985).
They know about charactefs, setting, plot,‘action, and
resolution. They recognize that a story.has a beginning, a

middle, and an end. By understanding that there is a

17



predictable story structure, children can identify the major
and minbr‘eVents presented in the story, use their prior
knowledge to make the necessary connections to their own
vlives; and predict story outcomes (Morrow, 1985). This
facilitates-comprehension<and.meaning vauisitioh,

Read-alouds guide children to the realization that
print, rather than pictures, tells the story. Read-alouds
also expose children to the directionality of print

(Michener, 1988). Tfelease {1989) encourages the reader to
“Let your finger do the walking and talking by lightly
running under the text as you read" (p. 50). This teaches
the child about the meaning of print and that reading begins
at the front, at the top, and moves left to right. The
discovery that‘interesting stories are associated4with print
marks in books develops a curiosity about print. This has a
highly motivating effect’on children, making reading an
attéinable and desired goal. It is their invitation to join
"the literacy club" (Smith, 1985).

Therdevelopment of critical thinking skills can be
fosteréd in children through read-aloud experiences. The
key to critical thinking is recognizing the essence of a
problem (Trelease, 1989). Children analyze the problem,
make predictions, and confirm or adjust those prédictions
based on the information they receive. Oral language

development, such as fluency and expression, is enhanced
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through~effective teacher modeling. Becoming a Nation.of
Readers (1985) encourages teachers to read goqd stories to
children, further explaining that it "...whets the'appetite
of children for reading, and provides a model of skillful
oral reading“,(p. 51). Interactive experiences, where
children discuss literature, explore meanings, and make
predictions, extend communication skills and increase
vocabulary development.

Much of the research conducted on the effects of
‘read-aloud programs centers on vocabulary acquisition.
Warwick Elley*s study on vocabulary development ih 7 and 8
year oldé involved iﬁ a read~aloud-program showed
'significant»gains in>Wbrd attainment (Bracey, 1989).
Teachers selected a sthybdok to be read three times over a
: period’of one week. Before reading the story, a vocabulary
test.was'dgveioped éo&ering:WOrds that‘were likely to be
unfamiliar to the childfen. The méén score of the pre-test
was 46%) :Thevstory was read and discussed, and the pictures
were shown but not discussed until the third reading. Two |
days after the final reading the vocabulary test was given
~again. The Children showed an'avefage gain of 15% more
words known on the post—test (Bracey, 1989, p. 77). The most
successful,strategieslcited included using the word in

context, being exposed to the word more than once,
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explaining unknown words, and associating them with
illustratidns in the Book.

Treléase (1989X statés the importance of developing
1istening as an integral part of his read-aloud program.
“Remember, the art of listening is an acqﬁired‘dne. It must
be taught and cultivated«gradually - it does not happen
overnight®™ (p. 80). Mood-is én important faétor in setting
the stage fOr‘listening. A -conscious effort‘should‘be made
to get the children ready to listen (Funk & Funk, 1989) .
Prior activities are terminated, distractions are
eliminated, and listeners are-éettled and adjusting their
‘minds to listening to a story. In addition, including
interesting lead up activiﬁieé, identifying a definite
purpose, and targeting potehtial follow-up activities all
help to create a classroom énvironmént that is‘écnducive to
1istening.

Closely connected to read-alouds and storyhearing is
the art of storytelling. Storytelling is "...the oral
interpretation of a traditional, literary, or personal
experiende" (Peck, 1989, p. 138). It is not a memorized
presentaticﬁ, but a story told in a natural manner using the
language of the tradition from which it comes. Storytelling
on the part of the teacher is an art in itself, but one that
is empowering to both the teacher and the stu&eﬁt. Teachers

who are successful storytellers share how they came to love

20



stdries (Weaver, 1988).  They share the genres that are most
suitable>to étorytelling: myths, fairy Fales, and folk
stories. With the teacherhas storjteller; the students
develop the skills Of‘effectiﬁe andfcritical listening. In
whole language‘c1a5srb¢ms,}teachersrguide students to become
storytellers themselves thrcugh'effective mbdeling. They
assist students in‘findiﬂg stories appropriate for
Storytelling._‘With students as storytellers, oral language
'deveiopment iS'promoted'as‘they'use their own language to
tell the story. It is én active procedure which involves
children in rétélling'fhejétcryl cbnstructing meaning,
developing flﬁéhcy and expreséion, paying attention to -

: pitch;'vCIume; and‘timiﬁg;vahd recalling basic story
structure.

Direct Instruction

Reseafch conductedubf-wiltv(1955), Stauffer (1969),
Pearson and'Fieldiﬁg (1982), and‘Stanchfield (1991)
vCOnCluded tha£‘the most effective method of teaching
1istening.stfategies is through direct inStrﬁction. There
has been some question as to the role of direct instruction
in a whole language classroom. Slaughter (1988) observed
that both indirect and direct instruction occur in a whole
1anguage classroom. While the emphasis is on indirect,
informal instruction, direct, formal teachihg did‘occur.

The key element in this instruction appeared to be the
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teacher's philosophy about how language learning occurs and
how to bﬁild on children's strengths. Direct instruction
canvbe child-centered, drawing)on the studeﬁts' prior
knowledge and utilizing whole, authentic literature to
develop meaningful literacy events. Direct instruction has
been defined by Good (1979) as active teaching where "the
feacher sets and articulates the learning goals} actively
assesses student progress,vand frequently makes class
presentations" (in Blanton, Moorman &_Wood, 1986, p. 300).
The teacher is viewed as a facilitator, guiding the students
through the processes of generating background knowledge,
setting purposes, guiding predictions, and generating
questions. Eventually, thfough direct instruction and
application in other curricular areas, the students assume
'thesevresponsibilities (Schmitt & Baumann, 1986). The goal
is for the students‘tovinternalize the use of the model used
in direct instruction.

There are many models of’direct instruction. For the
pufposes of this projeét, Stauffer's (1969) Directed
Reading-Thinking Activity (DRTA) will be used. It provides
the neceséary concept building activities and
purpose-setting statements, guided instruction, and
extension activities. The DRTA provides structure but also

allows for adaptability and flexibility depending on the
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strategy being'taught and the focus of the instruction,
whether it is reading or listening (Spiegel, 1991).

