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Abstract

Learning 1S a process of making neaningful
~connections. Students often have difficulty making these
'impOrtant connections.’ The purpose of this prOJect was tof
develop a handbook for: teachers to help students make _
connections by using fairy tales.'lﬂ | |

The research supporting this prOJect focused on two
main areas: making connections and fairy tales. Research
indicated that succesSful readers‘make‘connections between
reading and uriting‘(Heller, 1991),'between baCkground» |
 knowledge and°tekt (P.'D. Pearson, 1985), and between texts
(Hartman & Hartman;'1993). Students makensome connections
naturally as‘they-gain experience with literacy.‘ Teachers
‘can help bylparticipating in”the‘reading/writing process,
demonstrating'strategies to’students, and arranging :
materials to facilitate the'making of connections.

In the area of fairy tales, research revealed that
fairy tales are meaningful to children, present the world
at their 1eve1 of thinking, and build on: their knowledge of
story structure (Bettelheim, 1976).. Students -make
connections as they read, ‘discuss, and-compare different
VerSions of fairy tales and spec1fic fairy tale elements

’”and write their own fairy tales.

!
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A teacher‘handbook was written providing activities
and strategies for using fairy tales in the classroom to
‘make connections. The handbook also includes a reference

list of some familiar‘fairy tales and their variants.
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'x'Chapter-Oneg

'Learning51s~a:prOCess of,making;connections. Hsuchfﬁf'
'»connectlons enable one to see relatlonsh1ps and organlze
thlnformatlon so everythlng fltS together and makes sense.
Organlzed connected 1nformat10n 1s ea51er to understand
and recall than unrelated facts (Wllson & Anderson, 1986)
Learnlng is more than rote memorlzatlon. True learners
'treflect on and analyze both new 1nformat10n and thelr
background knowledge as theyusearch for‘connectlons»that> 
':,help them relate to and make sense of the world.'
| Unfortunately, many students have dlfflculty maklng.
.connectlons between what they read and hear 1n school and
thelr:personal llyes. Such: thlngs appear 1rrelevant to
.’ftheir lives outsideéSChool: Many have-dlfflculty mak1ng~r'
'connectlons between texts because they do not know 1t 1s f"

' approprlate to use thelr background knowledge along w1th :

',the text to create meanlng.~.:

Tradltlonal currlculum does not help students make :

h"connectlons because it is fragmented 1nto subjects and

SklllS. Readlng,“wrltlng,-math 501ence, and hlstory are
‘;taught as separate, unrelated subjects. W1th1n-1nd1v1dual
‘subjects, partlcularly readlng ‘and wr1t1ng, currlculum is
often d1v1ded 1nto sequences of sk1lls and subskllls for :
students to master. Accordlng to thls perspectlve,

breaklng the currlculum down 1nto smaller and smaller



pleces makes learningteasier.'.6nevskill or'concept?ls

taught at a tlme and each bullds on prev1ous skllls and

concepts. Unfortunately, thlS attempt to make learnlng

easier actually makes,lt harder because the'learnlng is out

of context and purposeless. Students practlce skills and

memorlze unrelated facts rather than maklng connections and”
constructlng meanlng (Goodman, 1986)

‘Students who do not master the skllls are often
‘labeled andtplaced in special programs where they receive
additional‘assistance.’cThis extra'help.is'usually‘more
oinstructiOn and practice in the isolated skiIISvtheY‘did'
not understand 1n the flrst place. At“the same‘time,‘
because they have been labelled "unsuccessful" they are not

con51dered as capable-of»learnlng as "successful" students.
 Traditional schooling values'students who-fitbinto the |
bysystem. Those who do not‘fitv(such as language different
and minority students)iusually do'not get'theirfneeds met
because they are expected to adapt to. the system (Goodman,
1986; Routman, 1991).‘ » »
| Tradltlonal methods of'schooling need to be,replaced
“with more.holiStic,”meaning orientedfmethodsdthat'respect
) and”empOWer all learners. 'Language, bothlverbal and
written, is uSed’to communiCateumeaning.‘UReading, writing,
, speaklng, and 11sten1ng for real reasons and real audlences
.'1s more effectlve than pract1c1ng 1solated,.1nd1v1dual

skllls. There is a natural reason for communicating: to-



construct and convey meanlng When language is broken down»
g1nto 1solated sounds, word parts,.and phrases, 1t 1oses |
purpose and empha51zes conventlons over meanlng.‘
U'Authent1c, meanlngful communlcatlon and learnlng takes
place when language remalns whole, real and natural, andv;
’7the emphas1s remalns on meanlng (Goodman, 1986)

Language is best learned through use, not practlce.‘
,Students 1earn to read and wr1te by readlng and wrltlng..‘:
They learn how to use 1anguage to 1earn as they use
vlanguage (by speaklng, llstenlng, readlng, and wr1t1ng)
| whlle 1earn1ng about other thlngs. Teachers can foster
~ both language development and content area learnlng by
;structurlng the currlculum around meanlng.. Language
learnlng can be 1ntegrated w1th1n other subjects, and
subjects can be related ‘to show the connectlons between o
them,,such as math and s01ence._ Students 1earn when
‘fmethods of 1nstruct10n encourage them to make connectlons
(Goodman, 1986 Routman, 1991) | |

All students come to school w1th dlfferent ab111t1es, E

-1nterests, experlences, and background knowledge. They all”’

1 have dlfferent needs. Teachers who carefully Observe thelrk

o students to see both strengths and weaknesses and then use

» that 1nformatlon,1n currlcular plannlng better neet the

"’needs of their studentsQ They begln where students are and‘j’

»»w1th what they are 1nterested 1n._ They focus on strengths, t:,

’what_each,studentncan do,, Such teachers do not expect all



students to have the same needs,‘strengths,,and interests.
They focus on individual achievement rather than comparing
students against each other. They respect all students and
expect all Students to learn.F'This eXpectationvis
communicated through their words, adtions,‘and"attitude
V(Geodman, 1986, Routman, 1991, Watson & Crowley, 1988).
| All learning involves risk-taking. When students are
treated as individuals capable of learning, they feel
comfortable taking risks. They are empowered'to assume
responsibility’forethemselves and take control of their own
learning. Such stndents learn how to think for themselves
and are not completely dependent upon the teacher.
Teachers who give up some of their control are "giving more
ownership and choice to students and trusting students to
be respensible“ (Routman, 1991, p. 24). They recegnize
that students will not learn to do things fer themselves if
they do not have the opportunity to try. They share the
responsibility of learning with the learners and invite
them to provide input‘into‘curriculum development.
Whole”language is . . . about having teachers and
students decide together what is worth knowing and
how to come to know it. It is about setting up a
learning environment that is purposeful, authentic,
and based on both the children’s and teacher’s
needs and desires to know (Routman, p. 26).
One way to begin the.transition from a traditional,
skills-based curriculum to one which helps students make

connections while keeping language whole and purposeful,



:valulng d1vers1ty, and‘empowerlng learners is through the‘

fuse of falry tales;‘ Falry tales are both 1nterest1ng and

_ mean1ngfu1 tovchlldren. The s1mp11f1ed view of the world :
' presented in fairy tales'is at a chlldIS'level of |
‘understanding Children see the world as good or bad
black or white w1th nothlngyln between. _While fairy_talesi'
do notpspe01flca11y-address modern problems;‘they do ¢éntef"
arOund:universal‘themes, such asvgood eventually succeedS
~over evil and hard work payshoffl children find these
»themes deeply meaningful‘and receive‘reaSSurance from them
that they can- solve thelr problems.,vFairy tales-are also
v open to 1nterpretation, SO children take from them what
they.need (Bettelheim, 1976). |

| Fairy_talesraregfamiliar,»predictable stories.
Students draw fromvtheir background‘knowledge of fairy
tales and story structure to construct meaning‘and make
connections. Because the language and structure of fairy
tales is familiar .and predlctable, children can read ‘them
more easily than other texts written at the same level
(Worthy & Bloodgood 1992 1993)

vFairy-tales are unlversal. lhey'originate from many

countries and cultures.“ leferent versions and variations
developed as they were passed ‘down orally from one
generatlon to another,i Similar versions ex1st in different
bcultures,feach‘refleCting the cultural traditions it drams

from. Reading and comparing‘these‘versions helps build



understanding and respedt for different cultures (Bishop,
1987; Mueller, 1984). |

Children can make connections and build their
background knowledge as they examine cultﬁfal‘variants and
modern adaptations of fairy tales. Their understanding of
the world and various cultures increases as they compare
different versions of familiar tales. As they see
similarities and differences between tales, they make
connections. Students learn more about the genre/
characteristics of fairy tales. They gain an increased
understanding of story structure as they compare the
characters, plot, setting, style, and point of view in
different versions of traditional tales. Students also
begin to read like writers and consider the tales from an
author’s perspective. This helps them see the
interrelatedness of reading and writing and prepares them
to write their 6wn tales (Moss, 1982; Sipe, 1993; Worthy &
Bloodgood, 1992-1993).

