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ABSTRACT

Statement of the Problem

The purpose of this project was to provide first grade teachers with a
resource guide to help them engage students in writing and publishing class
books. Such activities help children learn language and learn about language
by using it functionally, purposefully, and meaningfully.

Many tgachers break language down into small parts, strip it of meaning,
and advocate exercises on artificial language. This makes language learning
difficult. The activities suggested in this project, however, keep language whole
so children learn to read and write naturally as they engage in authentic literacy
experiences.

Procedure

In a review of literature supporting this project four issues were explored:
the language learning process, whole language, student writing, and class book
publishing. The literature revealed that children acquire language as they use it
functionally for real purposes, that whole language teachers model this process
by providing authentic literacy events so children can use language
meaningfully, that in whole language classrooms children learn to write by
writing, and that one popular whole language teaching strategy is writing and
publishing class books.

These issues helped shape the goals of this project. The first goal was to

expound on how writing and publishing class books aids language acquisition.



The second was to prowde a resource guide W|th strategy Iessons rooted in
whoIe Ianguage theory that engage students in authentlc Ilteracy experrences.r
‘ In fulfillment of these goals a number of key Irnks between cIass.book
publlshlng and language ach|S|t|on were researched and cited. Also, many

teaching strategles involving the wr|t|ng and publrshlng of class books were |

o developed

. ConcIuS|on v | | ‘

Sixty strategy lessons for wr|t|ng and publlshmg class books were
- developed or adapted for thls pro;ect and a theoretlcal basis for usrng themwas
establlshed Each act|V|ty keeps Ianguage whole Each Iets children explore
real Ianguage in meamngful functlonal ways Each aIIows chlldren to learn to
~ read by readlng and to wr|te by wr|t|ng Each is founded in whole Ianguage '_ o
theory Each helps chlldren Iearn Ianguage and Iearn about Ianguage the way |

3 they do it best—by usmg |t
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v STATEMENT OF THE PROBLEM

Introductlon |

Before becoming a teacher, | worked as an mstructlonal aide in ajunior
high school remedial reading lab for three years. | witnessed firsthand the
| deceding and skills-based approaches to "teaching" reading. | saw students
perform numerous tasks ide-ntifyihg shert and long vowels, distinguishing the
multiple seunds of y and 0o, trying to discern words with the schwa sound,
learning complex systems of categorizing and sub-categorizing sounds, and so
forth. | superVised students reading multitudes of isolated sentences,
paragraphs, and short pieces”followed‘ by multiple choice quizzes in a seemingly
endless search for main ideas, context clues, figurative language, and so on.

The prlmary contact these students had with their teachers or the
mstructlonal aide was when their worksheets or answer sheets were corrected
and they were told they had passed and could go on to more exercises on a
higher level, or they had failed and had to do more exercises on the same level.
It was during this time 1 began forrhing my beliefs about language development,
reading and writing instruction‘, and the roles of the curriculum and the teacher.

It seemed obvious to me that the phonics and skills-based approaches
were, for the most part, ineffective, at least for these "poor" and "reluctant”
readers who were a53|gned to the reading lab. This was my first experlence as
an educator but I questioned the followmg concepts: that good readmg
instruction was a continuous stream of multiple choice quizzes, that a reading
teacher's main function was to sit with an answer key with A's, B's, C's, and D's
on it, and that children were somehow learning to read when their A's, B's, C's,

and D's matched the ones on the teacher's answer key. | was surprised that this



was the way reading was ta’ught but the teacher had a master's degree in
reading and a Readlng SpeC|aI|st Credentlal and.| was. Just beginning my career
in education, so | did as I was told.

. Drscussron of Kev Issues

- Sill, beyond my own |nst|nct|ve d|staste for th|s method of "reading
’ |nstruct|on " it was- easy to see that most of the students dIS|Iked the class
‘ |mmensely One mcudent W|th a dlsgruntled student was partlcularly |
'venllghtenlng One day a g|rI was qulte upset about a worksheet she was dorng
"What's the matter " I asked hoplng to help | |
"I hate readlng"' she qurted out in a hostile ton’e.‘
"You don't reaIIy mean that," | sa|d o
"I'meanit! | hate readmg'" she answered
"Have you ever read a book that you enjoyed?" | asked
wogr L -
: Whrch book?"
"Charlotte S Web "
"And you Ilked it, rlght'7" "
"Yes." - |
"See, you -don't'hate‘ reading."
"But that's not readlng," she snapped "That's a bookl" |
This so-caIIed readlng class had taught her that readlng was do|ng dull,.
‘meanmgless worksheets and skill. pages day after day, and that real readrng—

. the kind she' enjoyed—Was somethlng else I had galned an |mportant msrght

not onIy was the effectlveness of the. phonlcs and Skl||S instruction questlonable o

it was turnrng the_se_ k;rds off toreadlng becausetrt was not real reading. -



It seemed to me that even "poor" readers could find enjoyment in reading
if it was approached ih a different fnanner. After all, I had seen these same -
students who hated the "reading" fhey were doing in class poring over their
mag‘a\zines,'. baseball cards, notes from friends, words to sdngs, and even an
occasional book‘they had chosen for themselves. ("Poor" readers transformed

“into "poring" readers. | wondered how it was possible.)

I surmised that "reluctant readers" were ones who were disinclined to
read the irrelevant worksheets and reading lessons their teachers expected
them to read, but who were "eéger readers" of things that had meaning or
relevance to them or their lives. | concluded that reading instruction at any
grade level, with any students—"high" or "low"—would be much more effective if
the reading material was real and was relevant or interesting to the student. |
determined that when | became a teacher | would strive to make reading
instruction meaningful, purposeful, and relevant to my students.

Theoretical Orientation / Foundétion

During this time, | was working towards acquiring ‘my own teaching
credential, and | was introduced} to whole language teaching. Whole language
theory both verified and augmentéd many of the beliefs | had developed while
working in the reading lab.

Goodman (1986) explains that language s "learned from whole to part"
(p. 19), and that many school traditions have actually _impkeded language

development. He states:

In our zeal to make it easy, we've made it hard. - How? Primarily by
breaking whole (natural) language up into bite-size, but abstract little
pieces. It seemed so logical to think that little children could best learn
simple little things. We took apart the language and turned it into words,

<A



syllables, and isolated sounds. Unfortunately, we also postponed its
natural purpose—the communication of meaning—and turned it into a
set of abstractions, unrelated to the needs and experiences of the
children we sought to help. (p. 7)

Routman (1 988) further explains that the philosophy of whole language
refers to teabhing and learning that is meaningful, real, and relevant. "Whole
language respects the idea that all thé Ianguage- proceé‘ses (listening, speaking,
reading, and writingfinclLIding spelling and handwriting) are learned naturally
and in meaningful context as awhole, not in little parts” (p. 26). | |

| Wholé ‘Ianguage teadhers have been gfeatly influencéd by Hdldaway's
developmental model (as cited in Routman, 1991): 1. young children acquire
language developmentally by o,bse‘rving}r‘eal language used for real purposes, 2.
by b'eih‘g encouraged to-parﬁcipate actively in the use of real »Ianguagje for reai
purposes, 3. by practicing the use of real language independently, 4. and by‘
gradually becomihg confident énd competent. Teachers who embrace the whole
language theory do not believe that reading ié simply a decoding process nor
the mastery of isolated skills, but "an active process by which we predict, - |
sample, and confirm or éprrect ou"r:. hypotheses about the written text" (Weéver,
- 1988, xvii), which is why F. vSmith (1’978) asserts that "children do not need
nonsense in order to Iearh to read; they need to read" (p. 1'.28).

Because of these beliefs, whcle language teachers generally develop a
thematic, literature-based curriculuhﬁ within a print-littered environment. They
include an abundance of_oral Ianguagé, advocate authentic reading and writing
experiences, never have chi.ldrven"réa'd or write without a purpose, sometimes
use the Language .Experience Appro‘ach,vfoster literature extension activities,
encourage childrén‘ to use“fun'ctional spelling when writing, and are inclined to

be more process than -prodUct oriented. -



ol strlve to follow these same practlces | believe F. Smlth s (1978)
, declaratron that "children cannot be taught to read. A teacher's responS|b|I|ty is

not to teach chlldren to read but to make it p033|ble for them to learn to read“ (p.

o ;6) Ibeheve whole Ianguage is the best way to accomphsh this, therefore I

" vmvolve my students in act|V|t|es that keep language whole and authentic, which
) help chrIdren |earn to read by readlng and to wr|te by wr|t|ng | involve them in

I|terature based thematlc unrts wh|ch |ncIude act|V|t|es such as ‘shared readmg,

B partner and trlad readlng, one-on—one and smaII group assrsted readlng, and

- choral readlng,. daily journal wr|t|ng and other wr|t|ng for reaI purposes wherein

'_ students use rnvented spelhng, theme cycles Irterature response Iogs and
'Irterature extensron act|V|t|es |ncIud|ng drama musm poetry wrltmg, and the
: publlshrng of mdrvrdual student books and class books

' Purpose of the Prolect

‘ Thls project i |s a reference gurde for flrst grade teachers on how to I|nk ‘
. readrng and wrrtlng through the publrcatron of class books. Class books, as
, defined for the purposes of this prolect are: 1 books created by an entire class
'_ -:coIIaboratlng W|th one another and the teacher 2. books created by smaII
: ’collaboratlng groups 3. class sets of a dupllcated text (such as song Iyncs or

vpoems) wh|ch are ||Iustrated by the students and 4 books whereln each ch|Id

. contributes one or several pages to a class or group prolect

Th|s gulde presents procedures to heIp first grade teachers lead the|r

| ~students in the creatlon of class books in six categones class books as |
",||terature extensrons class books W|th|n thematlc units, class pattern books

. ctass books for baS|c mstructlon, class;books of songs}and poetry, and class -

" books from original ideas.



Being involved with the creatiqn of class books will help students make | |
important reading 'and writihg'connectioﬁs. Thrbugh this process children learn
that writing makes sense, that authors communicate me’aning to readers through
. written language, that readers use life experiences to construct meaning as they

interact with printed language, ahd that there are standard conventions which
help the author convey meaning t§ the reader. |
| Furthermore, by being involved in the process of constrﬂcting authentic
writing, students will naturally Iearn‘ reading skills and‘writing conventions, will try
to derive sense from texts they ‘r”ead, and will naturally acquire a sense of story
elements such as plot, characteriization, setting, and éo on, without having to do
worksheets. Additionally, becaus’é. the students themselves are the authors,
class-‘ma:de books aré predicfable, and the support of 't‘h‘evpredic_table teXt helps
the emergent reader achieve success. Finally, _-c':hilldren have a vested interest in

books they helped to write and illUStrate, making them relevant and highly .
desirable to be read and re-read. - |
Conclusidnv

“For years.,' schools have unwittingly been making 'Iangua'g‘:e difficult to
learn for young learners by breaking it into little bits and pieces. They have
” fragmented it, decontextuélized it, andwatered it down‘all in the name of good
teaching. These practices unravel the whdleness of IangLiage, stripping it of
meaning‘, and making it more difficult to learn.

Fairly recently, some educatdrs%who beliéve in the whole ‘Ianguage B

theory—have challenged these practices. They maintain that Ianguage shoﬁld
be kep.t whole, real,'and‘meaningful. They believe that just as children acquire

oral language naturally through meaningful interactions with others wh‘ov use real



| language for real purposee, they ean learn to re_ad and write by interacting with
otners who uee re'a,il written ,Ienguage for authentic ,purposes. They believe that
children learn to read by reading and to write by wrviting.‘ '
Whole Ianguage'?‘teachers.uee the Iangiiage' learning process, the natural
'proc‘:essthrough whir;‘h_ children ‘acq,uire‘c‘)ral language, as a model for learning
- and in}struction. Whole._language t}ea'chers‘ believe that "language learning is
eésy when it's whole, reel, and reIeVant; wnenit makes‘vsense' and is functibnal;
~when it's encountered in the 'con}text, of its use; when the learner choosee to use
it" (Goodman, 1986, p. 26). 'Therefore, they "be,gin with‘real reading and writing
experie'nces that focus on' meaning bec‘euse,the‘y’ want their students to quickly
~ learn that reading and writing are for communication” (Powell & Hornsby, 1993,
p. 9). Publishing clae's b_eoks is one te}aching strategy that will help teachers

" achieve these goals.



_ | LITER’ATUR‘E' REVIEW

_ »}In’r‘eyiewing the Iiterature; four Sigvnificant areas emerged: 1. the language
Iearning process, ‘2.,teac'hing from'a»-WhoI‘_e language beris'pective, 3. writing in a
whole language classroom, and 4. the 'publishing of class books. These are the
,cornerston'esof this project. The first three exptain the rationale behind the
projeetfthe "whys" of clas_s book; publishing—;and the fourth reveals the
: wi‘despread and varied use of this teach'ing strategy in whole IangUage
E classroerns | |

The Language Learnlng Process ‘

The Ianguage Iearnlng process, the natural process through which
) chlldren acqulre oral language and begin to speak, is used as a model for.
‘Iearnlng and for lnstructlon by whole Ianguage teachers. It is therefore pertlnent

~ toany dlscussron about whole Ianguage and the methods and practices used in

o whole Ianguage classrooms.

Harp and Brewer (1991) deflne language "as a system of communication -

‘used by human beings that is produced either orally or by signs" (p. 4). Three
majer‘ charaeteri-stit:s help' detine I‘anguage | First aII}Ianguages are governed by
rules, and though natlve speakers of the language Iearn these rules |ntu|t|vely,

most likely they WI|| not be able to verballze them unless they make a SC|ent|f|c
| study of the Ianguage Second Ianguage is arbltrary The connections between
“ vthe sounds used to name somethlng and the actual thing named are not logical

. but are somally agreed. upon. Third, language changes continually; new words
| and meanings spring up while others are abandoned or altered.
. Language is formulated by using various systems: phonology,

: morphology, Syntax,_semantics, and pragmatics (Harp & Brewer, 1991).



Phonology includes the Sounds of a Ian‘guage' and the rules for their use.
Morphology deals with units of meaning. Syntax comprises the rules for putting
words together into phrases or sentences and provides the language learner .
with cues about word meanings because of the placement of the words in a
sentence. Semantics refers to the meaning of words and necessitates the
acquisition of vocabulary and the understanding of meanings associated with
words. Finally, as they learn the pragmatic system, language learners grasp the
social use of language as they communicate intentions, use language to get
things done, and learn culturally appropriate language usage.

Children demonstrate their natural language Iearning abilities as they
learn to talk. They instinctively assimilate these various syStems of language
without being taught in a direct, focused manner. Weavér (1988) explains that
"we do not directly teach children how to talk. They learn to talk, by transacting
with us in a language-rich environment" (p. 178). She summarizes some
significant observations about children's language acquisition: rules of language
structure are not taught directly by adults to children, rather, they are |
internalized by children as they experiehce social transactions in a language-
rich environment; children begin with whole ideas and move to the parts, that is;
beginning with whole ideas they want to convey, they gradually become more
and more adept at articulating the parts that will help them communicate those
ideas; adults expect that children will imminently become successful speakers;
and adults generally do not cbrrect the imperfect forms of young children's
attempts at language since they understand that the process of vlanguage

acquisition takes years.