Stauffer (1975) indicafedithat learning involves action
and interaction« Learning becomes an active mental search
for»queStions'to be answered, probléms to be solved, and
meaniﬁg to be acquired; Students need to interact in a
collaborative manner, Sharing theif‘discdveries, learning
new informatioﬁ, and confirming orbadjusting their
predictions. It isvthrough,this active and interactive
process that critical and‘creative'thinking develops.

'As pre&iouély mentioned, the DRTA is readily adéptable
to other:areas,bsuch‘as iistening. Strickland and Morrow
(1989) outline'thé‘Diféctéd Listeniﬁg—Thinking Activity
(DLTA) Eased,cﬁ‘Staﬁffer‘s model. The first step in the
DLTA 0utline ié preparing_the'stUdents for listening. This
involves”activating the childfén‘s background knowledge
through'questions, prédictions, and diséussiohs.
Compfehenéion is facilitaféd‘if students use what they
already‘know about a topic (Baumann & Schmitt4 198¢6)y. This
step gives students the opportunity to make predictions /
about characters' actions and motivations and formulate
questions that need to be answered during the course of the
listening. In other words;kstudents are identifying their
purposes for listening.' The teacher, as an active

participant and facilitator in the activity, ensures that
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students understand the purpose for the listening. This
aids in focusing attention on a specific strategy and
enhances active cémprehension, The questions that are
generated before the,listening event keep students activély
engaged as they seek to confirm or adjust their prediétions.
The second step in the DLTA is the guided listening.
The listening segments should be short, and children should
be given the bpportunity‘to discuss their predictions during
breaks in the literature. If student predictions are
coﬁfirmed, the specific reasons for these confirmations need
to be verbalized. Likewise, if their predictions need to be
adjusted, studentsvmust have the opportunity to integrate
new informatfon in order to make new predictions.
Researchers in the areas of reading and listening encourage
“the use of metacognition, or metacomprehension, as it
relates to reading or listening and comprehension. Children
need to "think out loud" in order to better understand
comprehension and critical thinking processes. They also
benefit from listening to other children explain how they
developed their predictions and why or why not they were
confirmed (Hafp, 1988). This netécomprehensive process
should occur several times during the listening activity.
It keeps the children’actively involved in the listening,
helps them learn to generate questions, develops

comprehension, and strengthens oral language development.
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Teachers' roles in this step are active as well.
Teachere must be able te listen to the student responses in
Oider to determine if comprehension processing has broken
down. The ability to determine appropriate prompts and
questions to refocus the children on the purpose or guide
ﬁhem to a new prediction requires‘attentive listening on the
part of the teacher. As guides, teachers might need to
model their own thinking processes Qrally, including'
identifying cues, selecting strategies, and locating
information (Blanton, Moorman & Wood, 1986). Attention is
rcentihually-fOCused on fhe iearning process.

The final step in.thevDLTA‘is the discussion_following
the 1isteﬁing’activity, guided by the pufpcse for the
listening. The use-cf‘open—ended questions centinues the
process of critical thinking. ' The students earlier
identified their predictione; generated hypotheses, gathered
information, tested their hypotheses, and confirmed or |
altered’their predictions (Haggafd, 1988). The process of
generating questions for the total selection allows students
to draw final conclusions and focus on more important global
issues integrated into the literature. In addition, the
metacomprehensive process continues. “When‘conscious control
of knowledge is exercised, there is an intermingling of
emotional involvement and reflective activity" (Stauffer,

1969, p. 69).
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To ensure that the stratégy was successfully taught and
initiate transfer into other activities andvcurricular
areas, meaningful extension activities need to follow the
listening lesson. Follow-up activities need to exteﬁd the
students' responses to the text and the strategies used into
other areas. These experiencesimay include‘wfiting, art,
music, drama, or the activities focusing on social studies
and science. They should also be incorporated into the
daily workings of the classroom. Extension activities need
to be meaningful additions to the listening experieﬁce in an
alternate setting (Haggard, 1988). These‘aétivities also
assess whether the strategy was successfully taught. If it
was not taught, transfer will not occur (Spiegel, 1991).
Follow-up activities determine whether the student will be
able to use the strategy with a different subject or in a
different setting.

There are several other models of direct instruction
intended to improve listening comprehension. They contain
similar elements of the DLTA, such as concept-building,
gﬁided listening, questioning, and‘discussions. The
Listening-Reading Transfer Lesson, developed by Cunningham
(1975), 1is designed to teach comprehension processes and
skills to students through the use of parallel lessons in
listening and reading {(Tierney, Readance, & Dishner, 1990).

This model was created to build on the interrelated nature
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of the language arts. A three step listening lesson on a
specific skill is taught, followed immediately by a three
step reading lesson focusing on the same skill. This
approach to listening instruction utilizes teaChermedeling,
- student support of answers, and metacoghition. However,
teachers establish the specific skill to be learned, which
does th capitalize on student purposes for listening.
Although students explain how they arrive at their answers
at the end of the lesson, the LRTL does not utilize
discussion during the listening activity, thus minimizing
student interaction and confirmation of predictions.

Another model of direct listening instruction is the
Structured Listening Activity (Choate & Rakes, 1987). It
can be usea to teach concepts and comprehension skills and
to expand childrenVS'experiencés and vocabularf (Tierney,
Readance, & Dishner, 1990). The SLA is a 5 step lesson
which includes: 1) concept-building, 2) listening purpose,
3) reading aloud, 4) quéstioning, and 5) recitation. The
SLA, like the LRTL, is skill-specific and teacher dominated
and does not enhance the dévelOpment of students’
independent comprehension abilities. The SLA has not been
the subject of careful study, Choate & Rakes (1987) admit
that much research is needed to validate the ﬁse of the SLA
model as a means of improving listening and reading

comprehension.
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Conclusion

A review of the literature on listening, and
particularly the notable lack of current research on the
subject, indicates that there is a need for teacher
edUca;ion and Classroomimatérials that will promote this
component of the languagé arts. With the current interest
in read—aloud‘strategies;,listeningvmay finally receive the
attention itvdeserﬁes. The use of an integrated curriculum
in whole language classrooms makes the teaching of listening
. less the teaching of another subject and more an integral
part of each day. Bill Martin, Jr. (1966) noted the
importance of listeﬁing‘in his Sounds of Language series:
",..as one learns to listen, he is learning to speak; as one
learns to speak, he is learning to read; as one learns to
read, he is learning‘to write; as one learns to write, he is
learning to listen" (p. TE 17). Listeniﬁg is intertwinéd,
not only with language arts, but in daily situations.
Through‘theldirect teaching‘of listening strategies, the
other areas of the language arts will be strengthened. More
importantly, children will develop a necessary skill that

they will utilize throughout their lives.
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III. Description of the Project

Summary of the Project

| This project has‘been developed to address the need for
direct instruction in the curricular area of listening. The
project has been designed based on the philosophical views
undergirding whole language, using the information cited in
the literature review concerning listening, read-alouds, and
direct instruction. Directed listening and read-aloud
strategy lessons havevbeen'developed and compiled into a
handbook foi teéchers of primary-age children. The
literature in these leSsoﬁs usee rich language and has
kcharacters, plots, and themes which engage children's%
interests, tapping into the benefits of read-alouds in the
classroom.