In summary, traditional curriculum focuses on
mastering individual skills and facts rather>than
constructing meaningful connections. Many students
struggle within the system because it does not meet their
needs. On the other hand, holistic, meaning oriented
methods of instruction respect learners, expect them all to
learn, and adapt the system to not only meet the needs of

the learners, but empower them to take responsibility for



their own learning. One way to begin the process of moving
toward a more holisfic, meaning oriehted curriculum is
through fairy tales. Fairy tales can be used to make
connections, build background knowledge, and focus on

meaning.



Chapter Two

In reviewing the current literature on making
meaningful connections and fairy tales, several major
themes emerged which were used to guide the wfiting of this
chapter. These themes are: reading/writing connections,
thé role of background knowledge, connecting texts, fairy

tales, and using fairy tales with students.

Reading/Writing Connections

Reading and writing are inter;elated processes which
require similar thinking. Writing, or composing, consists
of actively constructing meaning. Reading, or
comprehending, involves reconstructing meaning written by
someone else. Both require the use of language. According
to Squire (1983), children learn to think as they learn
language. "Language is the major vehicle through which
thinking occurs" (p. 582). Through language, children
learn to compose and comprehend ideas. Teachers hamper
their students’ ability to think, as well as to read and
write, when they do not foster an understanding that
composing and comprehending are interrelated processes.

Comprehending and composing follow similar stages.
The first stage, pre-reading and pre-writing, prepares
individuals to read or write by setting a purpose and

‘calling up relevant background knowledge. The second



stage, reading and writing, requires mental and emotional
involVementgas‘ihdividuéis create meahing and monitor their
thinking. Monitoring inCludes planning, predicting, and
checking predidtidhé; In addition, writing involves.
rereading and fethihkihg‘fo éiarify'meahing. ‘The final
stage is reflecting, or thinking about what was read or
written. Those who reflect are better readers and writers
because they can describe what they dovto construct meaning
and know how to activaté relevant badkground khowledge.
The stages are not separate, distinct, and sequential.
Individuals may combine stages or move back and forth
between them (Helier, 1991; P. D. Pearson, 1985).

| Calkins (1986), specifically focusing on the writing
process, agreéd that these stages overlap and repeat rather
than occurring in a:distinct, linear sequence. She named
the three stages rehearsal, drafting, and revision.
Rehearsal, of getting ready to write, involves talking,
observing, and reading fo gather ideas and organize
thoughts. Drafting is writing. Early drafts are tentative
and exploratory while later drafts narrow down ideas and
clarify meaning. Revision is literally re-vision, or
1boking at the writing from a different perspective.
"Writers become readers, then writers again' (p. 18) as
they go through the process of writing.

Students become efféctive writers as they learn to

interact with texts and take charge of their own writing.

9



As.they ask questions such as "What am I trying to say?"
and "How does 1t sound?" of themselves, they reallze that
wrlting prov1des the opportunity to create and share
meaning. They recognize they have;somethlng to‘say that
others want‘to:hear and?that authcrs‘follow_the same
writing process:they‘do{to create;meaniﬁg. caikins (1986)
explained,

They are the times when youngsters look up

from their writing and suddenly recall another

author who has struggled with similar issues.

They are the moments of connectedness that a

child experlences because he or she is an

insider in the world of written language

(p. 232).

Smith (1985) discussed the literacy club, which is
made up of written language users. Children become junior
members of the club, orlinsiders (as referred to by
‘Calkins, 1986), when they are accepted by a group of
feaders and writers. These more experienced members help
children participate in written language activities. They
recognize that children are not experts in reading and
writing, but‘will become more experiehced with time.
Members of the literacy club see authorship from an
insider’s perspective. They see how written 1anguage is
used, receive needed help in a risk-free environment, and
see themselves as active participants.

Readers Who see authorship from this insider’s
perspective, or read like writers, begin to think like

writers. They realize authors choose what messages to send

10



and how to useflanguage;to bestvconveyfthese-meSSages;
Students then apply thls to thelr own readlng and wrltlng
as they create and share meanlng w1th others. Hansen
(1987) cautloned that prlmary focus on meanlng, rather than
»conventlons, is essent;al 1f students are to_produce |
worthwhile,text. ‘Students who are encouraged to construct
meaning take3risksgbecause they know it is safe”to»do_so,
ConVentiOnsbare.then addressed when text is edited for
,publication. When there is too much concern with spelllng,’
punctuatlon, and grammar early in the wr1t1ng process,
students are afrald to take rlsks., They use onlyvthebwordsb
they know and thelr,wrltlng is 1ess interesting and 1ess'
, meanlngful. | | | | | |

/ Whlle Calklns (1986) and Hansen (1987) spe01f1cally
addressed wrltlng,‘Zamel (1992) focused“on readersmwho use
- writing to construct meaning of“previously'writtenvtext.
Readers make connectlons as they d1alogue with text throughg'
wr1t1ng thelr ideas and reactlons. Wr1t1ng allows |
individuals to see. thelr thoughts because 1t is tang1ble
,and concrete. Students 1earn that readlng is open to
reyision asbthey see.alternat;ves and,new-perspectlves"
thrOughitheirvwriting;‘tReadingjournals/logS‘allow
students to recordoandfelaborate upon theirmreactionsﬂto
text. In double entry journals, students copy passages
they f1nd s1gn1flcant or confus1ng in one column, then

write their reactlons to~the passages 1n a second column.

11



Writing about these passages generates ideas and meaning
they‘might not have found otherwise;  "Givihg students the
6pportunity to write about whét they‘find interesting/
significant/moving/puzzling‘may help them fealize‘that
their understanding of compléx texts evolves as they
(re)read and that writtén reflection makes this
understanding possible" (p. 474).

Reading and writing follow similar stages.

Interaction between‘béckground knowledge and text, or
reader and writer, creaﬁes meaning. Both processes involve
constructing and réconstructing ideas, gaining and using
information from a variety of sources, and applying
previous knowledge.

Rubin and Hansen (1986) described five kinds of
knowledge involved in the reading-writing process:‘
information, structure, transactional, aesthetic,vand
process. Information knowledge refers to prior knowledge
of vocabulary, conéepts; and the wofld. Individuals bring
this information to text. Structure knowledge provides the
understanding that text_ié.written for a variety of
purposes. By knowing the purpose of different text
structUres,.students are better prepared to‘comprehend'the
text. Transactional‘knbwledge describes the interaction
between the reader and writer. Readers use previous
knowledge to cohstruct meaning from text. Writers draw

upon background information as they use text to convey

12



‘meaning. Aesthetic knowledge includes affective or
emotional involvement and literary devices such as ;
alliteration and rhyme. Process knowledge combines the
other four types of knonledge;: Fer example, the writing
process engagee studenfs in‘ail types of knewiedge as they

read and write.

The Role of Background Knowledge

kBaekground knowledge, labelled information knowledge
by Rubin and Hansén (1986), and previous expetience play a
large rele in reading cbmprehension, or understanding what
‘one reads. Readers bring to text all of their»past
experiences. They use this background‘as they interact
with text. Reading is more than decoding of prdnounbing
individual words. It involves bringing up related previous
experiences that allow readers to make sense of what is
written (Rosenblatt, 1978). |

Smith (1973) discussed the role of previous knowledge
in the reading process in terms of visual and nonvisual
information. Viéual information is text, or words,printed
on a page. Nonvisual information is the background
knowledge a reader brings to text, or what is’already'kn6wn
about reading, language, and the world in genefal. Reading
is an exchangevbetween.vieual and nonvisual information,
what is printed on the page and what is already known. The

more nonvisual information readers contribute, the less

13



Visual information is neededvto construct meaning from
text. :When readers~haveilittie previons:knowledge, they
need more information from text. This causes them’tokread
slower'beoauseﬁoniy'a enall amount of visualvinformation
‘can be processed'by the‘brain:at'a‘timeQ

Readeré whovapply»appropriate background knowledge not
only read faster, but aiso better understand and remember
- what they read.J‘Recaliing relevant preViOus experiences
prepares readers to interact wiﬁh text by setting
expectations‘of what is important and-What is likely to
occur. As readers encounter new information, tney link it
to'prior knowledge. When‘it'connects and makes sense, they
understandait. Readers who do not have relevant prior
“knowledge or who do not make connectidns between the old
and new information haﬁe difficulty understanding and
remembering it (Carpenter.& Just,i1986; Wilson & Anderson,
' 1986). | '

Students who use what thef already know make better
inferences while reading; Anderson.and'Pearson (1984)
found that children often used their own information when
answering inferential'questions about familiarlsubjectsb
rather than relying ﬁpon‘information supplied by the text.
P. D. Pearson (1985) repOrtediseveral studies where
researchers taught students to use their background
'bknowlédge to interpretvStories they were reading. Many
étudents, particularly poor readers, had been unaware they

{
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could and should use prior knowledge in reading. They
became better at answering inferential questions once they
learned how to use‘this information. P. D. Pearson'alse'
found that prior knowledge better determines comprehension
than reading ability. Students who recall relevant
'background informeﬁion Comprehend‘tekt better than students
who do not.

