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Foreword

Reading is to the mind what exercise is
to the body.—Joseph Addison, The Tatler

Children come to school having learned to manipulate 1 angmge And as they
relate their experiences or their emotional respans&s to what they have seen or
know in their worlds, language seems to come easily. At such times there appears
to be no limit to the flow of words or the complicated grammatical structures
children can manipulate.

Not so with reading. Reading all too often is delayed; it is resisted by children.
Perhaps this is because reading is many-sided, involving many aspects—sociolog-
ical, psychological, physical, emotional. It comprises the act of decoding and the
use of cognitive processes. Yet, underlying and overlying these factors, the whole
idea of reading is dominated by language—the language of the person engaging
in’ the act of reading and the language used by the author.

Recent scholarship has focused on the interrelationship of angu? ge to reading;
however, such concern is not only recent. During the early 1940’s, B. R, Bucking-

ham stressed the common EIEIT’IEI]t's of each:

Holding as I do that most children who are dEﬁEIEHt in reading are in reality
deficient in language ability, I suggest two things: first, that reading and
Ianguage e taught with far greater recognition of their common elements

. . and, s&cgndly that when children are found to be deficient in readmg
we go far enough back into fundamental causes to build them up in basic
abilities.! )

to the classroom teacher, the special teacher of reading, supervisors, and ad-
ministrators. The person not having a SDPhISthatEd knowledge of phonics or
lmguistl::s wﬂl ﬁnd praétmal afd 5pemﬁc helps in th;s mllectian

Phcme:s and ]mgulstlcs to gxplal the P:mc:ess ::f decaclmg should be of interest

factors and f:ﬁnvictlcrns for Plaﬂmng instructional ngrams in readmg ‘In the
first article are key questions to .guide the evaluation of reading programs. A
basu: tenet af tbe secr:md artlc]e is that readmg is akm to thmkmg
mg pmgrams P‘irtlt;‘ular emph3515 is gwerj to Mf:ther Ent}sa fﬂ]k tales and
critical reading,

The next collection x:rf articles relates language and its various components
to the process of reading. In “My Son. the Linguist and Reader,” Sam Sebesta

1B. R. But:kmghafn “Language and Reading: A Unified ?rﬁg’fﬂﬁjf" The Elementary English
Review, 12 { March 1040), 116. i

Q




has an imaginative approach in summarizing the importance of linguistics in
reading, He shows that much more than 2 study of language is needed. He
stresses the importance of children’s literature in reading, as well as an under-
standing of the language itself. John Carroll emphasizes a need to build into
reading programs provision for rich, Tataral uses of language. According to
Carroll, certain features of native language learning can be incorporated in the
procedures for teaching reading by the comparison of reading instruction with
natural language learning, Furthermore, he suggests that, if one looks at the
way the child learns his native language, he will see implications for reading
instruction. Carl Lefevre believes that reading is 2 language-related process and
that “the sentence is a basic meaning-bearing unit in reading, not the word.”
Joan Baratz defines the essential difference between teaching reading to ghetto
children and teaching it to others. She sees language interference as one of the
chief concerns to be considered when dealing with the literacy problems of
Negro ghetto youth.

Robert Emans, who gives a historical view of phonics and phonics jnstruction,
begins his disrussion with methods formulated in the sixteenth century. His con-
cluding comment is indeed a truism: that every time phonics disappears from
the reading program, it is reintroduced but in a somewhat different form. A
distinction between phonics and phonetics is carefully drawn by Harold B.
Allen, who also gives the historical dimensions associated with these two words,
His article serves to clarify the distinctions which should be made in using the
- two terms, distinctions not always apparent in discussions of reading.

The bibliography on critical reading by Martha L. King and Bernice Ellinger-
Cullinan is an excellent aid for the teacher who needs further knowledge on
this aspect of reading, which is important in the early grades but particularly
essential in the intermediate and middle grades.

Throughout the monograph the authors stress the importance of the use of
natural language in helping boys and girls improve their ability to read. It is
the hope of the editor that this miscellany will serve in some way to give the
teacher, the supervisor, the administrator, and the teacher-in-training a mnew
perspective on reading, 'or even a renewed confidence in what they believe about
reading,

Eldonna L. Evertts



ALBERT ], HARnis

Key Factors in a Successful

Reading Program

For many years, study skills experts have
been advising that it is desirable to turn
headings into questions and then to focus
on the facts and ideas that provide answers
to the questions, I am going to follow this
advice: in talking about key factors in a

successful reading program, I will really

consider key questions which can guide us
in evaluating a reading program and de-
ciding whether or not everything is being
done that can make a reading program
effective. How many key questions there
are is somewhat arbitrary, but I shall at-
tempt to consider ten.

1. Are we giving every child a successful
start in reading?

The concept of reading readiness has
had its ups and downs. Originally it was
a highly desirable corrective for a situa-
tion in which 20 to 40 percent of young
children, plunged abruptly into the be-
ginning of reading instruction, failed to
make enough progress to be promoted.
In providing for a more gradual and
sometimes delayed start on formal read-
ing instruction, some school systems went
to the opposite extreme of delaying chil-
dren who were ready along with those
who needed a readiness period and pro-

- gram. Recent evidence indicates that a

Albert J. Harris is a préf:ESSﬂr emeritus of the !‘;‘it};
University of New York. -

readiness program may be a sheer ‘waste
of time for children who are mature
when they enter the first grade. On the
other hand, the child who shows specific
weakness in certain areas of readiness is
likely to benefit when readiness instruc-
tion is designed specifically to overcome
these .weaknesses. For the most part,
readiness weaknesses fall in four main
areas: general language patterns, vocab-
ulary and concepts, visual perception,
and auditory perception. An effective
readiness program should make use of
readiness tests that can locate areas of
weakness and should provide specific
learning sequences in each area in which
a weakness is found.

Another factor in a successful start is
the increasingly recognized fact that chil-
dren vary in the modes of learning that
are most natural for them. For some chil-
dren a predominantly visual approach
succeeds well. For a minority, a method
in. which auditory perception and
phonics are stressed may be highly de-
sirable. A still smaller minority have dif-
ficulty with both visual and auditory

- avenues to learning, and for them a re-

liance on tracing and writing procedures
may allow successful learning to go for-
ward.