‘Goodman (1986) stresses th_at children learn to speak easily in their

~ homes without havihg’language fragmented into tiny parts and without fdrmal
téach‘ing. They are able to do this because the language encountered there is
whole and is used functionally, rheaningfully, and purposefully. Harp and |

Brewer (1 991), sum up children's natural language acquisition in these words:

Learnlng of language occurs without formal instruction. Parents do not
give language lessons to their children. With the exception of such
rituals as 'peek-a-boo' and 'this little piggy,' parents rarely teach
language directly. They play with children, sing with them, make
cookies with them, show them the world, and supply words to label the
environment, but they do not focus on teaching the child to speak.
Participating with the child in daily living is the focus, and language

~ comes as one result. Language is learned through use in meaningful -

- contexts, not through talking about it or analyzing it. (p. 11-12)

They conclude that "chlldren Iearn Ianguage in the process of living in a social
“situation and partlmpatlng in act|V|t|es W|th others" (p. 12). Likewise, Holdaway‘
(cited in Routman, 1988) believes that young children become competent and
| confident language users in a'supportiv'e home environment because they are
able to observe demonstrations of functional, meaningful language, are |
- encouraged to becc)me active} participants in tne use of language, and try out or
practice language independently. |
- Many educators, howevér, disregard what is known about early childhood
language acquisition and make language learning difficult when childrén enter
school Goodman (1986) observes that "language sometimes seems
rldlculously easy and sometlmes |mp058|bly hard. And the easy times are
.outside school, the hard times |n school" (p. 7). This is the result of not keeplng
language whole, of breaklng it down into smaII components and thereby

~ stripping it of meaning in a part-to-\ivhole appfoach which handicaps children in

10



their efforts to learn rather than helping them. *Whens'chools break language
into bits and pieces, sehse becémes, nonsense, and it's always hard for kids to
make sense out of nonsense....vThat's‘ why learning language in the real world is
easy, and learning language in school should be‘easy, bu}t is often hard" (p- 8).
F. Smiih (1978) likewise professes "that 'bre'aking;down reading' makes learning
to read more difficult because it makes nonsense out of what should be sense” |
- (p- 5). On the other hand, by applying what_is known about early Iahguagé '
| acquisition to the school curriculvu‘m teéchers can help make language Iearhihg
vin school easy. Cordeifq,(1 992) v’refle‘cts, "As children learn to read and write in
- the same way that-they learned to talk, educators obsefvev'literacy without tears™
s 8); | o . - :
i A numbet_ of factors can be cited which make language either easy or
difficult to learn. Goodmén (1986) cépsulized several of these considerations,

| attesting that wheh language is kept whole and used in authé’ntic language |
: events, when it is kept real and natural, it is easier to learn because itis
inferesting and makes ,sehse,. - On the other hand, when"Ianguage is fragmented‘
~ into small parts it.is difficult to learn because it is artifibial,'contrived, . |
nonsensical, andbftén dfy, tedious, and uﬁihteresting. ‘Also, whereas language
which the learner chooses to use for authentic purpdse_s is relevant to the
| learner ahd therefore easy to Ieafn-, Iahguage imposbedv by others which has no
perceived purpose and is irrelevant to the learner is difficult to learn.
Commenting on Goodman’s'in_sightful ‘discussion'about'what makes language
~ easy or hard to‘ Iéarn, Harp and Brewer (1 991) write:

~ For the development of 'languége and literacy, the‘implicat_ions of |
Goodman's statements are clear. Children need to talk about, read
about, and write about interesting experiences in their lives. They need

ETY



to have their Ianguage accepted and valued. They need to use
language, reading, and writing for purposes of real communication. (pp.
16-17)

These are some of th'e issues driving the current movement known as
whole language which disputes traditional teaching methods that fragment and
decontextualize language. Using what is known about children's‘ natural
language acquisition as a learning model, whole language teéchers strive to
"keep language whole and involve children in using it functionally and
purposefully to meet their own needs" (Goodman, 1986, p. 7). Kucer (1991)
notes, "A strength of the whole language movement has been its attempt to link
classroom and real world activities. Because meaning generation is the focus of
literacy use in the world, advocates cf whole language have rightfully insisted

‘that classrooms should reflect this fact" (p. 532). Mills and Clyde (1990) applaud
whole language tea’chers because their philosophy and methods of teaching
reveal "their understanding that children learn to read and write in the same way
they learn to talk: they interact with language—uwritten Ianguage—in meaningful
ways" (p. xxiii).

Teaching from a Whole Lanq’uaqe Perspective

Edelsky, Altwerger, and Flores (1991) state that "whole language weaves
together a theoretical view of language, language learning, and learning into a
particutar stance on education" (p. ‘7). Some tenets of that "stance" were
reviewed by Watson (1994). Repcrting on an organization known as the Whole
Language Umbrella (WLU): A Confederation of Whole Language Suppcrt
Groups and IndividLiaIs, she recoUnted the WLU's summation of what whole

language teachers believe in:

1. A holistic perspective to literacy learning and teaching;
2. A positive view of all learners;

12



3. Language as central to learning;

4. Learning as easiest when it is from whole to part in contexts, and
functional;

5. The empowerment of all learners, including students and teachers;

6. Learning as both personal and social, and classrooms as learning-
communities;

7. Acceptance of whole learners |nclud|ng their languages, cultures, and

- experiences; and

8. Learning as both joyous and fulfilling. (p. 602)

These beliefs motivate whole language teachers to create a holistic learning
environrhent- that is Iearner-eentered rvat'her- than curriculum or teaCher-centered;,
in which students enjoy learning because the materi‘al has meaning and
relevance to their lives. |

The relationship between early childhood language acquisition and
whole language theory is summed up by P. G. Smith (1989):

Whole language teachers assume that children will learn to read and
write just as naturally as they learned to talk if given the proper
environment. This is the most basic assumption of whole language
learning. It says that learning to read and write (and spell) are as

- assuredly developmental processes as is learning to talk. (p. 88)

Because of their holistic, developmental, learner-centered view of teaching,
whole language teachers have rallied behir\d Goodman's (1’986) call to "put
aside the carefully sequenced basal’ readers, spelling programs, and handwri"cinQ
kits. Let the readiness materials, the workbooks, and the ditto masters gather

" dust on the shelves...Instead, invite p’upil‘s’ to use language" (p. 7).

Writing in Whole Language Classrooms

Therefore whole Ianguage teachers in\/ite their pupils to learn language
by using language. In whole language classrooms students learn to read by
reading and learn to wrrte by wrrtmg Rhodes and Dudley-Marllng (1988) state
that "children learn language by using language" (p. 14). They brlefly describe

13



the natural acqursrtron of oral Ianguage then draw a paraIIeI between Iearnrng to )
| 'taIk and learning to read and wrlte Children learn to talk when they are
immersed in oral Ianguage and have contlnual opportu_nltres to use |_t and hear it
used for div_erse purposes in :diverse,situations’. LikeWis_e,’ 'chvildren learn to read
and write by reading and'writing in an environment in}which they have t’freqUent
opportunltles to use readlng and wrrtrng and to see readrng and writing used for
a varrety of purposes ina varrety of settlngs" (p- 14).
From hrs studres of early Irteracy, Harste (1990) drew similar conclusions.

‘v He asserts, "Language is Iearned through use rather than through practice
exercrses on how to use Ianguage“ (p. 316) He belleves that classrooms must
provide an envrronment where ch‘rldren see Ianguage being used for real
}fp'u’rposes. In regards to writing',:i.nstruction,‘ he recommends that teachers write
- with students so they can see effecti_v'e demonstrations of successful written
Ianguage use. He helieves children should interact with print in a variety of
contexts usrng many expressrve forms such as: | | |

listening to stories, sharrng and talking about books wr|t|ng and
illustrating storres composing stories in block play, enacting stories
through drama, interpreting stories in art and music, readlng and writing

~ recipes for cooking, interpreting music through dance, composrng and
‘writing music, writing math problems, reading poetry, and readrng and
writing predrctable books. (p. 318)

Real, purposeful wrrtlng for authentrc reasons helps students understand
the functrons purposes and characterrstlcs of wr|t|ng, as weII as learn standard
wrrtlng conventlons Harp and Brewer (1991) explarn that "chrldren need
 opportunities to learn the purposes and functrons of prrnt personaIIy....They need
- to have experience in seeing their own words being recorded and hearing them

read at a future time" (p. 41-42). A classroom environment where t_his occurs
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fosters understanding of the pOwer and intentions of print'. This understanding
provides students with personal reasons for }reading and writing, and their
inotivations iodo so become intrinsic. .

Calkins (1981) recognizes that children learn to write by writing. "When
children write, they reach for the skills they need. WritinQ demands initiative.
Writers do not receive learning. They make it....The urge tb tell leads them to"
pursue the skills théy need" (p. 46). As students learn about the subjects they
write 4abo_|.it, they garner writing skills and conventionsvaiong the way. "Writing‘
makes children become experts on Greek traditions, a broken radio, the stomach

ofa salaménder. They become éxperts also on pronoun agreement,
punctuatidn, and cursive penmanship"" (p. 46). Graves (1991) affirms that
“unless children actually read and write they will not undersiand what reading
and writing are for or gain the skills necessary to becon1e independent Iea‘rnerS"
(p- 13).

One skill students acquire devel'bpmentally as they learn to write by
writing is speliing.‘ As Routman (1988) described experiences with firsi—grade |
journal writing, she reported thai students used their knbwledge of Ietter—éoundv
relationships to "invent their own spellings" (p. 105). Adults in hér classroom did
not spell for the children, but rather encouraged them to do the bvest they could
using the sounds they heard. The children then read what they had written to an
adult who transcribed words too diffiéult to decipher. The students gradualiy
became moré,proficient writers and sioel,lers. From these éxperiences she
concludes that "the sheer act of writing every day positively affects handwriting,
length, content, spelling, and mastery of writing-cbnventions" (p. 108). Milz

(1990) also rélates how "children grow and Change as writers" (p. 101), as
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evidenced by her first grade students who progressed from invented spellings to |
conventiohal fornis conﬁnually derhonstrating' inCreased' abilities "to
communicate more prof|C|ently" (p. 101). o

Strickland and Morrow (1990) report that many teachers who formerly
used the Language Experience Approach (LEA) exclusively, are now focusing
‘more on independent writing where "'uni‘quevvness and invented spellings are |
encouraged" b(p. 423). The fnbtive for such change wae fesearch showing thaf
'childr‘en in print-rich 'environmenté who are encouraged to experiment }with
writing on their own are both interested in and capable of generating written text
| without adult aid. Furthermore, analysis of the children's texts revealed "what
they learned when they were given the epportunity to experimen,t on their own
and how they went about Iearnin‘g'it"'(’p.: 422). Many of these teachers, in '
addition to theif group LEA activities, are now stressing non-dictated personal
journals which are "more characterietic of en emergent literacy perspective" (p.
422). |

The use of invented spe_llings by young children is ‘demonstrative‘of
emergent literacy according to Newman (1984). After citing a number of
examples of children's writing using invented spellings and their analyses

Newman concluded:

A vital part of becoming a successful language user is being

comfortable with the 'messing around' that must go on. In other words,
experimentation is essential for learning language....Learning to be a
successful language user is a risky business.

Yet if no risks are taken, little can be learned. One doesn't Iearn
language as a watcher from the sidelines; one has to be a participant in
what's going on. Expecting children to produce exact, correct language,
whether oral or written, places unnecessary pressure on them as
language users....Children need to be able to experiment with what they
want to say, to whom they want to say it, and how they want to say it.
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~ They need to experiment with form and format, spelling and punctuation.
“Learning to be a writer involves the refinement of many aspects of the
- process at the same time. That refinement comes about as a
consequence of experlmentatlon (p 31).

“This summatlon is in agreement with Goodman S (1986) |n3|ghtful declaratlon
- that “Ianguage Iearnlng isa process of social and personal |nvent|on" (p. 18)
He believes every |nd|vrdual invents Ianguage anew while striving to |
commumcate with others These inventions: enta|I the use of the. |nd|V|duaI s
- environmental language and "they are constantly berng tested, mod|f|ed

" .abandoned or perfected in use agalnst |t" (p 18). '

Evidence of this experlmentatlon in young chrldren s wr|t|ng is commented
on by Bakst and Essa (1990): ,"When children begrn wr|t|ng, the product may
be a combination of scribbling, mock letters and real letters" (p. 147). Harste
- (1990) exptains that this experimentation begins asvchildren sort out how
kIan}guage is used and they begin to "explore the graphophonemic system of
language. Their phonetic writing has‘been-called in,vtented spelling and has
been found to progress systematically and predictably” (p. 317). Coate and
Castle (1989) found that in kindergarten classes thisi systematio' progress can be
observed in several identifiable’stages of spelling.

The five main stages of spelling de\'/elopment researchers have observed
in young children's writing is discussed by Weaver (1988)- First, in the
‘ prephonemlc stage a ch|Id realizes that letters are assomated W|th writing, and
therefore strings letters together These letters, however do not yet represent
therr correspondlng sounds. The early phonemlc stage follows. Typically, in
: this stage each word is represented by one or two Ietters—usually the first
consonant or the first and last consonant The third major stage is the Ietter- .

name stage, in which children still use letters to represent sounds, though more
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 than one or two. The use of vowel s‘dunds also appears in this stage. In the
transitional stage children begin to show the influence of standard print by
implementing correct spellings not possible using the Ietter-namé strategy.
Over-generalizations of some patterns (rules) of written language also begih to
appear. The final stage (which no one ever completely attains) is the standard
spelling stage in which all spellings are conventional.

Cunningham (1 991) believes invented spelling affords students a look at

reading from the inside out:

Wiriting is an approach to reading that allows children to figure out
reading 'from the inside out.' As children write, they spell words which
they later see and recognize in their writing. Even when they can't spell
a word perfectly, they try to 'sound it out' in order to spell it and actually
put to use whatever phonics they have learned. (p. 579)

The skills of literacy are learned as children use real language for meaningful,‘
authentic purposes. "Children pick up many of the skills of literacy through their
writing. When children ‘invent' their spellings, they demonstrate one of the best
examples of applied learning for sound/symbol relationships" (Graves, 1990, p.
77). Many of the ideas referred to in this project encourage children to use
invented spelling to write a contribution for a class book.

~ In summary, students in a whole language classroom will learn to write by
writing. They will learn the functions, purposes, and characteristics of language
through authentic, real-world use of language. They will gather writing skills
along the way, including sp‘elling.

