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A teacher's manual of reading enrichment activities was

developed for use by reading specialists.

The manual contains

activities geared towards primary-aged children reading at least
two years above grade level.

It is divided into four focal units,

each based on a different area of children's literature.

Bloom's

Taxonomy at the higher levels is used to classify the specific
learning activities suggested in the focal units.
bibliography is included for each unit.
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Chapter 1
BACKGROUND OF THE PROJECT
It has been suggested that gifted children are perhaps the most

neglected group in our educational system. As early as 1921, large
scale research was being conducted by Louis Terman and Melita Oden
on children with high intellectual capacity.

These two researchers

found that many very bright youngsters do not develop to their potential
achievement level because educational programs fail to train and
equip them with opportunities that will best use their abilities
(Prout, 1977).

More than fifty years after the beginning of the

monumental Terman studies, educators are still trying to come to
grips with the problems of gifted students_.
It is estimated that the gifted comprise three to five percent

of today's school population (Mirman, 1971). That places their number
at somewhere between 1. 5 and 2. 5 million students (Marland, 1972).
This group has some particular educational -needs especially considering that the regular curriculum only barely approximates their greater
learning capacity.
inadequate.

Provisions for meeting these needs have been

In the past programs for the gifted have been considered

luxury rather than necessity, leaving this group with its fair share
only when funds were plentiful and public support high (Tannenbaum,
1972).
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Part of the difficulty in setting up special programs for the
gifted has stemmed from a struggle between equality in education
versus excellence.

The question has been posed, why should schools

do something extra for those who have everything going for them?
Special provisions for the brightest students have mistakenly implied
a lack of concern for the less capable or handicapped (Mirman, 1971).
However; there seems to be recent agreement that educational opportunity does not mean exactly equal treatment, instead students should
be supplied with educational programs designed to meet individual
needs (Collins, 1979).
Sparked by federal legislation in 1972, there has been a
resurgence of interest in gifted and talented students (Trezise, 1978).
The prevalent view of the 1970 1 s was summed up by Mirman (19'71,
p. 217) when he stated, "Our nation could not afford to continue overlooking the great natural resource of its gifted children." According
to James Gallagher:
Ironically, the comeback of the gifted represents our
insecurity and loss of confidence in ourselves as a nation.
We no longer think we can solve the energy problem, the
pollution problems, and political problems. When we get
scared, we care about gifted kids (Collins, 1979, p. Al).
Rationale for the Project
The problem of what to do with gifted children is one that
classroom teachers must face daily.

In some school districts, special
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programs have been helpful in adjusting curriculum to better meet the
needs of these advanced youngsters.

Programs for the gifted have

seemed to concentrate their efforts on science and mathematics,
perhaps for good reason since many classroom teachers, especially
at the elementary level, have a lack of background in those particular
'

academic areas.

As a result of this heavy emphasis in the sciences,

the area ·of reading and its relation to gifted children has been almost
totally ignored.
in curriculum.

Teachers need assistance in filling this obvious gap
The problem, simply stated, is that gifted students'

reading needs are not being met by current classroom practice.
Reading an~ related language arts activities consume probably
the largest portion of the school day at the elementary level.

Class-

room teachers are understandably limited in their ability to truly
individualize the reading program to suit the needs of all students.
The bulk of a teacher's efforts seems to be concentrated on skills
instruction for average and below-average learners. Administrative

.

expectations regarding the use of the basal text for a large portion of
the school year and at grade level also hamper an individual teacher's
flexibility.

These factors have an effect on the kind of reading program

teachers can offer to their brightest students.

Large numbers of

exceptionally bright youngsters are being forced to work far below
their abilities in reading.

Time is being spent on skills already

mastered with very little effort being placed on providing challenging
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higher level learning. Often, when a gifted child is recognized in the
classroom, special arrangements in reading leave the student to
flounder independently with no guidance or instruction from the teacher.
Blame for these inadequacies should not be shouldered entirely by
classroom teachers.

Most teachers have not had the background or

training to know how to deal effectively with students of superior
intellect.
Purpose of the Project ·
The writer's school district in Bellevue, Washington, has a
high percentage of gifted children.

A special program for those who

have been identified as gifted operates at four of the twenty-three
elementary schools in the district. However, many parents of bright
youngsters are reluctant to move their children away from the neighborhood school in order to participate a few hours per week in special
classes.

Funding has not been available to expand the program into

more schools.

Consequently, many gifted students within the Bellevue

School District are limited to whatever educational program the regular
classroom can provide.
The purpose of this project is to assist classroom teachers at
the elementary school level in meeting the reading needs of gifted
children.

To achieve this goal a handbook of reading enrichment

activities has been prepared with specific ideas for expanding the
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reading program for gifted students.

It is recommended that these

enrichment activities be used by an elementary school reading specialist
with a small group of gifted pupils.

These students should be grouped

together from different classes and grade levels.

This type of homo-

geneous grouping is especially beneficial for the gifted because students
of similar interests and abilities can provide each other with a mental
stimulus unavailable in most classrooms. Ability grouping of the
gnted should also allow for more effective use of instructional time
by teachers.
By using the ideas in the handbook, elementary school reading
specialists can help relieve classroom teachers who have previously
had total responsibility for any kind of reading enrichment.

Most

Bellevue School District reading teachers are allowed the flexibility
to deal with small groups of children for varying purposes.

A class-

room teacher would seldom have the opportunity to give these brightest
youngsters undivided attention, whereas; a reading teacher can reserve
blocks of time for uninterrupted small group instruction.
One aspect of this enrichment pro gram is the development of
high level comprehension skills.

Gifted children should be engaged in

the type of learning that promotes critical and creative thinking.

The

reading specialist's expertise in fostering high level thinking as a
direct result of reading experiences is of utmost importance to the
enrichment activities described in the handbook.
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Focus and Limitations of the Project
This project has been designed specifically for gifted children
in the primary grades.

This grade level designation was selected

because young children have been of particular interest to the writer.
'

Advanced readers in the primary grades can pose special problems
for classroom teachers.

These children are certainly not in need of

the same type of phonics instruction usually given to an entire class
in the first and second grades.

It is also especially difficult for the

teacher to find suitable instructional material in a basal series
because young giftedreaders' abilities are often far in advance of their
interest level.

The second grade child with a fifth grade reading ability

can not necessarily absorb the story content and skill development
presented in the fifth grade basal reader.

The activities included in

this project are recommended for those primary-aged students who
have been identified as gifted and are reading at least two years in
advance of their grade placement.
The teacher's man.u al of reading enrichment activities is
intended for use by elementary school reading specialists.

These

specialists have more time flexibility than a classroom teacher to plan
and implement a reading program beyond the basic curriculum.

The

enrichment activities have been created particularly to promote higher
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thought processes. Simple recall of facts and literal comprehension
questions are not part of the project handbook.

This project has been

built around reading and audio-visual materials available to most
teachers within the Bellevue School District.

The children's biblio-

graphies in the manual specifically list resources from the Richard
Bennett Elementary School learning resource center.
Definition of Terms
Gifted Child
The general definition of giftedness has undergone changes
over the years.

The term has come to apply more widely to children

capable of high performance in a number of separate fields.

The most

recent definition accepted by the federal government identifies gifted
children as those showing superior capacity in any of ~he following
five areas:
1.

general intellectual ability

2. specific academic aptitude

3. creative or productive thinking

4. leader ship ability
5. visual and performing arts (Collins, 1979)
For the purpose of this project, the writer's definition of
giftedness is more .narrow; a gifted child is one with a specific
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academic aptitude for reading.

The enrichment activities have been

designed for those students reading at least two levels above their
grade placement.
Reading Enrichment Activity
, Within this report reference has been made to the term reading
enrichment activity. Some clarification as to the writer's intent in
using that phrase is necessary.

The teacher's handbook for this

project is built around a framework of focal units based on different
areas of children's literature.

Each focal unit contains a number of

suggested reading enrichment activities.

These learning activities

are an outgrowth of the children's reading within the given unit.

The

activities require that a child interact in !30me way with what has been
read.

For example, that interaction might take the form of a

discussion, creative writing, an art project or a vocabulary exercise.
The activities encourage active student participation.

The term en-

richment is appropriate because the activities go beyond the usual
assignments of a structured reading program.

The reading enrichment

activities witq.in each focal unit are designed to build on one another
over an extended period of time.

They should enhance the child's

quality of response to literature while developing high level
comprehension and thinking skills.
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Summary ·
The balance of this report contains three additional chapters,

a. bibliography of references cited and an appendix. Chapter 2 is a
review of recent literature on gifted children and their special reading
needs at the elementary school-level.

Chapter 3 briefly reviews the

procedures the writer followed in compiling the materials for the
project. Chapter 4 contains the project's summary, conclusions
and recommendations.

The actual project document is included as

the appendix to the report.

--

Chapter 2
REVIEW OF LITERATURE

The literature review for this project takes a two-pronged
approach.

This review looks at both basic information about gifted

children and specific information regarding reading and the gifted.
In order to understand gifted children and their special reading needs

it is necessary to become familiar with the topic of giftedness. Some
general knowledge about the subject will facilitate a deeper understanding of the specific problem gifted children have in relation to
school reading programs. Some of the concerns dealt with in the
first section of this chapter are: the common characteristics shared
by gifted children; current methods of identifying the gifted; guidelines

for developing special programs for the gifted; and teacher qualities
desirable when working with bright youngsters.
The second half of the chapter is devoted to a discussion of
the essential elements of an elementary school reading program for
the gifted.

This latter section concentrates on research relating

giftedness and reading; special problems encountered when teaching
reading to the gifted; goals of reading instruction for the gifted;
curriculum guidelines; suitable instructional material; and using
Bloom's Taxonomy in the reading program.
10
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An Overview of Gifted Children
Special educational programs for the gifted have come in and
out of favor over the past several decades.

Accelerated classes were

popular during the four or five years which followed the Soviet's
launching of Sputnik in 1957.

The United States, fearful of losing

the race to space, invested heavily in special education designed to
produce future scientists and mathematicians.

But, in the 1960's our

nation turned to another priority, civil rights, which focused attention
on providing remedial education for the poor. Racial minorities and
the poor have been under-represented in gifted programs.

The I. Q.

test, a standard for placement in such programs was condemned as
discriminatory; thus, special classes for . the gifted were abandoned
in the name of equality (Tannenbaum, 1972).
Today's educators seem prepared to revive an enthusiasm
for excellence.

The pendulum is swinging towards students with

superior ability perhaps as a reflection of our broader societal concern
for the rights of the individual.

Educators also see advanced classes

as a way out of the mediocrity imposed by the "Back to Basics" movement.

In addition, economic realities have created interest in

programs for the gifted since they are inexpensive when compared
to other types of special education.

Gallagher (1975) estimated the

yearly cost of gifted programs at $92 per pupil in contrast to $1, 729
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per pupil for the physically handicapped. Whatever the reason, there
is no question that education for the gifted has returned to popularity
jn the 1970' s.

Professional literature on the subject abounds, large

numbers of educational conferences have been held and parent associations have again become plentiful (Trezise, 1976).
With this renewed interest in gifted education funding on the
federal and state level has radically increased.

In 1972 the Federal

Office of the Gifted and Talented budgeted $2. 5 million for programs
throughout the country.

The total amounted to approximately $1 per

gifted child. In 1978 the Gifted and Talented Children's Education
Act allocated $2 5 million to be spent in 1979 with the amount escalating
to $50 million by 1983. Appropriations at the state level are also on
the rise with the total funding by states jumping from $86. 2 million
in 1976-77 to $89. 4 million in 1977-78 (Collins, 1979).

In Washington

the legislature authorized $2. 5 million to be expended on programs
for gifted students during the 1979-80 school year (Certification of
Enrolled Enactment, 1979).
Even with all this increased assistance and interest it has
been estimated that only 12% of our nation's gifted children are actually
receiving special services ( Collins, 1979). Our educational system
has been less than effective in meeting the differing needs and abilities
of individuals.

The system has found it most difficult to deal with

exceptional students like the physically handicapped and the intellectually
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or creatively gifted (Gallagher, 1975).

The failure to help gnted

children is viewed as a societal tragedy by those committed to the
ideals of individualization.

In order to bring real equity to the system,

the egalitarian attitude must be overcome which says that children
should be exposed to identical school experiences regardless of their
backgrounds (Gallagher, 1975). Another expert in this field, Joseph
Renzulli, was quoted saying, "Gifted students need special programs
to fully develop their potential" (Collins, 1979).

The U.S. Commission-

er of Education, Sidney P. Marland, reported to Congress in 1971 that,
"We are increasingly being stripped of the comfortable notion that a
bright mind will make its own way.

On the contrary, intellectual

and creative talent cannot survive educational neglect and apathy"
(Collins, 1979).
Definition and Identification of Gifted
Over the years the definition of giftedness has undergone
some changes.

These changes are probably a reflection of shifting

cultural values (Gallagher, 1975).

Louis Terman's longitudinal study,

begun in the 1920's, defined a gifted child totally in terms of an I. Q.
score from an individualized test.

Terman found that children with

I. Q. 's of 140 or above held special academic promise and needed an
enriched school program.

The present view of giftedness has been

expanded to manifest talent in many specialized areas of achievement,
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not just academics (Khatena, 1976). Educators have recently begun
to look for multiple measures in the areas of intelligence, achievement,
talent and creativity to identify potentially gifted students (Witty, 197 4).
Witty (1974, p. 12) has defined a gifted child as " . . . any child whose
performance in a worthwhile type of human endeavor is repeatedly or
'

consistently remarkable." This broad interpretation of giftedness
has been widely accepted by experts in the educational field.
The federal government has become involved in funding many
special education projects and in 1972 published a document on gifted
and talented children for the Congress.

The report included the

following definition of giftedness (Education of the Gifted and Talented,
1972):

Gifted and talented children are those by virtue of outstanding abilities capable of high performance. These are
children who require differentiated educational programs and/
or services beyond those normally provided by the regular
school program in order to realize their contribution to self
and society.
Children capable of high performance include those with
demonstrated achievement and/or potential ability in any of
the following areas, singly or in combination:

1.
2.
3.
4.
5.
6.

general intellectual ability
specific academic aptitude
creative or productive thinking
leadership ability
visual and performing arts
psychomotor ability

These federal guidelines were revised slightly in 1978 when the 95th
Congress eliminated the area of "psychomotor ability" in part because
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no one was sure what the term really meant (Collins, 1979).
Identification procedures for the gifted have expanded to
match the broadened definition of giftedness.

Identifying a gifted

child is the first step towards cultivating that child's special talents
and abilities; therefore, it is important to find these children early
in their school careers (Carroll and Laming, 1974). Evidence for
gifted and creative abilities should be gathered from a variety of
objective and subjective sources.

This use of multiple tdentification

techniques is highly recommended because fewer qualifying children
will be missed if a variety of measures are employed to locate them
(Gallagher, 197 5).

Some combination of the following techniques is

advised: classroom/teacher recommendations; cumulative school
records; demonstrated student performance; achievement tests; group
I. Q. tests; individual I. Q. tests; and creativity tests· (Gallagher, 1975),
Trezise, 1976), (Reichart, 1971), (Khatena, 1976), (Carroll and
Laming, 197 4).
Despite the use of a variety of methods to sift out the gifted,
Gallagher (1975) still views the I. Q. score from an ·individualized
test as the strongest measure of intellectual giftedness.

An I. Q. score

indicates a student's current level of mental functioning in relation to
other age mates and predicts probable future mental growth.

This

kind of test does not measure all types of intelligence, but it does
measure much of what is important for academic success.

I. Q. tests
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are poor at measuring divergent and evaluative thinking abilities which
reflect an individual's imaginativeness and creativity.

But, these

abilities according to Gallagher (197 5) are rarely used in current
classroom practice.
The attempt to identify highly creative individuals has been
the most recent trend in education for the gifted (Witty, 1974). J. P.
Guilford and Paul Torrance have been leaders in the field of creativity
testing.

Their tests seek to measure such concepts as fluency, flexi-

bility and foresight (Gallagher, 1975).

It has been estimated that

screening for gifted programs by I. Q. tests alone would eliminate
70% of those children who are highly creative (Khatena, 1976).

There

is actually a low correlation between high I. Q. scores and creativity
because intelligence tests are not designed to elicit original or imaginative response (Witty, 197 4).
Characteristics of Gifted and
Talented Children
It is difficult to describe the typical gifted child, although many
studies have attempted to do so.

There is evidence that the range of

social and personality variables existing between gifted children is as
great as one would find in a random selection of youngsters (Gallagher,
1975). "Children tend to be children even though studies suggest that
some qualitative differences do exist between gifted students and others"
(Gold, 1965, p. 44).
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Likenesses are greater than dfff erences in comparisons
of the characteristics of the gifted and those of other children
even though differences may be more pronounced in areas such
as intellectual and scholastic activities (Cox, 1977, p. 265).
Over the years gifted and talented children have been the
subject of numerous studies.

Investigating characteristics of the

gifted, Kincaid (1969) and Cox (1977) confirmed several already widely
accepted beliefs about these children.

They found that a first born

child is more likely to be exceptionally bright than subsequent siblings.
The two researchers also interviewed parents who overwhelmingly
reported that their children began walking and talking much earlier
than would generally be expected.