This project is modeled after the Directed
Listening-Thinking Activity (DLTA), based on Stauffer's
Directed Reading-Thinking Activity, which supports the
philosophy behind wholistic teaching. This philosophy
values the experiences that the learner brings to the
literacy event and encourages the use of prior knowledge in
developing meaning. It is a child-centered approach that
requires children to be 1) actively engaged in thinking and
2) interactive with one another. The use of critical,

creative, and divergent thinking is emphasized rather than
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simply "getting the correct answer." This activity supports
the use of metécomprehensive stretegies as children learn to
analyze their own thinking processes.

The strategy lessons,set'the purpose for each listening
aCtivity;'helping children to focus attention on a specific
objective. Additionally, through initial concept—bﬁilding
.~ activities, students define their own goals for listening by
ﬁaking predictions about the selection. The guided
1isteﬁing, which is divided into three to five minute
Segments, invites students to confirm or adjust their
predictions and gives teachers the opportunity to determine
if children understand the passages read. The guided
listening is brought to closuie’through discussions which
returnvlisteners to the initial purpose of the listening
activity.

cMeaningful,extension acﬁivities are azkey component of
thiS'prcﬁectq By exteﬁding the purposes and strategies into
the other cufricular areas, children will see the pufpose of -
the listening activity beyond the initial lesson. These
activities also assist in evaluation since students respond
to the 1iterecure, exprese‘the meaning that is gained,
'develop and use new vocabulary, demonstrate acquired oral
language skills, and apply critical thinking strategies.
The teacher can determine the success of the strategy lesson

and make plans for future instruction. Specific extension
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activities in other curricular areas are provided in the
plans, alldwing teachers to choose those that?are
appropriate for their class. Black-line patterns of
felt-talk theatre pieces ahd‘puppet patterns are included
also éo‘that children can feteil many of the stories.

The plans give teachers some guidelines; however, after
|'multip1e présentatibns, teachers will be able to
automaticaily adapt the DLTA to any piece of literature.
.AlthOUQh>the plans*provide structure, they are flexible
enough to adjust to any ¢1assroom~depending on the students
themsel?és and the model of reading instruétion used by the
teacher. |
Goals

Since this projeét is a handbook for teacher use, the
goals of this prbﬁect aré aimEd at'teachers; The primary‘
goal underlying thié pfoject'is a philosophical one. "~ Whole
language teabhing is supplied through active, child-centered
vinstructionvguided by meaning acquisition. Although the
'leSSOnS'presented are dirécted, teachers will act as é guide
and facilitator with the idea that students are responsible
for their own learning.

Teachers are encouraged to incorporate directed
1istening activities inté their language arts programs
through meaningful read-aloud experiences. They aré ablevto

share their love of reading books through the use of
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carefully selected, excellent literature representing a
variety of 1iterary genres. “Teachers model expressive and
fluent reading and encourage active and interactive
discussions in order to assist in the develogment of oral
communication skills.

The expansion of background knowledge and its use is an
important goal in gUidihg students to make connectiong and
Cfeate new meanings. Teachers assess their students' needs
through listening in order to provide the necessary
instruction. This instruction develops children's general
and criticalvlistening skills through purposeful listening
experiences and meaningful discussions. Teachers model
critical thinking processes and guide children to Understand
their own thinking processes through metacomprehension.
Ultimately, teachers internalize the use of the Directed
Listening-Thinking Activity and adapt it for further
listening experiences. Listening strategies are extended
into other existing areas of the curriculum and into the
daily workings of the classroom.

Limitations

| The primary limitation of this project is that it has
not been field tested with primary students. A similar
directed listening model, designed by Stanchfield (1991),
was used in conjunction with two research studies on middle

school age children. Results of these studies, labeled
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Project Literacy and Project ARISE, concluded that growth
occurred both in children's attitudes towards reading and
their aptitudes in listening and reading (Stanchfield,
1991). In addition, a limited study wasvconducted'using the
Structured Listening Activity (SLA) in grades K-3 (Choate &
Rakes, 1987). This study Showed.significant gains in
listening comprehension. These studies, however, raise
»questioﬁs‘that‘would also arise with the use of this
' project's medel, including the following: 1) What
.improvement, if any, would carry over into the next grade
level? 2) What are the iongﬂterm effects of the model? 3)
How‘mueh‘transfer of listening strategies occurs? These are
guestions that can only be answered by implementation of the
 DLTA in language arts programs over a period of years.
Another limitation concerns the attitude the teacher:
How important is listening? To be successful, it is up to
the teacher to present DLTAPs.consistently, not as
intermittent activities. Teachers need to be familiar with
the literature being presented to know the optimal stopping
points in the reading where discussion should be encouraged.
Teachers need to be active listeners in order to guide
students in their predictions and to know when prompting is
necessary. These are not simply “storytime“ activities.
Teachers need to be familiar with the purpose behind the

guided listening. Also crucial is the teacher's ability to
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engage students in metacomprehensive activities. If
necessary, teachers have to be willing to model their own
thinking processes.

As previously mentioned, critical listening needs to
 permeate the entire school day. Teachers need to cut back
on superfluous listening in the classroom, particularly the
amount of time students spend listening to teachers. For
these strategies to develop, listening in class should be
specific, conciSe, and given in small amounts. The results
will be positi&e, but it means that teachers have to realize
that what they are now requiring students to listen to may
not be as important as they think.

Evaluation

"Tegsts cannot measure listening, living can... A
good listener evidences a constellation of
behaviorisms: he is intellectually curious,
selective, courteous, accurate, tolerant and
understanding. But you will say these are not
listening skills; this is life - and you will be
right."