Still another important factor in a suc-
cessful start is the pace of instruction.

' A program which is too slow for many

children may cause boredom and dis-
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interest. One which is too fast leaves
many members of the group floundering
and frustrated. An alert awareness of the
way in which the children are reactin

to the instruction, day by day, helps an
effective first grade teacher to keep the
pace of the program in line with the
learning abilities of the children.

2. How well are we helping children to be-
come independent in word recognition?
The question of whether or not to
- teach phonics is a long-dead issue that
continues to be dug up from time to time
by crusaders ignorant of what is going on
in our schools. There is a legitimate dif-
ference of opinion in this area, but it is
not concerned with whether or not to
teach phonics. Everyone agrees that chil-
dren need to be taught the techniques
for independence in word recognition
and to become quick and accurate in
word recognition.

The differences of opinion are con-
cerned with a number of specific ques-
tions. Should reading activity. be mean-
ingful from the beginning, or is it ef-
ficient to start with nonsense syllables
or words in lists? What is the best se-
quence in which to introduce phonic ele-
ments? Is it better to teach phonetically
irregular words from the beginning, or
is it best to start only with regular words
and introduce the exceptions mu::h later?
Is it advisable to start with ar artificial
alphabet in which each symbol rupresents
a unique sound and transfer to the regu-
lar alphabet later, or is it better to work
with the regular alphabet from the be-
ginning? How valuable is it to use a dif-
ferent color for each sound, particularly
vowel sounds? On these and other re-

lated questions research has not yet pro-
vided definite answers.

For the. three years (1964-67) 1 was
o “wolved in a study of reading method-

EKC

ology in the first, second, and third
grades.” One of the things that turned
up is that the number of minutes per day
spent in actual reading instruction is a
crucially important factor in the out-
comes. Teachers who spend major por-
tions of their time on direct reading in-
struction tended, in general, to get better
results than teachers who spendthe major
part of their language arts time on what
may be described as supportive activities.
Within each of the four teaching meth-
ods we compared there are certain ac-
tivities that seem to have high pay-off
value and others that seem to be non-
contributory.

In most published research on begin-
ning reading, the experlmgnters have
told the teachers how much time to
spend on reading instruction and have
assumed that this is what took place.
We had our teachers keep daily time
records on a _ systematic schedule. We
found that, despite  instructions, there
were wide variations within each method
both in the total amount of time spent
per day and in the time spent on specific
phases of reading and the language arts.
I have therefore come to the conclusion |
that much of our available research on
first grade reading is inconclusive be-
cause we do not have the facts to sepa-
rate the effects of teaching methods from
those of instructional time.

Independence in word recognition is
not merely a learning of basic pha’nics
It mgludes a vanety ijf techmques in-

1A, ]. Harris, C. Morrison, Blanche L, Serwer, and

L. Gold, A Continuation of the CRAFT Project:
Comparing Reading Aﬁfﬁmchss with Disadvan-
taged Urban Negro Children in the Primary Grades,
Final Report, Project 5-0570-2-12-1 (New York:

Selected Academic Readings, 1968). See also sum-
maries in The Reading Teacher, May 1966, May
1967, and January 1969. ,
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from context clues, the use of principles
of structural analysis of words into roots,
prefixes, and suffixes, and a flexible ap-
proach that moves from one alternative to
ancther until the word is successfully
solved. In the middle grades we need to
add effective dictionary skills, including
speed in locating the word in the dic-

tionary and guided practice in the proper
use of the key to pronunciation,

3. Are we stimulating vocabulary growth
sufficiently?

The high correlation that is nearly al-
ways found between meaningful vecabu-
lary and reading comprehension indi-
cates that vocabulary development must
be one of our most important areas of
concern. Children understand the mean-
ing of a word only when they have had
enough experience out of which to de-
velop an appropriate concept ‘for the
word. In the past few years we have
become much more vividly aware of the
limitations in background of expériéﬁt‘é
in concept development, and in mean-
ingful vocabulary that handicap thou-
sands of children in their progress in
school. Vocabulary deficiencies are es-
pecially significant among children who
come to school with educational and
cultural disadvantages. It has been
shown that many disadvantaged children
have less than half of the meaningful
vocabulary passessed by typical middle-
class children,

To stimulate vocabulary growth, a

number of different kinds of efforts are
necessary. One of these is to provide real
experiences in which new words and
their meanings are absorbed easily and

quickly. When real experience cannot be

- brought into the classroom, or the EUPIIS ‘

cannot be taken out of the classroom to
the Experlgnce substitute. or vicarious

~ experience can frequently be provided.

4. Are we ﬂmkmg effective
visual aids for reading instruction?

Each area of the curriculum has cer-
tain basic concepts whose meanings need
to be understood accurately and fully.
Teachers need to take time to provide
abundant illustrations of these concepts
;’md to chetzk and recheck the children’s

A third avenue to vcu:abu]ary develop-
ment is through the medium of wide
independent reading. Once one gets be-
yond the vocabulary of the primary
grade basal readers, any new word is
likely to come up so seldom in a particu-
lar teat:hing equence that it takes the
reading of millions of running words in
Drder to ﬁnd ~most Qf *he wgrds in the
gerxt adult, vaxchng thg matenalsj tlmx:,
aﬂd Eﬁcﬂufigeméﬁf fDr inderjenégﬂt
can build v-::cabulary

A fourth aspect of vocabulary growth
is teaching the efficient use of the dic-
tionary. Most of us learned to use dic-
tionaries by trial and error and have
never become really skillful at it. Today
we have better dictionaries than ever
before, and they start at first grade level.
Guided practice in the correct use of
dictionaries should be built into our com-
prehensive reading program.

A final 1mPcirtarit factor in vﬁﬂabulary
development is the stimulation of an in-

terest in words and their meanings. Here,

contests and games of various kinds can
be harnessed to vocabulary leamning to
good effect, Children can become sen-
sitized, through competitive games, to
the meanings of new words they come

across and to the varied meanings whlch

~ most of our common words ean carry.

use of audio-

For years, there has been a dispute
among reading spec;ahsts over the value
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5. Are we meeting the problem of individ-

E!f what have generally been described
ual differences effectively?