There is evidence that giftedness

is greatly influenced by heredity.

Gallagher (1975) reported on

studies which- attribute at least 70% of an individual's total performance
to inherited factors.

Other research indicates that gifted girls are in

the minority although probably as a result of sex-role stereotyping
rather than any lack of intellectual capacity (Gallagher, 1975), (Cox,
1977). Gifted and talented youngsters can be found in all racial and
ethnic groups, but they are more likely to be found in some groups
than others.

The groups with a higher percentage of gifted youth seem

to place a greater emphasis on intellectual values and provide more
opportunity for developing existing talents and skills (Gallagher, 1975).
Researchers have uncovered some apparent subgroupings
within the classification of gifted.

Of these subgroupings, the high

--
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performance gifted have b~en studied most thoroughly (Gallagher, 1975).
Louis Terman's research in this area has had a significant impact on
the field of education for the gifted. He began a longitudinal study in
1922 with 1, 500 gifted subjects.

The subjects chosen from the state

of California public schools averaged eleven years of age and at the
time had an average Stanford-Binet I. Q. of 151 (Seagoe, 1972).

Terman

found contrary to prevailing public opinion that gifted children were
superior overall in terms of school adjustment.

His study did much to

dispel the popular notion that gifted children were "weak, puny, unpopular and disturbed" (Gallagher, 1975, p. 34). A summary of the
findings of the general characteristics of this group follows (Terman
and Oden, 1951, p. 23-24):
1. The average member of our group is a slightly better
physical speciman than the average child . . .

2. For the fields of subject matter covered in our tests,
the superiority of the gifted over unselected children was greater
in reading, language usage, arithmetical reasoning, science,
literature and the arts. In arithmetical computation, spelling,
factual information about history and civics, the superiority of
the gifted was somewhat less marked . . .
3. The interests of gifted children are many-sided and
spontaneous, they learn to read easily and read more and better
books than the average child. At the same time, they make
numerous collections, cultivate many kinds of hobbies and acquire
far more knowledge of plays and games than the average child .
4. As compared with unselected children, they are less
inclined to boast or to overstate their knowledge; they are more
trustworthy when under temptation to cheat; their character
preferences and social attitudes are more wholesome, and they
score higher in a test of emotional stability ..
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5. The deviation of the gifted subjects from the generality
is in the upward direction for nearly all traits. There is no law
of compensation whereby the intellectual superiority of the gifted
tends to be off set by inferiorities along nonintellectual lines.
Terman's study has been continued over the last fifty years
and even after his death is still going on aided by funds from his estate
(Seagoe, 1972). Perhaps the greatest contribution of a longitudinal
study such as this is that subjects can be followed into adulthood to
see how they adjust in later years.

In the latest available report on

Terman's subjects, his colleague, Melita Oden reported (Gallagher,
1975, p. 36):

All the evidence indicates that with few exceptions the
superior child becomes the superior adult . . . Two thirds of
the men and almost as large a proportion of the women consider
that they have lived up to their intellectual abilities fully or
reasonably well.
Contrary to popular opinion, the high performance gifted do
not always display positive habits and attitudes.

There has been

research which indicates that these children may exhibit some
undesirable characteristics at least from a classroom teacher's
point of view.

Reichart (1971) reports that the gift~d child in the

classroom may at times appear restless and inattentive.

The gifted

are also apt to be poor in spelling, have careless handwriting, be
impatient with the details of rote learning, indifferent toward uninteresting classwork and overly critical of themselves.
Very high ability children make up another subgrouping within
the gifted category.

Little research is available on the sp~cial

--

r
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characteristics of this gro.u p.

Leta Hollingworth has made perhaps

the most notable study of geniuses in the recent past. Her work was
published in 1942. Hollingworth studied a small group of children
with I. Q. 's over 180. Unlike Terman who found the gifted to be
positive, well-adjusted individuals, Hollingworth described her
subjects as restive and unsatisfied (Freehill, 1978).

It is estimated

that such brilliant children occur once in a million cases.
Naturally a child who appears only once in a million times
is of such an unusual nature and character that the school program
cannot possibly be drastically revised or changed in order to fit
his particular needs (Gallagher, 1975, p. 44).
Social adjustment is especially difficult for the extremely bright
youngster probably due to the fact that this child has essentially
been left without a peer group.
The final subgrouping of the gifted to be discussed is that of
highly creative children.

These particular children have only recently

been included within the gifted category.

There are some apparent

differ enc es between the highly creative and the highly intelligent.
\

Children judged to be especially creative do not necessarily score
in the highest _percentiles on intelligence tests.

There also seems to

be a personality style which accompanies creative individuals. According
to Getzels and Jackson (1962) creative children are more willing to take
risks than high I. Q. children.

This risk taking behavior allows the

creative child to make unusual contributions which depart from group
ideas and possibly produce unique results.

21

Barbe (1974, p. 2_5} discusses the differences between the
intellectual child and the creative one:
The gifted child is viewed as one, in a school setting, who
has either achieved at a level considerably above that of his age
group or given evidence of a potential to do so. The creative
child, however, is one who is able to function in a manner different
from that of the traditional and to produce or perform in new and
innovated ways.
Getzels and Jackson (1962} investigated the family backgrounds
of both high-creative and high-I. Q. children.

They detected a creative

family pattern which favors risk taking and independence in contrast
to a high-I. Q. family pattern stressing compliance with proper methods
of behavior.
There has been some discussion among experts regarding the
comparative difference between the social adjustment of pupils with
high I. Q. 's and those rated highly creative.

Creative pupils seem to

be less well-adjusted socially than their counterparts with high I. Q.
scores (Witty, 1971). Khatena (1976) discussed the problem of creative
children in terms of conflict arising out of interaction with the surrounding environment.

A creative child's independence a~d non-conformity

can lead to confrontations and tensions.

Creative children may be an

irritation in the classroom and even cause discipline problems because
they are not as pliable or docile as average students (Gallagher, 1975)
(Witty, 1971).
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Special Teacher Requirements ·
Educational research supports the concept that it is the
teacher, not tile method, who makes the most significant difference
in the classroom.

The teacher is certainly an important key to success

in special programs for the gifted and talented.

It would seem that the

personal attributes for teaching gifted students are not much different
than the qualities necessary for successful teaching in the average
classroom.

There is actually little research which delineates those

qualities shared by excellent teachers.

Nelson and Cleland (1971)

suggest that a good teacher must possess a degree of health and stamina;
a knowledge of content areas; background in related fields; knowledge
of psychology of learning; familiarity with a variety of teaching methods;
patience; creativity; flexibility; and a supportive attitude.
In order to work with the gifted, teachers do need some addi-

tional background and training.

Gallagher (1975) advocates specialized

teacher preparation, continued professional study and frequent contacts
with other teachers of the gifted.

There is currently a shortage of

trained personnel for working with exceptionally bright children. At
present only thirty-four colleges and universities within the United States
offer degree programs in gifted education (Collins, 1979).

In 1970 at

a hearing on gifted and talented education held by the Department of
Health, Education and Welfare, 47% of those experts testifying commented

_,..,
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on the need for better pre~ared teachers in the field (Gallagher, 1975).
Gifted children are different from average children. Just
as you would not expect the average classroom teacher to work
with the handicapped without some training, you can't expect
them to work with the gifted without training (Collins, 1979,
p. Cl).
The reason for the emphasis on teacher's training is
summarized by Gallagher (1975, p. 309):
·S uccessful programs show that special preparation of
teachers is mandatory. Teachers who have such preparation
tend to be sympathetic to the gifted and talented, and to provide
them with necessary learning opportunities.
Specialized training for teachers of the gifted needs to concentrate on some particular areas.

The teacher need not be a genius

but a broad intellectual background and a thorough knowledge of the
various subject areas is essential (Reichart, 1971).

Teachers ought

to understand the multiple qualities of giftedness and be trained to
identify potentially gifted students in the classroom (Thompson, 1972).
They should also be acquainted with the needs and interests of their
special students (Nelson and Cleland, 1971). Specialized teacher
training needs to be conducted in methods for creat~ng independent
learners.

Gifted pupils should be released from adult supervision

gradually and not abruptly turned loose with the freedom to work on
their own (Gallagher, 1975). Skillfulness in the art of questioning is
another area in which the teacher of the gifted must develop expertise.
Freehill (1978) speaks of a teacher's questioning ability as the prime

--
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developer of student insight.

Divergent questions are especially

important in that they give students opportunities to express ideas
and feelings (Smith, 1969).
Bishop (1968) conducted one of the few research studies
designed to determine characteristics of successful teachers of the
I

gifted.

In this study 30 teachers who had been highly rated by

students were interviewed. Bishop's research indicated that
successful teachers of the gifted were mature, experienced and
superior intellectually. His subjects were especially interested in
literature, the arts and culture.

These teachers had high personal

goals and were seeking intellectual growth as a result of their
teaching.

Their classrooms were found to be student centered and

stimulating. Not surprisingly these teachers were supportive of
special educational programs for gifted and talented students.
There has been some discussion regarding teacher's attitudes
towards learning and learning envfronments when working with gifted
youngsters.

The importance of an appropriate attitude is stressed

by a number of authors (Collins, 1979), (Mirman, 1971), (Gallagher,
1975), (Nelson and Cleland, 1971). Teachers of the gifted should view
their leadership role as non-authoritarian, being a facilitator rather
than a director of learning. Openness, acceptance of new ideas, new
experiences and creativity are all desirable qualities for these teachers.
Such qualities will help to promote an environment that is conducive to
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learning.

"Gifted and creative children. are willing to take risks in

a warm supportive climate" (Nelson and Cleland, 1971, p. 50).
Nelson and Cleland (1971, p. 50) offer some guidelines for
teachers in creating an appropriate classroom atmosphere:
1. · Teacher must be supportive and accepting.

' 2.
-3.

Teacher does not use coercion to manipulate children.
Teacher recognizes, accepts and values individual

differences.
4.

Teacher provides differentiated learning experiences.

5.

Teacher allows children to share in planning of work.

6.

Teacher provides enough structure for security but not

enough to limit or stifle creativity.
7.

Teacher accepts and empathizes with strong feelings.

8.

Teacher recognizes his/her own limitations.

9.

Teacher values creativity and welcomes new ideas.

Special Program Requirements
Special educational programs for gifted and talented children
need to be structured differently from regular classrooms in three
fundamental ways.

Firstly, the curricular content of such programs

ought to be modified to stress complexity and high levels of abstraction.
Secondly, the method of presentation should concentrate on developing
thinking processes beyond a factual level.

Lastly, the learning

_...,
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environment for these chil~ren should be altered for at least a portion
of the school week (Gallagher, 1975).
Removal of exceptional pupils from the regular classroom
seems to be a longstanding and accepted practice.

This ability group-

ing is· usually organized to allow children time in both accelerated and
'

average classrooms.

Trezise (1976), Director of Gifted Programs for

the State of Michigan, feels there is no substitute for putting gifted
pupils together on a part-time basis.

Mirman (1971) echoes this

opinion reasoning that the gifted child's unique learning needs require
special programs, teachers ~nd materials.

The stimulated atmosphere

of a special classroom enhances development of critical thinking.
Ability grouping reduces the diversity of talent, thus increasing the
number of activities that children can participate in at their own level
of comprehension.

Mirman (1971, p. 223) writes, "I am convinced

that children learn about half from the teacher and more than half from
each other. Where there is a bright class, the brightest become
brighter. "
Many gifted programs have come to emphasize content changes
rather than other possible modifications of normal classroom routines.
Exceptionally bright pupils have some special curriculum needs stemming
from their intellectual interests and perspectives.

In response to these

needs program content should differ in quality, quantity and level of
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insight (Reichart, 1971). _Freehill (1961, p. 156) suggests that
programs for the gifted and talented organize around seven major
issues:
1. Programs organized around units, topics, projects of
study themes.
2.

Lessons structured around a problem or purpose.

3. Side issues encouraged.
4. Special emphasis on the tools of learning.
5.

Classrooms set up informally and supplied with quantities

of reference material.
6. Learner awareness of learning process.
7.

Student involvement in learning expectations.

Gifted programs are often labeled by the term "enrichment."
Several authors have expressed opinions concerning the types of skills
that should be stressed through enrichment.

Gallagher (1975, p. 77)

contends that enrichment activities should concentrate on furthering
the following skills:
1.

The ability to associate and interrelate concepts.

2.

The ability to evaluate facts and arguments critically.

3.

The ability to create new ideas and original thought.

4.

The ability to reason through complex problems.

5. The ability to Wlderstand situations, times and people.
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A similar list has been prepared by Nelson and Cleland

(1971, p. 53) which considers the following items important for
enrichment with emphasis being placed on the process of learning:
1. Problem solving.

2. Classifying and categorizing.

3. Comparing and contrasting.
4.

Making judgments.

5. Using resources.

6. Conducting research.
7.

Discussing and debating.

8.

Involvement in group processes.

9.

Planning future activities

10.

Evaluating experiences....

One final point that needs to be discussed in terms of special
program requirements for the gifted and talented concerns the area
of creativity training. As highly creative children have come to be
included within the gifted category, special consideration has been
placed on teaching to enhance creativity. Creativity has been defined
as, "man manipulating external symbols or objects to produce an
unusual event uncommon to himself and/or his environment" (Passow,
1977, p. 360).

Children's creativity can be developed and nurtured

through the use of appropriate instructional techniques (Barbe, 1974).
Programs for the gifted and talented must include provisions for

29
training children to be mo:1"e creative and original. RenzuJli and
Callahan (1975) have outlined four distinct basic skills of creativity.
These basic skills include the following key points:
1. Fluency Principle--the more ideas generated the more

likely a· person is to come up with new and unusual ideas.
2.

Principle of Open-endedness--creativity exercises

should not have predetermined answers.
3. Principle of Environmental Relevancy--activities should
allow learner to draw on his/her own background.
4.

Principle of Enjoyment--laughter and humor are part

of striving for the unusual.
The importance of creativity training is not to be underrated
for, "If gifted children are to become gifted adults . . . then their
creativity must be fostered by all those who influence their development"
(Passow, 1977, p. 363).
Reading and the Gifted Child
There is a special relationship that exists ·between gifted children
and reading.

In fact, the most consistent trait shared by gifted students

is their high reading ability (Barbe, 1961). The typical gifted child is
reading two years above grade placement and sometimes as much as
three and four years (Crisuolo, 1972). Yet, few schools have comprehensive reading programs for their brightest students (Witty, 1971).
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Until recently, reading for the gifted has been overlooked by almost
everyone.

Terman reported reading to be the most neglected element

of the curriculum for intellectually superior students (Witty, 1971).

In

a survey of reading texts and texts dealing with the gifted, Barbe and
Renzulli (1971) found little concern for the role of reading in relation
'

to these children.
Some recent attention has been focused on bright students and
their reading needs.

It is a good area for special program development

because many such children show high interest in reading (Trezise, 1978).
Reading is becoming recognized as an a venue for developing the gifted
child's academic potential and achieving personal satisfaction. According to Barbe (1961, p. 242):
Reading will be the tool subject for most of the learning
of gifted students. We must make sure that our gifted children
are being provided with the best possible reading skills and
inculcated with a love of reading that will guarantee that their
education will continue as long as there are good books to read.
Research Implications
Research studies provide some insight intq gifted children's
reading potential. Bright children give evidence of their special
talents from early childhood.

These children usually learn quickly,

are more alert and more advanced than their age-mates.

From the

earliest years, gifted children seen to possess a persistent drive to
learn, an active imagination, insatiable curiosity and the ability to
solve problems (Price, 1976). Researchers have found the home
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environment of the intellectually superior and creative child to be a
factor in later achievement levels (Price, 1976). Durkin in a study
of children who read early reported that the parents of early readers
have a special respect for learning and encourage it in their children
(Witty, 1974). These parents foster language development in their
children by frequently reading aloud to them.

Their homes most

likely offer rich and varied learning opportunities and ·many books.
The remarkable language development of gifted and talented
children is supported by research statistics. But, even more remarkable is that many of these children teach themselves to read without
the benefit of formal instruction (Witty, 1971). Several studies have
found a large proportion of their subjects learned to read before entering
school.

Terman's research indicated that 20% of his 1, 500 subjects

learned to read by five years of age and 6% actually read before age
three (Barbe, 1961). Witty has conducted at least two studies which
investigated the reading age of gifted children.

In one case, 38% of

his subjects learned to read before age five (Harris and Sipay, 1972).
In another study Witty (1971) reported that 50% of his subjects learned

to read before first grade.
There is additional research available which provides information regarding gifted reader's characteristics and attitudes. Barbe
(1961, p. 218) reported on a literature review of _gifted children's
reading habits which found four areas where such children are especially
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advanced.

The four areas identified were:

1.

The early age at which gifted children learn to read.

2.

The high interest in reading of gifted children.

3.

The precocity of gifted children in reading adult books.

4. ·The intensity of gifted children's reading in particular

fields.
Cox (1977) surveyed 456 gifted children to find that reading was their
most selected free time activity. His subjects also indicated a wide
range of reading interests.