The publishing of class books is just one teaching strategy that provides

students with an opportunity to use language functionally, meaningfully and
purposefully. These activities can help students make important reading and

writing connections, help them learn that writing makes sense, that they can
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communicate meaning through wr|tten Ianguage that there are standard
conventlons Whrch help the author convey meanlng to the reader and can help

students acqurre readrng and wrltlng skills naturaIIy. ,

Publishing Class Books
This section addresses the'specific teaching strategy of writing and

publishingi CIaes books, hvowever, itvsheuld be noted that publishing class books |

is not wh'ole‘ language, but rather," a 'strategy used succeesfu'lly by whole

- 'language teachers. _Goodman (t 986) defines whole Iahguage as a philosophy

of teaching and learning \rvith "a etrong theory ‘of learning, a theory of language,

a basic vrew of teaching and the role of teachers, and a Ianguage -centered view

of currrculum" (p. 26) and not as a spemf‘ ied set of strategres Mills and
Clyde (1990) emphasize that "whole language is not a set of activities" (p. 91).
7 Addressing this eame- issue, AItwerger Edelsky, and Fleres (1987) state
that "whole Ianguage is not practice. It is a set of beliefs, a perspective. It must
become practice, but it is not the practice itself" (p. 145) Therr elaboratron on
the set of beliefs called whole Ianguage mcludes the followrng language is for

- making meaning, what's true of oral language is generally true of written
Ianguage, multiple cuing systems operate simultaneously in language, language |
use always occurs in a situation, and situationS are critical to meaning-making. |
Real reading and writing, as 'opposed.tb exercises in reading and writing, are |
‘therefore espoused. This is why use of literature and other real-world, B
meaningful print is at the heart ofyri_hole language instrLrCtiorr. They lament that
rr_lany innovations in'education are ill-fated because they are often distorted by
educators who are poorly informed or have received inferior training. They |

stress that "whole language is too good an idea to suffer such a fate" (p. 144), L |
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_Ahd express hope that teachers will _understand the suhstance -and not just use
the label of whole language. | o | |

_ In short though many specmc strategy Iessons are widely used by whole
-Ianguage teachers (Harste & Short, 1988 Mills & CIyde 1990; Routman 1991
Watson, 1987), their use does not necessanly reflect a whole Ianguage
orientation (Freeman & Freeman, 1992). | Some teachers may use big books, |
thematic units, book publishing, process writing, or other strategy lessons
cornmonly associated with whole Ian‘guage, and believe they are whole
| Ianguageteachers, when in fact they are not—theyuse the label of} whole
Ianguage but lack the substance. | |

Still, this does not disoount the fact that these and‘ many other strategies
which "help children explore the functions and forms of language and encourage
children's awareness of their own linguistic knowledge and abilities"v(WatSOn,
1987, p. 3), are'used in successful whole language classrooms, and indeed, are
openly shared with others atternpting to apply whole Ianguage principles to their
 teaching (Harp & Brewer, 1991; Harste & Short, 1988; Mills & Clyde, 1990;
: ,‘Routman 1991, WatsOn 1987). This key to the use of strategy lessons is
offered by Kucer (1991) "The generatlon of meanlng is always at the center of
strategy Iessons with structure and graphophonics serving to support the
development of meanlng“ (p. 533). |
Goodman (1 996) explains that just as "oral Ianguage occurs in speech

' events ertten Ianguage occurs in I|teracy events"” (p 21) Expoundlng on that
incite, he concludes that just as children Iearn oral Ianguage by using it in
; .Vauthentlc speech_events, they learn written language"'by usmg it in authentic

literacy events that meet their needs” (p. 24). One spec'ifi‘c strategy lesson many
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whole language té_achers use to create authentic literacy events is the writing
- and publishing of class 'bo'oks (Harp & Brewer, 1991; Harste &,Burke, 1988; |
Jensen, 1989; Natl"\‘an etal,, 198’9v; Rou‘tman»,‘199f1;' Watson, 1987). Graves
(1981) endorses whole-group activitiés of this hatufe:' "In our rightful concern to
individualise we don't need ‘t_o overlopk whole‘-clas's aétivitiés like choral
recitation or producing a cIasS magazine%activities that build corrimunity spirit
" and ¢omplement éolo and small gron Ieérning" (p. 15).

The process of writing and publishing cl‘ass books, used in harmony with
other authentic language events, affords chil’dfen many opportunities to learn
: Iangdage and Ieérn about language (Harste, 1990; Mills & Clyde, 1990; |
Routman, 1991;' Trachtenburg & F'erruggia, 1989). Qne major advantage of
.these activities is the social literacy interaction described by Kuber (1’991‘) which

advances young children's undersfanding of ‘how'language Qperates:

Advocates of whole language have argued that children actively
construct the literacy system through interaction with, and mediation by,
others....Guiding the child in this constructive process are adults or more
capable peers who demonstrate how reading and writing operate, both
as cognitive as well as social enterprises. (p. 533)

~Graves (1991) expounds on the 'éocial aspect of written language as well. He
- writes, "Reading and writing are social acts in which children and teachers
together share the }books énd authors they enjoy and their own composing in the
various genres" (p.‘xiii). He explains that '-'éhildren learn from our
:demOnstrations about reading, writing, énd learning"” (p. 13). He‘prquesses- that
teachers must read and write with their Studénts vregularly to show them how they

(the teachers) read and write and solve problems.
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Teachers cite a host of other reasons why they:believe publishing class
books is a valuable part of thevi‘r cur_r.iculum. Class book \rpublishing projects, in
which teacherand students (or "s;tud‘ents and sfudenfs) collaborate on the
writing, illustrating, an.d publiéhing of class books, are "an exceilent way tp teach
-reading” (May, 1986, p. 247); "engage...the students and help...them make the
reading-writing connection” (Sipe, 1993, p. 24); "engage children |n reflective
- thinking and involve the rahge of Ianguage arts: speaking, Iistening,‘ reading,
and writing" (Brain, 1993, p. ‘529);‘ "reinforce...and suppOrt;..the reading process"
(Routman, 1991, p. 61);‘d‘emons‘trate that "interactivé, whole class techniqués,
positive self concepts, and rapid skill attainment appear to be iné><tricably Iinkéd“ |
(Trachtenbufg & Fe,r‘-ruggia,‘ 1989, p. 285); integrate "ofal and written
COmprehension,-retelling, sequ‘encing, fine motor skill and eye-hand
coordination, plus meaningful grbup discussion” (‘Cassady, 1988, p. 210); c‘reate
a cOIIaborative environment which»'is' "espevcially valuable in helpingvthe childreh
learn how to work coop_evrative-ly with peers" (Zucker, 1993, p. 669); and present
authentic situations? for fhe teacher to "encourage students to observe and
discuss one another's compdsing strategies or to notice certain aspects of the
written message" (Harste & Burke, 1988, p. 279). |

Furthermore, class book projects provide "an efficient, effective means of
teaching developing readers and Mitérs how to proceéd through the difficult
| proCess‘ of making meaning with text, either composing their own or
comprehending someone else's" (Lewin, 1992, p. 58’8); "demonstrate...the
co'n.v,entio‘ns‘of writing—‘spellin‘g, punctuation, and grammar" (Routman, 1991, p.
61); enhance "reading and writing readiness...through direct ihvolvement in

literacy activities that are meaningful to the child and é_ncourage experimentation
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and exp-Ior’ation"} (Isom & Casteel, 1991, p. 521); and result in authentic books
that "are meant to be read _0\.)Verv and over in shared readings" (Karges-Bone,

1992, p. 744). Ultimately, -

they integrate the language arts in authentic, meaningful, and very
natural ways. Yet, the activities prove to be so engaging and enjoyable
that it is easy to overlook the fact that the children are involved in
relevant reading and writing, collaborative learning, and the application
of planning and organizing skills and strategies. (Matz, 1993, p. 72)

, Hafp and Brewer (1991) comment on the widespread acceptance of class
book publishing as a viable strategy for affording students authentic language

experiences:

One of the most popular ways of sharing writing is to publish books.
Individual students may author books, or a class may collaborate on a
book. Books may be written independently or in conjunction with a
science or social studies theme. Anyone who has witnessed a child's
glow of pride in a book he or she has published can never doubt the
worth of the activity. (p. 86) ‘

Class book publishing affords students many opportunities for writing purposeful,
meaningful, authentic texts for real purposes and for real audiences.

Publishing class books allows younger or less adept students the
opportunity to experience success with the writing process in a Iow—kisk context.
L. Scott (19‘94)‘has observed that.ydung children are g'enerallly fascinated by the
thought of publishing their own book but sometimes ére overwhelmed by the
idea of writing a book entirely by themselves. She believes ciass books take thé
pressure off as children either work in‘dep‘ehdently to.make a single contribution,
or they collaborate using the Languagé Experience Abproach. Harste and Burke
(1988) also stress the suppOrtvive value of group composed books:

Writers are supported in the writing process when they share in writing
texts with other writers. Through a shared writing process, writers are
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able to offer demonstratlons to each other about strategles they use
while composing. Less prof|C|ent writers are supported by the group

- process and feel less overwhelmed by the amount of writing they need
to contrlbute to the book. (p. 277)

Kucer (1991) underscores the importance of this type of supportive social
Iearning:’ "Initially, through collaborative, socially supported situations, the child
develops literacy 'abilitiés that are interpsychological in nature. That is, the child
is able to read and write with the suppqrt of others" (p. 533). Kucer explains that
through repeated substantial literacy eXperiences in these social contexts, the |
literacy abilities of a child typically increase until the student eventually becomes
independent. | |
Several approaches are used by whole language teachers as they
facilitate the publishing of class books. One is the Language Experience
Approach (LEA). Peterson, Scott, and Sroka (1990) highlight several positive
aspects of LEA when used in a whole language ‘classroom. They explain that
LEA is a teaching approach "in whic»h learner-generated stories serve as the
reading material. These stories are meaningful to the child, contain familiar
vocabulary, and offer the potential for increased motivation due to a greater
sense of ownership of the story" (p. 28). Harp and BreWer (1991) relate that
when LEA is used, students are pi'esented with some sort of stimulus like a
poem or story or common experience to which they are asked to respond or
write a story. As they dictate their responses; the teacher records the exact
words on a large chart the whole group can see. "Dictating a story affords the
child pride in ownership of the Writtenv words" (p. 57). The wri‘ting they produce
is then uéed for reading instruction, and, since the reading material is composed
of the children's own words, it is typically easier for them to learn to read. Harp

and Brewer reflect;
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The language-experience approach to reading brings together the
child's experiences and the child's expressions about experiences
through the processes of speaking, reading, and writing. This
connection between experience and language is the greatest advantage
of using language experience....Language experience is also highly
motivating. No words are quite as precious to us as our own words. (pp.
257-259) ‘

LEA is just one strategy for acquiring the text of a class book. Taking dictation
for the specific purposer of making a class book does not preclude students from
doing their own writing on the same topic. "The main use of dictation should be
to record group reéponses'rather thah‘ individual responses” (p. 266).

| Another technique which is a variation of LEA is called shared writing by
~ some (Combs &_Beach, 1994:; Harste & Burke, 1988; Routman, 1991). Routman
offers this definition: | |

Shared writing, where the teacher and students compose collaboratively,
with the teacher acting as a scribe and expert to her group of
apprentices,...goes beyond language experience in which the teacher
takes dictation from the child's language. In shared writing, the writing is
a negotiated process with meanings, choices of words, and topics
discussed and decided jointly by students and teacher. (pp. 59-60)

The advantage of this method is that the teacher can model the writing process
and help shape the writing through questioning and discussion about what
makes the story more interesting. Harste and Short (1988) explain that when
using the shared writing technique to compose a class book "a great deal of
coordination and cooperation must occur among writers. The teacher needs to
attend to the group dynamics andvhelp students develop decision-making
strategies as they struggle to reach consensus as a group” (p. 278).

A third method is for children to work alone, with‘partners, or in small |
groups to'compose a page or portion of a class book. In this situation they

would use invented spellings which could later be edited and conventionalized
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' for the final publication. Mills and Clyde (1‘990) maintain that when children
have_-daily opportunities to "encounter authentic Iiteraby experiences" (p. 62)
such. as being able "to contribute to a class book" (p. 62) as well as many others,
that the "children le‘am. to read and write while using réading and writing to learn”
(p. 62). |

Several principles about writing that can help in creating an environment
where children can learn how to write have been drafted by Nathan, Temple,
Juntunen, & Temple (1989). ‘Theée, principleé can be valuable for any thoughtful
teacher of writing. They can serve as a guideline for any student writing,
including the publishing of class books. First, studentsv do their best writing
when they write about things thét matter to them and to audiences who care
about their ideas. Second, when students serve as audiences for their
classmates they often teach each other more effectively how to write than a
single teacher can. Third, students do their best writing when they have models

| around (both writing and writers)‘ fo demonstrate how to write. Fourth,

'sometimes direct teaching of’specific points is more effective. And fifth, writing
requires reflection which often leads the writer to new incites, thus becoming a
powerful learning tool for all slejécts. The application of these principles can

~ help make class book publishing pfojects meaningful and successful.

- One of the most exciting feaiures of the strategy of class book publishing

is its unlimited possibilities. In hef se‘c‘ond grade classroom, L. Scott's (1994)
students havé written class booké "for every conceivable reason" (p. 678). Th.ey
have published class books to culminate units in social studies and science,
about dinosaurs, career options, and holidays, to name a few. They have done

their own versions of trade books, especially students' favorite books. "The
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possibilities are endless in ail areas of the curriculum" (p 679). They read them
| in class share them with other classes W|th their pr|nC|paI with V|S|tors to the

: class, and they take them home and share them with their families. Scott
believes it is an excellent way to communicate with parents, make im‘pcr'tant"}"
links between horrie and school, and that parents not only enjoy the prodLict'bUt '
| come to reallze the |mportance of the process

There are numerous ways teachers have mcorporated the publlshing of

1 class books into their currlculum The |deas and examples are as varied and

o unique as the teachers and children who created them.

One class book -publlshi‘ng experience designed to help a kindergarten
class make, the trahsitioh» fr‘omhkindergarten,to first grade less traumatic was ;
‘describ'edv by B}rai'n' (1993). She -characterizes the experience as a "whole
language lesson that incorporates listening, speaking, reading, and writing" (p.
527). Using LEA, she listed on chart paper the children's responses to what
- they knew about first grade. Next, they Iisted what they wanted to know. The
kindergartners then interviewed first-grade students about first grade
' 'experiehcesQ The acquired 'information was written into a big book which they
| illustrated and bound. | o - ‘ | |

Matz (1993) believes that publishing class books helps students make the
reading-writing connection. He reports that after sharihg predictable books with -
_ their classes many teachers e><tehd. the experience by inviting their students to
write their own versions of the Stories.‘ I-i'e emphasizes that not only do children
enjoy doing this, but "the activity _cah be an effective way to make the reading-

: writing connection clear and.meanihgful" (p. 7'0).’ He often chooses books with a
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pattern that is easy to imitate and has students work alone or in pairs to write
~ their own page which then becomes part of a class book.

Copying the patterns of trade books tovcreate their own class books is a
popular practice in many class‘room's. Milz (1990) reviews how her class

imitated the pattern found in Martin's (1967) Brown Bear, Brown Bear, What Do

You See?, using the names of her students along with their photographs (see
Appendix, p. 64). In the processes of writing and reading the book, not only did
many of the children learn to read the names of their cl'ass'mates, but Milz
believes they grew as readers and writers as well. Milz explains that during the
course of a year her classes write and publish many class books together, often
as extensions to literature.

The account of one class writing a book based on a published pattern
book about important things is recounted by Harp and Brewer (1991). After the
teacher read the book several times and discussed the pattern with the class,
the children selected topics for their individual writing. Each child chose
something he or she thOQth was important and wrote about it. The entries were
typed by a parent volunteer and illustrated by the children before being bound
into a cléss book. Harp and Brewer point out, however, that students' |
experiences writing class books must not necessarily be limited to this type of
repetitive book. "Children can write and publish a variety of books based on all
kinds of picture books. They can write and publish a variety of unusual page
cutouts or fold-outs (as in the Eric Carle books) and make their own pop-up.
books" (p. 275).

The use of storytelling to explore issues in social studies is proposed by

Combs and Beach (1994). Among other follow-up activities, they suggest writing
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- “the stories down for inclusion in class books. They recomrhend using children's
personal stdries and family storieé, as well és stories from children's literature.
They believe that whe’n-stories aré used to teach social studies students develop
a personal interest in both the past and the present. "Such stories could
become an important part of the social Sttjdies curriculum, khelping children
realize how social studies is the study of people and their lives" (p. 464).

Doiron (1994) advocates Lising more nonfiction for shared readings and
their writing extensions. While acknoWIedging the value of shared readings in
successful literacy programs, he challenges the predominance of fiction in read-
aloud sessions. He writes, "This sort of bias towards fiction is at best unrealistic
~ and at worst too one-sided to meet children's full Iiteraéy needs" (p. 617). He
suggests that not only can reading for information be fun, it also expands
children's,knowledge of how language works in differeht contexts which will help
them with their own writing. "By listening to nonfiction and talking about it,
children will gain respect forvexpository language as well as learn to emulate the
best examples in their o\Am‘writing" (p: 619). Many teabhers have found that
nonfiction texts are often perfect springboards .for the publication of class books.