“ eaﬂing machines.” These are devices

O

fﬁl’ projecting words or phrases quickly
or for controlling the rate at which a
particular reading selection is presented.
Some of them have been on the market
for years and have sold thousands of
units. In general, however, research in
the upper grades and secondary school
has failed to show any significant ad-
vantage for a machine over a non-
machine instructional procedure. What
advantages the machine may have seem
to lie more in the area of novelty and
motivation than in promoting learning
efficiency.

During the three years of the CRAFT
Prcqer:t fr'ny sta expk_irzd the use nf a

head PrD]EctDrs tape :Ecardgrs ﬁlm Stflp
projectors, listening comners, and show
and tell devices combining a record with
a flm-strip; they took cameras along on
Beld trips in order to record what was
seen for later illustration and discussion.
Our results indicate that for the teachers
who had good training in how to utilize
this kind of equipment, large amounts of
time spent Wlth such pmcedures were

tramecl in audio-visual feat;'hmg, the
more time spent with audio-visual pro-
cedures, the worse the readmg test Te-
sults,

This suggests a word of caution to
those districts that have been spendmg
money on a wide variety of audio-visual

Ec_[mprnent and supplies. Supervision and

training in the use of audio-visual pro-
cedures is essential if this equipment is

to repay its cost, and, if such trammg is -

not provided, a profusion of such equip-
ment may actually interfere w;th the in-

E KC structional prﬁgram

In order to provide effectively for in-
dividual differences in learning to read,
the first essential is an adequate diag-
nostic program. Such a program provides
the teacher with information on such es-
sentials as the correct level of difficulty
for the materials the child should be
reading, the specific skills he has mas-
tered, and the specific skills in which he
needs further help. When there are se-
vere or persistent problems, diagnosis
needs to go beyond this to explore the
Pr_xss:ble handicaps that may be prevent-
ing the child from making progress.

Another minimum essential for effec-
tive individualization is a collection of
materials that can provide for. the wide
variety of levels of competence to be

~ found in almost any reading class. The

past few years have seen a tremendous
increase in the production of materials
that are adaptable to individual progress
and individual rates of learning. As such
materials: become more widely known,
and as their content is improved, it will
become increasingly possible to allow
each child to proceed at his own best
rate of speed.

6. Are we providing a rich and varied read-
ing diet?

A child who ate naﬂtmg but rich, sweet
desserts would soon become a medical
case uvf ma]nutriﬁﬁn Simﬂarly, a one-

anced readmg skﬂls mterest “and at-
titudes. Children need a balanced read-
ing diet as much as they require bal-
anced food intake.

One form of reading malnutrition is
based upon the assumption that reading
can be learned entirely from basal read-
ers. It is true that something like 95 per-
cent c:f the classrmms in this country



ALBERT ], HaRRis 5

employ basal readers as the core of in-
struction in reading. But unless there is
considerable :reading  diet beyond the
contents of the basal program, the chil.
dren must be regarded ns being on a
bare subsistence level sc far as reading
nutrition is concerned. Vvide reading be:
yond the confines of any one set of
books s necessary if we are to develop
the reading skills needed for the future.

When there are classroom libraries,
school libraries, and well-stocked chjl-
dren’s rooms in nearby public libraries,
a balanced, varied, and nutritious read-
-ing diet becomes possible. I have at times
cxpressed the opinion that the best way
to evaluate a library is in terms of the
number of books reported as lost or dam-
aged. The higher this number, the more
effective the library in promoting reading
among children. When I visit 2 library
and see shelves full of neat and shining
books, my first guess is that this is a room
that makes it hard for children to get at
the collection,

The promotion of independent reading
Tequires cooperation between teacher
and parent. The hours devoted to tele-
vision, which have averaged nearly three
hours a day for elementary children over
the past twenty years, absorb much of the
qQuiet indoor time that used to be avail-
able mainly for recreationa] reading. Un-
less parents cooperate by limiting TV
viewing time and. by- encouraging and
fostering reading as a leisure time activi-
ty, the efforts of the school in this dj.
rection are likely to fall short of their
desired goals, -

7. Are we giving sufficient training in the
.careful analysis of difficult materiglp
In the early grades we quite often
hear the complair;® that the language of
the children is richer ang more varied
than that employed in their reading ma-
Q

terials. By the time children reach the
intermediate grades, the complaint more
frequently is that the language of the
book is far more complex and difficul;
than the language to which the child is
dccustomed. This is far more true for
children from educationally limited back.
grounds than it is for children whose
parents are college graduates. For all
children, however, increasing complexity
of writing style becomes a major prob-
lem to be surmounted as children move
into the content apg reference books
of the middle grades and secondary
school.

Recently there has been renewed at-
tention to the desirability of providing
guided practice in functional sentence
analysis. Without necessarily using the
terminology of formal grammar, ii is pos-

~ sible to provide a scheme for checking

understanding of the basic meaning of a
sentence. Who or what did something?
What happened? To whom or to what?
How? When? Wherep Why? The sys.
tematic application of these questions
makes it possible for a child to locate the
key ideas within a sentence and to un-
ravel the meaning of long and difficult
sentences, ] )

In a fifth grade selection about the first
Continental Congress 1 found this sen.
tence: “They declared that they did not
ask for freedom from England but only
that they be given certain rights which
all Englishmen should enjoy.”

A teacher who had the misfortune of

| having to teach with such a poorly writ-

ten textbook could take off some of the
curse by asking some questions and
teaching children how to find the an-
swers. For example, what is the antece-
dent of “they?” How many things did
they declare? What does “they be given”

 mean? What does jt mean to enjoy a
right?



-
Quite a few years ago a whole book
was written on the subject of how to
read a page.? Without going into that
much detail, it seems evident that we
can make far mdre of an effort than we
have done in the past to help children
learn to cope with the complexities of
. scholarly writing. In doing so, we need
to use subject matter taken from the con-
tent subjects and to provide for the sys-
tematic development of a wide range of
study skills. These range from -simple
skills like learning alphabetical order and
how to use an index to the very complex
ones of learning how to outline and to
write summaries of difficult and chal-
lenging selections.

. 8. Are we making it fun to read?