In a similar study, Kincaid (1969) questioned

561 gifted students about their favorite school subject. He found reading
to be the most popular subject of one-half of the girls and one-third of
the boys.
Gifted readers have also been characterized as having expansive
vocabularies, high levels of reading ability and a wide variety of reading
interests in specialized topics (Barbe and Renzulli, 1971). In his
doctoral dissertation, Klemm reported that, "gifted children read much
more widely and their selection of books is of a high quality and at a
higher level of difficulty thari material read by the average student"
(Barbe, 1961, p. 220).
Special Problems in Teaching Reading
to the Gifted
Upon first entering school a gifted c.hild may present a problem
to the teacher, especially if that child is already reading.

--

Perhaps the
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the most demanding task facing classroom teachers is the adjustment
of curriculum to individual differences. Schools have a tendency to
attempt to mold the child to the instruction rather than matching
instruction to the child.

Most educational theory supports the concept

of pacing consistent with the learner's ability; however, practical
application of theory is more difficult.

Studies of this problem have

found that only a minimal adjustment is made for children who read
two to three grade levels above their age-mates (Harris and Sipay,
1979). Bond and Wagner point out in their reading text that:
The adjustment of instruction to individual differences is
more than a method. It is an attitude--an attitude in which the
teacher assumes that each child has a right to progress as rapidly
as he is capable, that each child can expect the school to provide
for his rate of learning, be it slow or fast, and that each child
can expect the school to study him as an individual and to help
him when he is in difficulty (Wallen, 1974, p. 70).
Common educational practice makes it difficult to provide for
superior readers. A rigid instructional plan with three reading groups
will simply not suffice.

The top reading group cannot move fast enough

to keep up with an exceptional reader's rate of growth. According to
Trezise {1977) placing the gifted reader in the top group and providing
the same types of instruction is not suitable anyway.

This type of

grouping structure in a basal program fails to provide the gifted with
the rich and varied reading diet they so need (Harris and Sipay, 1979).
The gifted and talented appear to learn in different ways than average
students who find review and repetition necessary. Exceptionally
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bright pupils are capable of complex cognitive processes.

Part of their

"gift" seems to be the ability to conceptualize; to synthesize experiences
and facts; to come up with original solutions; arid to learn more readily
through associations (Trezise, 1977).
Gallagher (1975, p. 176) reported on a study of 100 gifted
students which found that, "gifted students felt strongly the need to
create something, to be active learners and producers rather than
passive absorbers of knowledge." They liked flexible schedules and
individualized programs which related reading to other academic disciplines.
In normal classrooms a high percentage of instructional time is spent

listening to the teacher who most likely adheres closely to a textbook.
Gifted readers need a greater freedom and more independence for reflective and creative thinking than is usually provided in regular classrooms (Gallagher, 1975). All of this information seems to point to the
necessity for developing a specialized reading curriculum geared to the
particular learning styles of the school's brightest youngsters.
Goals of Reading Instruction for
the Gifted
The goals of reading instruction for the gifted are not Wllike
the goals of any well-planned reading program.

These goals may be

more vital for gifted youth than average students.

Trezise (1978) likened

the importance of instruction in reading for gifted children to an Olympic
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swimmer's need for the best coaches.

Olympic swimmers need help

with the finer points of swimming and so the gifted need fine-point
reading instruction.
Most of the authors surveyed stressed both cognitive and
affective goals for reading.

The cognitive side of reading would include

'

comprehension. Since gifted children master word r~cognition techniques quickly, more time can be spent developing comprehension skills
(Wallen, 197 4).

A basic objective is to teach children to read more

critically. Reading should be approached as essentially a thinking
process (Trezise, 1977).
Attention has also been focused on the importance of establishing affective goals for reading.

Children need to develop a strong

worthwhile interest in reading since it will be their major avenue for
learning (Gold, 1965). Reading should be a pleasurable experlence,
satisfying personal needs and leading to new interests. Wallen (1974)
divides affective reading goals into three categories. He feels students
ought to be allowed to share reading experiences with classmates; to
help plan and organize their own reading efforts; and to be given enough
class time to pursue reading interests. Creative reading is another
essential element in the affective domain (Trezise, 1977). This type
of reading calls for divergent thinking and creative responses on the
)

part of the reader.
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Youngsters should be encouraged to read widely for many
different purposes.

Effective reading should not be viewed as an end

in itself, but as a way of obtaining necessary information and enjoyment
(Barbe and Renzulli, 1971). Reading should be therapeutic for gifted
and creative children, building an understanding of the quality of giftedness. .According to Isaacs, (1974, p. 113), "Reading gives perspectives
to his visions of who he is and who he might become.

Reading opens

up imaginary vistas which can, in maturity become reality. "
Curriculum Guidelines
Although pro gram goals in reading are similar for all learners,
the day to day experiences for the brightest students will need to be
quite different.

Trezise (1978) suggests the necessity for changes in

timing, pacing and depth.

Learning sequences should be accelerated

and include enrichment at all points in both quality and quantity (Gold,
1965).

Programs need not be tightly structured or regimented, but

instead allow for developing independence in an atmosphere of freedom
(Trezise, 1978).

The child must be familiar with word analysis tech-

niques but the major emphasis should be placed on comprehension,
not decoding (Gold, 1965).

Comprehension beyond the literal level

should be systematically and consciously taught (Trezise, 1977).
A number of methods have been suggested by various authors

for dealing with reading curriculum for gifted learners. Wallen (1974)
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proposed a criterion referenced approach be used to identify instructional
objectives suitable to a child's specific needs. A common error made
with gifted children, according to Wallen, is to assign them the same
exercises as everybody else.

Wallen (1974, p. 75) states:

Even a little review may hurt the child since a child is always
hurt when he is not learning. He is hurt because he is not gaining
new skills, which he can use just as much as any other child; and
he is hurt because a rehashing of old material is uninteresting.
With a criterion referenced approach the teacher matches instruction
to the child's learning rather than to his/her own teaching. Wallen
(1974, p. 76) goes on to say that:
Gifted children learn many things without formal teaching.
Since the capacity for independent learning is afterall what makes
them gifted. The teacher's challenge is to identify reading skill
objectives a child has not already attained independently.
Nelson and Cleland (1971) advised that the following strategies
be used in developing a reading program for advanced students:
1.

Learning experiences ought to be relevant and built around

the child's natural curiosity.
2. Students should help in planning and organizing appropriate

learning activities.
3. Experiences should be provided which require active
participation.
4.

Flexibility must be built into a program to encourage

exploration and invention.
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5.

fuitiative, inquisitiveness, originality and a questioning

attitude are all qualities which need to be developed.
Barbe and Renzulli (1971) suggested a few guidelines for
meeting the general and specific needs of gifted pupils within the
reading curriculum.

They are:

1. Differentiation of instruction to meet individual needs.
·2.

Early evaluation of a child's reading ability and achieve-

ment level.
3.

Proper grouping for skills instruction.

4. Readiness program adapted to suit gifted student.
5. Active student involvement in reading process.
6.

Differentiation of reading style to suit instructional

materials and reading purpose.
7.

An ever-increasing range of reading material.

8.

Guidance in critical reading.

9.

Challenging activities in order to insure continued

learning and interest in reading.
Finally, Harris and Sipay (1979) offer this advice in regard
to a reading program for exceptional students:
1. A variety of vocabulary and comprehension exercises

challenging and developing higher level reading skills.
2.

Large blocks of time reserved for individualized reading.

39
3.

Individual an~ group projects that entice children

into extensive research reading.
As was mentioned previously, a fluent reader at the kindergarten or first grade level may be viewed as a problem in terms of
normal instructional procedures. Early assessment of ability is
essential in a reading program for superior students (Nelson and
Cleland, 1971). It was widely recommended that these unusually
young readers be allowed to apply their abilities instead of participating
in meaningless readiness activities (Barbe and Renzulli, 1971). Many
approaches to beginning reader instruction were suggested with the
over-riding guideline being program flexibility and balance.
Building reading interest was also stressed as an important
area for curriculum development.

To encourage reading for enjoyment,

Witty (1971), presented the concept of an interest inventory. Children
could be flexibly grouped around common interests and allowed time
to pursue them together, with a possible outcome being some type of
group sharing. Along this same line, with the many choices of good
literature available, a reading program can work toward broadening
interests and horizons.

Discussion groups might be organized around

special themes or authors (Trezise, 1977).
Perhaps the most commonly discussed aspect of a reading
curriculum for gifted students is in the area of creative reading.
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This has been regarded as the highest level of reading but yet the most
neglected (Witty, 197 4).

It is basically a thinking process where the

reader responds to print in a personal way, expressing ideas, feelings,
values and attitudes.

The student responds to open-ended questions

where there is not a correct answer or solution.

This approach helps

the reader to gain new insights in a meaningful context. Witty (1974,
p. 23) has explained the process in the following way:
Creative reading is recommended for gifted pupils. This
highest type of reading is considered to be a thinking process
in which new ideas are originated, evaluated and applied.
Divergent and varied responses, not right answers, are goals
as thinking transpires and conclusions are reached. Finally
the pupil evaluates his conclusions and seeks to extend and use
them.
There are several keys to fostering creative reading according to Smith (1974):
1. Material selected must be appropriate, interesting and

suitable for creative thinking.
2. Instructional activities must allow students the freedoom
to express personal opinions.
3. students must be given adequate time for creative reading
process to occur.
4.

Products from creative reading cannot be evaluated in

terms of correctness.
Creative reading cannot be left to chance. Materials selected
by children independently may improve their reading rate and level of

r
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comprehension, but without teacher guidance, mature growth and
improved insight will probably not occur (Isaacs, 197 4).
Suitable Instructional Materials
The selection and use of appropriate materials is important
to any reading program.

Diversity and challenge are key elements

in materials selected for the gifted.

"The basic message is that no

single textbook or single book of any kind can satisfy the rich literary
talents or needs of the average youngster and certainly not of the gifted
and talented" (Gallagher, 1975, p. 183). Considering the importance
of designing curriculum to meet the learner's needs it follows that
when working is a basal program, gifted children need to be placed
at their instructional level, not their grade level (Wallen, 1974).

The

library can be a classroom teacher's greatest asset, providing for the
rich and varied interests of the gifted. Witty (1971) recommends the
extensive use of all types of children's literature.

Biographies are

especially useful in helping the gifted identify with success (Witty, 197 4).
Despite their wide reading, children often need guidance in
finding books to satisfy personal needs,

( Barbe, 1974).

Gold (1965,

p. 212) discusses the importance of choosing the right books for bright
children to read:

"Acceleration, in the sense of reading adult books,

is a poor solution for a twelve year old with eighteen year old reading
ability. " He goes on to suggest these principles of reading guidance
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(Gold, 1960, p. 213):
To broaden and deepen boys I and girls' experiences through
reading; to fit the book to the child, not the child to the book; to
recognize that every age has its masterpieces, and to set the
masterpieces of the present and the past into reasonable perspec-·
tive; to challenge but not push; to be wise and patient enough to
wait for the child's own pattern of growth to unfold.
Using Bloom's Taxonomy in a
Reading Program
"Educators generally agree that teachers and curriculum should
emphasize the development of students' skill in critical thinking rather
than in learning and recalling facts" (Gall, 1970, p. 712).

There has

been much discussion regarding the importance of including high level
thinking as part of curriculum designed for gifted students.

Gifted

children are especially in need of high level learning objectives since
they possess such high cognitive abilities (Bailey and Leonard, 1977).
Educational programs for the gifted should focus attention on the development of mental processes as well as products (Nelson and Cleland, 1971).
Furthermore, it is important to begin developing these mental processes
from the time a student enters school. Regardless of age, once learners
have the appropriate information and understanding of any given topic,
they should move on to higher levels of comprehension concerning that
topic (Hunter, 1976).

Thinking in complex areas and creative problem

solving are essential goals for all of education (Hunter, 1976).

_,.,,
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At least eleven different classification systems have arisen
in recent years out of the need to describe levels of thinking (Gall,
1970). One of the most widely accepted and familar delineations of
thinking processes can be found in a taxonomy devised by Benjamin
S. Bloom of the University of Chicago.

This taxonomy is commonly

'

known as "Bloom's Taxonomy," fu it Bloom (1956) identifies six
levels of thinking skills from the simplest to the most complex:

1. Knowledge

2. Comprehension
3. Application
4. Analysis
5. Synthesis
6. Evaluation
Bloom's stated purpose for devising his taxonomy waa to
classify cognitive goals of the educational system which in turn could
be used to guide and shape school curriculum (Bloom, 1956). Cognitive
learning according to Bloom (1956) refers to such mental processes as
remembering, recalling, thinking, problem solving and creating. His
taxonomy can be adapted to all cognitive based subject matter and be
used with students of all ages. Bloom (1956) was of the opinion that
learning beyond the knowledge level was especially important considering
the greater transfer value of intellectual skills and abilities when compared to rote learning of factual information. It follows that higher
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level learning will be mor.e permanent because concepts unlike facts,
can be generalized by the student to a number of new and different
situations (Bloom, 1956).
Since its origination, Bloom's Taxonomy has been the subject
of a number of research studies (Wilson, 1973), (Klein, 1972). Many
of these studies have found the Taxonomy to be a valid educational
tool.

Evidently, children can be taught to think on higher levels

(Wilson, 1973). A key factor involved in using the Taxonomy is that
as teachers are made aware of the various levels of intellectual thinking, they can devise appropriate questions and activities for student
practice (Hunter, 1976). Research has attempted to validate the hypothesis which states that as students are exposed to higher level questions
and as their responses are monitored to improve quality, not correctness, then they are better able to answer similar types of questions in
future learning situations (Gall, 1970).
There has been some research to determine whether Bloom's
Taxonomy is as useful with young elementary school children as it is
with older students.

In two separate studies, Klein (1973) and Frazier

and Caldwell (1977) both found that the Taxonomy's thinking behavior
were relevant to primary-aged children.

These researchers were

convinced that critical thinking and problem solving do exist in young
children and can be further developed by emphasizing particular teaching
strategies.

--
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For the purpose of this project it is necessary to address the
question of how Bloom's Taxonomy can be applied to the teaching of
reading.

A commonly accepted definition of reading is the ability to

derive meaning from print.

From that definition, it logically follows

that thinking must accompany the act of reading.

Since Bloom's

Taxonomy deals with the development of thinking skills, it has significance for teachers of reading at every level. If thinking and reading
comprehension can be viewed as somewhat synonymous, then the purpose
of using a taxonomy such as Bloom's as part of a reading program is

that it can assist in clarifying reading comprehension objectives (Barrett,
1972).

Teachers of reading need a clear definition of comprehension

abilities in order to teach them effectively. A taxonomy can serve as
a tool for teaching reading, even though it may not be a perfect classification of reading comprehension objectives (Barrett, 1972). The
hierarchy of thinking skills in Bloom's Taxonomy can guide the development of comprehension questions and learning tasks which are an integral
part of a reading lesson. By using a taxonomy, teachers can be assured
of some diversity when designing specific tasks to develop comprehension
skills (Barrett, 1972).
Bloom's Taxonomy also has specific application to reading
programs created particularly for gifted students. According to Sebesta
(1976), a reading enrichment program must have more than a collection
of enticing ideas and unrelated activities.

Programs for the gifted need

_..,
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a framework around which the curriculum can be sensibly organized.
Bloom's Taxonomy would provide such a structure for a reading
program designed for the gifted. Witty (1974) discusses the importance
of reading instruction moving the student from convergent to divergent
thinking.

He refers to Bloom's Taxonomy as a positive approach to

teaching reading as a thinking process.

Trezise {1977) also regards

reading as essentially a thinking process which requires that reading
teachers for the gifted be aware of the cognitive level of their questions
and continually move towards higher levels.
Another application of Bloom's Taxonomy to reading for the
gifted concerns the issue of creative reading.

The significance of

creative reading has been discussed in a previous section of this
chapter.

The synthesis level of Bloom's Taxonomy relates directly

to creative reading {Smith, 1974). According to the Taxonomr, " . . .
synthesis is the process of working with elements or parts and combining them in such a way as to constitute a pattern or structure not
clearly there before" (Smith, 197 4, p. 52). Reading at the synthesis
level means that ideas acquired are combined with past ideas in a
purposeful search for a new product, pattern or structure (Smith,
1974).

It can be construed that creative reading and reading at the

synthesis level of Bloom's hierarchy are one in the same.
)
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Summary and Conclusions
In the past our educational system has made inadequate

provisions for gnted and talented youth.

There have been misunder-

standings about the special needs of this group of children.

These

facts have been documented in a study done by the U.S. Office of
Education for Congress in 1972 (Education of the Gifted and Talented,
1972).

Although total provisions for the gifted are still small, some

current trends and practices seem encouraging.

Gifted Child Associa-

tions through their lobbying efforts have convinced many school
districts and state legislatures to support special education programs.
State Departments of Education in most states have enacted guidelines
for such program development (Labuda, 1974).

Funding for gifted

programs both on the federal and state level has been markedly
increased (Collins, 1979).
Many gifted children learn to read before entering school.
This seems especially dependent on a rich and varied home environment.

From the beginning of their school career, gifted children

need special reading experiences. The main emphasis of reading
program for accelerated youth should be to develop reading as a
thinking process.