Comprehension occurs when new information fits with
old information (previous background knowledge) and makes
sense. People are usually unaware of the process when it
occurs smoothly.  However, when new information does not
make sense, people realize something does not fit. They
then either modify their understanding to incorporate the
new information, or reject it because it does not fit
(Wilson & Anderson, 1986).

Anderson and Pearson (1984) and Wilson and Anderson
(1986) discussed mental categories of understanding, or
schemas. The brain collects and stores information in
categories called schemas. Schemas are linked together
through networks. They organize otherwise arbitrary bits
of information so it is easier to recall needed data and
make connections. Schemas allow individuals to piece
together information either forgotten or not previously
learned. Authors leave‘out information that readers should
be able to infer due to.shared background knowledge.

Combining schemas (background knowledge) with text allows

15



readers to make predicﬁione‘and inferences'abdut missing
information. Comprehension occurs when readers use or
create schemas that‘fully'explain fhe relationship‘between
their previous knowledge and ideae in’fheutext.

Readers use their baekground knowledge, or schemas,
along with text to construct meaning. Those who fecall
- relevant experiences require less information from text.
They make predictions and inferences based on what they
already know and link newvinformation to previous
knowledge. Compfehension occurs when old and new
information fit together and make sense.

‘Readers actively construct meaning. Their background
[knowledqe’interacts with the}textrto make sense of what
they are reading. "The act of reading becomes a |
traneaction; as thevreader focuses on the text, the text
bstimulates the retrieval of what has been experienced,
learned, and stored" (Hamann, Schultz, Smith, & White,
1991, p. 25). Readers cannot arbitrarily assign meaning;
interpretation must be based on the text. ‘However, because
readers approaeh text with different background experiences
and ways of organizing information, their interpretations
will vary (Heller, 1991; Orasanu & Penney, 1986).
Similarly, an individual can experience the same text
differently under different circumsfances. "A»specific
reader and a specific text at a specific time and place:

change any of these, and there occurs a different circuit,

16



a different event -- a different poem" (Rosenblatt, 1978,
p. 14). Yolen (1985) summarized the transactional nature
of reading this way:
There is no real story on the page, only that which
is created in between the writer and the reader.
Just as the writer brings a lifetime to the
creation of the tale, so the reader carries along a
different lifetime with which to recreate it. Even
the author may reread her own story days, weeks,
months later and understand it on another level
(p. 590).

Readers bring not 6nly their past experiences to text,
but also the present: questions, concerns, and goals, along
with strategies for constructing meaning and purposes for
reading (P. D. Pearson, 1985). As they begin reading, the
past and present form a:framework upon which they base
their predictions of what will happen next. They expect
what they are reading to make.sehse, and as they read, they
check their predictions. Children’s reading errors often
result from misleading expectations, not from misreading
individual words (Rosenblatt, 1978).

Many students do not activate prior knowledge while
réading. P. D. Pearson (1985) reported that Students who
are taught to use a variety of strategies as they read
comprehend better and can monitor their own comprehension.
In one study, students received instruction in the use of
strategies called right there, think and search, and on my

own. They learned how to combine their background

knowledge with»the text to create meaning for themselves.
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Heller (1991) labelled'similar strategies-What do you
think?, How‘dovyou know?, and Can you prove«it?': |

Writing also helps students recall relevant background
knowledge‘and connect tb text. One group of ninth grade
students wroté’abbuﬁ personal experiences related to a
text’s theme or message‘(not storyline) before reading.
Students in a second group did not. Hamann et al. (1991)
found that those who wrote before reading made more
connections between the literature and their lives. They
became more involved in the text and‘responded more because
they were able to relate it‘to themselves. Zamel (1992)
agreed that'writing‘aboﬁt personal experiences before
reading prepares individuals to read. Such writing "not
only helps students explain the matter to themselveé, but
sets up a connection, a readiness" (p. 478) to read and
construct meaning from text.

Knowledge-of'text structure also helps students relate
to text. Students come.to school with a fairly well
developed sense of story, §r narrative. Most reading and
writing in the primary grades involves narrative, so
students gain even more experience. In the intermediate
grades, however, the focus shifts to expository texts.
Students often lack experience with these texts. They do
not‘know how expositoryjtexts‘are brganized, nor do they
realize different text structures are used for different

purposes. Students need instructional experience with
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mndlfferent text structures 1f they are to comprehend and
: kcompose them (Heller, 1991 Squlre, 1983) R
- Readers actlvely construct meanlng._ They make

~predlctlons and 1nferences as they comblne background ~7,

hknowledge w1th text thany students ‘do not know they can
and should use the1r background knowledge to make sense of;'

Ctext. Teachers can help students connect to text by ‘

”‘fteachlng comprehendlng strategles, hav1ng students wr1te

fwfabout relevant,personaluexperlencesobefore‘readlng, and r5

o lntroducinghthem1toidifferentrtext structures.

. CqﬂnectinghTexts 23 _ :
” Accord1ng to Hartman and Hartman (1993), good readers*
make connectlons between new texts and prev1ous texts.”yx
TheSe connect1ons help them extend thelr understandlng and‘uy
response beyond a s1ngle text.' Hartman and Hartman posed
'questlons ‘for teachers to cons1der wh11e plannlng 5; |
1ntertextual llnks.u One questlon relates to text type.
-;Text ranges from llngu1stlc to nonllngulstlc materlals, a
broad def1n1t1on whlch 1ncludes anythlng that symbollzes
"meanlng ' F11m v1deo, dance, drama, pa1nt1ng, and

yphotography can be 1ncluded w1th wrltten texts to prov1de

’fmore materlals and more varlety., Th1s encourages chlldrenfﬁ"

'f“to make connectlons among many sources, just as very young

}q‘chlldren do naturally as they make sense of the world.

Another questlon deals w1th how to arrange materlals._



Different groupings include choosing items the author
intends to go together, grouping by theme, collecting
versions or variants of the same Story, presenting
‘materials with confliCting or alternative'berspectives, or
rereading the'same textito see how thinking:hasgchanged
over time. The main concern in any arrangement‘is that it
provides opportunities for students to make their own
connections. |

Harste, Short, anthurke (1988) discussed the benefit
of grouping related texts to provide opportunities for
‘ students to make oonnections. "When readers readAtwo or
more'texts‘that,are related in some way; they'are
encouraged t0»share and extend theirACOmprehensiOn of each
text differently than if only one text has been read and.
discussed"r(p; 358). While many of theirvcategories were
similar to Hartman and hartman’s (1993); additional ideas
include grouping by genre or collecting different
illustrations of the same text.

Cairney (1990) used‘the'term intertextuality to
‘describe this process of making connections between texts,
partlcularly us1ng prev1ous texts to glve meanlng to new
‘text., He asked a: group of s1xth grade students if they
thought ‘about thlngs they had read whlle wr1t1ng. Seventy
two percent. said yes.» Calrney then examlned the1r writing
and found that all of the students had 1ncorporated things

from their readlng ' Most students used 1deas and plots
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from prévious stories. bthers combined stories; related
factual information through stories, and‘uséd the genre,
characters, or characteristics‘of previous réadinq
experiences. |

Readers and writers make connections between texts.
keaders see similarities and relationships. Writers draw
upon their background knowledge, which includes things they
have read or heard. Teachers can specifically arrange
materials to provide opportunities for students to make
connections.

In summary, reading and writing are interrelated
processes of constructing meaning. Both require
transactioné between the reader and writer, or background
| knowledge and text, to create meaning. Individuals gain a
deeper understanding of text as they make connections

between texts.

Fairy Tales

Literature can help unite humanity as it shows how all
people expériénce similar emotions, needs, and desires. It
can also help people understand and appreciate the
differences that make each group special. ‘Literature can
develop an understanding of the effects of social issues,
such as racism and poverty, on the lives of individuals.