(Wilt, 1955, p. 60)

In the past, evaluation of listening strategies, and
the measurements used in aésessmenﬁ, have grown out of the
tests used to assess reading. The majority of these tests,
such as the Brown-Carlson Listening Comprehension Test
(1949) and the STEP Listéning Test (1957), focused on
listening as it related to reading. However, as Wilt (1955)
stated, listening is a part of everyday life. The

evaluation of listening needs to involve more than assessing
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- whether children can determine the main idea and recall
supporting details. Evaluation needs to assess whether the
students have internalized the straﬁegies used, if stﬁdents
understand their thinking processes, andvare able to utilize
these strategies and proeesses in.alternate situations and
in different:settings. | |

In line with whole language, there has been a move
" towards avmore naturalistic approach to assessment (Perrone,
1991). These‘aseessmenflpractices are on-going and utilize
open—ended.feﬁmats. They draw upon a variety of settings.
They ask”sthdents to perform, creete, or prodUce something
in reepoﬁsefte-the litefary'event. These tasks are
meaningful instructional activities which involve real world
applicatioﬁ. " The emphasisbis oﬁ higher—level thinking and
preblem solving. The learning precess is the focus of
assessmeﬁt. Stﬁdents,must.demonstrate that they have 1)
ﬁsedbnew information and prior knowledge to create meaning,

leintegrated and applied new meanings and learning

:strategies'into alternate settings, and 3) utilized
‘metacomprehension in understanding their own thinking
processes.

Evaluation of student performance will help determine
the effectiveness of teacher‘performance. Through student
assessment practices,'teacheis can evaluate whether the

listening actiVity was successfully taught, whether students
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undersﬁand'their own thinking proceéses, whether meaning was
cfeated, and whether traﬁsfér’occurred to other afeas of the
curriculum.

‘The focus‘of evaluation will be in two areas -
cognitive and affective. 1In the cognitive domain,
evaluation is geared towards the process of creating meaning
using new infofﬂation and prior knowledge. Evaluation caﬁ
be made during the discussions before, during, and after the
listening strategy lesson. Teachers need to determine
whether divergent and critical thinking is being used: Are
the students able to analyze, §Ompare, generalize, predict,
and hypothesize? Are they utilizing predicting, confirming,
and integrating strategies? Are they able to analyze their
own thinking processes? If students are having difficulty,
further lessons must be taught and continued teacher
modeling should take place. If the strategy was
successfully taught, teachers need to look to othér areas of
the curriculum to integrate the strategy. Assessment of
transfer occurs when students demonstrate the strategy in a
new situation,‘either curricular or real life.

The following list is intended to establish‘a criteria
for what students need to be able to do in regards to story
structure‘when they are listening to a story.

1. Become acquainted with the appearance and behaviors

of the main and supporting characters.
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v»2, Recognize the importance of time and place on

character development and actions.

3. Know what the main character wants.

4. Understand that what the main character Wants leads
the plot.

5. Be aware of the significant events in the story as
the main chérééters try to obtéin what they want.

6. Adjust predictions when seﬁting and plot are
hypothetically alteréd:and’characters are eliminated.

People‘pefform.béttet‘when they know the goals and
pﬁrposes of‘a ﬁask and see them modeled (Herman, Aschbacher
& Wintersf‘l992). This opens up fﬁrther assessmeﬂt
'téchniques, Students can heip discuss and define goals,
~which makes the outcomés.more meaningful. Students can also
"evaluate the process through discussions or written
_inventories, determining Whether the process was successful
and whether tﬁéy‘underStood'their own thinking-prbcesses,»

Specific assessment products include documeﬁted
obsefvations,_Student generated projects, student learning
logs and.journals, student self-evaluation instruments,
interviews, response presentations in the fine arts, and
student think-alouds.

Many of the extension activities provided in this
project allow for integration into other aréas of the

curriculum. These extend the strategy or purpose into other
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areas. For retelling the story, black-line masters of
felt—talk theatre pieces and puppet patterns have been
supplied. The manipulation of these will aid in story
reteliing and summarizing and will assist the teacher in
evaluating growth ih oral communication skills.

To evaluate the effects of listening and read-aloud
strategies on the students' affective domains, discussions
and attitude inventories can be used; ‘The discussions can
be whole group} small grbup, or individual interviews.
These discussions can focus on the attitudes of children
thards reading and listening to stories, the types of
stories they enjoy, and the effectiveness of the lessons..
By actively teaching listening strategies, students and
teachers should reap the benefits ofva classroom environment
that is not only more meaningful but is lively and enriching

as Well.
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Appendix

Listening and Read-Aloud Strategies:
A Handbook for Teachers

"INTRODUCTION

Listening is an important part of every child's day,
both in school and out of school. Listening is more than
"hearing; it is the active process of understanding what is
heard. Active‘listeﬁers interpret, analyze, synthesize, and
evaluate information in order to create meaning. Listening
is the interaction betwéénpthe_iistener, the reader, and the
author. ‘Thevlistener uses prior knowledge, new inforﬁaticn,

and critical thinking to develop meaning.

zﬂé“Benefits:of,Listeninq and Read<Alouds

Listening to storieé is an essential part of ﬁhe
‘language arté“prdgram. 'Listening is also the most neglected
eleﬁént of‘languége arts. The development of listgning
strategies in students is critical to their success as
readers and writers, their growth in oral languagée skills,
and their~écquisitiQn of vccébulary.

There are many reasons for reading and telling stories
to children. .Reading‘aloud to children is an invitation to
children to read. It assists in print awareness and
motivates children to read'fbr themsel#es. Through teacher

modeling, children's fluency and expression will develop,
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which assists in increased oral language skills. Exposing
children.to language; which they may not be able to read for
themselves, expands their vocabulary. Reading aloud helps
children understand story structure. They learn about
characters, setting, plot, action, and resolution. They
learn to recognize that a story has a beginning, a middle,
and an end. Children are introduced to new literary styles
and genres, as well as new worlds and cultures, thus
extending their own interests and background knowledge.
The Teaching of Listening

Like many tasks, listening is a strategy that must be
taught. Children need to be directed toWards a purpose for
the liétening, given the opportunity to make predictions,
and provided the chance to confirm or adﬁust those
predictions. This ensures that students participate in
active listening. Through meaningful discussions utilizing
open-ended questions, students interact with one another to
learn new information, listen to alternate solutions and
conclusiohs, and discover other critical thinking processes
used in reaching these conclusions. Thesge listening
strategies will transfer into other areas of the curriculum,
such as the fine arts, social studies and science, and daily

life activities, like following directions.
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The Use of This Handbook