Bloom's Taxonomy can be a useful tool for the

I,

reading teacher when structuring curriculum for the purpose of
emphasizing higher level thinking skills. Gifted children also need
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to read from varied sources that are challenging and appealing.

It

is important for the teacher to broaden the reading scope beyond a
textbook level. Reading should be correlated as much as possible
with other subject matter.

An essential goal for the gifted child

should be to develop reading skills and interests leading to independent
learning.

-An open flexible philosophy balanced with quality teaching,
quality programs, and the best materials available will provide
the depth and breadth these neglected children so direly need
as they become the sophisticated and well-trained leaders of
the future (Labuda, 197 4, p. 141).

Chapter 3
PROCEDURES

A teacher's manual of reading enrichment activities has been
prepared for use by reading specialists with small groups of gifted
children.

Preceeding the actual preparation of this manual, Bellevue

School District's Director of Gifted Education, Dr. June Peck, was
consulted regarding the usefulness of such a project and resources
that might be of assistance in the project's development.

Dr. Peck

recommended that the enrichment activities be tied together by a
format or model which would focus on higher thought processes.
Following this initial consultation, meetings were set-up with three
of the school district's teachers of the gifted.

They offered ideas

for the reading enrichment activities and some general advice on
working with gifted children.

It was apparent from these conversations

that there was a real need for reading material directed towards young
gifted children.
After gathering input from teachers of the gifted and readings
on the gifted, the manual began to take shape.

It seemed that an

organizational framework was necessary beyond simply a collection
of interesting enrichment activities. So, the decision was made to
divide the teacher's manual into four focal units, each of which was
49
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based on a different area of children's literature.

In selecting the

areas of emphasis an attempt was made to choose topics that would
be of interest to young gifted readers.

There were very few articles

in the professional journals on the subject of gifted children's reading
interests. A bit more has been written regarding the reading interests
of primary-age students, but even that is quite dated.

Therefore, the

process of choosing interesting topics relied heavily on this writer's
professional judgnJent and the advice of colleagues who were familiar
with young gifted children.

It was also intended that the focal units

would encourage students to read more widely and more deeply.
) .

Much

of the manual's organization is based on furthering those two important
reading goals.
From a wide range of possibilities, the following areas of
literature were chosen as focal units: supernatural beings; fairy
tales; animals; and poetry. A great deal of time was then spent
developing a bibliography of children's books and non-print media for
each of the four units.

The writer's elementary school library was

used as the source for the bibliographies.

The school's librarian

provided invaluable assistance in preparing these book lists.

The

readability of the books listed for all of the focal units range from
approximately second to fifth grade level.

The bibliographies draw

from only a select portion of the library's total collection in any
one of the focal areas.
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The rather broad focal headings were further defined to
provide more specific direction for the teacher.

The supernatural

beings unit contains books and non-print media on such subjects as
witches, ghosts, vampires and monsters (it would be an interesting
unit to be involved with during the Halloween season).
unit is organized around authors or collectors.

The fairy tales

The unit is divided

into tales collected by Grimm, Perrault, Andersen and Jacobs.
animal unit is separated according to kinds of animals.
to books on mice, horses, dogs and bears.

The

It is limited

These topics happened

to be well covered in the library collection. Within the supernatural
and animal categories, books were included from the fiction, nonfiction and easy sections of the library.
broad overview of the subject.

The poetry unit offers a

Material is separated into haiku,

limericks, animal poems, story poems and general poetry books.
In an introduction to a focal unit, the children are directed

to read extensively from books listed on the bibliography. Each focal
unit also contains a number of reading enrichment activities.

These

learning activities are an outgrowth of the children's reading.

The

activities require that a child interact in some way with what has been
read.

The manual suggests that units begin with the teacher selecting

and directing activities within the small group setting. Following
group instruction, the students are given the opportunity to read
further from the bibliography and to make selections from a variety
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of independent activities. _The students are also invited to share
results from these self-selected activities with their group.
One of the writer's goals in preparing the teacher's manual
was to promote high level thinking through the judicious use of appropriate enrichment activities.

The bulk of a student's instructional

time is 'spent on learning factual information, and, although this
information is the foundation for all subsequent learning, students,
especially gifted ones, need to advance to and use the higher thought
processes.

This concept was advocated in the literature and strongly

supported by Dr. Peck and the other teachers of the gifted.
Several different models of instruction which concentrated
on higher levels of comprehension were considered for incorporation
into the manual.

Bloom's Taxonomy of Educational Objectives in the

Cognitive Domain was selected for several reasons.

Most teachers

within the Bellevue School District are familiar with Bloom's Taxonomy
because of the district's recent emphasis on Madeline Hunter's Instructional Theory into Practice or I. T. I. P.

The I. T. I. P. inservice

program stresses the importance of Bloom's Taxonomy in organizing
learning sequences. Another advantage in using Bloom's Taxonomy is
that it can be applied to any cognitive-based subject matter and used
with all ages of students.
The activities within each focal unit have been classified
according to the Taxonomy's higher levels, that is, from Level Three
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(Application) to Level Six _{Evaluation). One of the District's I. T. I. P.
trainers provided advice and direction in using Bloom as a classification system. Some basic j_nformation regarding Bloom's Taxonomy
has also been included in the manual for any teachers who might be
unfamiliar with its use.
The writer recommends that care be taken in selecting appropriate children to participate in this special program. As has been
previously stated, the children would need to read at least two years
in advance of their grade level to perform successfully the assigned
tasks.

A school using the enrichment activities should certainly set-up

additional criteria for selecting student participants.

It is advised

that schools use some combination of teacher recommendations and
objective testing to seek out those bright children whose reading needs
are not being met by regular classroom instruction .
As in any sound educational program, the teacher is often the
key to success or failure.

Gifted children, like all others, benefit

from bright, knowledgeable teachers.

To become involved in this

type of enrichment program, a reading teacher would have to care
about gifted children and their special reading needs.

The reading

specialist must be willing to meet with the children regularly over an
extended period of time to make the best use of the activities within
this manual.

The specialist might need to seek outside assistance in

learning how to challenge these youngsters.

For those interested in
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further study the manual includes a bibliography of teacher resources
on education for the gifted.

)

__,

Chapter 4
SUMMARY, CONCLUSIONS AND
RECOMMENDATIONS

The purpose of this graduate project was to assist classroom
teachers at the primary level in meeting the reading needs of gifted
children.· To accomplish this goal a teacher's manual of reading
enrichment activities has been prepared with specific ideas for
expanding the reading program offered to gifted students.

The manual

is directed towards elementary school reading specialists who might
work with small groups of primary-age gifted children.

The teacher's

manual is divided into four focal units each based on a different area
of children's literature.

The enrichment activities suggested within

the units are classified according to the last four levels of Bloom's
Taxonomy. Both teacher-directed learning tasks and independent
tasks have been included as part of the focal units. Some helpful information on Bloom's Taxonomy plus a bibliography of teacher resources
on education for the gifted have also been incorporated into the teacher's
manual.
The kind of program described by the manual should directly
benefit those students involved in a number of ways.

The enrichment

activities will help to make reading a more enjoyable and pleasurable
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experience.

The children should find such a homogeneous grouping to

be intellectually stimulating.

The learning tasks in the focal units will

probably more closely approximate the student's instructional level
than the basal reader used in the regular classroom.

The independent

tasks suggested in each unit will off er gifted students ideas for making
constructive use of their free time with the classroom. So often these
children finish assignments quickly and end-up being used as teacher's
assistants.
One of the most important facets of this manual is .the stress
placed on development of high level comprehension skills. The enrichment activities are designed to promote critical and creative thinking.
Because of the manual's organization, teachers will be constantly aware
of expanding student's thinking skills beyond a factual level.

This is a

rather practical approach to Bloom's Taxonomy, for it has often been
talked about in education classes, but seldom used in actual classroom
situations. One difficulty in using Bloom's Taxonomy as a classification
system involves differentiating among the six levels of thinking.

In

preparing the manual, it was not always easy to determine where a
given activity belonged in the hierarchy.

Personal judgment had to be

exercised in deciding the correct placement of some of the learning
tasks.
Within the Bellevue School District, this model for a reading
enrichment program warrents serious consideration. Special gifted
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programs are currently available in only four of the twenty-three
elementary schools.

Many gifted students are not being reached

because of this lack of resources. Every elementary building has a
reading specialist who could serve at least some of the needs of the
gifted. This would be a way to reach more gifted students without
incurring additional staffing expenses. Also, since the units are
built around currently available materials, program start-up money
would not be necessary.
The teacher's manual provides reading specialists and other
interested persons with a wide variety of ideas for reading enrichment.
Reading specialists might welcome working with exceptional youngsters
as a pleasant change of pace from the usual remedial program.

This

type of enrichment program operated by the reading specialist could
foster increased cooperation and communication between the teaching
staff, especially as it involves follow-up work in the regular classroom
and assistance from the librarian.
There are some weaknesses inherent in this approach to
reading enrichment for gifted children.

The enrichment is intended

for use as a supplement to regular classroom reading instruction,
although some teachers might be inclined to hand over total responsibility
for gifted students to the reading teacher.

The particular activities

within the manual were designed for use with_ gifted first, second and
third grade students.

It is of course assumed those activities are
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appropriate for any gifted child of that age, but actually a great deal

will depend upon the individual abilities of the children involved.

The

success of such a reading enrichment program will rely heavily on the
reading specialist.

This program would obviously require time to

initiate, plan and implement.

The reading teacher would have to feel

a strong commitment to the needs of the gifted before embarking on
such an a·ddition to the curriculum.
It was difficult to search out information on the topic of reading
and the gifted.

Very little has been written on the subject, but, with

trends in education moving towards providing for the gifted, more
professional literature should be expected. Reading happens to be a
good area for gifted programing because so many exceptional youngsters
show a high interest in it.

The "focal unit model" as presented in the

teacher's manual could be useful in developing reading programs for
gifted students of all age levels.

There is probably no limit to the

number of literature subjects that could be explored in this way.

A

logical outgrowth of this project would be to select literature topics
and plan focal units for fourth, fifth and sixth grade children.
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INTRODUCTION
This teacher's manual contains reading enrichment activities
designed particularly for primary-aged gifted children.

It is intended

that the manual be used by an elementary school reading specialist
with a small group of students.

The activities described should provide

reading specialists with ideas to help meet the reading needs of these
young gifted children.
There are so many demands on a classroom teacher's time
that it becomes difficult to truly individualize a reading program to
suit the needs of all students. When grouping for reading, exceptionally
bright youngsters are often placed below their instructional level.

These

children are probably spending time on reading skills already mastered
rather than being challenged by higher level learning. When a gifted
child is recognized in the classroom, special arrangements in reading
may leave the student to flounder independently with little guidance or
instruction.

Even though gifted children may be excellent readers when

compared to other classmates, they still have specific reading needs.
The reading curriculum should be modified for the gifted with changes
in timing, pacing and depth.

Gifted youngsters ought to be taught how

to read more critically, more creatively and more widely.

These

children need to develop a strong interest in reading and view it as a
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pleasurable, satisfying experience.
One way to deal with the gifted in reading is to group those

of exceptional ability from different classes and grade levels together
for at least part of their instructional program.

This type of homo-

geneous grouping is especially beneficial for the gifted because they
provide ·each other with mental stimulation unavailable in many classrooms.

Elementary school reading specialists can help relieve class-

room teachers of some of the responsibility for reading instruction by
working with such a group of gifted children. Reading teachers are
often allowed the flexibility to deal with small groups of students for
varying purposes. A classroom teacher would seldom have the opportunity to give these brightest youngsters undivided attention, whereas,
a reading teacher could reserve blocks of time for uninterrupted small
group instruction.
The reading enrichment activities suggested in this manual
are organized into four focal units, each of which is based on a different
area of children's literature.

The areas presented are: fairy tales;

animals; supernatural beings; and poetry. An attempt was made to
choose topics that would be of interest to young gifted readers and
at the same time encourage them to read more widely and more deeply.
A bibliography of children's books and non-print media is included with

each unit. Richard Bennett Elementary School Library, Bellevue,
Washington, is the source of all the material listed in the bibliographies.
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The readability of the books listed range from approximately second
to fifth grade level.

The learning activities within the focal units are

designed to be extensions of the children's reading.

The units contain

activities which require teacher direction and group participation as
well as suggestions for independent study. Specific directions for the
'

teacher are given as part of each focal unit.
"It is recommended that care be taken in selecting children to
participate in this enrichment program with the reading specialist.

The

activities are intended for first, second or third grade gifted children
reading at least two years in advance of their grade level. Additional
criteria for selecting student participants should be devised by school
personnel.

It would be advisable to use some combination of teacher

recommendations and objective testing to seek out those bright children
whose reading needs are not being met by regular classroom instruction.
The reading specialist will be the key to success or failure in
this reading enrichment program.

To become involved in such a project,

a reading teacher must care about gifted children and their special
reading needs.

The specialist must be willing to meet with the "gifted

group" regularly over an extended period of time to make the best use
of the activities within the manual.

It might be necessary to seek outside

assistance to learn ways of challenging gifted youngsters.

For those

interested in further study a brief bibliography of teacher resources on
education for the gifted is included in the manual.

--
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USJNG .BLOOM'S TAXONOMY

One of the outcomes desired from using the enrichment
activities in this manual is the promotion of high level thinking.

The

bulk of a student's instructional time is spent on learning factual information,, and, although this information is the foundation for all subsequent learning, students, especially gifted ones, need to advance to
and use higher thought processes.

The activities presented in the

focal uni.ts of this manual are organized according to the hierarchy of
thinking skills delineated by Bloom's Taxonomy.

In his taxonomy,

Bloom identifies six levels of thinking from the simplest to the most
complex:
Level
Level
Level
Level
Level
Level

1--Knowledge
2--Comprehensi.on
3- -Application
4--Analysis
5- -Synthesis
6--Evaluation

Figure 1 gives a more detailed explanation of each level of Bloom's
Taxonomy.
Bloom's Taxonomy is applicable to any cognitive based subject
matter and thus has significance for teachers of reading.

If thinking

and reading comprehension can be viewed as somewhat synonymous,
then Bloom's Taxonomy can be of assistance in clarifying reading
comprehension objectives. Another key factor involved in using this
taxonomy is that as a reading teacher is made aware of the various

_,.,
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levels of intellectual thinking, appropriate questions and learning tasks
can be devised for student practice.
Within the focal units specific suggestions for activities begin
with Level 3 (Application) and advance through Level 6 (Evaluation).
That is not to imply that gifted children should ignore Levels 1 and 2
(Knowledge and Comprehension).

Teachers using this manual would

need to spend time at the beginning of each focal unit developing the
student's factual background in regards to the topic.

Only after the

students possess an adequate foundation would they move onto higher
levels of comprehension.
There is at times a fine line between the various levels of
Bloom's Taxonomy.

It is not always easy to determine where a given

activity belongs within the hierarcy. Some personal judgment must be
exercised in deciding the correct placement of learning activities.
Figure 2 was helpful in making some of those decisions regarding the
activities in this manual.

"Bloom's Monsters" as shown in Figures 3. 1-

3. 6, should also help to make students aware of the levels of intellectual
fWlctioning.

Those ."monsters" can be enlarged on posters and displayed

in the classroom for quick reference.
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Figure 1
MAJOR CATEGORIES

rn·

THE COGNITIVE

DOMAlli OF THE TAXONOMY OF
EDUCATIONAL OBJECTIVES
(BLOOM 1956)

Descriptions of the Major Categories in the Cognitive Domain

1.

Knowledge. Knowledge is defined as the remembering of previously
learned material. This may involve the recall of a wide range of
material, from specific facts to complete theories, but all that is
required is the bringing to mind of the appropriate information.
Knowledge represents the lowest level of learning outcomes in the
cognitive domain.

2.

Comprehension. Comprehension is defined as the ability to grasp
the meaning of material. This may be shown by translating material
from one form to another (words to numbers), by interpreting material (explaining or summarizing), and by estimating future trends
(predicting consequences or effects). These learning outcomes go .
one step beyond the simple remembering of material and represent
the lowest level of understanding.

3.

Application. Application refers to the ability to use learned material
in new and concrete situations. This may include the application
of such things as rules, methods, concepts, principles, laws, and
theories. Learning outcomes in this area require a higher level of
understanding than those under comprehension.

4.

Analysis. Analysis refers to the ability to break down material
into its component parts so that its organizational structure may
be understood. This may include the identification of the parts,
analysis of the relationships between parts, and recognition of the

_..,
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organizational principles involved. Learning outcomes here
represent a high er intellectual level than comprehension and
application because they require an understanding of both the
content and the structural form of the material.
5.

Synthesis. Snythesis refers to the ability to put parts together to
form a new whole. This may involve the production of an unique
communication (theme or speech), a plan of operations (research
proposal), or a set of abstract relations (scheme for classifying
information). Learning outcomes in this area stress creative
behaviors, with major emphasis on the formulation of new patterns
or structures.
--

6.