Survey after survey has revealed disap-
pointing facts about the reading habits
of adults® Disappointment applies not
orly to the adult population in general
but also to those who are college grad-
uates, It even extends to the reading
habits of teachers. Even among those

who do read regularly and frequently,

the reading diet is all too often confined
exclusively to light fiction. Magazine
readers greatly outnumber book readers,
and book readers who regularly read
thought-provoking books or works of
genuine literary excellence form a re
grettably small minority. . '
If a person becomes a reading addict,
his love of reading causes him to find the

time to read regardless of other activities.

Our most avid readers do go to movies,

21, A.ﬁrliiichardsj, How to Read a Page (New York: -

W. W. Norton & Company, Inc., 1942), .

by Daréthi.f M. Dietrich and Virginia H. Mathi_e;'\_%ss;_
national Reading Association (Newark, Del.: IRA,
O 8), pp. 43-48. - ,
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do have social lives, and do watch tele-
vision. They do have friends and do
participate in outdoor sports and activi-
ties. But somehow or other they always
find time for reading. Our problem is to
learn how to make-such an addiction to
reading more widespread.

It is clearly evident that adult leader-
ship is very important in the develop-
ment of the habit of reading for pleasure.

 The model provided by the parents is
very influential. In addition, contagious
enthusiasm for reading displayed by
teachers can be extremely effective in
promoting independent reading. A good
reading teacher is a good book salesman.

9. Are we evaluating all the important as-
pects of growth in reading?

I referred earlier to the importance of
testing procedures that provide the class.
room teacher with diagnostic information
necessary to make correct decisions in
deciding the level of difficulty at which
individual children are ready to read and
to locate specific skills in which they
need additional help. Standardized tests
of reading ability are especially valuable
for making comparisons among pupil
populations and for tracing .growth in
research studies, Because they show how
a child compares with other children
rather than exactly what he can do with
specific kinds of reading materials, stan-
dardized tests are somewhat less useful
for instructional guidance than has often
been assumed. To find out if a child is
ready for a particular book, or in other
words whether the book fits the child, it
is necessary to try the book on for size.
If the book is too difficult, the child ex-

- periences frustration and failure and
learns little or nothing useful from his
exposure to it. If the book is too easy
and too limited, the child experiences
boredom and discomfort and becomes
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less mterested in readmg than he was

" before. Taking the time to try the book
on for size is an important feature of an

.effective reading program. The teacher

“who neglects to do this assigns many
children to the wrong materials and then
is dxsappomted by the way in which they
respond.

We need wider use of tests that can
pinpoint specific weaknesses in word rec-
~ ognition, comprehension, vocabulary,

- -and study skills. Developmg better group

tests in these areas is a task for the future.

Besides the areas of reading which can
today be measured with objectivity, there

are some areas that are more subjective
and harder to evaluate. We need to em-
- phasize - the importance of reading in-
terests and attitudes. We need to en-
courage teachers to judge the taste and
discrimination that children display in

their reactions to dxfferent kinds of read-

‘ing materials. We need to emphasize the
importance of varying the rate of read-
~-ing in accordance with the requlrements

of the material and the purpose for read-

ing. And finally, we need to put far

~ greater empha51s upon sensitivity to the’
- child’s. ab:hty to read with crmcal judg-

ment

10, Are we making adequate provisions for
the retarded readerP
Essentlally, we. have two kmds of re-_

tarded readers. The larger group consists
of children who are already readmg at

an average or even slightly above aver-.

-age level, but who are so bnght that

their reading skills should be far higher

than - their “present competence.” These

children are properly called underachiev-.
“ers in reading. They are frequently over- -
looked because they are not failing, but

' the gap that they show between poten-

tinl reading ability and attained reading =

f: ability is sometimes distressingly large.’

Q

Locatmg such pupils through a carngan-
son of intelligence and reading scores is
one of the values of a testing program.

The children whose reading skills are
madequate in .terms - of the normal ex-

“pectation for their age and grade place-

ment divide broadly into three groups.
The largest of these groups is that ﬂf

intellectual develo[)ment and whr:_;se
reading is on a par with, and sometimes
even a httle above, thelr level of com-

petence in other areas of intellectual

functioning. Such pupils need a reading
program ‘- which - is ‘adapted to their
limited abilities, rather than a corrective
or remedial program. |

The next largest group consists of those
children who are moderately below
average for their grade. These children

‘can usually be taught successfully in

the classroom when the teacher groups
them appropriately and provides learn-
ing materials and act1v1t1es apprapnatg

‘to their level.

-The third group of retarded readers in-
cludes those with genuine and severe
disabilities  in reading. These children
need more intensive individualized study
and diagnosis and usually do not begin

to respond well to instruction until they
- receive help in small groups or on a
completely individualized basis. Some-
times even that is ineffectual, and a care-
- ful, comprehenswe, clinical diagnosis by

representatives of a variety of profes-
sions may be necessary. Such facilities

for clinical study may be found in a
~special reading clinic connected with a
college. university, or large school sys-

tem, or in a child guidance clinic under
public or private auspices. The recogni-.
tion that a particular child needs inten-
sive diagnostic study is the first step
toward providing for his needs. Those

-who’ have worked with such disabled__
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‘readers are vividly aware that this is a

- vitally important activity, and one that -

is richly rewarding when it succeeds. I
recently  glowed with pride when I
learned that one of my former disability
cases is mow an outstanding . sculptor;
some of you may have had similar suc-

cess stories. Let us hope that the bright,
disabled reader who goes unrecognized
and is considered to be mentally retarded

is rapldly becoming a thing of the past. -

" In'summary, asklng the nght questions
heips us to set appropriate goals for the

readmg prﬂgram, and to ﬂEvelaE a well-
rounded program which does not concen-
trate on a few desirable outcomes to the