This handbook is désigned to help students, and
teachers, become more active listeners. It is geared
towards primary age students, kindergarten tnrough third
grade. It contains ten listening strategy plans utilizing
literature that uses rich language and stories that engagé
the children's interests. Each plén is based on the Direct
Listening-Thihking Activity (DLTA), developed by Russell
Stauffer-(1969}. The listening activity is introduced by a
concept—buiiding'and purpose-setting discussion. nThis
‘allows thé students to activaté their background knowledge
on a subject or,concept‘and also establishes a purpose for
listening’by making predictions about the story. The next
step in the activity isvthe gnided listening, which is
broken into 2-4 segments. This gives students the
opportunity to confirm or adjust their predictions,
synthesize new information, make new hypotheses, and analyze
their own thought processes. After the guided listening,
further discussion occurs where children analyze characters,
plot, setting, and theme. They are enconfaged to use
‘divergent thinking as these literary elements are altered,
changed, or omitted, challenging children’to generate
alternate solutions. The final components of each plan are
suggestions for extension and student response activities.

These include the retelling or summarizing of the story
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-using the felt-talk theatre or puppet patterns provided,
writtén.responses, artistic reactions, literature
extensions, and related activities in social studies or
science. Children need to recognize a purpose for the
listening activity, as well as be cognizant of the purpose

and strategies used beyond the initial activity.

The Role of the Teacher

The role of the teacher is active. Teachers should
become familiar with the DLTA plan and should preview the
“literature being read in order to model fluency and
expression. Troublesome vocabulary needs to be identified;
unfamiliar meanings may need to be explained during the
reading. Teachers act as guides and facilitators in
assisting students in activating prior knowledge and
establishing purposes. They need to listen carefully to
student responseé to guide students towards meaning
acquisition. Téachers need to model their own thinking
processes if children are having difficulty. They also need
to be willing to give prompts and ask questions not in the
strategy plans based on student responses. Finally,
teachers need to accept all student responses, eiicit
support for those responses, and encourage alternate :

solutions.
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The DLTA plan can be adapted and used with any piece of
literature. Once teachers are familiar with the format,
they can automatically turn any read—aloud.experience into a
1ively,'meaningful_listening event.

The Evaluation of Listeninf

‘The evaluation of listening needs to assess whether the
students have internalized the strategies they used,
understand their thinking processes, and are able to use
these strategies and processes in alternate situations and
in different sétfings‘ Much of this evaluation will occur
during the‘discussions of the literature. Teachers need to
determine whethef divergentband critical thinking is being
used. Some questions to keep in mind include: Are the
students able to analyze, éompare, generalize, predict, and
hypothesize? Are they using predicting, confirming, and
integfating strategies? Are they able to analyzé their own
thinking procésses? Do they use new information and prior
kﬂowledge to create meaning? Do they recognize story
structure and the important elements of literature, such as
characters, setting, plot, and theme? Teachers can document
observations of these areas during the discussions.

The extension and student response activities are also
a source of evaluation. Students are asked to perform,
create, or produce something in response to the listening

activity. These responses will help to determine whether
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meaning was'acquired. ‘Many of the extension activities
provided allow fbr integration into other areas bf the
curriculum. fhese will assist the teacher in determining
whethef the strategies andvpurposes of the listening have:
transferred into other subjects.

The development of oral langﬁage skills can be
evaluated through the diséussions, as well as the retelling
and summarizing of the stbry. The felt-talk theatre and
puppet patterns provided for each story assist the students
in their retellings. The_felt—talk theatre pieces can be
méde out of felt or paper with felt or tape on the back.
The puppet patterns are designed so that paper bags can be
used. 'Listening to the students retell or summarize the
story while manipulating the felt-talk pieces or puppets
will help to evaluate student growth in oral language
‘devélopment.

The Use of Pﬁgpets and Felt-Talk Theatre

At the end of each lesson, patterns are provided so
that teachers and/or students may create puppets or
felt-talk figures to use in theatre presentationsw Teachers
or adult aideskmay make puppets or figures out of felt.
These may be kept in bags or files and used over and over
for many years. In addition, patterns may be photocopied
and colored by students, then glued to paper bags or to

large tongue depressors for puppets. Felt-talk theatre

44



patternsvcan be colored, mounted on tagboard; laminated; and
backed with small pieces of felt or masking tape} Also, |
felt-talk characters may be enlarged by a photocopier and
used as face masks by mounting on cardboard and attached to
‘a tongue depressor so that students may hold the masks in
front of their faces as they dramatize the stories.

The use of puppets and felt-talk theatre is an
enriching experiencé for children. The students retell the
storybwhile manipulating the puppets or felt characters on a
‘flannél board. These.theatré»presentations assist the
childreh in visualizing the story, increasing and expanding
their vocabulary, and enhancing their oral language
development. Puppets and felt-talk theatre activities can
be conducted as a whole class, in small groups, in pairs, or

even as individuals.
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LESSON PLANS
ROSIE'S WALK
by Pat Hutchins

Introducin the Selection:

A,

Concept~Building and Purpose-Setting:
"The story you will listen to today is called Rosie's
Walk. From the cover of the book, what do you think Rosie
is? Where do you think Rosie lives? How many of you have
been to a farm? What kinds of things are on a farm?
This is a story about a hen named Rosie and her walk
around the farm. Where do you think she might go?"

B. Guided Listening:

"Listen to the first part of the story to find out about

where Rosie goes on the farm." (Read page 1 to the top of
page 15, beginning with "...past the mill.")
Questions:

1. Which of your predlctlons were correct?
2. What else did you learn that you did not know?
3. How do you think Rosie's problem will be resolved?
4. What do you think might happen next?
"Listen to the rest df‘ the story to decide if your
predictions are correct. (Read page 15 to the end of the

story )

Questions:
1. Were you correct'p .How was Rosie's problem resolved?

2. Think of a different ending to the story. How would
the rest of the story have to be changed to fit the
new ending?

C. Discussidn After the Guided Listening:

Questions:

1. What situation or problem did the author use to get
the story started?

2. What did the author do to make you want to listen to
find out what happens?

3. Who is the main character in the story? Why do you
think the way you do?
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D.

4. Are there any characters other than the main
character who are important to the story° Who are
they° Why are they important?

Extension and Student Res»onserActlvities:

The students can retell the story using the felt-talk
theatre pieces. Students can work in palrs and tell the
story to their partners.