In addition, it transmits values. Folklore is an |

especially appropriate genre, because every cultural group
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thas developed.folktales. These tales proﬁide-insight into
the traditionaiidreams,‘values;Yend'other»charaeteristics
of greups, Reading and comparing stories frbﬁ different
cultural groupe,Can help‘develop multicultural
understanding. Bishop (1987) stated,
‘Reading’is'enlactive experience. Each tine,we‘read
a good piece of literature, we are changed by the
experience; we see the world in a new way. It is
this capacity to change us, to change our
perspective on the world, that makes literature a
vehicle for understanding cultures and
experiences different from our own (p. 66).

Folktales,‘which include fairy tales; are Universalf
In early societies, folktales were told orally. While they
provided enjoyment,’they also taught velues, transmitted
culture, and showed people how to survire the struggles of
living. Different versions and variations developed in
many countries and cnltures as stories were passed down
orally from generation to generation and circulated from
one country to another. These variations reflect the
‘ geography, culture, velues, and traditions of the people
(Campbell, 1990; MUeller,‘l984).

Folktales and fairy tales are shert stories wnich
contain action and ad&enture. They begin and end simply
("Once upon a time" and "They lived happiiy ever after"),
and devote most of the story to developing.the-main idea or
topic. Time often‘passes,quickly in fairy tales.
Characters are good or bad, rich or poor, beautiful or

ugly; there are no gray”areas.‘ Good succeeds and evil is
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punished in the«end,_gFairy:tgles;fOllow;pattérns, use
repetition, and have fairly predictable outcomes (Campbell,
1990; Mueller, 1984; Phillips, 1986; Routman, 1991).

Fairy tales addresé universal themes. Children éasily
relate to these themes énd apply them to themselves. 1In
fairy tales, good succeeds over evil. The good and humble
are rewarded while the proud and evil areprnished. Evil
may appear'attractive and even temporarily succeed (for
véxample, an evil gqueen or wickéd stepsisters), but the good
and just always prevail in the end. Unselfishness,
humility, kindness, and honesty are réwarded; 'Planning,
thinking through problems, and hard work lead to success.
In addition, fairy tales,téaéh courage and provide an
acceptable way to handle violence (Bettelheim, 1976;
Mueller, 1984; Routman, 1991; Trousdale, 1989).

According to Bettelheim (1976), fairy tales'are_deeply
meaningful. They speak to children at their level.
children do not see gray aréas -- things are either white
or black, good or bad. This‘polarization~exists in fairy
tales as wéll, so children éasily see the difference |
between good and bad. Fairy tales state problems simply
ahd provide possible solutions. While they do not
specifically address modérn_problems, "more can be learned
from them about the inner probléms of human‘beings, and of
the right solutions to their pfedicaments in any society,

than from any other type of story within a child’s
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comprehension" (p: 5). Routman (1991) agréed that the
clearly defihed good and‘évil helps children bécome aware
of the consequences of behavior, both positive and
negative, and "makéléoﬁneétions to pfbblemé iﬁ sdciety that
‘are not so clearly defined" (p. 77b).

Because people bring their own experiences and
background knowledge to text and interact with text to
construct meaning, many interpretations are possible. The
deepest meaning is different for each person, and often
varies for the same person at different times in his/her
life. Fairy téles can speak to children’s inner conflicts
and provide reassurance that they can be solved
(Bettelheim, 1976; Routman, 1991).
| Purcell-Gates (1989) found that inner-city students
attehding a university 1iteracy'center repeatedly chose
fairy tales for read—alqud time. "Our children were not
expressing only a passing interest in the traditional
taies; they were exhibiting a need for this literature
which bordered on craving" (p. 251). Students found fairy
tales meaningful and relevant. They benefitted from
_ chéosing their 6wn books for read-aloud time and from
hearing the chosen fairy tales over and over. |

Folktales and fairy tales transmit culture and values
while providing entertainment. They center around
universal themes and are deeply meaningfﬁl to children.

Fairy tales present the world at a child’s level of
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thinking and help children overcome theirjﬁrdblems.
Bettelheinm (1976) expressed concern that children are

not being exposed to traditional versions of fairy tales.
Many children read and hear simplified, illustrated
versions that seek merely to entertain. These modern
versions do not transmit the same deep, personal
significance as the traditional ones. The illustrations
distract children from using their imagination and
creativity to form their own mental picture of the story.
Both these things causeitales to lose personal significance
(Betteiheim, 1976).

| Mueller»(1984) stated that traditional folktales often
become loet.as'the world becomes more modernized. Through
this, much knowledge of early culture'and_cultural.heritage
is lost as well; It isiimportant to keep‘traditional tales
alive by passing them down from generation totqeneration,

According to Trousdale (1989), some adults consider

the violence and brutality in many traditionai versions of
fairy tales harmful to children. They try to protect
children from it by choosing safer, rewritten versions that
remove death and'brutality. However, Trousdale argues that
traditional versions of fairy tales are not only
appropriateifor children, but necessary for healthy'
psychological development. Attempts to make them less
frightening (fbrtexample,ehaving theewelf,in‘"The‘Three"

Little Pigs" eséape rather thahfbeing‘killed) may actually
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?make them more frldhtenlng (the‘wolf could come back)
fRemov1ng the v1olence also removes a sense of. securlty and
. f1na11ty. | “ | | _ | | ‘v,

Trousdale (1989) analyzed chlldren s retellings”Of
fa1ry tales before and after the chlldren heard or watched

' dlfferent versions of the same tale. all of the retelllngs
“vlncluded the element of danger and escape from,danger. aAll:
the chlldren needed a’ safe, secure, happy‘ending{ Onev
child told the trad1t10na1 story of" "The Three L1tt1e .
Plgs", where the wolf 1s eaten by the th1rd plg.‘ A week
after v1ew1ng a Ver51on in whlchvthevwolf is 1eft allve,v
‘she aga1n retold the trad1t10na1 vers1on where the wolf is
1‘k111ed.‘ Trousdale states,‘ |
It appears ‘that w1th1n the framework ‘of what

she considered to be the "real story," she was able

to tolerate and enjoy a playful parody in which the
dangerous wolf is not eliminated in the end. - She

knew what the "real story" was -- one which has an
ending that takes care of the dangerous wolf
(p. 73) ST _ , .

‘dther children’s responsesoto‘fairy‘talesfshowed they -
approved of‘punishmentkif,itkmade sense to them, but they
were'satisfied'if the danger‘could be resolved‘withont
fﬂpunlshlng the v111a1n..iAs long as the danéerowas'resolved
in the end the chlldren could handle the Vlolence.
Tradltlonal vers1ons of.fa1ry tales are deeply
lmeanlngful. They allow chlldren to handle Vlolence in an

acceptable way and prov1de a sense of securlty. ~In
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“to add persenalkthoqghts‘eﬁdffeelings,vplo# develbpment;*
character analysis, and evaluation. Students transformed
'existing stories or wrote new 6hes'beeed on the features of
fairy tales. The familiar: structure of fairy tales
provided support and made it easier for them to write.
| -Benefitsvof the unit were seen in reading and writing.
Students exhibited:growth in comprehension, critical
analysis and evaluation, and writing. They were more
independent and motivated tovrespond‘te‘stories in personal
ways. Tﬁey developed a‘mere‘positive attitude toward |
reading. |
| v Mess (1982) found iiteratu;e'a natural resource for
writing wheh her fourth grade students readvand.compared
traditional fairy tales with humofous modeﬁn verSions.
They identified chafacteriStics and themes within the tales
and'diecussed how the modern tales were like and.unlike-
v traditiohal tales. Studenté'theh Wrote their own fairy
tales.‘ Their own tales‘inclﬁded traditional features, such
as kings,‘queene, taeks, rewards, and punishments, along
with "humorous and clever tWists and unexpeeted
contemporary toﬁches“ (p. 659). Their mastery of the genre
was shown'through their ability to play with the language
and develop‘their'own variations.