" neglect of others. A successful reading pro-

gram should pay attention to at least ten
areas of concern: beginning reading, in-
dependence in word recognition, vocabu-
lary development, use of audio-visual aids,
provisions for individual differences, rich-
uess and variety of materials, trammg in
study-type reading, fostering of interest in -

reading, evaluating all important areas of

reading, and providing for retarded readers.
[Janvary 1969]
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tions raised by others to guide his reading
and thinking, he should do so only after
careful examination of the premises of the

questions. He must understand that if he

accepts the premises of others he may also
be bound to accept their conclusions.
Second is the belief that group reading
instruction is as essential as individualized
reading instruction. It is in the dynamics
of a group situation that the thinking-read-
ing skills.can be honed and polished. In
- the initial years of reading instruction, basic
readers can supply the materials needed
for directed reading-thinking group ac-
tivities. If basic-reader controls of vocabu-
lary give way in time to control of con-

cepts, memoriter processes to cognitive

processes, so-called companion readers to
the library, and skill activities in boxes to
functional - reading-inquiring activities—
then basic readers can be quite useful.
Individualized reading instruction, with
its focus on self-responsibility, self-knowl-

edge, and sharing, requires at least equal |

time with group instruction. Any basic
reader ' program represents but a poor

abridgment of a library and should not
at any time be thought of as “the reading

program.” At most, perhaps, a basic read-

ing series might be thought of as a launch-
ing pad from which to get each pupil into

the individualized reading orbit, ~ -

Third is the belief that reading is one
facet of language and one means of com-
- munication and should from the very be-
ginning of reading instruction be taught as
such through a language-experience ap-
- proach, Children learn at an early age the
basic structures of their language, so that
their oral language usage stands in sharp
contrast to the language of pre-primers and
primers, whether of the “Run, Dick, Run"
or “Nat is a fat cat” variety (15). This is
why children should see and understand
‘that reading is no more than talk written
ldﬁ\i’ﬁ‘ i ’ S e

All children want to read and write (3).
The creative use of the language-experience
approach enables children to record, first
by dictation and.then by creative writing,
what they think or feel is important and
thus to communicate with others. This ap-
proach provides a ready way to acquire a
sight vocabulary, to learn word attack skills
by making immediate use of the pupil’s
own sounds (spoken words), to read ma-
terials written by others (their peers), and

then to enjoy the reading of trade books

and periodicals.

Recent evidence provides much support
for this point of view. Studies at the Uni-
versity of Delaware (14), University of
Pittsburgh (4), and Oakland County
(Michigan) Public Schools (6) were es-
pecially suggestive, and the creative writ-
ing achievements of young children have

_ been most astounding (13). A detailed

analysis of creative writing obtained in

“both an_experimental population and a

control population provides specific evi-

~dence of superiority for the language-ex-
- perience (experimental) population (9). .

Fourth is the belief thata school library
is more essential to sound reading instruc-
tion than any basic reader series can ever
be. Many centuries ago Archimedes told

- us: “Give me a“lever long enough and a
- fulerum strong enough and I can move the
‘world.” The wisdom of this advice can be

‘adapted to - this context and provide the

leverage that can make a real difference:

“Give me a school with a library big enough
~and support strong enough and education

can realize its full potential.” President
Kennedy in his official statement released
April 18, 1963 to launch National Library
Week called good libraries “as essential to
an educated and informed people as the
school system itself.” The equating of a li-
brary with a school system provides a per-

~ spective with tremendous scope,

“In an April 21, 1963 news release (8)
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spaﬂs‘c}réd by the National Book Commit-
tee, Inc., in cooperation with the American
Library Assemahan National Book Week
was referred to as “a coast-to-coast festival

on behalf of the civilized mind.” Reading

and Iibfaries of all kinds shared this one-
the status of reading and of libraries. Sc:hgal
library resources provide the physical
faundatlﬁﬁ af tear:hmg and Ieaming com-
pmwdes the mental fuundatmn

Fifth is the belief that word-attack skﬂls
can be taught functionally with attention
focused on meaning clues or context clues.
The dictionary and its authority needs to
be recognized and used as early in a
reader’s life as circumstances permit, in first
grade for most children, Phonic and struc-
turzl clues can be excellent auxiliary aids,

Surveys of teachers’ knowledge of phonic.

generalizations show, however, that they
do not know the rules (1), though they
believe phonics should be taught and often
insist they are teaching it. Why then are
- they so ignorant of the rules and general-
izations? . If teachers cannot remember the
rules can we expect children to do so? As
Nila B. Smith (12) has pointed out, the
American educational scene has developed
a phonics tyrant. How wonderful it would
" be if the same “logicians”

a readmg fcsr meamng

| cquld assume its apprnprlate auxllls:y role,

Sixth is the belief that Qﬂni’;&]_)t attain- -

ment and cognitive structures require early

emphasis and soon take precedence over
the mechanical aspects of word recognition,
This is so because reading in all  phases

of the ecurriculim becomes a - principal

source of knowledge and cognitive struc-
-tures, The semantic and syntactic aspects
of the developmental process of lﬁammga
to-read are essentially one.

o"he case of concepts raquu‘es l tcjugh

could organize
tyrant and put
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mind—a mind whose main features are re-
fleciive awafeness and deliberate control,
tempered by “warm-blooded” affective in-
ference. These features must be formed and
molded as one passes from undifferentiated
vagueness to the development of percep-
tion, intention, cognition, and memory
(‘?) T‘hrﬂughaul: Lhe early schml years,

ness and master}r untll they are capablg
of conscious and deliberate control and
creative use of concepts.

Intelligence is coming to be viewed as
prﬁblém solving capacity. (7). This capacity
is based on a hierarchical organization of
symbolic representations on the one hand
and information processing strategies on
the other. Action or actions constitute the
key aspect of all cognitive functioning,
Overt and covert actions are the common
denominator of cognitive functioning, and
language is the system par excellence with-
out which thought could never become
socialized and logieal (5).

The principal outcome of all this is that
tE‘ECthS must teach reading in a way that
will require children to pose questions and
seek answers, to experiment, to manipulate,
to reconcile what they find at one time or

one place with what they find at another,

and to compare their findings with each
other.