The 'students can read other stories that take place on a
farm, such as The Big Red Barn, by Margaret Wise Brown,
or Barn Dance, by Bill Martin, Jr.

This story lends itself to creative drama. The students
can play all the parts of the story, including Rosie, the
fox, the henhouse, the pond, the haystack, the rake, the
mill, the flour, the fence, the wagon, the beehives, and
the bees. The students can be placed at spots around the

- classroom. As the teacher reads the story, the students

playing Rosie ‘and the fox can walk through the classroom

and recreate the incidents in the story.

Brainstorm a liét of animals that live on a farm.
Classify the animals according to size, color, body
covering, and whether they are mammals or egg-layers.
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BROWN BEAR, BROWN BEAR, WHAT DO YOU SEE?
by Bill Martin, Jr.

A. Introducing the Selection:

‘Concept-Building and Purpose-Setting:
"Today I will read a story called Brown Bear, Brown
Bear, What Do You See?. There will be many colorful animals

in this story. Let's 1list the colors. (Record student
responses on board or on chart paper.) = What are some.
“animals that match these colors? (List student responses

- next to colors.) Which of the animals we have listed do you
think might be in the story?"

B. Guided Listening:

"Listen to the first part of the story to decide if the

animals you picked are in the story." (Read page 1 to page
15, beginning with "Black sheep, black sheep...")
Questions:

1. Which animals did you predict might be in the story
were actually in the story? From our list, what
animals do you think might be in the rest of the
story? Do we need to change any of our predictions?
Are there any animals we predicted that you do not
think will be in the rest of the story? Why do you
think so?

2. What have you experienced that leads you to make
\ these predictions?

"Listen to the rest of the story to find out if your
predictions are correct." (Read page 15 to the end of the
story.)

Questions: '
1. what do you think now? Were you correct?

2. Who are the characters in the story? Could ybu
change any of the characters or leave any of them
out?

C. Discussion After the G ided Listenin
Questions:
1. Did you notlce any- partlcular patterns 1n this book?
If so, what were they?
2. Who is the teller of the story? How would the
story change if someone else in the book told the
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The students can make the felt-talk theatre pieces and
use them to retell the story individually, in small
groups, or as a whole class.

Read the story Polar, Bear, Polar Bear, by Bill Martin,
Jr. Compare the two stories, discussing the pattern and
the animals used. :

The students, either as a whole class activity or
individually, can write student-authored books using the
pattern established in Brown Bear, Brown Bear. They can
use different animals or objects,different colors, or a
different sense, such as "What do you hear? smell? taste?
feel?" ‘

Use the animals in the story for a lesson on
classification. They can be classified according to
size, color, pets and wild animals, body covering; and
method of movement. : :

Discuss the primary and secondary colors. The students
can experiment with paint, using the colors of blue,
yellow, and red to create the secondary colors of green,
orange, and purple. By adding white or black, they can
create different tints and hues.
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THE VERY HUNGRY CATERPILLAR
by Eric Carle

A. Introducing the Selection:

Concept-Building and Purpose-Setting:

, "How many of yvou have ever seen a caterpillar? What
- did it look like? What was it doing? What do caterpillars
turn 1nto9 Today I am going to read a story called The Very
What do you think a story with this

ftltle mlght be about7“

B. Guided Listenin

()

"Listen to the first part of the story to find out if your
prediction was correct and the effects it has on the
caterpillar." (Read page 1 to page 15, beginning with "On
Saturday...") .

Questions:

1. From the title of the story and what yvou know about
caterpillars, were you correct in your predictions?
Which predictions do you agree with? Which ones do
yvou want to change?

2. What was the effect on the caterpillar?

3. What do you think will happen next? Why do you think
s0?

"LListen to the rest of the story to find out what happens to
" the caterpillar." (Read page 15 to the end of the story.)

Questions: » v v _
1. What happened to the caterplllar° Why did it happen?

2. What have you learned by listening to this story that
vou did not know before? :

C. Discussion After the»Guided List nin

Questlons- '
1. How is this story arranged?

2. Trace the main events of the story. Is it possible
to change their order or leave any of them out? Why
or why not? :

3. Does this story follow a pattern? What is it?
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D.

1.

4. Did the story end the way you expected? What clues
were there that helped you to expect this ending?

Extension and Student Res onse'Activities;

In connection with science, study the life cycle of a
caterpillar. If available, the students can observe the
actual metamorphosis of a caterpillar and keep a journal
of their observations. The students can also make a
diagram of the life cycle.

The students can make the felt-talk theatre pieces and
use them in the retelling of the story. They can tell
the story to a partner in their own class or partner w1th
a student from a different class

Discuss Eric Carle's unique style of illustrating and a
medium that best recreates that style, such as paint or
tissue paper. The students can make an illustration from
the story or one of their own choosing using that medium.
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THE NAPPING HOUSE
by Audrey Wood

Concept-Building and Purpose-Setting:

"Today I am going to read a story called The Napping
House. Let's look at the cover of the book. What do you
think this story might be about?

What do you think will happen? What questions would you
like answered as we are listening to this story? (List
student responses on the board or on chart paper.)"

B. Guided Listening:

"Listen to the first part of the story to find out if you

were correct in vyour predictions. Listen also for the
answers to your questions." (Read page 1 to the end of page
14.)

Questions: -
1. Which of your predictions were correct? What clues
in the story supported your predictions?

2. Were aﬁy of our questions answered? Which ones?
What questions do we still need to find out about?

1

3. What do you think will happen next?

"T.isten to the rest of the story to find out what happens.

next. Listen also to find out the answers to the rest of
our guestions.™ (Read page 16, beginning with "A wakeful
flea..." to the end of the story.)

Questions: ,

1. How did the story end? Did you predict the story
would end this way? What clues helped you to expect
this ending?

2. Did we answer all of our questions? What did we
find out?

C. Discussion After the Guided Listening:

Questions:
1. How is this story arranged?

2. Trace the main events in the story. Could you change

their order or leave any of them out? Why or why
not?
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3. Where does the story take place? If the story took
place somewhere else, how would it be changed?

4. Is this story, though different in content, like any:
- other story yvou have read or heard? Does it follow a
pattern? If so, what is it?-

D. Extension and Student Response Activities:

1.