A group of sixth graders enjoyed revisiting fairy
'taies ahd folktalesvthe§ remembefed from their earlier

years. Sipe (1993) extended this enjoyment by introducing
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transformatibﬁs, or‘modern édaptatiohs of traditional fairy
tales. He chose versions that deliberately manipulated or
extended traditionalﬁspories; rather than retellings or
cultural variants;“ Catégoriés’of traﬁsformatidnal tales
included parallel tales, deconstructed tales, extensions of
the original story, and illustrations. Parallel tales
change one or two elements and keep éverything else the
same. Deconstructed tales are loosely based on traditional
versions but have little else in common with them.
The class read pairs of stories and discussed them.
The comparing and contrasting allowed sﬁudents to examine
'the‘féiry tales with mofé'depth and perspective and make
connections between tales that would have been overlooked
if they had read the tales separately. Studentévcreated
charts to visually compare tales so they could see what had
been changed. The clasé also listed the ways to transform
stories they had found by examining modern variants.
The transformations providéd avstroﬁg mbdel for

- writing. After the whole class transformed a story
together, groups of three students chose their own tale to
transform. Through this activity, students became engaged
in the reading;writing process. Sipe (1993) stated,

Although the réading, modelling, and discussion

were valuable in themselves, they also broadened

the students’ choices and sharpened their thoughts

for their own writing. . . . We were impressed by

the quality of the writing and by the degree to

which students’ stories forged intertextual links
(Cairney, 1990) with what they had read (p. 22).
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Accord1ng to Balley and Glnnettl (1991),‘whole class‘_k“j
collaboratlon and small group comp051t1on of falry tales |
: prov1des modellng, gulded practlce, and support.' All

‘students actlvely partlclpate ‘in the process of adaptlng
. falry tales before do1ng 1t 1ndependently. One class l'b
} prepared 51mple story maps of each story and compared themj
to see Wthh partsvchanged.v-The class,then‘chose one falry
tale to adapt; or,fracture;gas’a Whole class. tAfterf
mapping the Story,‘students brainstormed ways to fracture
varlous parts of the story map and voted on who would
change each part. After the whole class collaboratlon,
small groups of four to f1ve students chose a tale and
repeated the process.‘ Wr1t1ng tales in groups prov1ded
»support and gulded practice whlle ‘preparing students to:
write 1nd1v1dually,‘ |

A third‘grade class read and COmpared a‘varietylof'
fairy tales and dlscussed fairy tale elements. Students
“then wrote thelr own tales. They were encouraged to use
fairy tale elements in thelr wrltlng, they did not have to. "
When Bearse (1992) asked the students if they had
consciously thought about storles they had read while
.writing,‘ll’of‘the 21‘said’yes. Bearseﬁthen examined their
writing and found that all of the students had used falry
tale elements and language. Some 1ncluded spe01flc fa1ry
tale detalls, such as a castle or maglc klss. Others

, comblned details and events from several dlfferent tales
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into their own story. Bearsebconcludesethat stﬁdehts do
make connectiohs between texts whilelreading and writing to
create meaning. ﬁAs students cbmpose ahd‘become‘active
creators of meaning in text, the&'make conscious and
unconscious decisions about incorporating literature into
their writing. This transaction is central to the creation
of meaning" (p. 688).

Second graders explored authorship by creating their

own version of The Jolly Postman by Janet and Allan

Ahlberg. To begin the unit, students shared fairy tale
books from home. .They noticed there were different
versions of each tale and began looking at the similarities
and differences. They also talked about common themes.
Students "began to perceive that authors made choices and
rewrote stories however they wanted. For the children, it
legitimised their own freedom to create or amend as they

wished" (N. Pearson, 1989, p. 120). In The Jolly Postman,

a postman delivers letters for fairy tale characters. To
adapt the story, students used different fairy tale
characters in each of the story’s events. They learned how
to write for different purposes as they wrote apology
letters, advertisements, postcards, legal letters, and
invitations. They began to think about audience and
context. Peafson was surprised by her students’ "ability
to slot into the character from whose stance they were

writing. They also surprised me by the way they were able
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";to"takefon'theﬂdemahdsfbfzbging differentghindsfof"authofsﬁ_Tf

"(p..130)

Ph1111ps (1986);conducted a study to determlne 1f 7;'”‘

'us1ng llterature w1th chlldren rather than basals would

v1nfluence thelr wr1t3?g, and 1f 1t would help them apply
‘form (genre and structure) and content (1deas and tOplCS)
fdln the1r wrltlng._ In the study, one f1rst grade class Hv-ﬁ
:-llstened to llterature and wrote dally for 12 weeks.*_Flye.
’rother f1rst grade classes used basals. | | |
o The llterature group focused on falry tales for the ’
flrst four weeks.» Prereadlng dlscuss1on centered on maklngk-
predlctlons, sharlng relevant personal experlences, and N
empha5121ng a few maln features of falry tales. Inl
bpostreadlng dlscu551on,:students conflrmed or dlsconflrmedv
predlctlons and shared what “they would have done in s1m11aru
_51tuat10ns.) Each‘afternoon, the mornlng s storyrwas>aga1n
dlscussed to hlghllght features chlldren could 1nclude in
" their wrltlng.‘ Chlldren then wrote falry tales. They were"f
"encouraged to base thelr wrltlng on . the falry tales they
~had.heard and on thelrxown‘ldeas,'1nvent spelllngs, edit
7the1r wr1t1ng,.and share thelr storles w1th the class.
After the 12 weeks, the students"wrltlng was

”a'evaluated accordlng to s1x cr1ter1a. form, content\
Vocabulary,‘sentence structure, reactlon, and orlglnallty.e
‘nThe llterature group showed 1ncreases 1n all areas over theu‘

“-basaligroups.‘ Student wrltlng from the basal classes
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Qcontalned s1mple sentences and undeveloped StYllSth fffwif”/
: ;features. In contrast students 1n the 11terature group _fﬁj
"Wused r1ch language, 1nclud1ng many descrlptlve adjectlvesy,li

and actlon verbs.,;w"ellength fluency,,and quallty of

~cithe1r wrltlng had 1ncreased.3 When students shared thelr

' ':y'wrltlng w1th the class they began to reallze when somethlng

_dld not make sense.u They became crltlcal llsteners of

| ’jthelr own storles because they wanted others to understand"

t: »what they had wrltten.:*"d

| As students read and compared falry tales, they made

'f.connectlons between texts, examlned story elements 1n

2";;deta11 and began read1ng from an author s p01nt of v1ew.vﬁ_yy‘_“

rSome wrote or1g1na1 tales, 1ncorporat1ng falry tale

'1elements whlle others adapted ex1st1ng tales, dec1d1ng

”~jiwhlch elements to change and how to change them. Throughv [

sth1s students became engaged 1n the readlng/wrltlng

ﬁprocess.

,sSummary

In rev1ew1ng the current 11terature from a hOllSth

1perspect1ve one sees that learnlng 1s a process of maklngf_j'“

"meanlngful connectlons. It takes place:when studentsff5‘
ﬁ"recognlze that readlng and wr1t1ng are 1nterrelated
processes, use thelr background knowledge to 1nteract w1th*5‘

- text to construct meanlng, and make connectlons between

'ﬁtexts.- Us1ng fa1ry tales w1th students prov1des them w1thfﬁf""”



the opportunity to make these important connections.
Reading and comparing different versions of fairy tales,
including traditioﬁal tales, cultural variants, and modern
vadaptations, help students build background knowledge énd

provide a model for writing.
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Chapter Three

This project is designed as a teacher handbook showing
how fairy tales can be used to help students make
connections. These connections include the relationship
between texts,.the transaction between self and text to
construct meaning, and the interrelatedness of reading and
‘writing.

There are two specific goals of this project. First,
.to provide background information about the importance of
making connections in the learning process and discuss the
different kinds of connections. Second, to provide some
examples of how fairy tales can be used to help students
make those connections.

There are several limitations to this project. First,
the fairy tales mentioned within the project and listed in
the reference section represent only a few of the fairy
tales available. This project is not intended to provide a
comprehensive list of fairy tales. Teachers will find a
variety of others in libraries and bookstores. Careful
examination of the story and illustrations will enable
teachers to find worthwhile versions.

Second, the fairy tales chosen for this project are
those specifically written for children, as opposed to
versions written for adults ahd later adapted for children.

Third, this project specifically addresses fairy tale
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books. It makes ho'attempt to discuss movies, videos, or
other non-print materials.

Fourth, the availability of specific versions of fairy
tales could be a limitation. Teachers may find certain
fairy tales are hard to find. Those who plan ahead and
begin collecting tales early will have more success in
finding specific tales they want.

Fifth, while this project presents some ideas for
using fairy tales, it is not intended to be a daily lesson
plan. The intent is to offer some suggestions and examples
of ways to use fairy tales to encourage students to make
connections.

Sixth, some understanding of whole language prihciples
would be helpful. Students will be reading, writing,
speaking, and listening as they compare tales and discuss
fairy tale elements in small groups. This requires fréedom
to move around the room, flexible grouping, and the
opportunity to talk. Teachers who prefer a more structured
environment}will have difficulty implementing these ideas
in the intehded way.