Evaluation. Evaluation is concerned with the ability to judge the
value of material (statement, novel, poem, research report) for
a given purpose. The judgments are to be based on definite criteria.
These may be internal criteria (organization) or external criteria
(revelance to purpose) and the student may determine the criteria
or be given them. Learning outcomes in this area are highest in
the cognitive hierarchy because they contain elements of all of the
other categories, plus conscious value judgments based on clearly
defined criteria.

_..,

Figure 3.1
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Fairy tales are a type of folk tale.

Folk tales come from all

over the world and have been passed on from one generation to the
next in an oral tradition. Through the years folk tales have been
collected by authors and put into written form.

Folk tales are

considered to be part of the fairy tale category when they include
elements of magic and creatures who make magic.
This focal unit approaches fairy tales by looking at authors
or collectors.
} .

The children's bibliography is divided into tales by

the Brothers Grimm, Charles Perrault, Hans Christian Andersen
and Joseph Jacobs.
study of fairy tales.
in another way .

.J

This is only one of many ways to conduct a
You might want to break the topic into categories
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Group Activities to Follow Reading
of Grimm's Fairy Tales
To the Teacher:
To begin this unit, it is recommended that you choose one of
the authors for your students to focus on as a group.

The Brothers

Grimm would be a good place to start since children are probably most
familiar with their fairy tales.

To begin, the students should be assigned

to read a number .of the Grimm's Tales, probably at least ten.

For this

part of the unit, you would want all children to read the same fairy tales
in order to have a common base for discussion and group follow-up.
Some of the reading might be done independently, some as in-class
guided reading lessons, and some could be read aloud by the teacher.
The use of audio-visual aids for sharing a few of Grimm's Tales would
provide interesting variety.
Initially, discussions and other learning activities would focus
on Levels 1 and 2 of Bloom's Taxonomy, Knowledge and Comprehension.
When the children have sufficient grasp of the background information,
they should quickly move onto higher levels of thinking.
The following are examples of activities students can do as a
group under the leadership and guidance of the teacher. It would be
advisable to select several activities from each of the four levels of
the Taxonomy for group concentration.
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Level 3- -Application
(1) Have the children check the illustrations in Grimm's fairy
tales for information about castles.

In addition, they might use other

resources to find out more about castles.
a cardboard castle.

As a group project construct

Make use of a variety of types of boxes.

from paper towels can be used for towers.

Tubes

The construction can be as

elaborate as the group desires.
(2) Choose one of the fairy tales from Grimm and have the
children show how some of the story elements could be presented in
a map.

Be sure to include the various locations from the story on the

map. Scenery might be added between areas.

Characters could also

be placed on the map in appropriate spots. Have the children make
use of their prior map knowledge in designing a map key and a scale.
(3) After the children are thoroughly familiar with a number
of fairy tales, discuss the tales in terms of items or characters which
might be the subject of "Lost and Found" ads. Write some ads as a
group project.

Then have the children write their own "Lost and Found"

ad and have the other children try to figure out from which tale the ad
was taken.
Level 4--Analysis
(1) Authors of fairy tales must put the things that happen in
their story in order. Almost all of these stories have four parts:

--
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the beginning, the build-up, the climax, and the resolution. Here is
a drawing of how the different parts might look:
-::, Climax

_ ___

Beginning

_..;:;:_

_..;:;.

i

')

Resolution

In the beginning of a story an author introduces a reader to the main
characters and the setting.

The build-up lets the reader know that

something is going to happen.
you want to go on reading.

The events build up interest and make

The climax is the most exciting part of the

story. Everything that has been building finally happens. All the main
problems are solved.
) .

The resolution comes quickly after the climax,

bringing the story to an end.
Using the fairy tales from Grimm, discuss with the group how
to divide each into its four main parts. Have the children diagram the
parts so they can clearly see the organizational pattern.
(2) Choose some favorite characters from the Grimm's tales.
\

Discuss each character's traits, appearance, personality, habits, behavior, etc. List the traits under the character's name. Have the
children compare some of the characters for likenesses and differences
and look to see if there are commonalities between characters in
different Grimm's fairy tales.
(3) Discuss parts of speech with the group, particularly nouns,
)

verbs, adjectives and adverbs. Choose one of the fairy tales to study.
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Classify the words from the story into the parts of speech discussed.
Make a classroom word cache and display the lists for viewing.
Level 5--Synthesis
(1) As a group exercise, choose one of Grimm's fairy tales,
and using the same characters, create another episode.
story includes the four main parts discussed earlier.

Be sure the

A group story

can be written on chart paper from ideas contributed by each student.
Upon completion, the story can be divided into parts and assigned to
the children to be illustrated.

The separate pages can then be assembled

together with words and illustrations into a class booklet.
(2) Select one of Grimm's fairy tales to perform as a play.
The children could create their own speaking parts and actions or find
one of the tales that has been written in play form. Hansel and Gretel
would be a good selection to perform from a prepared script for children.
It was written into an operetta by Engelbert Humperdink. Woman's Day
Magazine, December 13, 1977, has a copy of the script and music.
Play Magazine is also a good source for children's plays.
(3) Have the children draw a picture of a setting, object or
character from one of Grimm's fairy tales. Be sure to have them fill
in the picture with bright colors, and then glue the picture to a piece
of tagboard. On the back of the tagboard have the children design jigsaw
shapes (not too small) and cut the picture out following the jigsaw lines.

_..,
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Spend some time exchanging and putting together puzzles.

Be sure the

children can guess which fairy tale belongs with each puzzle.
Level 6--Evaluation
(1) Discuss the meaning of criteria with the children. Explain
that criteria means rules or standards which are used for judging or testing something or for making a choice.
judging the Grimm's fairy tales.

Develop a set of criteria for

Using the criteria developed, help

the children to judge some of the tales.

Try to determine why some

of Grimm's tales have remained more popular and well-known than
others.
(2) Have the children dress-up as a favorite fairy tale character.
Tell them beforehand that they will all be judges in their own costume
contest.

Try to develop enough categories so that each child will be

able to be a winner.

The categories might include such areas as the

funniest, most original, prettiest, most creative, scariest, etc.

On

the day of the costume contest, after carefully surveying all the entrants,
have each child submit their winner for each category.

They would

need to explain their reason for giving each award. After tallying the
results give out certificates to the winners.
(3) Discuss with the children the issue of forming conclusions
about a person's character based on hearsay and gmeral impressions.
Make the point that it would be more fair to withhold judgment about
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an individual's guilt or innocence Wltil all evidence for both sides has
been considered. Use the story of Hansel and Gretel to illustrate this
point. Review the story together considering the possibility that Hansel
and Gretel may have been a couple of naughty children who victimized a
poor old woman. The charge that the old woman was a witch may also have
been unfair. It is possible that the townspeople labeled her a witch
because of her eccentricities. After an in-depth discussion of this issue,
conduct a mock trial to determine the guilt or innocence of Hansel and
Gretel in stealing the old woman's jewels and precious stones. Have
the entire group serve as the jury. Select children to be ·character
witnesses for both Hansel and Gretel and the old woman. Have the
witnesses develop responses to questions beyond yes or no answers.
The class members will then need to decide on a verdict of guilty or
not guilty and support their position.

,.,
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Independent Activities to Follow
Reading of Fairy Tales
To the Teacher:

After the gToup has thoroughly studied the fairy tales collected
by Grimm, they will be ready to move into an independent study of
other fairy tales.

Have each child select another fairy tale collector

from the bibliography included with this focal unit. It is advisable to
have students use a record sheet to keep track of their reading (see
sample sheet). After reading a number of tales, they should begin to
select independent activities for follow-up.

They might want to repeat

an activity done with the Grimm's Tales or choose from the new list
that follows.

It would be important to insure that at least one activity

be done from each of the four levels of Bloom.

The students should be

encouraged to share accomplishments with the whole group and possibly
to work together on some items.

It might be helpful to give each child

the list of activities and projects in the form of a packet.
Level 3- -Application
(1) Construct a coat hanger mobile of the characters from one
of your fairy tales.

Front and back sides of each character must be

drawn and colored.

You will need different lengths of thread as you

tie on the characters, and you will need to balance the pieces on the
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hanger so that the long bar is level.
(2) Use one of the fairy tales to make a cartoon.

Fold enough

frames for the number of scenes you will want to show. Plan each
scene with characters and setting.

Make small "balloon" captions for

what each character is saying.
(3) Change one or more of the fairy tales you have read into
mathematical problems by using the information given in the story.
For example:
Hansel and Gretel
poor woodcutter

gingerbread house

+ wicked stepmother

+ wicked witch

children sent into woods

captured trick

Cinderella
an invitation to a dance

Cinderella's rags

- two stepsisters

x

a wave of a magic wand

Cinderella left at home

New dress, new hairdo,
glass slippers

( 4) Imagine that you possess one of magical items from a fairy
tale.

Decide how you will use it to help improve or change your life.

Draw a picture of the item as you would be using it. Write a paragraph
telling about what your life will be like after receiving this magic.
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Level 5--Analysis
(1) Choose several of your readings and answer the following
questions in writing regarding the four main parts of the story. Be
sure to copy the questions and write in complete sentences.

A. What was the title of the story?
B. Who were the main characters?
C. When did the story take place?
D.

Where did the story take place?

E. What events were included in the story to build the
reader's interest?
F.

What was the most exciting part of the story or climax?

G. How was the story resolved?
(2) Using a piece of colored construction paper write the title

of

a fairy tale on one half and the

main idea of the story on the other half.

Cut the halves apart in jigsaw puzzle fashion.
in a matching game.

We will use these pieces

Example:
Cinderella

A young girl is helped by a fairy
godmother to go to a ball.

__,
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(3) Make a picture frame.
fairy tales you have read.
the story's setting.

Draw in the parts of one of the

The frame should surround a picture of

Your frame should include the following parts:

Good character
Things
that

Draw the
story

happened
in
3's

Magic
setting

Bad characters
) .

(4) Divide one of your fairy tales into parts which are believeable and parts which are make-believe.

List as many items under each

heading as you can identify from the fairy tale. Example:
Little Red Riding Hood
Believeable Parts
1. a girl going to visit her
grandmother

Make-Believe Parts
1. a wolf that talks
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Level 5- -Synthesis
(1) Make a puppet of a fairy tale character.

It can be a

finger puppet, sock puppet or hand puppet.
(2) Write a new episode for a fairy tale in the form of a
puppet play.

Use the characters that have been made into puppets by

the rest of the group.

Perform the play for an audience.

(3) Choose characters from several different fairy tales you
have read.

Think of a way to combine these characters into a new tale.

Write and illustrate your story. Share it with your group.
(4) Design a wardrobe for a princess from one of the fairy
) .

tales you have read.

Put your drawings on white construction paper.

Include details such as fabric type and color.
Level 6- -Evaluation
(1) Develop your own criteria for judging the fairy tales you
have read in terms of what makes an enjoyable story. Select several
of your favorite tales and indicate how they fit your criteria.

Put

your response in writing and be prepared to present it to· the group.
(2) Contrast the Grimm's Tales to the collection of tales you
have just read. How are the stories alike and how are they different?
Which author did you enjoy the most? Support your decision with
reasons.

Your work should be in written form.
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(3) Choose one of the "evil" characters from a fairy tale
you have read. Re-examine what you know about that character and
try to look for a possible good side. Prepare an argument trying to
convince your classmates that your character wasn't so bad after all.
For example: Was the giant in Jack and the Beanstalk really the
villian? Remember it was Jack who stole the giant's possessions
and Jack who chopped the beanstalk down, killing the giant, yet, we
are left to believe that Jack was a hero.

_..,.
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BENNETT ELEMENTARY SCHOOL LIBRARY
FAIRY TALES - BIBLIOGRAPHY
Grimm
398. 2/Gri
398. 2/Gri
398. 2/Gri
398. 2/Gri
398. 2/Gri
398. 2/Gri
398. 2/Gri
398. 2/Gri
·398. 2/Gri
398. 2/Gri
398. 2/Gri
Filmstrip
398. 2/Chi
Filmstrip
398. 2/Chi
Filmstrip
398. 2/Rap

Adams, Adrienne
Adams, Adrienne
Ayer, Jacqueline
Fischer, Hans
Gag, Wanda
Gag, Wanda
Heins, Paul
Hoffman, Felix
Jarrell, Randall
Sendak, Maurice
Shub, Elizabeth

Hansel and Gretel
Snow White and Rose Red
Rumpelstiltskin
The Traveling Musicians
More Tales from Grimm
Tales From Grimm
Snow White
The Four Clever Brothers
Snow White and the Seven Dwarfs
King Grisly Beard
The Twelve Dancing Princesses

Childrens' Fairy Tales

Snow White and the Seven Dwarfs

Childrens' Fairy Tales

Sleeping Beauty

Troll Associates

Rapunzel

Perrault, Charles
398. 2/Per
Brown, Marcia
398. 2/Per
Brown, Marcia
398. 2/Per
Johnson, A. E.
Sound Filmstrip
398. 2/Per
Perrault, Charles
Record
398. 2 l/Pus
Nesbitt, Cathleen
Andersen , Hans Christian ·
S. C/And
Andersen, Hans
Christian

F/And
F/And
F/And
E/And
F/And

Andersen, Hans
Christian
Blegvad, Erik, tr.
Brown, Marcia, illus
Galdone, Paul, illus
Gallienne, Eva Le

Cinderella
Puss in Boots
Perrault's Complete Fairy Tales
Cinderella
Puss in Boots and Other Fairy
Tales from Around the World

It's Perfectly True and Other
Stories
The
The
The
The
The

Emperor's New Clothes
Swineherd
Snow Queen
Princess and the Pea
Nightingale

--
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S. C. /And
F/And
F/And
F/And
Record
398. 2/Pie

Gallienne,. Eva Le
James, M. R., tr.
James, M. R. , tr.
Keigwin, R. P., tr.

Seven Tales
The Steadfast Tin Soldier
The Wild Swans
The Ugly Duckling

Baxter, Keith

The Pied Piper & Other
Stories (Thumbelina)

Joseph Jacobs (English collector)
398. 2/ Bro
Brown, Marcia
E/Chi
Galdone, Paul
398. 2/Gal
Galdone, Paul
398. 2/Gal
Galdone, Paul
398. 2/Jac
Jacobs, Joseph
398.2/Jac
Jacobs, Joseph
398. 2/Tom
Ness, Evaline
398. 2/Zem
Zemach, Margot
Record ·
398. 21/Dic
Bloom, Claire
) .

Dick Whittington and His Cat
Chicken Little
The Three Bears
The Three Little Pigs
English Folk and Fairy Tales
Johnny-Cake
Tom Tit Tot
The Three Sillies
Dick Whittington and His Cat
and Other English Fairy
Tales

Filmstrip
398. 2/Chi
Cassette Tape
398. 2/Jac

Children's Fairy Tales

Jack and the Beanstalk

Lucky Book Club

Jack and the Beanstalk (with
book)

Record
398. 2/Pie

The Pied Piper and Other Stories told by Keith Barker

ANIMAL

FOCAL UNIT

)
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There are numerous possibilities for reading about and
studying the subject of animals.

The approach taken in this focal

unit is to look at four different types of animals.

The children's

bibliography is divided into four sections; bears, horses, mice and
dogs.

These animals are probably well-covered in any elementary

school library collection. The bibliography suggests books from the
fiction, non-fiction and easy sections of the library, as well as
some non-print media.

The unit will involve study of these animals

as literary creatures as well as living creatures.

)
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Group Activities ·to Follow Readings
About Bears
To the Teacher:
To ·begin this unit, it is recommended that one of the four
animals be selected for group focus.

Bears have been chosen as the

group focus for the activities which follow in this unit.

The students

should be assigned to read books from the bear section of the animal
bibliography. It would be advisable to have the children read some
of the same books since they will be used for group discussion and

-

follow-up activities.

The readings should be divided between infor-

mational books about bears and fictional accounts.

To provide variety

some of the books might be read independently, some read orally and
some could be shared by filmstrip or cassette.
Discussions should be ongoing during the time the children
are reading their books on the topic of bears with emphasis placed on
building the student's Knowledge and Comprehension (Level 1 and
Level 2 of Bloom).

Move onto higher levels of thinking when the

children have sufficient background.
The following list of activities can be done by the group under
the leadership and direction of the teacher.

These activities are

meant to be completed together, always supplemented by discussion
and group interaction.

The teacher would be advised to select several
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activities from each of thE: four levels of Bloom's Taxonomy.
Level 3--Application
(1) Read and discuss The Biggest Bear by Lynd Ward.

As

a closing question, ask the children if they ever had a pet which grew
too big to keep. Share and discuss the group's personal experiences.
Relate events and emotions to those described in The Biggest Bear.
'

Follow the discussion with a written assignment based on this situation:
You find a small, baby animal and take it home as a pet.

The animal

begins to grow too large for your living quarters. Tell what you and
your family would do to solve this dilemma.
(2) Use reference material to acquaint the children with the
concept of a "Hall of Fame.

11

After the study of bears have the children

select famous bears from literature and real-life. Have each child
paint the portrait of one famous bear and then set up a "Bear Hall of
Fame."
(3) Have the children work together on a zoo project. Relate
this hypothetical situation: A zoo has just been allotted enough money
to build a new facility for bears.