~ Seventh is the belief that the rﬂajc:r pur-
pose of most reading instruction is to im-
prove comprehension. The route to matur-
ity in reading and comprehension is best
characterized by a cognitive form known
as repres&ntﬂtu}nal thought (5). Such
thought can recall the past, represent the
present, and anticipate the future in one
brief and mobile det; it can reflect on,
mediate, or a:entem'plate a source of action;
it can extend its scope to the past, to the
future, and to the intangible; and it be-

- comes socialized as a whole culture shares

in a system of codified symbols. Represen-
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tational thought is a general facility and

basic to both private symbols (dreams, sym-

bolic ~play, imitation) and social signs

(words and mathematical and scientific
symbols). The sine qua non of representa-

tional thought in the words of Piaget ap-
pear to be reversibility (every logical or
mathematical operation is reversible), mo-
bile equilibrium . (a- system of balanced
interchanges), and conservations "( certain

- properties remain invariant in the face of .
certain transformations), and so on untl.

a pupil can’ deal with hypotheses that may
or may not be true, or until he can con-
sider the form of an argument without
regard to its content. Then problem solving
‘takes - on a new level as a child orients

toward organized data, the isolation and

control of variables, the hypothetical, and
logical justification and proof, 3
Eighth is the belief that the .mature
reader is the reader who knows how to
adapt his rate of reading to the purposes
for which he is reading and the nature
and difficulty of the material, The mature
reader does not read everything at the
same rate—he is versatile and adapts.
Ninth is the belief that, as a person reads
and comprehends, new concepts are at-
tained and reality is objectified. These op-
erations pervade the personal-social-affec-
tive acts in which children engage. Their

goals and values become more stabilized -

as they read. Repeated interchanges with
peers_cause them to come to grips with
the viewpoints and perspectives of others,

As a result children gradually move from
- egocentrism to " the 'multiperspective re.
~versibility of grouping structure and cul- .

tural maturity (5).

to their physical world and their social

~world and to help them meet their emo-
tie?nal, esthetic, and spiritual needs, In short
LS R
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there are books that will help a child
understand and accept himself and books
that will help him learn to live with others.
Tenth is the belief that the hard-to- .
measure outcomes of critical and creative
reading must be measured and must re-
place tests that measure only superficial
evidence of reading performance. This is
urgent, because the measuring rod in a
significant degree determines what will be
breught forth to be measured. Standard-
ized and informal tests must both do more

than focus on symptoms of reading difficul-

ty. o

Growth toward reading maturity must
have an early start and must take into ac-
count the convictions about reading in-

struction described, Just as Dewey refers to

democracy as the highest form of social
cooperation, so directed reading-thinking

~activities provide ‘the best form of pedago-
.gical and intellectual cooperation. If chil-

dren are to acquire the noble detachment
of :a scholar, they must avoid premature

 crystallization of ideas by placing faith in
~inquiry and in a scnse of order and dirge- -

tion, Without these qualities, they become
intellectual vagrants, inclined, toward fixed
dogmas and incantations and imposed
' [Januany 1969]
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What Comes after

The young child of nursery age decides
what crayon to use next in his coloring
book by sglemnly reciting the ccsuntmg
out rhyme, “Eeny, meeny, miney, mo.
Another child, thousands of miles away,
becomes familiar with numbers by chant-
ing, “One, two, buckle my shoe.” These
children from widely separated homes and
backgrounds have an important tradition in
common. They are expressing themselves
in .rhymes which are a common heritage
of English-speaking people throughout the
world,
~ This herltage of rhyme tg which most
children are exposed long before they learn
o read is basically of two types. One
is that accumulation of rhym&s which cir-
culates orally from child to' child, usually
outside the home and beyt:ind the mﬂuem:c,
of the family circle.! In spite of the fact
that these rhymes are seldom written down,

~and that they are quite often not even

approved by adults, they travel with tenac-
ity from one part of the globe to another,
These are the verses which children re-

- cite when playing together, whether it is

skipping rope to “Mother, Mother, I feel
sick; send for the doctor, quick, quick,
quick,” or eementmg a frlendshiP by link-
ing the little fingers of the right hands
and chanting, “Make friends, make friends,
never, never break frxends,”

Patricia Parkgr is an assistant pfﬁfessnr nf Iibrarv
science at Augsburg Cnllege

1Imm am:l Peter Ople, Lore and Lunguagg of
Schoolchildren  (New York: Oxford University
Press, Inc,, 1959), p 1.
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MétherGoose?

This is the ]anguage of thc playgmund
well in theu‘ book, Lore aﬂd Lgnguagg af
Schoolchildren.? - Thrcxugh their study, the
Opies have brought to our attention not
only the vitality of oral transmission and
tradition which children perpetuateé but
also the naturalness with which children
express themselves in rhyme. Certainly this
is a universal and recognizable kind of

poetic background which children have

when they enter school.

The nursery rhymes, or Mother Goose
rhymes as they are more commonly called,
become part of most children’s repertoire
of verse by quite a different route. Primar-
ily, children are introduced to the tradi-

 tional nursery rhymes by adults, particular-

ly parents, Long before most children can
read they become avare of these verses.
When the occasion arises, these age-old
rhymes pass almost unconsciously from
palent to child. When the young child
says, “I wish I had,” most mothers almost
automatically recite the verse, “If wishes

‘were horses, beggirs would ride.” Likewise,

when the parent is putting the child to
bed, it seems most natural to smg the
words of the Mother Goose rhyme, “Rock- -
abye baby, in the tree top.” :
Fortunate, indeed, is 'the young child
who hears a variety of these verses. Because
of their melodious language, he repeats
them and repeats them and through this
repetition they become a permanent part
of his poetic background. Annis Duff, in

her book Bsqugst of W’ings states that

21bid,
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memory in f *he early years is both receptive
and tenacious. Certainly the ease with
which we remember our earliest learned
rhymes reinforces this statement.

Teachers recognize the value of the

wealth of rhymes which most children have

accumulated by the time they begin their

formal education. Particularly teachers are
prepgr&d to use the common bond of -

knowledge and experiences which the ac-
ceptable Mother Goose rhymes provide.
It is possible to use these rhymes freely
and surely since we are confident that
they are a legitimate introduction to En-
glish poetry. As Robert Graves, the noted
English poet, said, “The best of the older
ones are nearer to poetry than the greatest
part of the Oxford Book of English Verse.”™
With this kind of assurance and with a

natural poetic response from children, there

is a genuine meeting of minds between
teachers aﬂd chlldren abgut what is gnad

of schggl ,
Fortunately we no ]i:ilger have to rely
on oral transmission to communicate Moth-
er Goose rhymes. Today we are able to
indulge the natural affection for Mother
Goose through a great variety of iﬁtar’pre-

tations. Dutstandmg artists of the nine-.

teenth and twentieth centuries have felt
the need t:} exPress thE‘ll' mdw;dual ta]ents

ammatlgn af suﬁh madem volumes as i:hat

illustrated by Raymond Briggs with his’

warm, humorous drawings," the gloriously
bright art of Brian Wildsmith," or the subtle

3 Annis Duff Bequest of Wings (New York: The
Viking Press, Inc., 1954), p. 77.

‘4Jona and Peter Opie, Oxford Dictionary of Nur-
sery Rhymes (Naw York: Oxford University Press,
Inc., 1051), p. 2.

fRaymond Briggs, Mother Goose . Treasury - (New
Yarl{ Coward-McCann, Inc,, 1963).