Seventh, this project is specifically written for use
with fourth grade students. Ideas may need to be modified

for use with younger or older students.
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Appendix:

Connections Through Fairy Tales
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Learnlng‘ls a process of maklng connectlons,“or
'_‘puttlng 1nformat10n together so it makes sense.
iTradltlonal schoollng breaks currlculum 1nto 1nd1v1dua1
'sub]ects, skllls, and subskllls. Th1s makes 1t dlfflcult
'for many students to see connectlons.. I have becomei
' ’dlssatlsfled w1th these tradltlonal methods of teachlng as hs'
‘. I have seen so many students struggle to learn., Thosev
whose needs are notuaddressed by the curr1culum are‘often
labeled (Chapter 1, RSP learnlng d1sabled etc.) and given
‘more of the same 1nstructlon they d1d not understand the
| flrst tlme. lelted Engllsh Proflclent (LEP) students test
out of the blllngual program when they can speak and
understand Engllsh but lack the proflclency to read or
write in. Engllsh.> Wlthout additional support they cannot
succeed in the classroom.

In contrast‘ hollstlc’ meaning"oriented methods .of
1nstruct10n keep language whole, natural funct10na1
g,purposeful and relevant. They strlve to 1ntegrate

: subjects so students can make connectlons, see
relatlonshlps and'patterns, and recognlze how parts fit
;‘intolthe‘whOIe.; Ind1v1dual learners are valued for what
’uthey brlng w1th them to the classroom.’ They are empowered
vto take control of thelr own learnlng and work with others

to create a. communlty of learners.
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I am just beglnnlng the trans1tlon'from tradltlonal R

5ﬂfsk111s-based methods of teachlng to more hwllstlc, mea.lnglluivﬂis»'

"rorlented ones.n It 1s a d1ff1cult process, dlfferent for
"3beveryone, because there is ‘no rlght place to start and

'rlght way to doi“

"-.connectlons.; Some71mportant connectlons are between

'-readlng and wr1t1ng, between self (background knowledge)

and text and between texts..f‘:'”

a2

ﬁf I have chosen to begln by empha5121ngffaff_f7



Connections

"Reading[Wr;ting ConnectiOhs 

Students acti&ely’construqt.meaning és,they'read and
write. When they reéd, théy uéé bfintédutext‘(books,
magazines, neWspapers, signs, etc.) along with their
- background kndwledge to reconstruct meaning written by
others, or put the informatibn«together so it makes sense.
When they write, they share their ideas and experiences
with others.

Reading and writing follow similar steps. Prereading
and prewriting activities include talking, brainstorming,
observing, géthering thoughts, and organizing ideas. They
help students get ready to‘read and writé by setting a
purpose and encouraging studenté to recall relevant
-background knowledge. In the sécbnd step, feading and
writing, students make predictions about text and check
those predictions as they read. As students begin writing,
they start with general ideas. They narrow down these
ideas and becomebmore specific as they reread, rethink, and
rewrite. 1In the final step, reflection, students think
about what they read or wrote. These steps are not
separate and;Sequential. Students overlap, combine, and
move back and forth between steps as they read and write.

Students begin to read like writers. They realize

authors choose what to write about and how to write it.
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They begin to think about what an author is trying to say
and why he/she wrote something inAa'particular way.
Students begin using this new understanding in their own

writing and ask similar questions of themselves.

Self and Text

A second type of connection is between self and text,
or using previous knowledge to make sense of new
information. Many students do not know they can and should
use what they already know along with the words in the text
to construct meaning while reading. Students who apply
this background knowledge are able to read faster, better
understand, and better remember what they read. They know
text is supposed to make sense, and they make and check
predictions while reading. Students who know nothing about
the subject (or do not apply what they know) read slower
because they need more information from text.

Students draw upon their past experiences and
knowledge whilé writing. When allowed to focus first on
meaning, rather than conventions such as spelling and
punctuation, students write about meaningful ideas and
experiences. This early emphasis on meaning allows
students to take risks and write what is important to them
because they know the conventions can be addressed later.

Students can learn to connect their background

knowledge with text. One way is through teaching
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strategies that encourage students to reflect on what they
know, what the text says, and how the two are related.
Another way is thrdugh writing.b Writing about personal
experiences related to thé theme of a text before reading
helps students recall relevant personal experiences and
prepares them to read. Writing during and after reading,
such as in literature iogs, allows students to record their
thoughts, feélings, and reactions to text. Students often

discover new understanding of text through writing.

Connections between Texts

A third type of connection is between texts. Students
deepen their understanding of one text as they see how it
is related to another text. Teachers can provide students
with opportunities to make connections by groupingbrelated
materials. Texts can be arranged‘by«genre, subject, theme,
and author or illustrator. Students see similarities and
differences as they compare different versions of the same
story or different views of the same theme. As students
read, reflect, and share their ideas with others, they make
new connections which extend their understanding.

Students use and adapt things they have read in their
writing. Some do it consciously, while others are unaware
of it. They may use language, style, and story elements

from their reading while creating their own text.
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In conclu51on, students make many connectlons as they}‘he

"make sense of the world.- The more connectlons they flnd

- fthe more understandlng they gain. Teachers can help.

students make connectlons by emphas121ng the,v;‘
'vlnterrelatedness of the readlng and wrltlng processes,-

: encouraglng students to draw upon what they already know
wh11e readlng and wrltlng, and arranglng materlals 1n a way

: that fa0111tates the maklng of connectlons.'
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:thand between texts;#

In the prev1ous sectlon I dlscussed three types of

"connect1ons.iread1ng and wrltlng, between text and self

:-lcan be used to develop these connectlons. These act1v1t1esy:‘

*{ are 1ncluded as examples and represent only a few of the f

”rways falry tales can be used.- Adapt the 1deas and

’phact1v1t1es as necessary'to f1t your needs.‘

By way of 1nform tlon, my use of the term "falry

hftales" throughout'th”s handbook refers to both falry tales'
ffjand folktales because there is no clear d1v1d1ng 11ne

'between them. Alsoiwthis handbook spe01flcally addresses o

.wrltten falry tale where are many v1deos and other o
'hmaterlals avallable whlch I have not looked 1nto. Flnally,y
;iI have focused on falry tales spec1flcally wr1tten for

'éf‘chlldren rather than those wrltten for adults and later Lo‘

’*'adapted for chlldren..bf'fs"””

Here I w1ll 1llustrate how falry taleS'g;ypf

Fa1ry tales and folktales were orlglnally told orally."':

i;Storytellers passed them down from generatlon to generatlonf;v

‘;and around to varlous countrles.: New vers1ons evolved as )

tidlfferent storytellers repeated them.“ Slmllar ver31ons of
bd'ftales ex1st throughout the world each reflectlng the

’l,partlcular culture 1t comes from._ One example of th1s is e
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| the Clnderella story. There‘are hundreds of vers1ons,‘
found in: nearly every country and culture. "In addltlon to
{_famlllar tradltlonal tales and . their culturalﬁvarlants,‘_“
: there are many clever, and often humorous, modern
adaptatlons of falry tales.. Incorporatlng thls wide
variety of tales 1nto a. unlt of study can help students

'make connectlons (Bettelheim, 1976, Mueller, 1984).

'~ Why Fairy Tales?

There are three main reasons for using fairy tales
with children. First,:fairy talesbare deeply‘meaningful to
.children. They canLbe”interpreted‘in‘many different ways,
which allows children‘to interact With‘text at their own
level. The simplified view of the world (good or bad,
beautiful or ugly, rich_or poor) coincideS’with children’s
understanding’of the WOrldband helps them make decisions
about right and wrong. Fairy tales center>around'universal
themes, such as good conquers ev1l and hard work pays off.
This sends‘a message‘to ch11dren ‘that they can overcome
their problems»and succeed‘in-life._ Some tales arev
- violent, but they allow .children to handle v1olence in an
acceptable way (Bettelhelm, 1976; Routman 1991 Trousdale,
1989)

| Second, many children begin school with‘both a fairly :
well,developed sensexof storyvstructure:and somelexperience‘

with fairy tales. ,They’find fairy tales familiar and
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predictable. Using'these tales in the Claseroom bﬁilds on
their knowiedge‘of‘story structure and develops their
understanding ef specific story elements contained in fairy
tales. | | |

Third, fairy tales are readily accessible. They can
be found in 1ibraries, stores, and personal collections of
teachers, friends, and students (Mueller, 1984; Routman,

1991).

Gathering Tales

| Fairy tales are available as both collections of tales
and sihgle'talee in picture book format. I have found that
picture books are more appealing to students than large
collections and are easier to use when comparing tales.

It does take some time‘to gather a large assortment of
fairy tales, especially if you are looking for specific
titles, authors, or illustrators. Some books, especially
modern adaptations of traditional stories, are extremely
popular and often checked out of the library.  Also,
becaﬁse there are so many tales,.one library probably will
not own everything you»want.