The children's task is to determine

the necessary items for the facility, keeping in mind the natural habitat
of the bear family. Have the group design this new area for the zoo
on a large mural. Work together to decide the parameters for the
project, such as, numbers and types of bears, size of area, etc.

--
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Level 4--Analysis
(1) Put up a large chart divided into two sections: "Bear
Tales" and "Bear Facts." As selections are read from the bear
bibliography add information and comments under the appropriate
heading on the chart. Use this chart as a way to differentiate between
fact and fiction about bears. As the children learn about the habits,
habitats and characteristics of different types of bears, they might
think about how a particular author used information about real bears
to create stories with bear characters.
(2) Assign children to skim through a number of the bear
stories to collect interesting phrases and words used to describe
bears.

This should be a collective effort with the phrases written on

a large chart as they are found.

Use these descriptive phrases to

create a poem about bears. Write one poem as a group project, and
follow by having the children write their own poems about bears.

The

cinquain model would be a good one to follow for this poetry writing
exercise.
(3) Assign the children to research factual information
about different types of bears.

They should find an adequate supply of

information on koala bears, panda bears, polar bears and black bears.
Have individual students report their findings to the group. Chart
the important facts.

Look for differences and similarities between

the types of bears studied.

_,.,

105
Level 5--Synthesis
(1) After discussing and reading about many types of bears,
assign the children to write reports.

Each child would select a

different member of the bear family as the subject of his report.
Compile the reports as chapters into an informative reference booklet.
Have the children design a cover.

Be sure to include other parts of

a book, such as the title page, table of contents and index. Ask the
librarian to include the group's reference book in the library collection.
(2) Discuss the fiction books read about bears, placing
special emphasis on characterization.
bear characters that might be created.

Brainstorm about possible
Look back at the descriptive

phrases already listed which could be used to help portray bear
characters. Ask each child to select a bear character to include in
a creative writing story. Have each child create his story independently.
Share the finished stories with the group.
(3) Assign children to read chapters from Winnie-the-Pooh,
by A. A. Milne. Some of the book might be read orally. Ask each
child to create a section for a mural which depicts events and characters
in his chapter.
the-Pooh.

Combine the sections into a complete mural of Winnie-

Display the mural in a prominent location in the school.

Level 6--Evaluation
)

(1) After a group reading of Gentle Ben, by Walt Morey,
discuss attitudes and feelings about the book. Have the children decide

. -'
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whether they liked or disliked the story ·and tell why.

Following the

discussion, write letters to the author, Walt Morey.

The letters

should express the student's opinion of the book supported by specific
reasons.

Encourage the children to be specific about their comments

for enjoyment of a character, for suggestions in improving the story
or in asking more questions about the book. Address the letters to:
Walt Morey, Blue Mountain Services, 12200 S. E. Virginia Ct., Sandy,
Oregon 97055.
(2) Have the students read several "Bear" books from the
easy section of the bibliography. Ask them to think about which stories
would appeal to beginning readers.

Discuss the criteria involved in

selecting books for young readers. Have each child prepare a short
book review to stimulate interest in reading one of the easy books.
Visit a kindergarten or first grade class and have the group present

their book reviews orally.
(3) Discuss with the children the three ways an animal story
can be written:
1. Animals who act like animals.

2. Animals who act like people.
3. Animals who live like animals, but talk.
Classify the bear stories which have been read into these three

)

categories.

Examine the three lists contras.t ing and comµi.ring the

books. After discussion, determine which type of bear stories are

107
preferred.

Focus the children's attention on developing reasons for

their preferences.

I

I
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Independent Activities to Follow Readings
About Horses, Mice or Dogs
To the Teacher:
As an extension of the Bear Unit, the children should select
another animal to read about and study.

From the animal bibliography

their choices are limited to books about horses, mice or dogs.

It

would be helpful if the students kept track of their readings on a
record sheet ( a sample is included in the Fairy Tale Focal Unit).
The teacher would need to determine a minimum number of books for
) ·

each student to read.

Following reading of the animal books, children

would begin selecting independent activities for follow-up.

Some

activities from the Bear Unit could be modified to fit the new animals.
At least one activity from each level of Bloom's Taxonomy should be
completed in the independent cycle. Sharing of results should be
encouraged.

The activities could be duplicated in the form of a packet.

Level 3--AppUcation
(1) hnagine that you are a pet store owner.

Make a recommen-

dation to your customers concerning the purchase of the animal you have
chosen to read about and study. Advise your customers about necessary
conditions for their pet's well-being.

Prepare a pet owner's manual

including all the pertinent information needed about their new pet.

--
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.

(2) Demonstrate your understanding of the animal's natural
habitat by making a diorama.

Use a shoe box to contain your three

dimensional picture. Another variation of this activity would be to
select one particular book from your reading to depict in the form of
a diorama.
( 3) Imagine that your animal has discovered the school playgrowid for the first time. Write a short story telling how it would
make use of the playground and the equipment. What new ways will
your animal think of to use some of the equipment? Keep in mind that
it has never seen a playgrowid before and does not know what everything
is to be used for.

The animal might make use of the equipment in

amusing ways.
Level 4--Analysis
(1) Make a large ark poster:

5tortes

~
~
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Fill in the blanks.as shown on the sample poster with the
name of the kind of animal you have read about.

After each reading

from the bibliography, make a miniature main character to go with
the book.

Put that character in the appropriate ark.

Label the character

with the book title so it can be easily identified. Display your poster.
You might want to do this activity with a partner who is reading about
the same kind of animal.
(2) Read one book which fits within the category of animals
that act like people. Answer the following questions about your book.
1. What was the title of the book?
2. What were the names given to the animals in the book?
3. List at least three things the animals did which would
not be done by a real animal. Examples: cooking,
playing a game.
4.

Find two examples where the animal showed human traits.

5. Because this type of book has animals acting like humans,
the stories often have funny or amusing parts.

Tell about

one amusing thing that happened in the story you read.
(3) Read one book which fits within the category of animals
that are truly like animals. Answer the following questions, choosing
ones that are appropriate for the book you read.
1. What was the title of the book?

---
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2.

Tell how the author described the way the animal looked.

3.

Give an example of how two different types of animals
depended on each other.

4.

Give an example of some disaster that the animal faced.
How did the animal react to the disaster? What happened
to the animal during the disaster ?

5.

Give an example of one way in which the animal helped
a human.

6.

If the animal was a pet, tell one of the problems the person
had in either getting his pet or keeping it. How was the
problem solved?

Level 5- -Synthesis
(1) Choose one of the books you read which had no illustrations
or very few.

Considering the important events in the book, design your

own set of illustrations. Use any art media you wish.

Make at least

five separate pictures to go with the book.
(2) Select the main character from one of your books. Write
an imaginary letter pretending to be that character.

The letter should

tell something which happened after the story ended. Write your letter
to one of the main characters in another book as if the two characters
are good friends and correspond frequently.
(3) Select one of the easy books within the animal section of
the bibliography. Write another story about the main character in that

_..,
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particular easy book. Write the story for a beginning reader to enjoy.
Use easy words and short sentences.
form.

Put your story in picture book

Make a cover out of cardboard.

Print the words to your story

carefully. Include an illustration for each page of your book. Share
the book with a kindergarten or first grade classroom.
Level 6--Evaluation
(1) Look back through the animal books you have read paying
special attention to the illustrations.

Develop your own list of criteria

for what makes a well-illustrated book and what to look for in good
illustrations. Evaluate your books in terms of the criteria developed.
Select your favorite illustrator. Share your findings with the group,
making a special point of supporting your choice with reasons.
(2). Select one of your favorite books from the animal bibliography. Write a letter to the school librarian trying to convince her
to buy additional copies of the book.

Be sure to include reasons for

the book's popularity.
(3) Select two non-fiction books written about your chosen
animal.

Compare the two books' treatment of the subject.

Try to

determine why one book was more interesting than the other. Make
an oral presentation to the group regarding your findings.
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BENNETT ELEMENTARY SCHOOL LIBRARY
ANIMAL - BIBLIOGRAPHY
BEARS
Fiction
F/Ann
F/Bon
F/Bon
F/Bon
F/Bon
F/Mor
F/Zim

Annixter, Jane and Paul
Bond, Michael
Bond, Michael
Bond, Michael
Bond, Michael
Milne, A. A.
Morey, Walt
Zimnik, Reiner

The Great White
A Bear Called Paddington
Paddington Helps Out
Paddington at Work
Paddington on Top
Winnie-the-Pooh
Gentle Ben
The Bear and the People

Non-Fiction
398. 2/Bla

Blassingame, Wyatt

398. 2/Gal
599. 2/Ebe
599. 7/Gro
599. 7/Gro
599. 7/His
599. 7/MacC
599. 7/MacD
599. 7/Mar
599. 7/Whi
599. 7/Woo

Galdone, Paul
Eberle, Irmengarde
Grosvenor, Donna
Gross, Ruth Belov
Hiss, Anthony
McClung, Robert
McDearmon, Kay
Martin, Lynne
Whitehead, Robert
Wood, Dorothy

How Ulvy Crockett Got a
Bearskin Cap
The Three Bears
Koalas Live Here
Pandas
A Book About Pandas
The Giant Panda Book
The Mighty Bears
Polar Bear
The Giant Panda
The Fir st Book of Bears
The Bear Family

Easy
E/Bac

Bach, Alice

F/Mil

E/Ber
E/Ber
E/Bon
E/Fat
E/Fre
E/Hof

E/Jan
E/Jan
E/Kra
E/Kus
E/Lip

Berenstain, Stan & Jan
Berenstain~ Stan & Jan
Bond, Michael
Fatio, Louis
Freeman, Don
Hoff, Syd
Janice
Janice
Kraus, Robert
Kuskin, Karla
Lipkind, William

The Smartest Bear and His
Brother Oliver
The Bear Detectives
The Big Honey Hunt
Paddington at the Seaside
The Happy Lion and the Bear
Corduroy
Grizzwold
Little Bear's Christmas
Little Bear's Thanksgiving
M;ilton the Early Riser
The Bear Who Saw the Spring
Nubber Bear
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E/Mye
E/Orm
E/Res
E/War

McLeod, Emilie Warren The Bear's Bicycle
McPhail, David
The Bear's Toothache
McPhail, David
Henry Bear's Park
Minarik, Else Holmelund
Little Bear
Minarik, Else Holmelund
Little Bear's Fr-iend
Minarik, Else Holmelund
Little Bear's Visit
Minarik, Else Holmelund
A Kiss for Little Bear
Minarik, Else Holmelund
Father Bear Comes Home
Myers, Bernice
Herman and the Bears Again
Myers, Bernice
Herman and the Bears and
the Giant
Myers, Bernice
Not This Bear
Ormondroyd, Edward
Theodore
Ressner, Phil
August Explains
Ward, Lynd
The Biggest Bear

Non-Book
Cassette Tape
E/Mar

Mar tin, Bill

E/MacL
E/MacP
E. MacP
E/Min
E/Min
E/Min
E/Min
E/Min
E/Mye
E/Mye

Sound Filmstrip
E/Min
Minarik, Else H.
Cassette Tape
F /Set
Seton, Ernest T.
Cassette Tape
E/War
Ward, Lynd

Brown Bear, Brown Bear
What Do You See?
A Kiss for Little Bear

King of the Grizzlies
The Biggest Bear

HORSES
Fiction
F/Bra
F/Bul
F/Cor
F/Dot
F/Dot
F/Far
F/Fea

Brady, Irene
Bulla, Clyde Robert
Corbin, William
Doty, Jean Slaughter
Doty, Jean Slaughter
Farley, Walter
Feagles, Anita

F/Gat

Gates, Doris

Doodlebug
Old Charlie
Golden Mare
The Crumb
The Monday Horses
The Black Stallion
Casey the Utterly Impossible
Horse
Little Vic
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F/Hen
F/Mas
F/Moe
F/Mor
F/Rad
Non-Fiction
636. 1/And
636. 1/Bal
636.1/Bur
636.1/Cam
636. 1/Hen
636.1/MacM
636.1/Sco
636.1/Tho
636.1/Tho
Easy
E/And
E/And
E/And
E/Far
E/Far
E/Hei
E/Moo

Non-book
Cassette Tape
636.1
Cassette Tape
F/Hen
Record
F/Sew

Henry, Marguerite
Mason, Miriam
Moeri, Louise
Morey, Walt
Radlauer, Edward &
Ruth
Anderson, C. W.
Balch, Glenn
Burton, Jane
Campbell, Joan
Henry, Marguerite
McMeekin, McLennan
Scott, Jack Denton and
Ozzie Sweet
Thomson, Neil
Thorne, Jean Wright

King of the Wind
A Pony Called Lightning
A Horse for X. Y. z.
Year of the Black Pony
Horse Show Challenge
Twenty Gallant Horses
The Book of Horses
The Color Nature Library,
Horses
Ruffian
All About Horses
The First Book of Horses
Island of Wild Horses
A Closer Look at Horses
Horse and Rider

Anderson, C. W.
Anderson, C.W.
Anderson, C. W.
Farley, Walter
Farley, Walter
Hellbronner, Joan
Moore, Lillian and
Leone Adelson

Blaze Finds the Trail
The Crooked Colt
Pony for Three
Little Black, a Pony
The Little Black Pony Races
Robert. the Rose Horse

Hall, Lynn

A Horse. Called Dragon

Henry, Marguerite

King of the Wind

Sewell, Anna

Black Beauty

Carpenter, Frances
Cleary, Beverly
Cleary, Beverly

The Mouse Palace
The Mouse and the Motorcycle
Runaway Ralph

Old Rose, The Horse Nobody
Understood

MICE

Fiction
F/Car
F/Cle
F/Cle

_...,
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F/God
F/Law
F/Mor
F/Orm
F/Pet

Godden, Rumer
Lawson, Robert
Moreton> John
Ormondroyd, Edward
Peterson, John

F/Sha
F/Ste
F/Van

Sharp, Margery
Steig, William
VanLeeuwen, Jean

F/Wah
F/Wen
F/Whi

Wahl, Jan
Wenning, Elisabeth
White, E. B.

Non-Fiction
636/Chr
636/Lub
636/Mor
636. 08/Shu
636.9/Shu

Chrystie, Frances N.
Lubell, Winifred &
Cecil
Morgan, Alfred
Shuttlesworth, Dorothy
Shuttlesworth, Dorothy

636. 9/Ste

Stein, Sara Bonnett

Easy
E/Fre
E/Hol
E/Lio

Freeman, Don
Holl, Adelaide
Lionni, Leo

E/Lio
E/Lob
E/Lob
E/Lob
E/Mil
E/Mil
E/Mil
E/Mil
E/Mil
E/Mil

E/Mil
E/Tit
E/Tit
E/Tit
E/Tit

Lionni, Leo
Lobel, Arnold
Lobel, Arnold
Lobel, Arnold
Miller, Edna
Miller, Edna
Miller, Edna
Miller, Edna
Miller, Edna
Miller, Edna
Miller, Edna
Titus, Eve
Titus, Eve
Titus, Eve
Titus, Eve

Mouse House
Ben and Me
Punky, Mouse for a Day
Broderick
The Littles and the Trash
Tinies
The Rescuers, a Fantasy
Abel's Island
The Great Christmas Kidnapping Caper
Pleasant Fieldmouse
The Christmas Mouse
Stuart Little
Pets
A Zoo for You
A Pet Book for Boys and Girls
Pets and People
Caring for Gerbils and Other
Small Pets
How to Raise Mice, Rats,
Hamsters and Gerbils

The Guard Mouse
Moon Mouse
Alexander and the Wind-up
Mouse
Frederick
Martha, the Movie Mouse
Mouse Soup
Mouse Tales
Mousekin's Woodland Sleepers
Mousekin's Golden House
Mousekin' s Family
Mousekin Finds a Friend
Mousekin's Christmas Eve
Mousekin' s Close Call
Pebbles: A Pack Rat
Anatole
Anatole Over Paris
Anatole and the Poodle
Anatole and the 30 Thieves
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Non-Book
Sound Filmstrip
Wells, Rosemary
E/Wel

Noisy Nora

DOGS

)

Fiction
F/Bal
F/Cle
F/Cor
F/Dub
F/Gip
F/Gip
F/Kje
F/Lip
F/Mor
F/Obr
F/Ott
F/Raw

Ball., Zachary
Cleary, Beverly
Corbin, · William
duBois, William Pene
Gipson, Fred
Gipson, Fred
Kjelgaard, Jim
Lippincott, Joseph W.
Morey, Walt
O'Brien, Jack
Otto, Margaret
Rawls, Wilson

Bristle Face
Ribsy
Smoke
Otto at Sea
Old Yeller
Savage Sam
Big Red
Wilderness Champion
Scrub Dog of Alaska
Silver Chief, llig of the North
Pumpkin, Ginger and Spice
Where the Red Fern Grows

Non-Fiction
636. 7/Fos
636. 7/Hen
636. 7/Hes
636. 7/Hur

Foster, Joanna
Henry, Marguerite
Hess, Lilo
Hurlimann, Bettina

Dogs Working for People
Wagging Tails
A Puppy for You
The Story of a Brave St.
Bernard, Barry
Dogs

636. 7/Sel
636.7/Shu
636. 7/Ste
636. 7/Wra

Holman, Michael
Sabin, Francene and
Louis
Selsam, Millicent
Shuttlesworth, Dorothy
Stein, Sara Bonnett
Wratten, Peggy

Easy
E/Ann

Annett, Cora

E/Car
E/Car
E/Car
E/Dol
E/Fre
E/Gra

Carrick, Carol
Carrick, Carol
Carrick, Carol
Dolch, Edward
Freeman, Don
Graham, Margaret

636. 7/Hol
636.7/Sab

Dogs of America
How Puppies Grow
The Story of Dogs
How to Raise a Puppy
The Color Nature Library,
Dogs ·
The Dog Who Thought He
Was a Boy
The Foundling
The Ace ident
Lost in the Storm
Dog Stories
Ski Pup
Benjy's Boat Trip
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E/Hol
E/Kra
E/Lau
E/Lea
E/Zio
E/Zio
E/Zio
E/Zio

Holt, Margaret
Kraus, Robert
Lauber, Patricia
Leaf, Munro
Zion, Gene
Zion, Gene
Zion, Gene
Zion, Gene

David Mc Cheever's 29 Dogs
The Detective of London
Clarence and the Burglar
Noodle
No Roses for Harry
Harry by the Sea
Harry the Dirty Dog
Harry and the Lady Next Door

Non-book
Cassette Tape
F/Gip

Gipson, Fred

Old Yeller

.-

SUPERNATURAL

)

.