- Brian Wildsmith, Brian Wildsmith's Mother Goose
O Tew York: Frﬂnklin Watts, Inc., 1065).
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charm of Philip Reed’s woodcuts” makes
us aware of the diverse themes and varied
mterpretatu:ms possible with these decep-
tively simple verses.

With such a variety of Mother Goose
collections to choose from and with the
assurance that this is a worthwhile and
entertaining introduction to English poetry,
classroom- teachers proceed to make full
use of verses to motivate reaﬂmg to en-

- courage listening and participation in games

and singing, and to stimulate aesthetic re-
sponses through visual encounter with some
of the most important artists of our time,
What follows this enthusiastic introduc-
tion to English poetry? How is the child’s
natural receptiveness to rhyme encour-
aged? What comes after Mother Goose?
" Whether the attraction for “words in
tuneful order” is developed beyond a very
rudimentary stage - depends upon many
factors, not least of which is the teacher’s
commitment to furthering the response to
verse and a knowledge of how to proceed.
Because the nursery rhymes are short,
rhythmical, and lighthearted, it is  rela-
tively easy to move from them to humorous
verse and still maintain the high interest
of children. The limerick is one form of
‘humorous verse which is_a perennial fa-
vorite of children. It not only serves to
increase their knowledge of existing poetry
but also stimulates interest of youngsters in
writing poetry of their own,
Edward Lear remains the great master
of the limerick. Since his first book of
limericks accompanied by the outrageously

funny sketches appeared in 1846, his talents

have been Eﬂthusmstlcally received by each
new generation of school children, In ad-
dition to the limerick, Edward Lear is
responsible for other nonsensical verse
which children continue to discover with

7Philip Reed Mother Goose and Nursery Rhymes
{ New York: Ath;néum Publishers, 1933)
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~ great joy. The voyage of the Jumblies who
“went to sea in a sieve™ and the Owl and
the Pussycat who set forth on their ad-
ventures “in a beautiful pea-green boat”

as well as Lear’s hilarious alphabet are

all appreciated by children. Along with
the original Lear drawings im: The Com-

plete Nonsense Book.® children and teach-- _

ers will enjoy the interpretations of these
- verses as rendered by Tony Palsx:9® and
L. Leslie Brooke,’* S

From Lear’s nonsense “pure and abso-
lute™! it is but a short step to the poetry
of Lewis Carrcll and Laura E." Richards,
who also knew instinctively how to awaken
children’s laughter through poetry. ~The
little crocodile who “welcomes little fishes
in, with gently smiling jaws,” and “The
King-Fisher Song” with its delightful re-
frain, “Sing beans, sing bones, sing butter-

flies,” are but two examples of Carroll’s
originality and brilliance. Eccentric charac-
ters with nonsensical sounding names mark

‘the poetry of Mrs. Richards; there is con-

stant delight in meeting such personages

as “Little John Bottlejohn”
kin and Mrs. Wobblechin.”

Jingles,” doggerel and nonsense verse
lead quite naturally to a familiarity with

and “Mrsi Snip-

other poets who use humor with. inge- .

nuity, One of the most important is A. A.

‘Milne.'* Mr. Milne’s inventive genius is evi-

dent infhi-;maﬁy poems which are either
about children or child-oriented with their

-#Edward Lear, The Complete Nonsense Book,

edited by Lady Strachey (New York: Dodd, Mead

& Company, 1942), ) :
"Edward Lear, Edward Lear’s Nonsense Book,
selected and illustrated by Tony Palazzo ( Garden
City, N.Y.: Doubleday & C

19Edward Lear, The Jumblies and Other Nonsense
Verses, with drawings by L. Leslie Brooke ( New

York: Frederick Warne & Company, 1907).

UMary F. Thwaite, From Primer to - Pleasure

(London; Library Association, 1963), p. 126,
12A, A. Milne, Now \
Were Very Young, rev. eds. (New York: E, P,
O _on & Company, Inc,, 1861), '

Conipany, Inc.,, 1056),

We Are Six and When We

King’s Breakfast” with its endearing pie-
ture of a most unkinglike king, “Squares”
which defies make-believe danger, and “Sir
Brian Botany” as it relates the come-down
of a bully are all real to children as they
learn to appreciate more gently humorous
verse, _ |

‘Rose Fyleman is best remembered. for
her verses about the fairy world, but she
also wrote -other poeins which rate high
in child appeal, such as the subtly humor-
ous “I think mice are nice.” Dorothy Aldis

uses humor effectively as she interprets

- the modern child’s world through such

poems as “Radiator Lions,” and - Eleanor
Farjeon with such a poem as “Cat!” adds
a dimension to humorous poetry which is
delightful, |

These are but a few of the many poets

“who have written with an amusing appeal

to children. For the teacher who feels
the need to broaden her general knowledge
of this type of poetry for young children,
such anthologies as A Little Laughter,’s A
Pocketful of Rhymes,'* The Moon Is Shin-
ing Bright as Day'™ and Oh, What Non-
sensel® are good to consult for their in-
clusion of many different poets.

to stimulate a poetic response from. her
students and who acquaints herself with
a wide circle of imaginative poets succeeds

.in laying the groundwork for potential life-

time enjoyment of poetry among her stu-
dents. As children enter the intermediate
grades, however, they may undergo sig-

“nificant changes in their attitudes to poetry,

That is not to say that meaningful poetry

experiences in the primary grades are not

i‘%{&tl—iéﬁﬁe Love (ed.), A Little Laughter (New

York: Thomas Y. Crowell Company, 1857),
1iKatherine Love (ed.), A Packétful of Rhymes
(New York: Thomas Y, Crowell Company, 1946).
180gden Nash (comp.), The Moon Is Shining
Bright as Day (Philadelphia; J. B, Lippincott
Company, 1853). =~ = L

mwﬁ’nm Cole (ed.), Oh, What N .iense (New.