I recommend looking for fairy tales early and checking
a variety of sources, including public and school
libraries, bookstores (eSpeciaily children’s bookstores),
teacher suppiy stores, book orders, other teachers, ahd

students. The quality of language and illustrations vary
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‘from Verslon to Vers1on. I llke to 1nclude a few of lesser o
‘;quallty (1nexpens1ve vers1ons are frequently avallable 1n

: department stores and toy stores) to allow students to see:
the. dlfference., The w1der the var1ety of materlals |
1ncluded the more opportun1t1es students have to see’

51m11ar1t1es and dlfferences,

h Arranging Talesm_‘a
- ProvidingldifferentbuerslonS‘oftthe‘samevtale,'

1nclud1ng tradltlonal retelllngs, cultural varlants, and
modern adaptatlons, allows chlldren to make comparlsons
which lead_to deeper understandlng. Falry taleswcan,also
be grouped aroundvcommon‘themes; 'Teachers.Who plan in
advance how to arrange fairydtales‘Willbfind it easier to
compile‘a selection;of tales which lead students‘to make
connections. The follow1ng list prov1des some ideas for
1group1ng tales and examples of t1tles and authors, while

complete blbllographlc 1nformat10n and addltlonal falry

tales are l1sted later in th1s handbook. Look for your own

- ways to group tales, and encourage your students to do the

- same.

Grouping by tale:
Cultural versions‘

Clnderella, or The L1tt1e Glass Sllpper by Mar01a

Brown



Yeh-Shen: A Cinderella Story from China by Ai-
Ling Louie

The Egyptianlcinderella by Shirley Climo

Modérn.adaptatidné péifed withutréditioﬁél versions
The Emperor’s New_clothes'by Hans Christian
Anderson
- The Princiﬁal'é New Clothes by Stephanie

Calmenson

All versions and variants

see Fairy Tale References, beginning on page 67

Grouping by theme:
‘The role of modern princesses versus traditional ones
Walt Disney’s Cinderella |
- Walt Disney’s Snow White
The Sleéping Beéuty by Charles Perrault
| The PaperbangrinCess by Robert Munsch
Petronella by Jay Williams

Princess Smartypants by Babette Cole

The effects of a magic kiss
Walt Disney’s Snow White
The Sleeping Beauty by Charles Perrault

The Frog Prince
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'V_Check Out System

I recommend establlshlng a. check out system to help

‘you keep track of the fa1ry tales, espe01a11y 1f you borrow,kf"

’loa 1ot of books from the 11brary or other people.¢ I use a

7ffpocket chart.v Each student has a 11brary card pocket w1th

ayivhlS/her name on 1t, arranged 1n alphabetlcal order, stapled!

xf;dto the wall. To check out a book they s1mply wrlte the

_é tltle and author of the book on a small sllp of paper and :ljfl;

[cput 1t 1n thelr pocket.‘ I can qu1ck1y f1nd who has

ffspe01flc books I am looklng for,}and the check out process .

vi.t;does not take a 1ot of my tlme-T?H

'””‘explore the1r thoughts and 1deas aboutvtyi

therature logs prov1de a place for students to

t'through

'Vj wrltlng. Students develop a deeper understandlng of the1r o

| ”greadlng and make new connectlons as they use the logs (als0ni'

'“;jknow as 11terature response logs, readlng response

kfjournals, and readlng journals or 1ogs) to wrlte thelr

‘:'f;thoughts and reactlons to text before dur”ng, and after’:

':ﬁreadlng.v Because they are open ended,gst“ ents of varylng

“ngyabllltles and 1nterests can use them to respond to |

'l_;llterature 1n dlfferent ways and at dlfferent levels.‘hhf




Literature logs help prépare students for discussion by
.Providing,the opportunity to read, think, and writeitheir:
ideas about a text before meeting‘as:a group..

- In the begihning, students‘who are unfamiliar with
literature logs often mérely.reteiI the story or record
their favorite parts. Providing more structured activities
and demonstrating the process for students gives them
support aﬁdvguidance and helps them understand the purpose
of literature logs. Ideés for structured activities
include asking them an open-ended question to respond to
after reading or having them write their predictions about
a specific story or story event. Students W111 begin‘to
include personal responses, evaluation, and comparisons
between tales as théyfgain’éxperience (Routman, 1991;

Worthy & Bloodgood, 1992-1993; Zamel, 1992).

Introducing the Unit

Begin’the‘unit by asking students to think of the
characteristics of fairy tales —- what makes a story a
fairy tale? Record their responses on a chalkboard, chart,
or overhead projector. Some discussion may be needed to
clarify that ydu are asking about general fairy tale
characteristics, not details from specific tales. Then
‘have studenté read some fairy tales as individuals or in
small groups (two to three students works well). Ask them

to record in their literature logs any characteristics they
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find from the list compiled earlier and any new ones tﬁéy
encounter. Regroup as a whole class and discuss the
‘students’ findings (Routmah,L1991). .You may need to add to
or revise your original list. 'The‘following is an example
of a revised list compiled by‘fourth graders:

make believe -- not true

fantasy -- not realistic

happy ending

beginning -- "Once upon a time"

ending -- "They lived happily‘ever after.”

good guy and villain |

the number 3

pretty girls

kings and queens, princes and princesses

wishes come true

after wishes, things govback to normal

something happens -- problems

problems solved

people get saved

smart person

Reading and Recording Fairy Tales

| Have students list alllthe fairy tales they have read
or heard in their literature logs. As students encoﬁnter
new tales, -encourage them to add them to the list,

recording the title, author (in some cases this will be a
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translator or reteller); and illustrator.

| Throughout the unit, share tales orally and encourage
students to read a wide variety of tales on ﬁheir own.
Pair students ﬁho have difficulty reading with more
proficient readers or tépe record the stories so they can
listen to them as they follow along in the book. The more
fairy tales students become familiar with, the more

opportunities they have to make connections.

Fairy Tale Beginnings
| Discuss traditional beginnings to fairy tales by

asking your class, "How do host fairy tales start?®
Typical responses include:

Once upon a time there lived a . . .

A long time ago . . .

One day . . .

Long, 1bng ago . . .

Once there was . . .
Through discussion, students recognize that many fairy
tales provide only a general setting (ex. a castle or
forest) and happened in the past (ex. "A long, long time
ago . . . "). Chafacters are introduced, a problem occurs,
énd the action begins right away. In their literature
logs, students can keep a list of interesting or unusual
beginnings they find while reading various tales_(Routman,

1991).

55



The Role of‘Magic

Mahy fairy tales contain eléhenté of mégic and
enchantment. As a class, discu5sﬁthe role of magic in the
fairy tales they have read so far. Then have them choose a
fairy tale to éxamine in mofé detail, either a fémiliar
tale or one they have not read yet. As they read, ask them
to note in their literature logs what would happen in the
story if the magic did not work. What would the characters
do? How would they handle the situation? Have students
meet as a‘whdle class or in small groups to discuss their

ideas (Mueller, 1984; Routman, 1991).

Themes and Morals

Discuss the theme or moral of fairy tales by asking
students what a particular story means to them or what they
learned from it (Mueller, 1984; Routman, 1991). Somé
students may express similar ideas while others génerate
original interpretations. For Cinderella, one student

responded, "Don’t give up." For Goldilocks and the Three

Bears students stated, "Do what your mom says" and "Don’t

go into other peoples’ houses when they aren’t home."

When students express different interpretations about
the same story, it provides the perfect opportunity to talk
about reading as a process of constructing meaning from
both’text-and background knowledge. Students realize that

there is not one right answer. Any interpretation is
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acceptable as long as it can be supported with information

from the text.

Flexibility

'As students beéoﬁé activeiihinvolved with fairy‘tales,
discussions and activities may flow in unanticipated
directions.v.Students»mayvadapteaetiﬁities to meet their
own needs and interests. .Teachers who are flexible and
enceurage them to explore new ideas and makevadaptations
‘find stndents make more connectionshand'develop greater‘
understandind through the process.

A class discussion about The Three Little Pigs led to

an unplanned debate over whether the third little pig
worked harder than his brothers because he was smarter or .
beeause he had different building materials. I was amazed
to see my students so involved and to hear thelr many
ideas. They drew upon past 8001a1 Studies 1essons and
their knowledge of bulldlng materlals to make their p01nts.
If I had not been flex1ble and encouraqed the debate,

opportunities for making.cdnnections would have been lost.