FOCAL UNIT
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The subject of the supernatural is intriguing to inany children.
This focal unit would be especially timely to study during the Halloween
season.

The activities in this unit center around the "supernatural"

topics covered in the school library.

There are books available on

haunted houses, witches, ghosts, monsters, wizards, magic and some
miscellaneous spirits and spooks.

The books listed in the unit's biblio-

graphy should provide variety for children in terms of subject matter
and level of difficulty.

The bibliography suggests books from the

fiction, non-fiction and easy sections of the library; as well as some
non-print media. Additional suggestions from the children would be
welcomed.
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Group Activities to Follow
Readings on the Supernatural
To the Teacher:
To begin this unit a few books should be selected for required
group reading.
and discussions.

These books would provide a base for group activities
Variety in this initial selection is important. Some

harder and longer books could be read aloud by the teacher, while the
children are independently reading a few shorter books.

Be sure to

include non-fiction in the required reading list.
As in the previous focal units in this manual, discussions
should be ongoing during the children's assigned reading.

It is the

teacher's responsibility to see that Level 1 and Level 2 of Bloom's
Taxonomy are adequately covered in the discussion process. When
the children have sufficient background information on supernatural
issues, they are ready to move onto higher levels of comprehension.
The following list of activities would be completed at least
initially by the whole group under the direct guidance of the teacher.
It is again advised that the teacher select several activities from each
of the four levels of Bloom's Taxonomy.

Level 3- -Application
(1) Have the children begin collecting a "Weird Word Glossary."
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Keep track of the words on large charts in the room. Have a section
for nouns, verbs, adverbs and adjectives.

The choices of words

need to relate to or describe spooky, scary or supernatural things.
After making the word cache, discuss the meaning and use of each
word. Using the words from the glossary, have the children tell "ghost
stories." Start by making a story up together and then ask for volunteers to tell their own stories.

This might be an interesting session

to tape record.
(2) Using the "Weird Word Glossary" again, work with the
children on changing the glossary words into crossword puzzle forms.
) ·

Demonstrate how crossword puzzles are made and do one with the
group.

Then assign individuals to make their own crossword puzzles

with glossary words.

Exchange the puzzles within the group to see if

the children can apply their knowledge of word meanings to solve the
puzzles.
(3) Using some metric cookbooks, have the group select ideas
for a "Monster Meal." Include in the meal plan recipes for beverage,
main course and dessert. Look for foods and drinks that could actually
be prepared at school. Work with the children to change the food titles
so that they are spooky, scary, or weird. Plan a day to preinre and
serve this "Monster Lunch. "

_..,
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Level 4--Analysis
(1) One reoccurring element in books about the supernatural

is the presence of superstitions. Have the children scan their readings
for different superstitions and compile a list on a large chart.

The

children might also be able to find some by checking different sources,
such as, their parents and encyclopedias. Assign each child to copy
down one superstition and create an illustration for it.
individual pages into a group booklet.
cover.

Combine the

Make up a title and design a

Display the booklet in the library. As an extension, the children

might want to find out how the superstitions originated.
(2) Ask the children to look for an organizational pattern in

the stories and books being read.

Help them divide some of the fiction

and easy books into these parts; beginning, middle and ending. In the
beginning of the story the author describes the setting and introduces
the characters.

In the middle of the story something usually happens

to cause conflicts or problems. By the end of the story the conflicts
or problems are generally resolved.

Make a chart to include this

information as it is more clearly understood with a graphic demonstration.
(3) Compile a list of monsters from the non-fiction section
of the supernatural bibliography. Assign a monster to each child as
a research project. Have the children preJX).re a summary of important
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facts about each monster and share their findings with the group.
the information for easy viewing.

Chart

Compare and contrast the monsters,

looking for likenesses and dtlf er enc es in these areas: origin (the sea,
outer space), appearance (fish-like, one-eyed), function (spitting,
crawling), habitat (casket, cave, swamp), and medium (books, TV,
radio, film).

Try to develop a monster classnication scheme as an

outcome of this activity.
Level 5- -Synthesis
(1) Have the students find examples of incantations in the books
about witches or wizards. Use this incantation from Shakespeare's
Macbeth as an example:
Double, double, toil and trouble;
Fire burn and cauldron bubble.
Fillet of a fenny snake,
In the cauldron boil and bake;
Eye of newt and toe of frog;
Wool of bat and tongue of dog,
Adder's fork and blind-worm's sting,
Lizard's leg and howlet's wing,
For a charm of powerful trouble
Like a hell broth boil and bubble.
Practice writing at least one incantation together, then assign
students to write their own. Each child will present his poem to the
group, adding props and dramatic effects (like special lighting or sounds).
Following the presentation have the children put their incantations on dittos
with illustrations. Run them off so that everyone has his own book of
witch's incantations.

_,..,
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(2) Study the books on magic, especially looking for examples
of easy-to-do tricks and illusions.

Individually or in pairs have the

children select and practice a magic act
to think of a new variation of a trick.

They should be encouraged

Present the group 1 s magic show

to an interested audience (another class, parents). At the close of the
program give each child his own M. M. A. Degree (Master of Magical
Arts) on a nicely lettered certificate.
(3) Study some of the important elements of catalogs.
in examples for the children to look over.

Bring

As a group project develop

an illustrated "Spook Catalog," showing pictures and descriptions of
items, objects and garments some of the better-known spooks might
need to order. Assign each child to prepare one page of the catalog.
It might be interesting to cut and paste some of the pictures from
actual catalogs or magazines.
(4) As a culminating activity for the unit have the group produce
a play.

The play needs to closely relate to the supernatural issue.

The

children need to select the play, designate parts, memorize lines,
create costumes, sets, props, and lighting, participate in rehearsals
and finally, perform for an audience. Again Play Magazine is an
excellent source for children's productions.
Level 6--Evaluation
(1) Work with the children on developing book reviews. Study
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some reviews from newspapers and magazines.
components of a book review.

Discuss the important

Select one of the books which all the

children have read and develop a book review together.
why the students liked or disliked the particular book.

Include reasons
Follow up by

having each child review a different book from the supernatural bibliography.

Include the reviews in a class newspaper.
(2) After reading some of the non-fiction books from the biblio-

graphy discuss the possibility of the existence of supernatural beings.
Divide the group in half. Assign one half to search out information
supporting the existence of the supernatural. Assign the other half
to find reasons why such beings are only make-believe. Set-up an
informal debate between the two sides. Ask another teacher or perhaps
the principal to sit-in on the discussion a·s the judge.

Emphasis should

be placed on supporting statements with reasons.
(3) Brainstorm with the children to come up with a list of all
the main characters from the fiction books read in the Supernatural
Unit. Divide the list into three sections: female characters, male
characters and non-human characters. Refresh the children's memories
by briefly discussing each character listed.

Following discussion,

ask the children to nominate a favorite character from each category
for a "Most Memorable Character Award. " In making their nominations,
each child needs to write a paragraph telling about the character chosen,
being sure to give reasons supporting their feelings about the character.

---
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Have the children share their nominations orally and discuss the
nominated characters. Finally, hold a class election to choose a
winner in each category. The winners would be known as the "Most
Memorable 1\1:ale Character," the "Most Memorable Female Character"
and the "Most Memorable Non-Human Character." The character's
portraits could be drawn and displayed in a "Winner's Circle."

)

.
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Independent Activities to Follow
Readings on the Supernatural
To the Teacher:
Following the group focus on the supernatural, there may be
sufficient interest to continue the study on an independent basis. If
this is so, direct children to make additional reading selections from
the supernatural bibliography. Have the children keep a record of
their readings (see sample sheet in the Fairy Tale Focal Unit}. After
the readings are completed, the children should begin selecting indepen) ·

dent activities for follow-up.

A minimum of one activity from each

level of Bloom's Taxonomy is recommended. Once again, sharing
and discussion is an essential part of the suggested activities.

The

activities which follow could be duplicated in the form of a learning
packet.
Level 3--Application
(1) Pretend you have recently become a witch.

To lawfully

practice witchcraft, you must be licensed. Apply for your witch license
using the application form included with this unit.

Be sure to include

a self-portrait with your application. Give the application to your
teacher for mailing.
(2) Refer back to the "Weird Word Glossary" developed at
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the beginning of this unit. . From the glossary select words which can
be used in an adjective-noun-verb-adverb pattern.

Try to create at

least ten different examples which fit that pattern. E1ample:
adj.
savage

n.
vampires

v.
mutilated

adv.
ruthlessly

Put your work in written form.
(3) .Demonstrate your knowledge of the characters in one
particular book by making a crossword puzzle. All the characters in
the book selected should be included in the puzzle. Ask another student
who has read the same book to solve the puzzle.
Level 4--Analysis
(1) Read several books by the same author.

looking for similarities and differences.

Compre the books

Try to compare different

aspects of the books, such as, the characters, the plot, the setting,
the author's treatment of the subject. Develop your list in writing,
telling the way the books are alike and how they are different.
(2) Go back over your readings to look at main characters.
Develop a list of "Good Guys" and a list of "Bad Guys." Decide which
traits the "good guys" have in common and which traits are found among
the "bad guys." Come up with a list of traits for each category and
share it with the rest of the group.
(3) As you are reading one of the books, jot down the key

events in the order which they occurred. On adding machine tape,

_,.,
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divided into small sections, draw a picture to go with each key event.
Your strip of paper will resemble a filmstrip.

Make a viewer for

sharing your filmstrip out of a small cardboard box.
should include the name of the book and the author.

Your first frame
You might want

to tape record the story as it is told by your pictures.
Level 5- -Synthesis
(1) Write your own original scary story with at least three
characters.

Develop the characters so they have personalities and

qualities ~hat you can describe, such as; how they act, move, feel,
talk and look. Your story must have a setting and a plot with action
)

.

and conflicts or problems to be resolved.

Think of your story in the

three parts or scenes as discussed earlier: beginning, where setting
and characters are introduced; middle, in which something happens to
cause conflicts or problems; and ending to resolve the conflicts or
problems. To enhance your story tape record some sound effects to
go with it.

Plan to share your story and tape with the group.

(2) Build an invention that protects you from something strange
or supernatural.

Think up a name for your invention: Vampire Vacuum,

Spook Snuffer, etc. Label all the parts on your machine. Write an
instruction booklet that explains how your invention works.

Make an

advertising poster that tells why everyone should have one.
(3) Write a recipe for the "Ghoulish Gastronomy Cookbook."
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Think of an unusual title fitting in with spooky, scary things.

List

quantities and ingredients and the mixing, cooking and serving
instructions . Include an illustration of your ghoulish dish. Add
your recipe and illustration to the class cookbook.
(4) Pretend you are a newly created monster and write your
own life history.

Your account needs to include an illustration and

the answE:rs to these questions:

A. How did your life begin - - How did you come into existence?

)

B.

Describe your self - - your name?

c.

Where do you live?

D. What do you eat?
E. What hobbies do you have?
F. What makes you happy?

What makes you sad?

G.

Do you have a family?

H. What habits do you have?
(5) Imagine that you have just opened a restaurant catering
to the needs of the supernatural.

Plan the name of your restaurant.

Design a menu cover with clear, simple, appropriate illustrations
and large well-arranged lettering.

Create a menu, categorizing it

according to appetizers, salads, main courses, sandwiches, soups ,
desserts, beverages, etc.

Think of original titles of what you might

--
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)

serve under each category, such as: Bubbling Bat Barsch or Ghostly
Gizzards.
(6) Make up your own scary character. Describe its appearance, mobility, diet, habitat, characteristics, habits, and activities
briefly in written form.

Plan and design a costume and make-up to do

'

a dress-up presentation of your character. If enough students in the
group are interested in selecting this activity, we should be able to
hold a "Spook Style Show. "
Level 6--Evaluation
(1) Put together a cast for the film version of one of the
)

.

supernatural books.

Imagine the producer wants a casting director to

make recommendations. Decide who would be the actors and actresses.
Include photos and descriptions of the stars and tell why each is "perfect"
for the part.

The stars recommended could be imaginary ones or real

people. Magazine clippings could be used as the photos. Write a brief
report to conv:ince the producer of the selections. Emphasize your
reasons for selecting each particular member of the cast.
(2) Which of the following creatures do you find to be the most
unbelieveable? Tell why.
A.

The Loch Ness Monster

B. Sasquatch (better known as Bigfoot)
C. Abominable Snowman
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(3) Which book from the supernatural bibliography would you
select for a "Reader's Choice Award"? Submit your suggestions to
the teacher in a paragraph telling what made this book exceptionally
good.

Include specific reasons for your choice, pointing out particular

parts of the story which were especially interesting.
'
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National Association of Witches (NAW)
(A Subsidiary of Sonia Brooms)
131313 Hades Highway
Satan's Corner, Lower Depths 02158
WITCH LICENSE APPLICATION
Professional name: (do not give real name)

------------

Business address:
Age (as you wish to appear):

- - - Phone

State why you wish to be a witch:

number desired:

----------------

What animal impersonation do you prefer, and why?
)

------

--------

.

What words would you use to cast a spell? (All incantations must be
original)

--------------------------

What is your favorite formula for a witches' brew? List ingredients
in the order used.

As a test of your ability to cast out spells, tell how you would handle the
following problems:
1. A chicken that is normally cheerful and friendly takes to sulking in
a corner of the henhouse.

_..,
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A certain supermarket reports that all of its shopping carts seem
to have trouble going in the right direction. A push forward sends them
crashing sideways into the pickles.

2.

Attach a picture of yourself in the space below.

)

.
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BENNETT ELEMENTARY SCHOOL LIBRARY
THE SUPERNATURAL - BIBLIOGRAPHY
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Fiction
F/Bel

Bellairs, John

F/Bel
F/Bel

Bellairs, John
Bellairs, John

F/Coo
F/Coo

Coombs, Patricia
Coombs, Patricia

F/Coo
F/Cor
F/Emb
F/Gar
F/Hil
F/Key
F/Key
F/MacH
F/Mas
F/Pec
F/Pre
F/Sny
F/Sny
F/Udr
F/Unw
F/You
S.C./Fen
S.C./Hok
S. C. /Men
S.C./Poe

Coombs, Patricia
Corbett, Scott
Embry, Margaret
Garfield, Leon
Hill, Elizabeth
Key, Alexander
Key, Alexander
McHargue, Georges
Massey, Jeanne
Peck, Richard
Preussler, Otfried
Snyder, Zelpha
Snyder, Zelpha
Udry, Janice May
Unwin, Nora
Young, Miriam
Fenner, Phyllis
Hoke, Helen
Mendoza, George
Poe, Edgar Allen

S. C. /Sec

Sechrist, Elizabeth H.