A variation on the publishing of a non-fiction class book is suggested by
Young and Vardell (1993). They recommend having students extrapolate
information from a factual book, rewrite it into a script format, and perform it as a
Reader's Theatre activity. The information could then be transferred to pages, |
illustrated by the students, and published as a class book.

In a discussion about thé use of alphabet books in the classroom, Chaney
(1993) suggests that "practically all alphabet books can spearhead a writing

activity" (p. 99), and that the alphabet book format is an excellent one for student
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_ writers to imit'ate, Ro‘utman. (1991) regards alphabet books as invitations for
“writers to write ahd an excellent organizational format for students' Writing. Harp

~and Brewer (1991.) relate how one class studying a thematic unit on water

‘publishéd a class book ehtitle_d The ABC's of Water. Each child selected a letter
- of the alphabet and wrote an entry r;ellated to water. The entfies were typed,
bound into a class book, andveventuallly placed in the school library. The
- possibilities for class-written alphabe{"books based on thematic units is, of
- course, limitless. ‘

Andther genre‘of class-published books was suggested by Sipe (1993).

He relates how his class compared traditional tales and some of their modern
variations then created their own versions. They began by reading favorite
children's tales such as "Goldilocks and the Three Bears," "The Three Little
Pigs," and "The Empéror’s New Clothes." Next, they read modern versions such

as Tolhurst's (1990) Somebody and the Three ,BIairsy, Calmenson's (1989) The

Principal's New Clothes, and Scieszka's (1989) The True Story of the Three

Little Pigs. After analyzing each pair of stories in depth, they developed charts
to compare and contrast the stories and their moderh "transformations" and
discussed the various ways the stories had been transformed. Finally, working
together in small groups, they wrote their own stories which Were eventually
photocdpied and bound into a book for each student. Sipe reflects that this
project “e‘ngaged the students an‘d' helped them make the reading-writing
connection. Do‘reen surhmariied if best: 'All the things wé did helped me to
know how writers think about stories. YI finally feel like a real writer" (p. 24).
Class books are an excellent way to publish a collection of students'

poetry. Grant (1990) relates an activity she involved her third grade class in
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which integrated art and poetry. After discussing a classic piece of art and
several poems it had inspired, Grant's students wrote their own poems and
illustrated them. They culminated the project by publishing them in a class book.
Grant defines such l‘anguageye\}/ents as "shared, active learning in which artificial
boundaries—such as those separating reading from writing and Ianguage arts
from content areas—melt away" (p. 133). McClure, Harrison, and Reed's (1990)

Sunrises and Songs chroniclés their efforts to teach students how to write .

poetry. The children's poems wére sometimes combined to create joint
anthologies which were then published as books.

Publishing class books is a common practice in some special education
classrooms as well. Zucker (1993) writes about her success in a special
edUcation class for‘childreh With language learning disabilities in which she
incorporates theb whole Ianguage‘ philosophy into her teaching techniques. She
focuses on language processes, emphasizes a developmental approach, does
not fragment language but keeps it whole, provides for multi-sensory Ianguége
learning experiences, and uses a variety of "whole language techniques...to
creatively teach the subjéct matter" (p. 661). Class big books are frequently the
result of group writing sessions. Subsequent to a discussion about the theme
they are studying, Zucker uses LEA to generate the boo»k text. The class
dictates the pages as she writes down their words. The students then illustrate
each page. When the big book is complete, the children take turns reading it to
the class. Reflecting on the "lasting impact"' (p. 669) of a whole-language

| program with activities such as this, she writes that the students in her special

education class
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came to see themselves as readers and writers, rather than as failures.
They evolved into successful students who were able to employ
alternative strategies for achieving independent learning. They were
more sociable and communicative because of their experience in a
supportlve environment that fostered their development (p. 669)

Class published books usually become an mtegral part of the classroom
reading program. Many classes publrsh big books (enlarged versions of books)
which are then used for 'shared readings, a very popular strategy in whole
language classrooms. Routman (1 991) explained that shared readings with big
books allow teachers to share literature with students in a format that can easily
be seen by all children in the vclass at the same time. Children not only hear the
story being read by a profioient reader but can easily see the illustrations which
offer visual cues that help stddehte better understand and predict the text.
Students are also encodraged to join in with the reading when they are ready. As
| the teacher points to eachiv\‘/ord as it is read, "the one-to-one correspondence
 between the spoken word and the‘ written word'aids fluency, left to right

' progression, sight vocabulary, and successful reading. Quite naturally, with
teacher guidan’ce, childreh' become aware of the concept of a word, spaces
between words; and the conventiohs of print" (p. 38).

A study by Coombs (1 987) revealed that the shared reading of big books
significantly improves students' recall of details and stOry elements, increases
students' enthusiasm and interest in the stories, improves students’
attentiveness and wiIIingness‘ to interact with the teaoher and classmates, and
increases students‘ interest in the 'r‘elationshios’between the print and the
meaning of the story. Add|t|onaIIy, many teachers have found that class- made

blg books add further mterest and excitement to the shared reading experlence

because they are the students' own words.
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A reading/writing/r»eading cycle occurs when teachers use shared reading

- experrences as sprlngboards for the publishing of class books. Cassady (1 988)

explarns thls cycle After readlng and re-reading b|g books in shared reading
expenences she makes the books (or normal-srze copies) avallable to the

" students to look at, enjoy, dlscuss retell, and read One follow-up actrvrty she

v_ often invites the chrldren to doi is to make their own b|g books Cassady explarns
: "Ch|ldren Iearn by dorng, but the dorng should be purposeful and pleasurable
(p. 21). She adds that the class-published big books are then used again and

: again for even more shar’ed:reading'experiences. Cassady asserts that

‘ aCtiVities such as this "allow childrento manipulate language and become

B lrterate in an enjoyable and meanrngful way" (p. 23)

The effectrveness of the readrng/wrltrng/readrng cycle generated by
} shared readlng coupled wrth class-book ‘publishing is attested to by J. Scott
(1994). She uses the cycle with nonfiction books. She refers to a non-fiction
shared reading as "one of the most effective methods of"sharing literature with
B | 'chrldren" (p. 676). She pomts out that thls not only lets chlldren hear a story

berng read aloud but allows them to partrcrpate in |t She suggests extending the

. . experrence by using the words of the book along wrth student illustrations or

| photographs to publish a class book. "The book could then be easily used for
individual and choral readlngs and Iessons on conventrons of print" (p- 677).
- A similar readlng/wrrtlng/readlng cycle was developed by Trachtenburg
‘and Ferruggla (1989) after explorrng the research on "the worth of the child's
' own oral Ianguage .the value of repeated readrngs .and the power of a whole
language shared book experlence" (p 284). Usrng aspects of the research

along wrthlrterature,' they created a class big book featuring the students’
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retelling of a piece of literature which the students also illustrated. The big book
was then used for repeated shared readlngs and other language lessons.
Eventually, a'regular—size copy Qf the big book was producedv for each child.
The teaehers} repo'rt that day by day "more children achieved fluency,
confidence, and self-esteem” (p. 286). Reflecting on this very positive and
‘successful Iiteracy event, they Wrote" "There is no more rewarding experience
for primary grade teachers than to witness the metamorphOS|s of their students
from non-readers to readers After our shared book experiences reading came
alive both in and out of the classroom" (p. 288).
‘ Conclusi'on

Young cvhildren learn oral language as they encounter it being used
‘meaningfully, functionally, and purpesefully. When they are invited to become
active participants in such .Iangua_ge use and haye arich var.iety of opportunities
to experiment with it—to try it out—they gradually become competent, proficient,
and confident language users. This }process takesvplacewithout formal
instruction. _
| This model of Ianguage aequisition is used by whele Ianguage teachers to .v
assist children in Iearning to read and write the same way they learned to talk.
When children encounter written Ianguage being used meaningfully for authentic
“purposes and become active users of it, havmg frequent and varied
opportunities to use it, they become adept skillful, and confldent readers and
writers

Many educators, however make language difficult to learn by breaking it
down |nto little bits and pieces, strlpplng it of meaning and turning it into

nonsense. They espouse practice exercises on artificial language rather than -
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the use of real Ianguage for real purposes. In their efforts to help children learn
Ianguage they actually hinder them. |
Whole language teachers on the other hand, advocate that language be
kept whoie and be used in real Ianguage events for authentlc purposes. They
believe when Ianguage is kept natural and used purposefuily for real
'communlcatlon it becomes easy to learn. They make every effort to create an |
enwronment in their classrooms that makes natural Ianguage Iearning possrbie
so that children can Iearn to read by reading and learn to write by writing. "
Though whole Ianguage isa theory, a perspectlve and not a set of
speC|f|ed teaching strategies,. many strategies are used by whole Ianguage
’teachers to accomplish thei'r purposes.' One of'these strategies is the writing
- and publishing ofvciass books. | This pr-actice_helps students make important"
reading and writing connections. Harp and Brewer (1991) explain:

Writing and reading are closely connected. Students need to experience
and understand the connection. Children need to understand that both
reading and writing involve ideas. Justas they write ideas when they
compose, they are also reading ideas when they read....It may be that
writers and readers are in fact doing the same things. Writing involves
- planning, composing, and revising. Good readers do exactly those

“things. They plan their reading. They compose a tentative meaning as
they read, and they revise meaning as they come ever closer to -
unlocking the message intended by the author. The linkage between
reading and writing is very clear. (pp. 54- -55)

Writing and publishing class books helps make those vital connections and is
one way many whole language teachers}"“ke'ep language whole and involve
children in using it functionally and purpo,sefully to meet their own needs"
(Goodman, 1986, p. 7). The purpOSe of this project is to help teachers help their
students make the reading and‘writing connection through'the publishing of

class books.
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" GOALS AND LIMITATIONS

Goalsbf the Project

" The primary goals are to expound ihe important reading and writing.
connections whic_h ,ocﬁcur naturally in the probess of writing and publishing class
books and to furnish specific s‘trategy‘le,ssci)ns- which engage students in
authentic writing ‘ano_l_ reading experiences. The specific objectives of the projeét

are:

1. To help students become better writers by participating in the writing and
publishing‘ of class books; |

2. ‘To help studentS understa‘nci that writing makes sense;

- 3. To help students naturally Iearn Writing, spelling, and punctuation
chVentions by involving them in authentic writing,‘ events;

4, | . }v -To help students realizc that authors commUnicate meaning to readers
through written language; - | |

5, To help students understand that writers and readers use life experiences

“to cohétrupt meaning as ,they‘interact with printed language;

6.  Tohelp s‘tuden‘ts‘ haturally acquike a sénse of story elements such as plot,
chara'cterization, setting, and so on, without having to do worksheets;

7. To help students create some of their own reading material in which
ownership and predictability of the text helps them achieve greater
succéss; | » | »

8.  To help students make vital connections between the curriculum and theif
own lives. |
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‘Limitations of the Project , |

The first limitation of this project is that ft highlights only one of numerous
issues which must be considered in a whole Ianguage program—the writing and
publishing of class books. Though th‘is feaching strategy is used in many whole
language clas‘srooms, it doesn't necessarily follow that those who use it are |
whole language teachers. It is easy-tb adopt the label of whole language while
lacking the substance thereof. This strategy can be a valuable tool in any
classroom, but teachers who adopt it should not automatically think they are
"doing whole language."

Second, this project is not all inclusive. The examples of writing events
given are just a few of a seemingly limitless number of possibilities.

The third limitation is its focus on the primary grades, particularly first
grade. Though publishing class books is appropriate for any grade level, most
of the ideas presented herein are for beginning or emergent writers and readers.

The final limitation is the inherent neekd of supplies. The most critical
aspect of each literacy event is the writing process, but the natural result is the
publicatfon of a book. This requires paper, a computer or typewriter (though text
can be hand-printed if need be>), and bihding materi‘als, which might include
some sort of machine to aid in the binding process. THOugh most schools would
provide the needed materials, this cpuld be a limitation for some. Also, a
number of the literacy events cited are based on specific pieces of children's

literature which may or may not be available to the teacher.
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| 'INTRODUCTION
Children Iearn ianguage ac they use it. The strategy lesson suggestions
“in this projéct encourage the wrif_ing and publishing of a variety of cléss books,
creating literacy events‘li'n which children use language in rneaningful,
purposeful, and functional ways.' Each event involves children in thinking,
listening, speaking, writing,reading, and illustrating.

Why Write and Publish Class Books?

Understanding the whys of these activities, however, is perhaps more
important than tackling the hows. ‘_When teachers understand the reasons for
doing what they do, it breathes life into their curriculum and gives purpose to

their teaching. .This_‘is especially true of whole language teachers, whose
methods and actions are "firmly ahchored in both practical theory and in |
theoretical practice" (Watson, 1987, p. vii). Following are some of the whys of
. the suggested activities. | |

Engaging students in the process of writing and publishing class books

can help them:

1. learn language and learn about language by using it;
2. participate in meanirlgful and purposeful writing;
3. use their life experiences to construct meaﬁing as they interact with

printed Ianguage;

4, learn that meanihgfulcommunicaﬁon is the purpose of reading and
- writing; ) | | |
5. realize that reading and writingv make sense;
6. have opp'ortuniti.es“to i‘r\tegrate purposeful reading, writing,

spea‘king, and .Iistening;
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10.
1,
12.
13..
14
15.
16.
17.
18.

19.
20.

become familiar with standard writing conventionS'
acquire naturally a sense of story elements such as plot,
characterization, settlng, and so on;

develop planning, organizing, and seque'ncing skills;
experlment with the functlons of Ianguage |

appremate wrltten Ianguage

~ explore printin a var,iety of forms; .

integrate writing and art;
discover language patterns;
exercise and‘develdpvtheir language abilities;

develop a nurnber of ,Writing strategiés;

respond }tolliterature by thinking_, taIk-ing,Wr-iting, and drawing;

make important connections between literature and the curriculum

and their own lives;
become part of a comrnunity of writers;

achieve success and develop self-confidence as writers.

General Guidelines

Class books, as defined for the purposes of thivsbprojec"t, include: 1. books
created by an entire class collaboiating with one another and the teacher, 2.
books created by small coIIaborating groups, 3. class s‘eis,_of dup.Iicated texts
(svuch as song lyrics or poems)'wnic_h.are‘i.llustrated by the students, 4. books
wherein each child contributes one or several pages tda bla’ss or group project.

Following are some generai guidelines for planning and carrying out the

activities. They are included here bécaUse they avr,e not "spelled out" in each |

activity description, but should be kept in mind while planning.
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First, these are not meant to be isolated activities, but should be linked to
~ atheme, the curriculum, and the children's lives.
- The students should engage in pre-writing activities, such as discussion;

webbing or mapping; or brarnstorming possibilities for plot, settrng,

- characterization, format, and examples of text as applicable. Pre-wr|t|ng

activitie_s"are invaluable in helping the children develop ideas. It should
be noted that directions are sometimes given in the guidelines of an
activity such as "Generate a list...," or "Brarnstorm ideas...." Naturally,
these meanto involve.the children in the process

Subsequent to whole group pre-wrltlng activities, chlldren wrll often work

o alone with a partner orin small groups to create the text Some

actlvrtles lend themselves to whole group collaborat|on, such as "Our

' .Rule’Book" on 95.. Others seem better suited for small group
participation, such as"'Points of View" on page 54 - Still others are natural
vehicles for individUal"efforts such as "Our Favorite Books" on page 49.
‘Suggestions for grouping are offered in most of the outlrned activities, but .
Ultimately this decision is up to the teacher

.Trust the students to come up wrth |deas Itis amazrng how creative they
canbeina non-threatenrng, supportive atmosphere.