The students can make the felt-talk theatre pieces. They

can manipulate the pieces as they retell the story,
either individually or in small groups. '

The students can read or listen to another patterned,
sequential story such as The House That Jack Built or I
Know an 0ld Lady Who Swallowed a Fly. Discuss how the
stories are similar or different.

The students, as a whole class activity, can compose
their own patterned, sequential story. The story can be
illustrated, bound, and added to the class library.
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DO YOU WANT TO BE MY FRIEND?
: by Eric Carle

A. IntroduCiﬂ “the Sel ction’

Concept- Bulldlng and Purpose-Setting:

"Today I am going to read a story called Do You Want to
be My Friend? What do you think might happen in this story?
How many of you have a good friend? What do you like to do
with your friend? Wwhat makes your friend so special?"

B. Guided Listening:

"Listen to the first part of the story to find out what
happens as the mouse goes in search of a friend.® (Read
page 1 to page 16, beginning with "So the mouse ran on...")

Questions: ‘
1. what has happened in the story so far? What do you
think will happen next? Why do you think so?

2. What problem did the author use to get the story
started? How do you think this problem will be
resolved? ’ ‘

"Listen to the rest of the story to learn how the mouse
resolves his problem." (Read page 16 to the end of the
- story.) :

Questions:
1. How did the mouse resolve his problem?

2. Why do you thlnk-the.other animals would not be the
mouse's friend? Wwhy do you think the other mouse
agreed to be his friend?

3. Think about your good friend. What is it about that
person that makes him/her such a good friend?

C. Dis ussion After the Guided Listenin

o

Questlons~

1. What idea or 1deas does this story make you think
about? How does the author get you to think about
this?

2. Do any particular feelings come across in this story?
Does the story actually make you think about what it
is like to feel that way? How does the author do
this?
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3. Even though this is a make-believe story, how does
the author take the story seem possible or probable?

4. If the author, Eric Carle, were here, what gquestions
would you ask him?

D. Extension and Student Response Activities:

The students can retell the story using the felt-talk
theatre pieces. This can be done as a whole class or a
small group activity.

Student-authored books can be written about their special
friends. These books can be illustrated, bound, and
added to the classroom

library. -

. The students can listen to or read other books by Eric

Carle. The Verv Quiet Cricket, The Vervy Busy Spider, The
Grouchy.Ladybug, and A Home for Hermit Crab are just a
few titles. Discuss the similarities and differences in
these books.

The students can write a letter to Eric Carle, asking the
gquestions they came up w1th in the discussion after the
guided listening.
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THE LITTLE OLD LADY WHO WAS NOT AFRAID OF ANYTHING
by Linda Williams

Ccncept—Building and Purpose—Setting: ‘

"Are you afraid of anything? What are you afraid of?

Today I am g01ng to read a story called The Little 0l1d Lady
fraid ,

, ] .. Let's look at the cover of
the story What do you thlnk might happen in this story?"

B. Guided Llstenlnq:'

"Listen to the first part of the story to find out if you
predicted correctly. Listen also to find out if there are
any questions you still need to find out." (Read page 1 to
page 17, ending with "BOO, BOO!")

Questlons.“

1. What predlctlons do you agree with? What do vyou
still need to find out?

2. What do you think will happen next? What do you
think the little old lady will do?

"Listen to the rest of the story to find out which of our

predictions are correct." (Read page 19, beginning with
"This time the little old lady..." to the end of the story.)
Questions:

1. Did the story end the way you expected it to? What
clues in the story lead you to expect this ending?

2. What did the little old lady do?

3. What was the most surprising or interesting thing
that happened? Why was it surprising or interesting?

C. Discussion After the Guided Listening:
Questions:

1. What incident or problem did the author use to get
the story started?

2. What did the author do to create suspense and make
you want to listen to find out what happened?

3. Do you notice any particular patterns in this book?
What were they?
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D.

4. Were there any clues that the author built into the
story that helped you predict the ending? If so,
what were they?

_Extension and Student Res onse Activities:

The students can'nakevthe felt-talk theatre pieces and
use them to retell the story individually, in small

groups, or as a whole class.

The c¢lass can be diVided into small groups of seven to
dramatize the story. Student  parts would include: the

“little old lady, the pair of pants, the shirt, the
- gloves, the hat, the shoes, and the pumpkin head.

. The students can design their own very scary pumpkin head

using a medium of their choice, such as construction
paper, paint, or markers.

The students can plant pumpkin seeds and keep an

observation journal, recording on the progress of their
plants.
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WHOSE MOUSE ARE YOU?
by Robert Kraus

Concept Bulldlng and Purpose Settlng--

‘ “Today I am going to read a story called Whose Mouse
Are You? Let's look at the pictures to see what the story
is about. (While 100k1ng ‘at the pictures, encourage student
responses. ) What do you thlnk will happen in this story?"

B;«GUided Listeg1nq:7"

"Listen to the first part of the story to find out if your
predictions about the story are correct." (Read page 1 to
page ll,_beginning with "What will you do?")

Questlons- _

1. Were you correct in your predictions? Is there

' anything you want to change? What clues helped you
to make your new pred1ct10n9

2. What do you thlnk the mouse will do now9

3. What problem does the mouse have? How do YOu‘think
this problem will be resolved?

"Listen to the rest of the story to find out if the mouse
‘does what you predicted to resolve his problem." (Read page
11 to the end of the story.)
‘Questions:
1. Which of our predictions do you agree with? What
happened in the story that confirmed your prediction?
2. qu>did,the mouse resolve his problem?

3. What have you'eXperienced in your 1life that helped
you to make your predictions?

C. Discussion After the Guide kListehin

e

Questions:
1. What incident or situation did the author use to get
the story started?

2. what 1dea or 1deas does this story make you think
about?

3. Do any particular feelings come across in this story?
Does the story make you think about what it is like
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D.

to feel that way? What happened in the story that
helped to create that feeling?

4. Even though the story is make-believe, how does the
author make the story seem probable or possible?

_Extension and Student Response Activities:

1.

Thé'students can make the puppets and felt-talk pieces
and use them to retell the story.

If available, use pictures of classic portraits (self,
family, group) by well-known artists to discuss the term
“portrait." - After discussing family members, the
students can create a portrait wusing paint, chalk,

pastels. or crayons.

. The students can write or dictate a story about the mouse

and his new little brother. These student-authored books
can be 1llustrated, bound, and then shared.
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DO NOT OPEN
by Brinton Turkle

A. Introducing the Selection:

‘Concept-Building and Purpose-Setting: ‘

"How many of you have been to the beach before? What
did you do at the beach? What kinds of things did,you find
in the sand?