Comparing Fairy Tales

With any new act1v1ty or strategy, ‘it works well to
introduce it to the whole class f1rst then encourage
students to use 1t‘when,appropr1ate, I found this

especially truefwhen comparing tales. To introduce
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'comparlson to my class, I flrst read outloud a tradltlonal

“vers1on of_The,ThreeMthtle Pl“s (Salzman, 1988) and shared‘y

the plctures then repeated the process w1th The True Storyf :

vof the Three thtle Plgs by Jon Sc1eszka (1989),‘whlch 1s :
told from,the wolf’s p01nt of v1ew.: |
In small groups (two or . three students per group)
students d1scussed how the storles were the same and how"
- they. dlffered and recorded the1r respohses 1n Venn
dlagrams.' Students who have not had prev1ous experlence
g’w1th Venn dlagrams may f1nd it easier to do th1s process‘

together on a chalkboard or overhead prOJector. Venn

'g‘dlagrams con51st of two 01rcles, drawn SO . they overlap 1n

the mlddle.h Characterlstlcs of one tale are wrltten 1n onek'
circle and those of the other tale are wrltten in the other‘
101rcle, Character1stlcs shared by both tales are wr1tten
‘,1n the mlddle where the two 01rcles overlap

Whlle students worked I c1rcu1ated around the room. .
.Their conversatlons and Venn dlagrams prov1ded 1nformal yJ
_methods of evaluatlon of both thelr understandlng of the
' comparlson process and the two storles they were comparlng
:After students flnlshed the1r comparlsons, we regrouped to r.\
dlscuss thelr flndlngs. It was: 1nterest1ng to see the
varlety of connectlons students made.’ Whlle they dlffered
in thelr understandlng of text and awareness of
vs1m11ar1t1es and dlfferences, each student was able to

v1nteract w1th text and make connectlons at h1s/her own ‘
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level of understanding.

étudents often made connections to other tekts and
materials. One student discussed a thifd version of'Ing
ThreevLiﬁtle Pigs (Bishop, 1989) Which was similar to the
traditional version I read'to the class, but included extra
events. This same student told me about a rap version he
saw on MTV. Two other students discussed the "truth" of
The True Story of the Three Little Pigs (Scieszka, 1989):

J. "Do you think that [the True Story] is true?"

D. "Yes. I’m on the'ﬁolf’s side."

J. "I think the wolf’s innocent."
Students also recognized the iﬁporténce of-examining the
illustrations in detail. The piqtures often add to the
understanding of the story. One student pointed out that
while the text in this third’Version of The Three Little
£1g§ (Bishop, 1989) was very similar to the first book I
shared, the pictures added details that led to a different

interpretation of some events.

Comparing Traditional and Nontraditional Roles
Ask students to list the role of the prince and

princess in traditional tales, such as Cinderella, Show

White, and The Sleeping Beaﬁty. Then read outloud (or have

students read on their own) one or more of the following:
The Paperbag Princess by Robert Munsch

Petronella by Jay Williams
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Princess Smartypants by Babette CQle
.Discussbthevsimilarities_ahd differences between the
charaéters in the traditional tales and those in the modern
tales, or ask students to'write»their findings in their
literature logs (Moss, 1982; Routman, 1991).

Comparison Charts

' vVenn-diagrams, charts, and other graphic organizers
make’dompérisons visual so it is easy to see’similarities
and differencés. While I have'inclﬁded discussion on some
charts, you may find othérs that better meet you needs.
Create your oWn; and encouragé‘your students‘to do the
same.

While Venn diagrams work forycomparing two fairy
tales,»comparison'charts‘are better for comparisons
involving three.or mbre,talés. On a chalkboard, overhead
projéctor,.br chart, draw iines-going_aéross and down to
form columns and rows. Along the top, write the title and
éuthor of each‘fairy talefbeing 60mpared in a box. Down
the left hand side, f£ill in each box with a comparison
‘catégory.- Youﬂéan‘choose the categoriéé, or.ésk‘studénts
for‘suggestions. For example, cateqories when comparing
Cinderella tales could inélude qualities of the main
character, identity and qualitiés of the troublemakers, and
magical helpers_(Rogtman,»lQQ;;_Wor;hy & Bloodgood, 1992-

1993).
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Fill in the chart togeﬁher,lor have students Cpr the
chart onto paper and complete it in sﬁéll groﬁpé; If
students work ih groupé, feconvene for a whole dlass
discussion when everyone is finished. Differences in
individual charts brought up in the diécussion.once again
illustrate to students the interactive nature of reading,
the importance of background knowledge along with text, and
that many responses are possible rather than one right
answer.

One benefit of recording comparison charts on paper
rather than the chalkboard is that students can return to
them later. This allows them to recall what has already
been done, find new similarities and differences, and add
new categories to the chart. Students who reflect on
(think about) their reading and writing experiences gain a
greater'understénding and make more connections than those

who do not.

Storymaps

Storymaps can élso be used to record information and
compare fairy tales. Storymaps build on studehts’
knowledge of story structure and increase their
understanding of story elements. Demonstrate storymappiﬁg
to the whole class after reading a familiar tale outloud.
Use a chalkboard, overhead projector, or chart to display a

blank story map. Here is one example:

61



Story Map for
Characters:
Setting:

\Probiem:

What happéhs,(events):v
L o
2
3
4

What results/énding:

Discuss the,varidus story elements and fill in each section
‘with details from the fairy tale. Repeét thevactivity with
additional tales, asking students to supply the |
informétion. StUdénts can complete5storymaps'without
assistance, eithéf on their owh or ih small groups,'after
{gainingnéxperiéﬁée. Then have students compafe’reiated
féiry tales by>st0ryﬁapping the tales and examining the
‘stoeraps for.similarities énd,differences (Béiléy &

Ginnetti, 1991).

Adapting Fairy Tales
All of these comparisons lead to’a discussion on ways
authors change or adapt fairy tales. Some variations

result from cultural differences while others reflect
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conscious manipulations Qf a traditional story;by the
author. Aftef,étudeﬁfs haveifead and‘chpared:ﬁaﬁy tales,
ask them to find how versions of tales vary, particularly
traditional tales and their modern eqUiValéhts.’ Encourage
- them to réfer back“td,theif literature logs, charts, and
storymaps as they éearch fof‘examples. Yoﬁ many need to
remind students to look for general variations rather than
details from speCific-taleé. ]Ways to change tales include:

add characters

modify characters (occupations, gender, reverse roles)

rewrite the story from a different point of view

change the ending or add a sequel

change the narrator

rewrite the story as a joke, poem,‘novel, or song

adapt the style (ex. old fashioned to modern language)

change the setting (fime'and place)

change the main events

change or add details in the plot

keep thé main events but change the plot

create new illustrations
Once students have identified the variety of-Ways to change
fairy tales, they can create their own transformation of a
Zfamiliar tale. To do this,vstudents choose_a fairy tale,
decide how to éhange it (one or two ideas from the list
above is enough), and begin writing. Demonstrate how to

transform a tale by doing it with the whole class first.
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This familiarizes students with the process and prepares
students to complete their own transformations,'either
individually or in small groups (Bailey & Ginnetti, 1991;

Sipe, 1993; Worthy & Bloodgood, 1992-1993).

Writing Original Tales

Have students create their own, original fairy tales.
Review characteristics of fairy tales and story structure.
‘Encourage students to plan their writing before they begin.
One way is through storymapping. As students fill in a
blank storymap, they make'decisions about éharacters,
setting, and plot development. Students then use their
storymaps to write their fairy tales (Bearse, 1992:

Routman, 1991).

Sharingbstudént Tales

Once students have completed ﬁriting, revising, and
editingbtheir fairy tales (both transformétions of
traditional tales and original works), sharing them with
others is important. Methods of sharing include publishing
each fairy tale as a book, compiling a class book of fairy
tales, displaying fairy tales on a bulletin board, or
reading stories outloud to the class. Students may choose
different ways to share their fairy tales. The important
thing is to provide them with an opportunity to share their

creativity and effort.
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Evaluation

Opportunities for informal evaluation exist throughout
the unit. Observafion'is the key. Watch what your
- students do. See if they use activities and etrategies
introduced to the whole class on their own. Circulate as
theybwork in small groups. Uninvolved students often begin
participating after a few words of clarification or
encouragement.

| Use stﬁdenfs’ written work to determine how they are
making connectiens. Literature logs, Venn diagrams,
comparison charts, and storymaps provide clues into their
‘thihking processes. A quick glance will often tell you
whethervor not they understand how to use the various
charts to make comparisons.

Examine.completed fairy tales. Students often draw,
consciously or unconsciously, from tales they have read and
heard previously when writing original tales. Look for
fairy tale elemehts and story structure} Look to see which
elements students change in transformations of traditionai
tales. Were the changes consistent throughout the story?
‘Students often show their level of involvemenﬁ with'fairy

tales through their writing.

~Conclusion
Fairy tales are meaningful to children, build on their

knowledge of story structure,:and'are-readily-available.l

65



Reading and comparing tales prgvides studénts with the
opportunity to make connections betweenvliterature and
their own lives. The activities and féiry tales included
in this handbook represent a small selection of what is
currently available, but do provide a starting place for
teachers who wish to incorporate fairy tales into their
curriculum and encourage students to make connections. It

is my hope that the ideas presented here have been useful.
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