There are several ways of acduiring- the text. In whole group settings, text
canbe r'ecorded using the Langu.age Experience Approach (LEA) or

- shar’ed'\ivritingk.: In LEA, the chvi'ldrendictatethe text and the teacher
records their exact words on a'large chart or overhead projector. In
shar'ed:"\i\/riting, the teacher and students collaborate on the text, -

o discussing topics, choice of wording, plot, and so on, with the teacher
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10.

actihg as scribe, consUIfant,' editor, and specialist. This allows the
teacher to mbdel,the writihg process and help make the text more

interesting through questioning and discussion. A third method for writing

 text is for children to work alone, with parthers, or in small groups to

compose a page or po'rtio,n‘, of a class book. This would generally be done
after being involved in pre-writing activities with a small group or the
entire class. In this situation they would use invented spellings which

could be edited and conventionalized for the final publication. Emergent ‘

writers, whose spellings are difficult or imposSibIe to decipher, should

read their pieces to a scribe soon after writing so they can remember what

they wrote. _
Let the children help create the titles. This can be done before writing,

but is often easier once a piece is finally cdmpleted.

Printing of the final text can be done on a computer, on a typewriter, or by

hand. It is often easier to delégate this task to a conscientious aide or
péreht helper. | |

The children should genefally illustrate each page.

Some ways of assembling books are by stitching, lacing, stapling, 6r
using commercial book bindihg machines. Several suggestions for book
covers are: laminated construction paper, tagboard, or cardboard from
cereal boxes covered with fabric or wall paper.

Many of the suggestedvactivities, though presented as class projects, can

spawn individual writing as well. Also, teachers may want to photoéopy-

- some of the class books to provi.de the children with their own individual

copies.
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Organization

" The activities in the next section are grouped‘in‘to six categories: Class
Books as Literature Extensions, Class Books Within Thematic Units, Class
Pattern Books, Class Books for Basic Instructibn, Class Books of Songs and

Poetry, and Class Books from Original Ideas.
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 CLASS B'O_OKS AS LITERATURE EXTENSIONS

_ Literature extension_s'.a‘refac'tivi;ties which help ‘studehts respond in some
way to literature they héve ‘expe_r"ieh‘ce'd, 'Their purposé is to "extend and
enhance the uhderstanding and enjbyment of Iite’ratur’e in the classroom without
resorting fo’ W6rksheets" (Routman, 1991, p. 87). Rbutman suggests several
guidelines for their use. They should evolve naturally frbm a literature event,
should involve the s‘tudenté with thoUg}htfuI examination of the text, should
demonstrate something the students héve gained from the literature, should
foster personal enjoyment, and shoLlId help connect Iiteféture to the students’
Ii\)es. Literature extensions can be done 'individual‘ly, in pairs or groups, or by |
the whole class. One popular literature extension is the writing and publishing of
class books. |

This section will present some suggestions about how classes might

e>dénd specific pieces of literature in the form of class books.
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Our Favorite Books
Th’i's idea gives children the ‘opbbrtu.hity to share their favorite books with
others by writing about them. The childre}n write summaries of their favorite
bboks, including reasons why they like them, perhaps relating a part they

particularly enjoyed. These are bound into a class book.

What to do

1. The students choose their favorite books. Encourage them to choose
several so duplications can be avoided.

2. The children write brief summaries of their favorite books and tell why
they like them.

3. Priht each summary on a separate page.

Adapted from: Crowley, P. (1987). Literature response logs: Making meaning,
not borrowing it. In D. J. Watson (Ed.), ldeas and insights:
Language arts in the elementary school (pp. 35-36).
Urbana, IL: National Council of Teachers of English.
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Retellings

For this activity children retell their favorite stories. This can be done as a
whole group or in small groups. Their retelling is written down and becomes the |

text of a class book which they illustrate.

What to do

1. The children choose a favbrite story they can easily retell, such as "Red
Riding Hood," or "Thé Three Billy Goats Gruff."

2. Through collaboration, they retell the story.

3. Write down their retelling.

4. Print the retold version on péges to be illustrated.

Developed by: H. Lawrence Heywood
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That's Good! That's Bad!
b.y'Margery_‘Cuerr
o This story develops arbund‘a string of re‘Ia‘tedrvevents that are good one

‘ ‘m'ome'nt and bad the next_,“or \}ice versa. A little b'oyv goeé to the zoo with his

o parents. When they ,I‘ou_y:him a balloon that carries him into the sky, the text

reads: B
© Oh, that's good. No, t.hat»'sfbad!
Bad because ii-carries him info éjungle and pops.
Oh,'that’s bad. ‘Nd, that's good! |
Good becéuse he iands in a river and rides a hippo to shore.
Oh, that's good. No that's bad!
Bad because ten b»abobo‘ns‘ aré there who chase him- up a tree.
This pattern continues until finally a stork carries hifn off. Bad? No, good—it

drdps him into his parents arms.

What to do

1. Use the bo‘ok's beginning or write a new one.

Start with an event that appears good,but ends up‘bad.
Contiﬁue by having the bad event tufh out good.
Maintain this pattern throughout the story.

Use the book's ending or write a new one.

®o o A ® N

Print each event on a separate page to be i‘IIustrat‘ed.

Developed by: H. ,Lawr_énce‘Heywqod
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Clap Your Hands}

_ by Lb_rinda Bryan Cauley

The fo:rmat of this book is éasy to copy. Itis a rhymed list of fun éctions
to do. The text begins:

Clap your hands, stomp your feet.

Shake your arms, then take a seat.

Rub your tummy, pat your head.

Find something yellow, find something red.
This pattern continués throughout the book, ehding with:

Fly like an airplane high in the sky.

It's time to go now, so wave bye-bye... Bye-bye!
A rhymed version would be a challenge, but isn't necessary. Keep the actions

simple ones the children will enjby doing.

What to do

1. Make a list of many fun, simple actions, for instance:
Act like a monkey, bark like a dog.
Walk like a chicken, grunt like a hog.

2. Use the book's ending or write a new one, such as:
Hold your nose, and count to ten.
Now read the book all over again.

3. Print each action on a separate page to be illustrated.

Developed by: H. Lawrence Heywood
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Look! Look! Look!

by Tana Hoban
This is a visual. riddle book. A1 1/2" by 2" holbe in one page reveals a
portion of a photograph on a_eeeond page. The children look through the hole
and try to identify the object on the Secondb page. Children can make similar

books by using pictdres from magazines. Though Look! Look! Look! has no text,

text can be added to the class book if desired.

What to do ‘
1. Provrde construction paper (a color that can not be seen through) with a
= smaII wrndow cut in the middle. ’
2. The children find magazrne pictures that would be challenging to |dent|fy
through the window. Pictures that hint of the object but do not reveal too

~ many identifying details are best. -

| 3. The students glue the pictures on the second page, using the windowto
help them position the picture in sucri a way that it’fie somewhat difiibLiit to
identify. Some children may need help with this part.

4, Simple text can be added if desired, such as:

What is it? [on the window page]

It is a herd of zebras. [on the picture page]

- Developed by: H. Lawrence Heywood
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Pomts of V|ew |

After the class |s thoroughly fam|I|ar W|th a partlcular piece of Ilterature
'they can rewrlte the story from a‘dlfferent pomt of V|ew For example,
"Goldllocks and the Three Bears" could be toId from the baby bear's ponnt of -

| V|ew Text can be created by a whole cIass orin smaII groups

’ ,;What to do !
1. DISCLISS the concept of pomt of view, usmg specific examples of famlllar

literature to polnt out ,how-the st_ory. might chan,geklf told by a different B

~ character. ‘ |
2, The children select a story -they would like to tell from a'-diﬁerent_ poi}nt of -
- view. | v ‘} ‘ o
_ 3 - Guide them to teII the story from a different characters pomt of view, for

o mstance the baby bears story mlght lnclude what they d|d on the|r walk
' how he felt when he. reahzed someone had been in their house his
- feellngswhen he found Goldr»loc,ks in h|s bed, and so forth.

4. Print the text on separate p'ages_to:be: illustrated. "

Adapted from: Nelms E.D. (1987) Pomts of view. In D. J. Watson (Ed) Ideas
: and insights: Language arts in the elementary school .
(pp. 134-135). Urbana, IL: Natlonal Council of Teachers

of Engllsh
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" Frog and Toad Diaries

Lobel's Frog and Toad haye many experiences together. In this literature

extension students create diaries for Ftog and Toad by writing diary entries

based on their escapades; The Writing can be done in any group setting, whble,

small, partner, or individual.

What to do to do '

1.

- Read and dISCUSS the Frog and Toad stories again and again so the

children know them very well.

Familiarize students with dlarles and their purposes

Divide the students into two groups—one will write as Frog, the ether_as
Toad | |

Decide who will write about which adventures.

Pretending they are either Frog or Toad, the students write a diary entry
about an adventure. It could consist of a summary, personal comments
about their'friend‘ship, and possible plan‘s for future fun.

Print each journal entry on a separate page to be illustrated.

Make two books: Toad's Diary and Frog's Dian/.v

Adapted from: Romatowsk| J.A (1987) Authorl Author!. In D. J. Watson (Ed.),

Ideas and insights: Language arts in the elementary
school (pp. 37-38). Urbana, IL: National Councn of
Teachers of English.

55



Anv Alexander Day

Viorst's Alexander and the Terrible, HOrribIe, No Good, Very Bad Day-

gives children an excellent model to imitate.

What to do

1.

Read the book and let students relate the tales of woe that have occurred
on their own "Alexander Days."
Write events that might happen before school, such as:

I tripped and fell down the stairs.

| missed the bus and had to walk fo school.
Write events that might happén at school, for insfance:

| We had a substitute. Her name was Viola Swamp.

At recess the seat of my pants ripped out. |
Write things that might happéri after school, such as:

The TV broke and | couldn't watch cartoons.

My sister flushed my homework down the toilet.
After the first two sections (before and during school) add Alexander's
bemoaning, "I could tell it was going to be a terrible, horrible, no good,
very bad day.” After the last section, "It has been é terrible..."”

Add other treatments from the story as desired.

Adapted from: Raines, S. C. (1 987). An Alexander day. In D. J. Watson (Ed.),

Ideas and insights: Language arts in the elementary school
(pp. 49-50). Urbana, IL: National Council of Teachers of
English. '
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cLAss BOOKS'WlTHIN THEMATIC UNITS

Many teachers organize curnculum around themes When domg themes'

g itis |mportant they not be superf|C|al Act|V|t|es centered around a topic may be

R »fun but may lack substance Routman (1 991) cautions "We need to begin
asking ourselves whether such units are worth the enormous teacher
3 preparation and class time that they require and whether they effectively foster

: the development of |mportant concepts and skills" (p 277). Worthwhile themes

. integrate related matenals and also make meaningful connectlons to literature,

to the curriculum, and to children's lives. Inone approach called theme cycles,
teachers and students negotlate the curriculum by developing their own units of
study based on the children's interests. _

Class books can enhance a thematic unit or be used as a culminating
) activity. They provide a format for students to demonstrate what they have
learned or to make connections between the subject and their own lives. They
also can be read again and a‘gain,vshared with families and other classes, and
~be added to the class or school library.

This section will present procedures' for establiShing theme cycles and
some suggestions on how classes might use class book publishing to enhance

or culminate thematic studies.
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Theme Cycles

Classes develop their own curriculum and explore topics through reading,

writing, and other activities.

What to do

1.

Negotiate a»Ii_st of topics to study for the year from student interests and

mandatory topics.

‘Using the LEA method; make three lists about a topic: "what we know"

(about the topic), "what we want to know," and "how we can find out"

(sources).

The students select what interests them from the "what we want to know"

list and the teacher and students p‘a'rtiCipate ina variety.ofﬂlearning

vactivities—reading, writihg, art, drama, music, movement, and so forth—to

explore the sd‘bjeet. Through this process, many of the questions on the
"what we want to know" list are ‘aﬁswered and information on the "what we
know" list is expanded, cohfirmed, or refuted.

To culminate the study, students present their findings in written and eral

reports, diaries, plays, drawings, class or group books, and so forth.

Adapted from: Harste, J C., & Short, K. G. (with Burke, C.). (1988) Creatlng

classrooms for authors: The reading- |ng connection.
Portsmouth, NH: Heinemann. '
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Our School Book
For a unit abo‘ut. School, the children can.use this idea to create a simple

o 'encyclbpedia-type book telling’ about things and people at their school. This

~could be bound as a book, or kept in a loose leaf notebook so new pages could

" be added cohtinually.

What to do

1. Generate a list of words reléted to school, for instance:
playground, cafeteria, principal, library, tetherball, teacher, desk,
school bus, quiz R

2. As é class, in groups, with partners, or individually, the students select

words and write a descriptive sentence or two ‘ab0ut them. For example:
| PLAYGROUND |
We play oh the playground at recess. Our favorite games ére
hopscotéh,' jumprope, and kickback.
3. Print each word.and.its description on a separate page to be illustrated.
4, Organize the pages in alphabetical order so the format is like a dictionary |

or encyclopedia.

Developed by: H. Lawrence Heywood
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' Signs at School Help Us

Thisis a gobd activity for units about School, Corhmunit_ies, or
- Environmental Print. The class gbes for a walk reading and recording all the
, -éhvironi‘nental- print On signs, doofs and so on. They ’d‘uplicate each sign for a

page in a book and create text that explalns the purpose of the sign, what it

means, and how it helps people

What to do

1. Take the class for a walk around the school Read and discuss all the
: environmental prlnt they find, such as:
Bbys, Girls, Ofﬁce, Cafeteria, Library, No Parking, Visitors please

sign in at the office

2. Duplicate each sig‘h in the upper portion of a page.

As a whole class, in groups, as partners, or individually, the students write

text for each sign that explains the purpose of the sign, what it means,'

and how it helps people.

4, Print the text on each page under the sign.

: Adapted from: Stires, S. (1987). An environmental print walk. In D. J. Watson

- (Ed.), Ideas and insights: Language arts in the elementary

school (p. 7). Urbana, IL; National Council of Teachers of
- English. -
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 Biographies of Important People in Our School
The class interviews the prihCip"aI, a teacher, or other school personnel,

then writes a biography of that person as part of a unit on School or Community

Helpers.
Whattodo
1. Arrange for the interview in adVance;. |
2.  Collaborate on —. questions, for example:
| ‘Where and when were you born?

Tell us some stories about your childhood.

Tell us about your family.

Why do you like being a principal? |
3. .Writev at least one queys‘tioh for each child on 3x5 cards énd have the

students practice reading them.
4, On the day of the interview the children take turns asking questions.
Record the interview or take notes.
5. Collaborate on a simple text for the biography, using the children's
memories of the interview along with the recording or nbtes.

6. Print the text ’on pages to be illustrated.

Adapted from: Bondy, E. (1987). Reading and writing biographies of important
people in our school. In D. J. Watson (Ed.), Ideas and
insights: Language arts in the elementary school (pp. 17-
18). Urbana, IL: National Council of Teachers of English.
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Look Inside
7 by Lilly Emesto |
This story about buildings and activities associateol With them is good for
‘units on Communiti‘esor Ocoupatiohs It has a two?paft pattern:. _Buildihgs are
E V|ewed from the outsude then from the |nS|de The text begins:
Blg and little, old and new, bu:ldmgs are all around you. Wouldn't you like
to know who is inside them? _
‘} T‘h‘en' fhe outside of an airport' is ’pictured. The text reads:
| This is an airport. >'LOOk inside it. Who can you see?
‘The next page is |nS|de the termmal The text reads
| see passengers [someone in the buﬂdmg]
vThey_rqn-.to catch thelr planes.}_‘[what they are doing]

| 'fThis_pattern"continu_es for a ‘post office, a school, a ,hospital, and so forth.