Non-Fiction
001. 94/ Ben

Bendick, Jeanne

001. 94/Coh
001. 94/Coh

Cohen, Daniel
Cohen, Daniel

001. 94/Coh

Cohen, Daniel

I

The House with a Clock in
its Walls
Figure in the Shadows
The Letter, the Witch and
the Ring
Dorrie and the Blue Witch
Dorrie and the Dreamyard
Monsters
Dorrie and the Haunted House
Red Room Riddle
The Blue-Nosed Witch
The Ghost Downstairs
Ever After Island
The Forgotten Door
Escape to Witch Mountain
Stoneflight
The Littlest Witch
The Ghost Belonged to Me
The Satanic Mill
The Truth About Stone Hollow
Black and Blue Magic
Glenda
Two Too Many
The Witch Mobile
Ghosts, Ghosts, Ghosts
Spooks, Spooks, Spooks
Gwot
Ten Mysteries of Edgar Allan
Poe
13 Ghostly Yarns
Mystery of the Loch Ness
Monster
Creatures from UFO's
The Greatest Monsters in
the World
Monsters, Giants and Little
· Men from Mars
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001.94/Gre
001. 94/Sou

Green, John
Soule, Gardener

001. 94/Win
133.1/Coh
133. 1/Ket
133. 1/Sim
133. 4/Ald
133. 4/Ald
591/Sou
591/Wis

Winer, Richard
Cohen, Daniel
Kettelkamp, Larry
Simon, Seymour
Alderman, Clifford
Alderman, Clifford
Soule, Gardener
Wise, William

791. 43/Ayl
791. 43/Bec
791. 43/Man
791. 43/Sim
793. 735/Glo

Aylesworth, Thomas G.
Beck, Calvin Thomas
Manchel, Frank
Simon, Seymour
Glovach, Linda

793. 8/Abi
793. 8/Fis
793. 8/Mag
793.8/Sev
793. 8/Wyl
793. 8/Wyl
808.81/Jac

Abisch, Roz
Fisher, John
Yerian, Cameron
Severn, Bill
Wyler, Rose
Wyler, Rose
Jacobs, Leland

811/Mon
811. 08/Gia
811. 08/Hop
811. 08/Wit

Wallace,
Wallace,
Hopkins,
Wallace,

Easy
E/Ada
E/Bri
E/Cal
E/Cal
E/Cro
E/Del
E/Del
E/Dis
E/Fre
E/Gac
E/Lex
E/Oks
E/Vic

Adams, Adriene
Bright, Robert
Calhoun, Mary
Calhoun, Mary
Crowe, Robert L.
Delage, Ida
Delage, Ida
Disney, Walt
·Freeman, Don
Gackenbach, Dick
Lexau, Joan
Oksner, Robert
Victor, Joan

Daisy
Daisy
Lee Bennett
Daisy

The Sasquatch File
Trail of the Abominable
Snowman
The Devil's Triangle
Ghostly Animals
Haunted Houses
Ghosts
Cauldron of Witches
The Devil's Shadow
Mystery Monsters
Monsters of Today and
Yesterday
Monsters from the Movies
Heroes of the Horrors
Terrors of the Screen
Space Monsters
The Little Witch Presents
a Monster Joke Book
Mixed Bag of Magic Tricks
John Fisher's Magic Book.
Fun Time Magnificent Magic
Bill Severn's Magic Workshop
Funny Magic
Magic Secrets
Poetry of Witches, Elves
and Goblins
Monster Poems
Giant Poems
Hey-How for Halloween!
Witch Poems
A Woggle of Witches
Georgie _and the Noisy Ghost
The Witch of Hissing Hill
Wobble the Witch Cat
Clyde Monster
The Old Witch and the Wizard
Witchy Broom
The Haunted House
Space Witch
Harry and the Terrible Whatzit
Millicent's Ghost
The Incompetant Wizard
Where is My Monster?
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POETRY

FOCAL UNIT
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Poetry as a type of children's literature can be approached
in many ways.

The study of poetry can be exciting reg-ct.rdless of the

student's and teacher's background in this area. In addition to reading
and listening to good poetry, the writing of poetry will provide an
opportunity for developing creativity. This focal unit suggests a
rather broad overview towards the subject of poetry.

The children's

bibliography for the unit is divided according to the library's poetry
classification system: haiku; limericks; animal poetry; story poems;
and general poetry.

Time for Poetry by Arbuthnot would be another

handy resource for the teacher. Although unavailable in Bennett's
library, poetry records can be checked out from the public library.
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Activities to Accompany the
Reading and Study of Poetry
To the Teacher:
The activities in this focal unit are organized a little differently
than those in the three previous units. Rather than assigning reading
to be completed prior to in-class activities, poetry reading and group
learning tasks should go hand-in-hand. Most poetry reading should
take place within the classroom setting.

Do not, however, discourage

students from individually checking out poetry books. Remember that
)' -

poetry is meant to be heard, so read aloud whenever possible.

The

children will enjoy taking turns to read prepared poems to the class
and doing group choral reading.

It is recommended that as a poem

is singled out for discussion or is the subject of a learning task, copies
be made for each student.
Another minor change in this unit's organization is that rather
than separating activities into a group section and an independent
section, all activities are presented together under the headings of
l

Bloom's Taxonomy.

Those tasks not requiring the supervision and

guidance of the teacher are labeled "independent. " Independent activities
could be assigned as homework while other learning tasks are being
)

completed in the group setting.

...,
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Teachers need to be concerned with Level 1 and 2 of Bloom's
Taxonomy as an introduction to the poetry unit.

When the children

have enough background in any one area of the poetry study, they should
move to the enrichment activities suggested for developing higher levels
of com~rehension.

The teacher is again advised to select several

activities for student focus from each of the four levels of Bloom. Some
of the learning tasks naturally progress from one level of the Taxonomy
to the next and would, therefore, need to be developed in sequence.
Level 3- -Application
(1) Read '_'Let's Marry Said the Cherry" from the poetry book
by the same name.

Plan a choral reading of that poem with several

parts assigned to each child.

The poem has 40 separate speaking parts.

Develop an illustration for each section of the poem that the children
would hold up as they recite their part.
ent types of plants.

The characters are all differ-

Large, colorful pictures of each plant would make

this choral reading an interesting visual display.
(2) After thoroughly covering the subject of rhyming, introduce
the children to "Hink Pinks." "Hink Pinks" are riddles that have twoword rhyming answers:
What would you call a beat-up car? (a sloppy, jalopy)
What does a rodent wear on its head? (a rat hat)
What do you call a male deer trapped in quicksand?
(a stuck buck)

_..,
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(6) Have each child select a short poem in which something
happens and in which there is an easily discernible mood or tone.

Ask

them to illustrate their poems in a way that demonstrates an understanding of the poem's meaning.

The drawing could be on any of three

levels of interpretation: literal, simply showing what happened in
the poem; information combined with abstraction; or wholly unliterally,
where an attempt is made to capture the poem's mood.

(Independent -

after an initial explanation of the levels of interpretation)
Level 4--Analysis
)

(1) Meter or rhythm is the beat of poetry. Simply put, rhythms
.

are combinations of accented and unaccented syllables.

In traditional

poetry every line has .the same cadence, whereas modern poems combine
various rhythms.

Begin by teaching the basic meters:
Iambic - dah DAH
Trochaic - DAH dah
Anapestic - dah dah DAH
Dactylic - DAH dah dah

Spend some time chanting and clapping the various basic rhythms and
then, start combining them. Once the group becomes familiar with
the different rhythms, they can start using words instead of "dahs.

11

Give some word examples for each kind of meter: iambic - unTIL,
good-BYE; trochaic - TURkey, PURple; anapestic - underSTAND,
introDUCE; dactylic - ELephant, HAPpiness. Move the children from
metered words to metered sentences or phrases.

Finally, begin to
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analyze the meter of different forms of poetry.

This will be a difficult

exercise, so select the poems carefully and work together to identify
the patterns.
(2) Talk to the group about how poets use imagery or the
technique o{ creating mental images. A good image works to expand
the reader's perception of something. One way poets create images
is by constructing similes and metaphors. A simile is a stated comparison using the words like or as: as old as the hills; as big as a
house; as black as coal; scowled like thunder; the sun is like a yellow
balloon. Similes are common, everyday expressions and are pretty
easy to pick out. Metaphors are more difficult to grasp. A metaphor
is a comparison that is assumed or implied, for example: all the world
is a stage; the moon was a copper penny; loneliness is a dark cave; he
was in the autumn of his years. Read some poems to the class asking
them to pick out the similes and metaphors.

List these examples on a

chart being sure to distinguish between metaphors and similes.
(3) Another type of mental image used by poets is called
personification.

Personification is making things do what people or

animals do or assigning human traits to non-humans. If a poet makes
an engine purr; makes a star dance; makes a vine reach out and strangle
a flower - he is personifying - giving life to things. Practice writing
some personifications together. Read some poetry looking particularly
for examples of personfication. Reflections on a Gift of Watermelon
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Pickle has a number of poems that would fit this exercise.
(4) Study different poetry forms with the group. Look at the
organizational patterns of these six types of poetry:
Haiku - A form of Japanese poetry which follows a

5-'/-5 syllable pattern. The subject matter is nature,
, there is usually a reference to a season, and it is
written in present tense.
Limerick - Funny rhymes which are often both nonsensical and outlandish. They have five lines with
a characteristic rhythm pattern and a rhyme scheme.
Couplets and Quatrains - A couplet is two lines of
verse which rhyme. When two couplets are put together to form a poem, the result is a quatrain.
Cinquain - A five-line poem. There are several
different patterns which can be followed in a cinquain poem. This is one possibility: Line 1 - noun;
Line 2 - two descriptive words; Line 3 - three action
words; Line 4 - four words to express feeling; Line
5 - one word synonym for title.
Concrete Poetry - Picture poems where ideas are
portrayed in both a visual and written manner. They
have no rhyme patterns and lend themselves to almost
any subject matter.
Free Verse - Poetry which does not rhyme and has no
regular pattern.
·
Find examples to go with each of the six types of poetry.

Class-

ify the poems by category as they are shared. Discuss differences and
similarities between the categories. Have the children copy at least
one example of each of the types of poetry discussed.

_,.,
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(5) Select a poem which tells a story. Separate the story
poem into its important parts. Make a picture story to go with the
poem parts.
ways.

The sequential pictures could be made several different

They could be designed as a book, a mural or a filmstrip.

Include the words of the poem with each picture section.

(Independent)

Level 5--Synthesis
(1) Return to the information about cinquains discussed in
the previous level. Review the important elements of cinquain poems.
Write several cinquains as a group activity.

Children should be ready

to write their own individual cinquains when the group poems are
completed.

It is helpful to have a list of possible subjects or titles

for the poems. Share the individual poems with the group.
(2) Refer back to previous information about Japanese haiku.
Read some examples of haiku from the bibliography. Begin by writing
several group haiku.

Then give the children the first two lines and ask

them to complete the final line. By this time, they should be ready to
write some original haiku.

Brainstorm topics that might be appropriate.

Ask each student to write three poems and select the best one for an
art project. On thin typing paper use black pen to recopy the haiku.
Put an illustration on the paper with water color.
(3) Share Street Poems by Robert Froman with the group.
Review the important elements of concrete poetry. The teacher should
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begin the writing exercise. by drawing a ·shape on the board or overhead,
for example, an apple.

Ask the children to think of words to go with

an apple. Write those words inside the apple shape in an interesting
way.

After the words are written in, erase the outline.

Do several

more examples of concrete poetry with the group; then ask the children
to write their own poems. Have them begin by selecting and lightly
outlining the shape.

The words of the poem should fit into the shape

as well as tell about it.

Display the poems on a bulletin board.

(4) Share the book, Hailstones and Halibut Bones with the group.
It is a book of poems about color.
the book.

Discuss the concepts presented in

Then ask the children to think of a color.

as many things as they can which go with that color.
list to construct a color verse with the group.

Have them list
Use one child's

Use the following pattern

for writing the poem:
Line
Line
Line
Line
Line
Line

1
2
3
4-6
7
8

A color
An object that color
Describe that object again
Name 3 objects that color
Name the same color
Complete the sentence about
the color, making the last
line rhyme with the last
word of line 6

Yellow
Shinny brass
Tiny brass
Fire
Electricity
Lightning
Yellow
Is Very
Brightening

Instruct the children to write and illustrate their own color
verses.

Mount each verse and illustration on colored construction

paper which goes with the poem.
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(5) Print your name in a vertical line, one letter below the
other. Each letter of your name can begin the first word of each line.
Use words that describe you.

Concentrate on distinctive traits, inter-

ests or hobbies. (Independent)
Example:
. Sensible
Homework hater
Anxious to quit school
Wild imagination
Not dumb
Short
Age eleven
Xtra letter
(6) Design a greeting card to send to a friend or relative. Write
a poem inside the card.

Make your card unusual and imaginative. Share

the card with the class before you send it. (Independent)
(7) Pick a poet whose works you like. Write a report about
that poet from research done in the library.

Your report should be

one page. Copy several of your favorite poems by that poet to include
with the report.

Illustrate the poems selected. Combine your work

into a booklet. Share it with the class. (Independe~t)
(8) Invent a poetry game. Design a gameboard on colored
railroad board.

Make some poetry game cards. Get some markers

and a die or spinner. Make up a rule sheet to go with the game. Bring
your game to class and play it with some members of the group.
(Independent)
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(9) Write an Alphabet Rhyme Book for a younger brother or
sister or a kindergarten child. Have a page for each letter with a
rhyme and an illustration.

The first word (not counting articles) and

the last word of each line must rhyme. Example: The Ark sailed
into the Park.
a booklet.

The Bees flew into the Trees.

Make an interesting cover.

Bind your pages into

(Independent)

Level 6--Evaluation
(1) Review with the children some of the most notable poets
read during the course of the poetry study. Reread some of those
poets' work. Under each poet's name, make a list of the type of poetry
)

.
written and some of the characteristics and qualities of that person's
poems. Ask each child to select a favorite poet from those discussed.
Have the children give reasons why they liked a particular poet.
(2) Obtain a list of living poets with their addresses. Ask
each child to select a poet from the list and write a letter to him/her.
The letters should specifically relate to the poetry read.

Tell the poet

why you like or dislike a particular poem. Mail the letters and ask
for a response.

If any of the poets happen to live nearby, invite him/

her to speak to the group in person. Have the children prepare specific
questions and comments.
(3) Discuss the concept of constructive criticism with the
group. Ask for volunteers to present pieces of original poetry to the
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group. The group's function is to listen and respond constructively
to the poems presented. Have group members discuss such questions
as these: How did the poem make you feel? What words or phrases
or images were especially effective? What was the poet trying to
express? What is clear in the poem and what is unclear? How could
the poem be improved? After each critique the student may decide whether
to leave the poem as is or to revise it.
(4) Ask the children to individually write a paragraph which
describes their feelings about poetry. Have them tell how their feelings
have changed as a result of this unit. Also ask them to include what
they consider to be the most valuable lessons learned about poetry,
supporting their judgments with reasons.

(Independent)
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BENNETT ELEMENTARY SCHOOL LIBRARY
POETRY - BIBLIOGRAPHY
Haiku
895.6/Beh
895.6/Cas
895. 6/Lss

Behn, Harry
Cassedy, Sylvia
Issa

895. 6/Lew

Lewis, Richard

Cricket Songs
Birds, Fro gs and Moonlight
Donrt Tell the Scarecrow and
Other Japanese Poems
In a Spring Garden

Limericks
821. 08/Bre
821. 08/Lyf

Brewton, John and Sara
Lyfick, Warren

Laughable Limericks
The Little Book of Limericks

Animals
811/Bro
811/Che
808. 8/Man
821/0Wl
811/Wor

Brown, Margaret Wise
Chen, Tony
Mannheim, Grete
Orleans, Ilo
Worth, Valerie

Nibble, Nibble
Run, Zebra, Run
Feather or Fur
The Zoo That Grew
Small Poems

Cameron, Polly
Fisher, Aileen
Fisher, Aileen
Klein, Howard
Massie, Diane Redfield
Moore, Clement
Parker, Elinor
Prelutsky, Jack
Seuss, Dr.
Seuss, Dr.
Thayer, Ernest L.

The Green Machine
In the Middle of the Night
My Mother and I
My Best Friends are Dinosaurs
A Birthday for Bird
A Visit From St. Nicholas
100 Story Poems
Circus
Horton Hears a Who !
If I Ran the Zoo
Casey at the Bat

Story Poems
811/Cam
811/Fis
811/Fis
821/Kle
821/Mas
811/Moo
821. 08/Par
811/Pre
E/Seu
E/Seu
811/Tha

General Poetry
Agree, Rose H.
821/08/ Agr
811/Bod
821. 08/Col
821. 08/Col
821. 08/Col
821. OB/Col

Bo decker, N. M.
Cole, William
Cole, William
Cole, William
Cole, William

How to Eat a Poem and Other
Morsels
Let's Marry Said the Cherry
Oh That's Ridiculous
Oh What Nonsense!
Beastly Boys and Ghastly Girls
Poems for Seasons and Celebrations
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811/08/Dun

Dunning, Stephen

808. 8/Fre
811/Fro
811/Hop

Froman, Robert
Hopkins, Lee Bennett

811/Hob

Hoban, Russell

808.81/Jac

Jacobs, Lelan B~.

808. 81/Lew

Lewis, Richard

811/Mer
811/Mer
821/Mil
811/One
811/One
811/Sil
811/Sma
811/Thu
811. 08/Wit

Merriam, Eve
Merriam, Eve
Milne, A. A.
O'Neill, Mary
O'Neill, Mary
Silverstein, Shel
Smaridge, Norah
Thurman, Judith
Wallace, Daisy

Reflections on a Gift of a
Watermelon Pickle
Free to Be You and Me
Street Poems
Potato Chips and a Slice of
Moon
Egg Thoughts and Other
Francis Songs
Poetry of Witches, Elves
and Goblins
Miracles, Poems by Children
of the English-speaking
World
Finding a Poem
It Doesn't Always Have to Rhyme
When We Were Very Young
Hailstones and Halibut Bones
Words, Words, Words
Where the Sidewalk Ends
Only Silly People Waste
Flashlight and Other Poems
Witch Poems
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