Today I am going to read a story called Do Not Open.
(Show cover of book to students.) What do you think a story
called Do Not ' Open might be about? {Encourage student
responses.) - While I am reading, try to dec1de why dlfferent
things happen in the story and the results.

B. Guided Listening:

(Read page 1 to the end of page 15, ending with "Should she
open the bottle?")

Questions:
1. What did you predict would happen after the storm?
Why did you make that predlctlon9

2. What do you predict Miss Moody will do? What do you
think will happen if she does it?

"Listen to the rest of the-‘story’ to find out if vyour
predictions are correct." (Read page 16 to the end of the
story.)

Questions:
1. Which predlctlons do you agree with? Why do you -

agree with them?

2. What happened to Miss Moody? Why did this happen to
her? - What happened as a result?

3. Did the story end the way you expected it to? What
clues did the author offer to prepare you for this
ending?

C. Discussion After the Guided Listenin

Questions:
1. Where did the story take place? How did wyou know?
If the story took place somewhere else, how would it

be changed?
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2. Trace the main events in the story. Could you change
their order or leave any of them out? Why or why
not? '

3. Think of a different ending to the story. How would
the rest of the story have to be changed to £fit the
new ending?

Extension and Student Response Activities:
'The~studenté can make the felt-talk theatre characters

and ‘use them to retell or summarize the story
individually or in small groups.

. Do Not Open lends itself to a lesson in classifying.

Divide the class into small groups of 5 or 6 students.
Provide each group with a box of sand and shells. The
students first uncover the shells and then classify them
by size, color, and shape.

The students can make a mural of the main events in the
story: Miss Moody's cottage, collecting things on the
beach, finding the bottle, opening the bottle, the
creature in 3 different forms, the creature turning into
a mouse, and Captain Kidd eating the mouse.
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ALEXANDER AND THE TERRIBLE, HORRIBLE,
NO _GOOD, VERY BAD DAY
by Judith Viorst

A. Introducing the Selection:

Concept-Building and Purpose-Setting:

"How many of you have had a day when nothing seemed to
go right?  What happened on that day? Was there a reason
that your day was bad? How did your day finally end?

Today I am going to read a story called Alexander and

the Terrible, Horrible, No 'Good, Very Bad Day. In our
story, Alexander has a terrible day from the time he gets up
until he goes to bed. What are some things that might

happen to Alexander?"
B. Guided Listening:

"Listen to the first part of the story to find out if some
of the things vou predicted might actually happen to
Alexander.™" (Read page 1 to page 17, ending with "No one
even answered.")

Questions:
1. Which predictions actually happened?

2. What else did you learn that you did not know?

3. Do you know anyone like Alexander? How are they the
same? How are they different?

"LListen to the rest of the story to learn more about
Alexander's terrible, horrible, no good, very bad day."
(Read page 18 to the end of the story.)

Questions:
1. What else happened to Alexander?

2, When vyou made vyour predictions about what would
happen to Alexander, what have you experienced that
lead you to make those predictions?

3. Did Alexander resolve his problem? What could he
have done to resolve his problem?

C. Discussion After the Guided Listenin

Questions:
1. What problem or incident did the author use to get
the story started?
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2. Think of a different ending to the story. How would
the rest of the story have to be changed to fit the
- new ending?

3. Do you think Alexander could have done anything to
change his terrible day? What could he have done?

4. Who is the teller of the story? How would the story
be different if another character told the story?

Using a map or a  globe, the students can locate
Australia. Discuss some of the wunusual animals found in
Australia: koala  bear, kangaroo, dingo, platypus,
echidna, wombat, emu. If possible, show pictures.

The students can write a journal entry as if they were
Alexander. What happened on his terrible day? How did
he feel? Why did he think his day was terrible?

 The students can use the puppet patterns provided and
make the characters. They can use the puppets to retell
the events of Alexander's day.

The students can compose, individually, in groups, Or as
a whole class, a book of Alexanders's wonderful,
marvelous, extremely good, very fun day. The students
can illustrate the book after it has been written and add
it to the ¢lass library.
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MISS RUMPHIUS
by Barbara Cooney

A. Introducin _the‘SeleCtion:

Concept- Bulldlng and Purpose-Setting:

"Today I am going to read a story called Miss Rumghlus
Let's look at the plctures to see if you can tell what it is
going to be about
(Encourage student responses.) The story is about a
- remarkable woman named Miss Rumphius. While I am reading
the first part of the story, try to decide what Miss
Rumphius will do when she grows up."

B. Guided Listening:

(Read page 1 to the bottom of page 6, ending with "And

Questions: v
1. Which of your predictions do you agree with? What
clues in the story led you to make that prediction?

2. What do you think Miss Rumphius will do now? Why do
you think so?

"Listen to the next part of the story to find out if your
predictions are correct." (Read page 8, beginning with
"Then my Great-aunt Alice..." to the bottom of page 18,
ending with "But she was not able to...")

Questions:
1. Were you correct in your predictions? What parts. in
the story support your predictions?

"Listen to the next part of the story to make predictions

about what Miss Rumphius will do.™" (Read page 19, beginning
with "After a hard winter..." to page 21, paragraph 1,
ending with "...five bushels of lupine seeds.")

Questions:

1. Which of your predictions were correct? What clues
helped to support your predictions?

2. How do you think this story will end?
"Listen to the rest of the story to find out what Miss

Rumphius does." (Read page 21, paragraph 2, to the end of
the story.) :
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C.

Discussion After the Guided Listenin

Questions:
1. How did the story end?

2. Did it end the way you thought it would? Why?

Questions: ‘ .

1. What has happened in your life that helped you make
predictions about Miss Rumphius and what she was
going to do?

2. Who is the main character in the story? What kind of
person is Miss Rumphius? How do you know?

3. Are there any characters who changed during the
story? If they changed, how are they different?
What changed them?

4. Some characters play small but important roles in a
story. Name such a character. Why is this character
necessary for the story?

Extension and Student Response Activities:

The . students can make the felt-talk theatre pieces and
retell the story either in small groups or individually.

As a connection to science, discuss the growth cycle of
plants. The students can plant lima beans, pinto beans,
and/or flower seeds. By keeping an observation journal,
the students can record their observations and make
predictions about their plant.

Through art, music, or drama, the students can

demonstrate what they would do to make the world more
beautiful.
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