What to do |

}' 1. Use the book's beginning or write a new one.
2. Determine which buildings will be used.
3. Write the text, following the‘,paftern above for the outside and inside of
each building; |
- 4. " Print the text for each "outside" picture on a page and its a_ccompanying

"inside" on the fblloWing page to be illustrated.

Developed by: H. Lawrence Heywood
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We Are Experts

Whether it's rollerbléding or baking cakes, soccer or taking care of
hamsters, most children are "ex’perts"' at something; If they aren't, they cah - |
become experts with a little bit of help and res‘earch'.’ This is one culminating

| activity for a theme entitled All About Me, in which students have explored théir
own personal characte’ristics,' abilities, desires, preferences, and lives. It invites
children to "sharevahd demonstrate their expertise through writing. ‘They are then

compiled into a class book.

What to do
1. Help the children determine what they are ex’perfs at or would like to
become éxperts at. . N
2. Those needing some help choqse a field and are helped by parents,
teachers, 'avnd peers to become é\_n expert. |
3. The children write reports about their fields of expertise. For instance,
they could write aboUt horseback riding, baking cookies, how to play
’ SOCCer‘, how to care for a;pérticu,lar pet, archery, whales, or anything else
they have experience with or knowlédge about. | |

4. Print each one on a separate page to be illustrated.

Developed by: H. Lawrence Heywood
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Who Do You See?

This idea uses the pattern found in Martin's Brown Bear, Brown Bear,

What do you see?. The pattern begins:

Brown Bear, Brown Bear, what do you see?
| see a Redbird looking at me. |
In this variation students' names and photographs are used. It could be part of a

unit on Me, School, or Our Class.

What to do »
1. Take photographs of the students.
2. Duplicate pages with the following text:

, who do you see?"

| see _ looking at me.
3. ~Have a student write his or her name in the blanks:

, who do you see?"

4. The child whose name appears in the blanks draws a picture of himself or

herself looking at the phbtograph of another child whose name provides

the answer:
| see - looking at me.

5, The last student writes about the first student.

Adapted from: Milz, V. E. (1990). Supporting literacy development: On the first
day in first grade and throughout the year. In H. Mills & J.
A. Clyde (Eds.), Portraits of VWWhole Language Classrooms
(pp. 93-106). Portsmouth, NH: Heinemann.
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It's So Nrce to Have a Pet Around the House

Most chrldren have or have had pets ThIS actrvrty invites students to

| share mformatron about thelr pets wrth others through wr|t|ng It would fit nrcely

o v.mto unlts on Pets Anrmals Responsrbrlrty, and AII About Me orasa Ilterature .

‘ extensron for stories about pets ‘

, What to do

" 1 Generate a Irst of specrfrc |nformat|on chrldren could share about their -
’pets (type name care of trarts descrlptlon joys and problems of ownrng,

behavrors and 80 on). | ‘
2. Usrng this list as a framework the chrIdren wrrte about their pets

- 3. Print each chlld"‘s mformatronal plece ona se.parate page to be illustrated. -

Adapted from: McCoy, C. (1 987). It's s0 nice to have a pet around the house:

o -~ learning about animals. In D. J. Watson (Ed.), Ideas and
insights: Language arts in the elementary school (pp. 158-
159). Urbana, IL: National Council of Teachers of English. -




Stories About Our Pets

This act|V|ty dlffers from the prewous one in that students write true
stories rather than information about their pets. It works well in units about Pets

or Animals, or as a literature extension for stories about pets or animals.

What to do
1. Generate a list of categories for true pet stories, such as sad stories,
funny stories, dramatic stories, how pets were acquired, unusual pets,

 pets gwmg birth, and so on.

2. Using the I|st to inspire ideas, the children write true stories about thelr
pets.
3. Print each child's story on a separate page to be illustrated.

Developed by: H. Lawrence Heywood



Favorite Sounds

Some sounds are pleasant, others irritating. Some signal enjoyable
events, others connote unpleasant ones. In this activity students write about
sounds they like and don't like. It can be used in a unit on The Senses or other

themes, such as sounds of school, home, the farm, or city.

What to do

1. Develop a list of sounds. For instance,
school bells ringing, sirens, a fire alarm, the ice cream truck, waves
splashing, bacon sizz/ing

2. Choosing from these or others they think of on their own, the students

write about one sound they like and one they dislike and explain why. For
example: | |
| love the sound of bacon sizzling because it makes my mouth
water and | know I'm going to have bacon for breakfast. | LOVE
BACON!
| hate the sound of thunder because it scares me and makes me
cry. | wish there wasn't tﬁunder.
3. Print each sound on a separate page to be illustrated.
4. Make two books, if desired. For éxample:

Sounds We Like - Sounds We Dislike |

Adapted from: Tiedt, S. W., & Tiedt, I. M. (1987). Language arts activities for the
classroom (2nd ed.). Boston: AIIyn and Bacon.
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| Sllence Is | -v o
Students can wrlte free verse poems about S|Ience and complle them into
-a book This actlvrty can be part of a uniton The Senses School or The

: Envrronment

. What to do » o B | |
‘, 1. Have one m|nute of S|Ience in the classroom or outS|de
' 2 o The ch||dren each wr|te a I|st of the sounds they heard. (Alert them
| ‘, v beforehand to listen for even the falntest sounds like someone breathlng )-
| 3. _'vThey organlze therr Ilsts as free verse poems, such as:
| Sllence is.. | |
" cars gomg by
| ‘breathmg
' ‘coughmg
b feet moving -
‘acrow cawmg

4. Print each poem ona separate page to be |IIustrated

Adapted from: Tledt S W, &Tledt . M (1987) Lanquage arts act|v1t|es for the
- classroom (2nd ed) Boston Allyn and Bacon ,
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- How Rude!‘
This idea came from a unit abQut Getting Along With Others. Being
courteous and considerate of others is a concept éhildren must be taught. Ohe
method is to invite the children to write about the oppdsite of court'e‘sy, rudenéss.

They can do this as a whole class, in small groups, with partners, or individually.

What to dd
1. Write a beginning if desired, for instance:
It is not nice to be rude to others.
When you are rude it makes people feel bad.
Here are some rude things we shouldn'’t do.
2. The children write things that are rude, such as:
It's rude to push people.
‘It’s rude to interrupt people who are talking.
It's rude to throw things at your dog.

3. Print each one on a separate page to be illustrated.

" Developed by: H. Lawrence Heywood
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Important Words

This idea provides 'a}fo_rma‘t' for children to orgahize information they have
acquired during a thematic study. It helps them create a basic, simple dictionary

or encyclopedia of key words or terms related to a specifio topic.

What to do _ ‘ »
1. Throughout a thematic unit, develop a list of key words and terms relative
" to the subject. For instance, a unit on bees may result in the following
partial list: | |
honeycomb drone, beekeeper royal jelly, probosc:s colony,
queen, worker cell, hive | '
2. Working individually, with partners in smaII groups ‘or as a whole class
the children write a deflnltlon, descrlptlon, or ‘explanation for each word.
3. Print each WOrd with its definitioh ona seperat‘e page to be iI‘Iustrated.
4, Organize the pages in alphabetioal order so the format is like a dictionary

©or encyclopedia.

Adapted from: Evans, M. A. (1987). Bees, bees bees. In D. J. Watson (Ed.),
ldeas and. |nS|ghts Language arts in the elementary school
(pp. 160-162). Urbana, IL: National Council of Teachers of

English.
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”»’-'Autobiog@phie‘s “

: No story is more compellrng to tell than the story of our own lives. Th|s
vldea aIIows chlldren the opportunrty to wr|te the|r autoblographres They then
-are bound together as a class book ThIS |dea can be used m conjunctlon wrth’}

v unlts on AII About Me Famllles or Ancestors

" What to do to do

1. Generate a Ilst of questlons the children can use W|th their parents and
relatrves to gather mformatron for an autoblography For example

f_Where was | born7 ‘ S

“ Were there unusual c:rcumstances about my blrth'?
What is my family tree7 - -

 What were my fi f rst Words? - _

| What funny thmgs dld I do or say asa toddler? o
o ‘2.' I :'Usmg the I|st as a gmdellne the chlldren consult wrth thelr parents and |
'other reIatlves to wnte S|mple autobrographles |nclud|ng |mportant events
and people in the|r Ilves '

o 3. ~ Print each autoblography on a separate page to be illustrated.

~ Developed by: H. Lawrence Heywood
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Getting to Know You

~ For this actiVity the children interview eech other. Using invented spelling
and pictures, they record their information which is edited for a book. This

activity is good for units about School, Friends, or All About Me.

What to do
1. Collaborate on a list of questions to ask, for instance:
Tell me about your fah1ily.
Do you have any pets?
What are some things you like to do?
2. Each child is paired up with a partner.
3. The children interview each other using the questions, variations thereof,
or any others they may want to ask. (Teac_n them how to ask about
specific details.)
4, They take notes using invented spelling or pictures.
5. Print each "portrait” on a separate page. For example:
Megan has five p_eople in her family, her mom and dad, two sisters,
and her. | She has a brown dog named Bart. Megan likes to swim.
[and so forth]

’6.‘ The children draw pictures of their partners or photographs could be

used.

Developed by: H. Lawrence Heywood
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Add-a Llne Storles

B These stones are created a I|ne ata t|me by students taklng turns addlng
‘a new line to the prewous ones Th|s act|V|ty can be done wrth any grouplng and

, 'can be used to wr|te storles related to any thematlc unit.

. 'What to do | | N
1. Pre-wrrtlng should |nvolve d|scus3|ons about the concepts of settlng plot

E ,a}nd characterrzatlon, and the toplc if being used as part ofa ‘thematic

_ unit. ‘
2. Someone begrns a story by maklng up a t|tIe or the flrst I|ne for lnstance: :
) Iwas walklng to school.
3 The next student adds a line to the Story,v such"a’s:
A car came down the st‘ree‘t very fast.

4, Contlnue in this manner unt|I the story is complete Help the children as
| needed so the story rows loglcally and makes sense. A |

}v 5. Record the text asitis created by each student by vwrtmg it down or

| recording it on'a tape recorder. R

6.  Print the text on separate pages to be illustrated.

Adapted from: T|edt S W., & Tiedt, I. M. (1987) Lanqu_ge arts activities for the
, classroom (2nd ed) Boston: Allyn and Bacon
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CLASS PATI'ERN BOOKS

Using pattern books as readlng materlal is common |n many first grade

: f}classrooms Because of their predlctable rhythmrc often repeatrng, or

E }sometrmes rhymlng patterns they are easy for chlldren to Iearn to read

- Regardlng readlng materlal for beglnnlng readers Goodman (1986) holds the

. view that "the best books at this stage are predlctable books Thelr famlllar

: content and structure and the often repetltlous cycllcal sequencmg makes them‘
predlctable At's easy for kids to get a sense of where the book |s gomg and to
| predlct what is coming next" (p 47).. I

Some classes publlsh thelr own pattern books wh|ch are subsequently |

IR used |n the readlng program These can be or|g|nal works usmg a pattern =

~originated by the teacher or the students |m|tat|ons of publlshed pattern books

or student illustrated ver3|ons of a publlshed book using the authors or|g|naI

| text. CIass pubhshed pattern books are often created as big books to be used in
" shared readlngs N A |

R This sectlon WI|| present some suggestlons about how classes mlght use

o the pattern book format to wrrte their own class books
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“Cookie's Week
by Cindy Ward

This stor'y‘about a kitten named Cookie can be used in a unit about Pets
or Cats. The text begins:

On Monday, Cookie fellkin' the toilet. [an event]

There wes‘ Wafer everywhere. [the resulting mess]
- The pattern co}nvti.nues each day (Oh "Tuesday..., On Wednesday...) with Cookie
doing t}h‘ing‘s that result in a mess each time. The last fe\r\r pages sayf

TomorroW is Sundey... Maybe COokie will rest!

 The final picture shows her off again to get into mischief. -

~ What to do |
1. Decide on a main character. For example:
‘acat, a baby, a nﬁonkéy, a‘dihosaur, a student
2. Write' an event and v‘mess for each day,fsuch es: .
On Monday, Charlie [a baby] found some cra yone.
' There was scrlbblmg everywhere’
3. - Print each event on a separate page and the resultlng mess on the
foIIowmg page to be illustrated.
4, Use the book's endlng or wr|te a new one, such as:

On Sunday, Charlie's mom rested But Charlle didn’t!

Developed by: H. Lawrence ‘Heywood
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The Growmg UQ UQ UQ Book |

by Veronlca Bufflngton

The three part repetltlve pattern of th|s book |s very easy to understand e

o 1_ ‘and imitate. The text beglns o
| v Ihad a kltten [an ammal]
My kltten drank mllk every day [what it eats]
| She grew up to be a cat [what |t becomes] ST
_ :The pattern contmues W|th a colt that ate grass and became a horse a tadpole
| that ate bugs and became a frog, and so forth It ends W|th |
Iwasababy . Ry
Idrank mllk eve_ly day;j | = ‘
. And | grew up to be a"big boy. S

"Whattodo T R S -
: 1{_ ‘ DeC|de wh|ch anlmals to wrrte about what each ate and what each grew .
_|nto suchas: ‘ R G
I had a baby dmosaur
He ate a Stegosaurus every day |
He grew up to bea Tyrannosaurus Rex |
- 2 ,’ ‘Prlnt each of those detalls ona separate page for each ammal to be
}' |IIustrated (There wrll be three pages for each ammal ) |

3. Use the book's endrng or wrrte a new one

~ Developed by: H. Lawrence Heywood



" Who Am I? 12
» | by Nancy Chrlstensen
Th|s is a nddle book that is easy to |m|tate Each page has a clue to the
ident|ty of an animal that is revealed at the end of the book. ‘The text begins:
lamnottal. | R |

I am not small. -

I have not any spots at aII
Further cIues are glven and flnally the questlon is asked

Who am I? ,

‘The last page reveals a cat. Though done |n rhyme, the new version need not.

R - rhyme. This is a good book for Wholl_e class collaboration and can be adapted for

~any theme.

| What to do |
1. N ’DeC|de on an anlmal person or thlng ‘_
20 | | 'Make a I|st of clues (many vague a few specmc)
Clues can be positive (I have I am.. Ican )
~or negatlve (! don’t have..., I am not Icannot )
3. Print each clue ‘Von a separate 'page to-be iIIustrated
| | 4 .The endlng should ask Who am|? or What am I? and the last page

reveals the answer.

~ Developed by: H. Lawrence Heywood
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‘ Stidkv Stanley

o by ‘Thdm‘as Crawford |
Stanley has a problem. The text begins:
Stanley liked candy. |
Stanley liked sticky, sticky candy.

Then, a three-part pattern develops: pérts of his body get sticky, he sticks to

things, people try to help but stick to him.r Finally, firemen spray them and they

come unstuck:

Whatto do

1. Choose a name for the character.

2. Use the book's beginning or write a new one, such as:
Santa liked candy canes.

Choose 3 parts‘of the body that get ‘sticky, such as:

Santa's face was sticky. [and so on]

4, Choose 4 things that_the character sticks to, such as:
He stuck to his sleigh. [and so on]

5. Choose 5 characters who try to help, for instance:
Rudolph tried to help.
He sfuck to Santa. v[and so on]

6. Use the book's ending or write a new one, for example:

The elves pelted them with snowballs until they came unstuck.

Developed by: H. Lawrence Heywood
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- Freddie the Frog

- byRose Greydanus
‘ Th|s book has a five-part pattern. The text begins:
| .Freddie the frog sat by a pond._
Along came a cat.
"Meow, " said 'the cat.
 Freddie tried to meow.
f’Frogs cannot meow," said the cat.
"Only cats can Meow.' "
The pattern continues with a cow, alion, a dog, and a frog. After the frog
croaks, Freddie croaks and says: - '
f’Froge can croak!" |
‘Each animal sound is th‘en reviewed with the following text:

Only cats can meow. [and so on for each animal]

Bdt only frbgs can croak.
What to do | |
1. Choose an animal for the main character

Write a beglnnlng I|ne similar to the book's.

Choose several anlmals to come by and make their sound.

> 0N

Follow the story pattern above for each am_r_nal.

Developed by: H. Lawrence Heywood
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- Brown Be'ar, Brown Bear, What do you see?
o by Bill Martih Jr o |
The repetltlve smg-song questlon and answer pattern is easy for
,. 'chlldren to Iearn and mlmlc The text beglns
| -Brown Bear Brown Bear, What do you see?
‘I see a redbird Iookmg at me |
Redbird, redblrd What do you see'?

I see a yellow duck Iooklng at me.

o The pattern can be used for any subject. PeopIe anlmals or thlngs reIated toa

topic are all Imked together in the questlon and answer of the original pattern.

For example:
'\‘Ni‘nte‘r: Snowman, Snowman..‘. | | see an ioiole;..
| Christmas: Santa, Santa... | see Rudolph... k
| ;Asvtronomy: Mercury, Mercury... | see Earth...

- Ponds: Tadpole, tadpole... | see a minnow...

What to do
1. Choose the theme or topic to write about.
2. Using the pattern, the children link animals, people, or objects that relate

- to that toplc For instance, a book about winter could have a snowman,

an icicle, a sled, ice skaters a snowflake and so on.

3. Print each one on_a separate page to be |IIustrated.

Developed by: H. ‘Lawren'ce Heywood
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Where do you live? .

by Robert A. and Marlene J. McCracken

This book gives a question and énswer forma't for reviewing animal
homes. The text reads:

Do you live in a cave? [the animal home]

No! No! No! Beérs live in caves. [the animal]
The pattern is repeated for a nest/birds, a web/spidérs, and soon. The quéstion
is on one page, the answer on ‘the next. Thé question page pictures a child in
the animal's home (e.g., achild in the cave),‘while‘the answer page pictures the

animal in its home (e.g., a bear in the cave).

What to do v
1. Each child chooses an animal and its home and writes the text following
the pattern above, such as:
Do youvlive in a hole?
No! No! No! Snakes live in holes.
2. Print the question and answer on sepérate pages.
3. The children illustrate their questibns With a child in the animal's home
(e.g., a child in the s'nake'}s hole).
4, The children illustrate their answers with the animal in ifs home (e.g., a

snake in the hole).

Developed by: H. ,Lawrencé Heywood
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| Can Do It Myself

by Emily Perl Kingsley

In this book every line begihs with "I can..." and concludes with something

“a child can do. A:samp'le. of the text |s | |
I can put my toys away. , |

I can button my buttons.

I-cah Write my name. o
| The ending' page says:

o can look at this whole book.

| can do it myself!

What to do | o |
1. The ch'ildren write things they can do. For example:
e I can tie my shoes.
- Ican ride a bike. N
" Jlcan bodht td1_09;’ | - |
2. U's‘e the bodk's ending or ,writé a new 6ne, such as:
| I can read this book all by myself!

3. Print each sehtence'on é, separate page‘t'o be iIIus_trated;

‘Déveloped.by: \H.va-avwrenée'HeyWO‘od; o
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What do you do?

by Robert A. and Marlene J McCracken

This book glves a questlon and answer format for revrewmg anlmal
behawors The text reads |

Do you swmg by your tarl? [the anrmal behawor]

No’ No! No! Monkeys swrng by their tails. [the anlrnal] ‘
- The pattern is repeated for barklng at the mallman/dogs pecking holes in
trees/woodpeckers, and so on. The ‘question |s on one page, the answer onthe
- next. The q,uestron pageplctures a child doing thev anrmal s behavior (e.g., a
~ child swinging by its tail). Th'e ‘answer page picv:tvures"thevanimal doing the

behavior (e.g., a monkey swinging by its tail).

~-What to do ‘
1. Each child_chooses‘ anja'nimal and behavier and writes the text following
the pattern aboVe, ‘such ae:'
Do you tunnel under the ‘ground? |
No! No! No! Moles tunnel under the ground. ’
2. Print the question and answer on separate pages.
3. The children ‘iIIus‘trate the question with a child doing the animal's
behavior _(e.g’}., a child tunneling). |
4, The children i‘IIustratethe answer with the animal doing the behavior (e.g.,

a mole tunneling). -

-Developed, by: H. Lawrence Heywood

83



SO BIG, so little

This idea uses‘exaggerati‘on to compare the concepts of big and little.

Other opposites could be used.

What to do

Make a list of ‘things that could be big, for instance:

an elephaht, a python, a giant, a house
Make a list Qf things that could be little, sLlch as:

a bug, a baby, a Iizérd, a flower
[Keep in mind: size is relative+all of the above examples could be on
either list depending on your point of view.]
Start wi"th "The} Wav‘s\so big [or so little]..." and write something
for each thing, concluding with an ex’aggeration based on relative size.
For example:

The T-Rex was so big she had a bus for a Skatebbard.

The ant was so little he thought the sink was an ocean.
Print each one on a separate page to be iIIustrafed.

Alternate "big" and "little" pages.

Adapted from: Alvermann, D., et al. (1 989). Cats sleep anywhere (teachers ed.).

Lexington MA: D. C. Heath.
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Can You?
by Phyllis J. Sanders
Pairs of rhymlng questions are the basis for th|s book's pattern. The first
vquestlon is S|Ily, its companlon question more serious. A sample of the text is:
Can you row a goat? Oh, no!
Can you row a boat? Yes, yes!

The illustration on each page depicts the questlon

What to do 4
1. Make a list of avctions suitable for the text, such as:
wear,‘eat, ride, drive, throw, bake, play
2. Work backwards on this pattern,’writing the second question first, since it |

must make sense. Fbr example:
Can you swim in the sea?
3. Think ofé rhyrhing,?.nonsénsical qUestion, like:
Can you sw:m ina tree7
4, Put the two questions together with their answers:
Can you swim in a tree? Oh, no!

Can you swim in the sea? Yes, yes!

5. Write more combinations in this fashion.
6.  Putthe pairs of questiovns on the same page or on separate pages to be
illustrated.

Developed by: H. Lawrence Heywood

85



CLASS BOOKS FOR BASIC INSTRUCTION
There are a number of basrc concepts children must be taught such as
,.coIors numbers shapes opposrtes and rhymlng words. When chlldren are
- familiar W|th trade books that present these |deas they enjoy making their own
4 versrons The wr|t|ng of such books not only relnforces the teachrng of the
- concepts, but Iets chlldren demonstrate therr understandrng of them and
produces a new book for them to Iearn to read: Once children are comfortable
| wrth this format wh|ch explores a concept by drscussmg its various components ’,
‘it can be used for many drfferent subjects such as manners klndness good
vcrtlzenshrp, nd SO on v |
v_ These books can be orrglnal |deas or be based on publrshed works They?'
: mlght use onIy one or two words on each page to teach srngle concepts or mores :
j ?compllcated texts to present more complex rdeas or reIatlonshrps These often
become some of the most popular books in the classroom Irbrary
Th|s sectron erI present some suggestrons about how classes might use

~concept teaching as a model for writing classv books.
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Is It Alive?
o by Kimberlee Graves
| Trhisr book reinforcés the cohcept of living and non-living things. It has a
simple question and answer pattern. The text begins: | -
Is the turtle alive? Yes, itis.
This pattern continues throughout the book, referring tb living as well as non-
living things, such as: |

Is the rock alive? No, it's not.

What to do:.

1. Make lists of living and}non-living things.
2.~ The children select the ones they want to include in the book.
3. Write the text by following the questbionv aﬁd answer pattern above.
4

Print each one on a separate page to be illustrated.

Déveloped by: H. Lawrence Heywood
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Oggosﬂe

‘There are several ways to do books about opposﬂes like happy and sad,
- over and under, and so forth. Stud}en,ts can use palrs of opposite words with
~illustrations, sentences which present o’ppdsites or entire stories like Muffy and

'Fluffv the K|ttens Who Didn't Agree by Cralg, wh|ch is about twin k|ttens who

- ".Iook alike but are. opposrtes Some of the text reads
If Muffy says yes Fluffy says no.
If Fluffy plays in, Muffy plays out.

What to do

1. Make a list of opposﬂes
2. Decide on a format palrs of words sentences ora story
o3 If "palrs of words" is chosen, the chltdren choose the words from the I|st

S they want to illustrate. o

4. ,If sentences are decided on the chlldren choose WhICh words they want
o - from the list and write sentences | ‘

| 5. If a story is prcked use the list of opposﬂes and write a. story together '

; 6 " Print the text on separate pages to be |I|ustrated

D'eveloped by: H. Lawrertce‘H’eyWood_, B
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_ Colors
Books about coIors can be done in. a number of ways Children can use
- several words W|th an illustration (Red Car, Whlte Snowman) phrases (RED as'

. a race car, WHITE asa snowman) sentences or entlre stories.

What to do -

R ‘Decide on a format: several words, phrases, sentences, or a story.
2 I "several' words" is chosen,_ the children choose which colors they want

and write the words.
3. If phrases or sentences are decided on, the children choose whrch colors
they want and write phrases or sentences to represent the colors.

4, Ifa story is pi'cked,‘write a story which uses color words abundantly.

Developed by: H. Lawrence Heywood
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Fractions Walk

- Take the childrenon a "fractrons waIk " They search for things that

represent fractions. They wrrte therr frndrngs ina book

: What to do |
1.  After the children have a grasp of simple fractions, take themona
“fractions walk." As they diseoyer}each‘ fraction, have them verbalize
what makes it a fraction. Fdr example, a. basketball court represents |
" halves because a line drvrdes it |nto two equal parts.
2. "Manlpulate" the objects to demonstrate other fractions. For instance, if
»‘ the children stand in3 of the 4 squares of a four-square game, 3/4 of the
E tgame has chrldren in |t while 1 /4 is- empty Let the chrldren think of ways
| to make different fractions. N o
‘ ‘_3.' - The chrldren write about and illustrate each fraction' on separate pages for
a book. For eXampIe, | | |
- We ;saw,a four-square ga}me;, }It was divided into fourths. We stood
in 3/4 1/4 was empty _
We saw 8 trees. One was dead 7/8 of the trees were alive. 1/8 :

was dead.

Developed by: H. Lawrence Heywood
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Word Problems

‘Once children understand WOrd problems, they enjoy writing their own. It
is‘eésy fo dévelop'stdry problerﬁs baé._ed on thematic units. For instance, for a
g ‘unit on Whales, students could wfité Word_ problems about migration, the number

| of whales in a pod, w‘ei'ght gainl ‘by baby 'whal‘es,, or fanciful pfoblems' about
whales. Even first g‘rader',s can u_secalculators; so large numbers are not a

“ hegative factor.

What to do
1.} | After the children have had a lot of exposure to word problems and how
they work, have them write their own. | |
2. They can use facts they have learned, or just have fun with language énd
write fanciful ones. For example:
Baby Beluga had a birthday party and invited some of his friends.
- Six dolphins came, three blue whales came, and Raffi came. How
many friends came to Baby Be[uga"s party?
3. Some will have trouble writing problems thatbmak,e sense. Help them re-
word their problems so they do.:
4, Print several prdbler'ﬁs on 'e‘achvpage of a book. Make sure every student
has at least one problem included. |

5. Reproduce the pages so each child can have a book.

- Developed by: H. Lawrence Heywood
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v FoIIow the Leader
 Playa game of "FoIIow the Leader" with: the chlldren WhICh involves many
b 'actlons I|ke gomg down a sllde hopping on one foot Z|gzagg|ng around trees,

: j;jumplng “off a bench and so on. After the game have them wr|te a book about

B | the game descrlblng everythlng they d|d

Sy What to do todo

i 1. 'Play "FoIIow the Leader" wrth many movements and actlons
o 2. ,‘ , ‘erte a beglnnmg For mstance » | o
| Today we played ”FoIIow the Leader " It was fun.
| . 3 , The chlldren wnte about each movement or actlon such as:
| : We S/Id down the sllde o
We ran around the f eld.
o }We hopped on the hopscotch game
We, flapped our .arm:slllrke birds.
4. » Print eaoh des’c'ription ona sepa:rat‘e"page'
o 5 Write an endlng if: desrred For example

When the game was over we were so tlred we aII took a nap. And

we snored,; just;lrkevthe Ieader. G

Developed by: H. Lawrence Heywood
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© Dear Abby
This idea engages studenté in the writing'of advice columns. The _

columns are then compiled into a book.

What to do
1. Introduce children to thé concept of advice columns and share some
| examples they can relate tofr'om "Dear Abby“ of "Ann Landers," or Some

original examples. | |
2. Think of a title like "Dear Know-It-All."
3. The children write problems, such as:

Dear Know-It-All, - o
- My boy friend dumped me. | am sad. What do | do?

‘Frowning in Fontana

4. Part of the fun can be thinking of a catchy pseudonym like "Frowning in
 Fontana." | | | ‘ |
5. Other students write the advice. For instance:

 Dear Ffowhing in Fontana,
Find a new one who‘is cuter.
Know-It-All

6. Print each question and answer on the same page.

Adapted from: Saal, D. R. vom. (1987). All about radio for all. In D. J. Watson
(Ed.), Ideas and insights: Language arts in the elementary
school (p. 156). Urbana, IL: National Council of Teachers of
English. '
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Animals That Behave Like Humans: Personification

Students identify examples of personification in animal fantasy stories and

record their findings in a classbook.

| ; What to do

1,

Read many stories in which animals are portrayed with human
characteristics and discuss'personification.

List the human characteristibs 6f the animals in these stories (e.qg., ‘talks,
walks uprightly, wears clothes). |
Organize a loose leaf notebook with subject dividers so there is a section
for each charaéteristic

Students find examples of each characteristic, they write about it,
|Ilustrate it, and add it to the approprlate section. For example a sectlon :
entltled Ride Blkes, might contain the following entry:

Frog and Toad are riding a bike on the cover of Frog and Toad

Together. Itis a bicycle built for two. Frog is in front and Toad is in
“back. |

Organize the pagfe‘s«of'eac‘:h s'ec.t'ion in the alphabetical order of the

characters' names.

Adapted from: Cutts, K. (1987). Animal fantasy: Personlflcatlon In D J. Watson

‘(Ed.), Ideas and insights: Lanquagp arts in the elementary
school (pp. 31-32). Urbana IL: Natlonal Council of Teachers
of English.
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Our Rule Book

By the time chlldren reach first grade they can artlculate many "rules"

" about good and poor behawor At the beglnnlng of the year it may prove

. valuable to have the chrldren bramstorm a I|st of rules for a class book. This

| book could be referred to throughout the year to address partlcular behaviors.

' What to do _ )
1. Bralnstorm a I|st of rules for deswable ‘and undesirable behavior. For-
. example. v |
| AIWays say ’tpleaSe” and}”thank you."
You should share with others.
Don't take cuts.
Don't pull other people S hair..
2. Add some "becauses" if desrred For instance:
| Don't tear pages out of books because you'll ruin them and other-

people Won't be able to read them. |

' .3' Print each one ona separate page to be lllustrated

'Developed by: H. Lawrence Heywood
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| Can Read
_Children often learn to read environmental print before other kinds of
printed material. This idea helps students create a class scrapbook of

environmental print.

What to do
1. The vchildre}n bring producit labels, packaging, signs, or other
environmental print from home, or cut them from magazines, newspapers, .
or advertising circulars.
2. After examining éll the samples, the children choose ones they can read.
3. Provide each student with a blank page that has the child's name on top
with the words can read. For example: | |
Sarah can‘}read
4.  The children glue their selections (the actual box front, can label, and so\
on) below the text, such as:
Sarah can read

Cheerios

Adapted from: Goodman, D. (1987). When will | read?. In D. J. Watson (Ed.),
Ideas and insights: Language arts in the elementary school
(pp. 9-10). Urbana, IL: National Council of Teachers of |
English.
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New Stories from’Picture Clues

This strategy requires students to predict language from the content of

- pictures and write a story using onlyv‘p’ictUre cues.

What to do

1.

~ Select a book that is unfamiliar to the students, but which has good

' illustrations that tell the story

Cover the text and show the chlldren the |IIustrat|ons Go through the
entire book severai times encouraging dlscussron aboutvwhat the story is

about.

- Working as a whole class, have the stud‘entswri'te their own version of

the story by dictating a text for each page.

Print the text for each page ona blank piece of pap'er

vThe students illustrate the pages usrng the orrglnal book asa gurde

. : Read both versions of the story and compare and contrast

L Adapted from: Tyler K. L. (1987). Creating a new story from prcture clues. In D.

J. Watson (Ed.), Ideas and insights: Language arts in the
‘elementary school (p. 64). Urbana, IL: National Council of
Te‘achers of English. -
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S_perlatlve Stories

This act|V|ty has students wnte storles usmg superlatrves A I|st of story
) 'starters usmg.superlatlves is generate.d, from wh|ch each student chooses a title

~and writes a .pers_onal experience or makes up a fictitious story.

B What to do | |
v 1. Generate story starters usrng superlatlves such as
| The most lnterestmg thlng I have ever done IS
The craziest thing | ever ddwas.. |
The funmest thlng that ever happened to me Was
The saddest story I ever heard Was |
The scarlest th/ng I ever saW was ‘
2. Each student chooses one to wnte about and wrltes a true experlence or
vlnvents a flctltrous one | ‘
| 3 ‘._’Prmt each one ona separate page to be |IIustrated
. 4 | Group the storles by top|c and make a book for each top|c for instance:
| The Scarlest Book |
The Funnlest Book

The Most Interestingf'Things We've Ever Done Book

* Adapted from: Tiedt, S. W., & Tiedt, I. M. (1987). Language arts activities for the
classroom (2nd ed.). Boston: Allyn and Bacon.
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What Do You Do?

In this actlwty the chlldren wr|te short selectlons based on a question that

- begins with "What do you do...." For mstance "What do you do for fun on rainy
days?'; or "\lNhat’ do you d;)tfor fun in the car on long trips?" or "What do you do
when someone hurté yQur feelihgs?" These aré compiled into books that

‘ become classroom reading material and may be used to generate discussions

on the topics. "What do you do?" questions can be generated for any theme.

Whatto do | |
1. Brainstorm a Iisi of ,questi@ns suCh}as‘ the ones abOve that begin with
"What do youidbv.‘..'v'}’ -
2. - Each studeh‘t._choo‘ses'one to write about and writes an explanation that
an‘swer‘s the quéétidn.‘ o o
3. Print each one on a separate page to be ill'U‘stratedj.
4, Group them by topinc and rﬁake a book for each topic. For éxampie:
What To Do On A Rainy Day |
What To Do In The Car On Long Trips -
What To‘Do "Whe_n Someo'né Hurts Your Feelings:

»Adapted from Tiedt, S. W., &Tledt l. M. (1987) Language arts actlvmes for the
classroom (2nd ed. ) Boston: AIIyn and Bacon.
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CLASS BOOKS OF SONGS AND POETRY
Song lyrics can be reproduced in class deks and illustrated by the
children. Harp and Brewer (1991) advocate using the words of songs to make

class books:

Singing is a celebration of language. Language naturally has rhythm
and melody. One need only listen to the language of children to hear its
rhythms and melodies. Children bring this natural music of language
with them to the task of learning to read, and so using singing to teach
reading draws on the native understanding of language that all children
share....It makes sense to integrate music and reading in the elementary
school classroom: language and music go together like walking and
dancing....Song puts readers in touch with satisfying meanings....it
represents another way of allowing children to experience language as a
whole. (pp. 436-438)

Poetry and nursery rhymes also make excellent text for class books.
Children love their rhythms and rhymes. Short poems or nursery rhymes can be
‘collected into a book, one to a page, and the children can iIIustrate each one.
Some poems can stand alone as the text of a book by putting one line on each’
page. There are also many simple poem forms that can be taught to young
children so they can write their own poems for a class anthology.

This section will present some suggestions about how classes might use

song lyrics and poetry in writing class books.
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- Song Books

Song lyrics can be reproduced'tb make class song books.

What to do

1. Chbose songs that the children already know.

2. Have the childreh sing the sohgs using a chart. Move a finger or pointer
under each line of print. |

3. Reproduce the lyrics of many songs, one to a page, into a collection that
can be duplicated for each student. |
or: Make books with only a few lines of lyric on each page (one song for
each book).

4. Duplicate the books for each class member.

5. Several activities children can do with .,the sohg books:

A. Sing (read) the song with or to a friend.

B. Follow the lyrics in the booklet while listening to the recorded éong at
the listening center. |

C. Use the song booklet to locate the wordis of the sohg in other songs,
books, or magazines. |

D. Write additional verses to the song.

E. Write a new song baséd on the same subject.

‘Adapted ‘frorh: Harp, B. & Brewer, J. (1991). Read'inq and writing: Teaching for

the connections. New York: Harcourt Brace Jovanovich.
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Name That Tune

Many favdrite-songsv can be modified by adding new verses or creating
new songé Each 'new versé cduld bé printed ona separate page and iIIustrated
for a class book. Or, several songs could be modified, each one becomlng a
page in a song book Some suggestlons are: "A Hunting We Will Go," “Down

by the Bay," "B|IIy Boy," and "Do Your Ears Hang Low?."

~ What to do

1. Write the words of the sohg ohvthe chalkboard.

2. Erase all the nouns or‘verbs or bdth, and discuss what other words would
‘make sense ih‘the bI‘anksﬂ., | |
3. - Make up new verses by inserting apprqpriate words in the blanks. Fdr
example, "The Farmer in the Dell" might become "The Student in the
School." Pdssible Ve'rses“might'ihclude: | | |
- The student did her homewo'rk.
Her dog ate her homework

" The teacher was mad [and so forth]

Adapted from: ‘Lau, C. (1987). A change of tune. In D. J. Watson (Ed.), Ideas
and insights: Language arts in the elementary school (pp.
100-101). Urbana, IL: Natlonal Council of Teachers of
Engllsh
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Poe‘try Antholoqies ‘

Poems are an excellent literary form for children to learn to read.

Thematic peetry can be reproduced for each child to illustrate and learn.

"What to do
1.

Create thematic poetry enthoiogies by'celle_ct‘ing poems written 'about a
certain topic, such as weather, clouds, autumn, family, pets, humor,
Christmas, and so forth. | |

Print 10 or so poems about one topic on the bottom of separate pages,
leaving room at the top for an illustration. v |

Duplicate the pages and_, staple them into booklets for each student.
Leave the cover blank, with no title. | _

After reading a poem aloud sevefal times with the class, have the

students illustrate it.

Repeat this process for a week or so, until all the poems in the booklet

have been illustrated. Meanwhile, 'read‘the previously illustrated poems

| again and again.

When all the poems are finally illustrated and learned, brainstorm titles for
the book. Each child chooses a title, writes it on the cover and |IIustrates

it.

Developed by: H. Lawrence Heywood
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Poems with Two-Word Lines

One simple but effectlve poetry pattern children can easily write con3|sts
of just two words on each line that heIp describe the one-word title.. Rhym|ng is
' challengrng but not necessary The f|n|shed poems can be complled into a

class anthology The titles could come from any unlt

What to do

1;' - Develop a list of one word titles which are toplcs or themes the children
' know somethlng about For mstance

fun, winter, school frlends sad, happy, games

| 2 ~ Each child chooses a trtle and wntes a poem composed of two-word lines,
~such as: | | |
Fun...
Bikes racing,

Balls bouncing,

Skateboards rumbling,
| ,Kite'spul/ing. |
-3. Many other two-word patterns can be deVeIop'ed. ',
4. Printeach poem on a separate page to be illustrated.

© Adapted from: Tiedt, S. W., & Tiedt, I. M. (1987). Language arts activities for the
classroom (2nd ed.). Boston: Allyn and Bacon.
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Cinquains
| Cinquains are five-line poems with a epeeific pattetn Classes can
' develop thelr own patterns. Once chlldren Iearn the form, they can write

' cmqualns on any subject and complle them |nto books.

' What to do |
1. | Generate a list of one word t|tIes which are subjects the chlldren know
' somethmg about, for |nstance,. | |
'~ puppies, rain, vaeation, summer, SWimming, ice
2. FoIIdw‘this pattern to Wr'ite a poem: - | |
L|ne 1: one word (the title) o
‘Llne 2: two words (adjectives descnbmg the t|tle)
» ,vLine3. three words (actlon words describing the title)
Line 4: two words (feelings desc,ribin'g:the title) .
Lihe 5: one word (a noun referring back to the title)
3. Here is an example:
Vacation
Fun, great |
Swifnming, camping, fishing
Happy, tired

Summer

Adapted from: Tledt S W., & Tiedt, I. M. (1987). Language arts activities for the
classroom (2nd ed.). Boston: Allyn and Bacon.
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Acrostic Poems

The special characteristic of the acrostic poem is that the first letters of -
“each line spell a word vertically. Acrostics can be used to write about famous

‘people, a topic of study, a season, and so forth.

What to do

1. Choose a topic.
2. Print the letters vertically, so each one begins a new line of the poem.
3. Write words, phrases, or sentences that descrlbe the topic beglnnlng with

~each letter. FoIIowmg is'an example for WINTER:
White snow,everywhere
Icicles hanging from fhy house
Noses turning red |
Trees without leaves
Everybody's bundled up
Riding in a sleigh ' ' : \

4.  Print each poem on a separate page to be illustrated.

Adapted from: Tledt S. W, & Tiedt, I. M. (1987). Language arts actlwtles for the
~ classroom (2nd ed.). Boston: Allyn and Bacon.
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'CLASS BOOKS FROM ORIGINAL IDEAS

Class books do not élways have to be extensions of Iiteratu_re or a
culminafion of class studies. They do ‘ndt have to imitate trade books or teach
basic concepts. They 'don"t even have to fit into a thematic unif or a teacher's
lesson plans. Sometimes children just want to write about something they are
interested in, a commdn experience, or something they regard as important.

‘Teachers should be sensitive to situations_—bften spontaneous—which
present opportunities for students to collaborate on a book, sometimes for no
other reason than it seems like a good idea at the time. These ideas are often
engendered by common expefiences such as a field trip or school assembly,
emotional events like the death of a schoolmate or the marriage of a‘teacher, or |
natural phehomena such as an earthquake or thunderstorm. if students are used |
to sharing their éxperienCes‘ through writing, and have‘ written class books on a
vériety of subjects, it is very natural for them to suggest Writing a book about
something they have experienced or is importént to them. :

This section will relate several examples of original class books that were
suggested by studenté and eagerly written by their class. They can be used as

models for other class bobks.
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The Day the Wlnd Blew

Verv Very Verv Very Very, Very Hard

One day the wind was blowing exceptlonally hard The chlldren came in
from recess talklng enthu31ast|cally about it. The conversatlon turned to some of :

g the funny things that mlght happen as a result of strong gusts of wind. Someone

suggested that we write ’a humorous book about it, and The Day the Wind Blew

Very, Very, Very, Very, Very, Very Hard was conceived.

What to do

1. Compose a beginning ‘to,gether. For example:
On’e day the wind blew very, very, very, very, very, very hard. It
blew so hafd...

2. Each child writes a‘-se‘ntence,“ such as:.
It blew all ’m y h.‘omewor’k away.

It blew my hair away.

It blew King Kong away.
3. Print the Sente‘nces on Separate pages to be illustrated.
4. Write an ending if desired. For instance:
And then it stopped.

Developed by: ‘H. Lawrence Heywood
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Ou_r Pledqe of Allegiance Book: How to Be Good Citizens

One morning after the Pledge of vAIIe’gian'c}:e, we had a discussion about

what it means to be a good citizen. It was suggested that we write a book about

being good ,citizehs". We called it Our Pledge of Allegiance Book: How to Be

- Good Citizens.

What to do

1. | Compose a beginning togéther. For ihstance:
When we pledgé our allegiancé to the flag, we are making a
promise that We will be good citizens. These are some things a
good citizen does.

2. Each child writes a sentence, such as:
A good citizen doesn't Iittef.
A good citizen is nice to other peoplé.
A good citizen doesn't waste water.

3. Print the sentences on separate pages to be illustrated.

4. Write an ending if desired. For example:

We should all try to be good citizens.

Developed by: H. Lawrence Heywood
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Some Words Make a Sound

~Inone story we read a balloon pops The author |nd|cates the popplng

sound with: POP! This led to a discussion on words that "make a sound." We

 listed quite a few on the chalkboard. Someone suggested we write a book about

them, so we did.

What to do

1.

' Compose a begvinning ‘tog_e"thier, ‘suoh as:

Some words make a sound. | |
Collaborate on: a IistOf words th_at"-'make sounds." |
Each child se‘l.iects a different soLmd Word and wﬁtes a sentence using |
that word in it, for instance: | |
The ocean roars‘ against the rocks.
A bee buzzes N
When my car backf ires it goes POPI
Print the sentences on separate pages to be |IIustrated :
Write an endlng if deswed for example

Can you thlnk of other words that make a sound7

DeVev‘Io'ped by: H. Lawrence Heywood
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Rememberrng_Dawd

One year a student in my flrst grade class passed away. The class |

B 'wanted to wr|te a book about hlm andglve |t to his famlly The- students wrote

" and rllustrated memorles they had of Davrd Th|s actrvnty can also be used when
| a student moves a teacher retlres or other S|tuat|ons for WhICh students may

: vwant tO record memorles

~ What to do o | |
1". Compose a beglnmng together such as:
| Dawd IS our fnend We will alwa ys remember him.

2. B anh chlld wrltesa memory For example

1 remember aII the /okes he told usin class .‘

He was a funny guy He made me laugh.

E 3 ' 'Prmt the memories on separate pages to be |llustrated

4 Wrrte an ending if desrred for mstance

He will always be our frlend We WI// mlss hlm

Developed by: H. Lawrence Heywood
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Was That an Earthquake

or Did a Train Just Run into Our House?

On February 28, 1990, t_wo earthquakes ratt'lved Southérn California, one
at 3:40 p.m. and the other at 7:20 p.m. The next day my class could not stop
talking about them. Soméone suggested we write our experiences into a book.}
We chose the above title because that‘s what one student said to her mother.
This activity couldrbe used for any natural disaster or any other common eveht

shared by the children.

What to do |

1. The children write ddwn what they were doing at the time of the
earthquake (or other event), how they felt as it was taking place, and how
it affected them, their class, or members of their family.

2. Print the reports on separate pages to be illustrated.

Developed by: H. Lawrence Heywood
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~ The Wish Book:

y We had an assembly where a singiﬁg group performed; One of their
" songs was about wishing for things that would make the world a better place.

When we got back to class we had a discussion about some of those things. It

was suggested we write them in a book. We called it The Wish Book.

What to do
1. Compose a begihning together if desiredv, such as:
| We wish the world could be a better place.
Here are some things we think would make it better.
2. Each child writes a wish, for insténce: |
I wish people would stop fighting.
| wish that starving people had food.
| wish that stray animals had a home.
3. Printthe wishes on separate pagés.to be illustrated.
4. Write an ending if desired. For exémpl‘e: |

If we all do our part these wishes might come true.

Developed by: H. Lawrence Heywbod |
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