York: The Viking Press, Inc., 1966).
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lmpgrta nt but fh*it regqrdleds c:f the fine

these
expene 1ces w1ll be of little Iaﬂg—range im-
_ portance if poetry is not continued in.the
intermediate grades. Children quite natu-
rally tend to use poetry less in play as they
progress in school. Boys and girls are apt to
- be divided-as to what-is considered ac-
- ceptable poetry, During the middle grades,
the writing of poetry becomes for some a
chore or even an embarrassment, and lis-

tening to poetry may be considered the most

boring aspect of the school day.

Many teachers in the intermediate grades
also seem to lose that initial excite-
ment and spontaneity about the free use
of Pnetry which is so prevalent in  the
primary grades. We seem to flounder over
what the children will respond to in poetry.
Every teacher has suffered from indecision
at one time or another over a particular

- poem as she moves from sure-fire nonsense -

verse to lyric poetry. We like Walter de

la Mare's poems and yet we hesitate over
them. “The Magmfymg Glass” which can -

“make magic talk” is about a subject of

interest to children, and yet the words call

for a greater sensitivity to poetry than some -
poems the children have encnuntezed to -
this time. Will the bﬁys find “The Best

Games the Fairies Play” too sissy? How will
the class react to Christina Rossetti’s “Who
Has Seen the Wind?’ What is the best
way to introduce the fine lyric poems of
William Blake? In other words, what poems
will not only be acceptable but joyous

'centnbutians to the child’s total education?

Head:ng textbooks for the middle grades
' shmﬂd have a gt:n;:d exposure to. free verse,

do not offer rnuc:h in the way of gmdance

Most of them pay token attention to poetry.

through offering a smattering of seasonal
verse, doggerel and poetry which has
special meaning for particular holidays.
Many textbooks vary as to when to present
a partxcular poem, and the same poem may

Q

.. poorest.

appear in the th:rd grade I;ext of one serzes

and in an eighth grade English textbook
in another. This is inevitable since there is

‘no one correct time to present a Partzcular
- poem. However,

it does mean that if a
child is exposed to textbooks in different
series he could meet the same poem several
times, which certamly does not lead to a
large acquaintanceship with many poets,

" nor does it give the child a sense of perstmal

growth.

This means that if the initial exﬁltgmcnt
about poetry is to grow and if we as
teachers sincerely believe that poetry is
sgrnethmg more than an academic exer-
cise or an educational frill, we must be
imaginative both in choosing poetic selec-
tions and in presenting them.

It is helpful to keep some gmdellnes

in mind to aid in-making our choices of

poems which will enhance the learning

- experiences of children and also to prepare

them for the more mature presentation

‘of poetry in junior and senior high school.
Children like poems of today,

of the im-
mediate environment, poems dealing with
common experiences; poems about pets,

poems about nature, poems of adventure.

These are the themes to keep in mind as
we choose. As one teacher said to me as

‘we sat in Ther classroom overlooking a drab
- playgrgund in a less privileged part of the

city, “It is 1rnpgrtant that these children

- learn to appreciate what beauty can be

found around them. The trees, their friends,
even the city can be made beautiful to the
child, through pagtry, which
touches on these things.”

Children in ‘the elementar}r grades

both because they like abstract forms and

alsci to learn that poetry is not synonymous
with meter; that it is the content which

dictates the form of poetry, * Sprmg and All”

“by William Carlos Williams is a new way

to approach an old subject, “The People”
by Ehzabeth Madox Roberts PrBVidES a



fresh new Inok at the world around us and

the “little silent Christmas tree” of E. E.
Cummings is a. jewel-like rendition of a

traditional theme. Certainly this exposure

to a less rigid rhyme scheme while the
child is in the elementary grades would
~ help prevent the situation when the child
is -introduced to this kind of ‘unrhymed
verse for the first time in junior high school,
an all too often painful experience,

Children like poems by other . children.
When these poems are carefully chosen,
they help to build confidence, They come

to realize that not all good poetry is written

by adults, and the response may be an
enthusiastic tiy at writing poetry, Short

poems usually get the best reception, and

‘the rule should be rather too few than too
- many poems =t one listening.,

Readiness to participate in and to com-

municate the erijoyment of poetry must be

- based on knowledge of a wide variety of .

poems from the past and the present. Only
with such a background will a teacher feel
‘at ease in presentation. Fortunately, poetry
anthologies are currently receiving a great

deal of attention from publishers. Never

before have teachers had for their use such
a handsome array of books of poetry, from
the standpoint of both design and content.
Some of these anthologies are compiled
with a central theme in mind, such as

Lillian Morrison’s Sprints and -Distances:

‘Sports in Poetry and the Poetry in Sport,?
which is unified by a subject of interest to

all youngsters. Other examples of this kind -
of arrangement are the books by Helen

Plotz, one of which is unified by the theme
of science and mathematics'® and another
by that of music and dance in poetry,1?
Both of the anthologies by Miss Flotz are
usually recommended for junior and senior

17Lillian Morrison (comp.), Sprints and Distances
(New York: Thomas Y. Crowell Company, 1985).
18Helen Plotz (ed.), Imagination’s Other Place
( New York: Thomas Y. Crowell Company, 1955),

1%Helen Plotz (ed.), Untune the Sky (New York: -

;Thﬁmﬁs Y. Crowell Company, .19.7).
Qo -
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high school; however, the elementafy tedch-
er will find them useful because many of
the poems can be used advantageously

with children in the middle and upper

grades. . . :

Mary Davis’ Giil's Pook of Verse?® and
Gerald McDonald's A Way of Knowing:
A Collection of Poems for Boys‘t cater to
the separatistic tendencies of this age group. .

- Although these authologies are intended to

reassure childrer that a particular poem is
“all right,” both contain selections which
will appeal equally to boys and girls, _

There  are other anthologies offering a

different approach; The Silver Swan?® gives

a rich choice of ballads and poems of the
imagination, while Lean Out of the Win-

‘dow® illustrates the astonishing variety

and substance of twentieth century verse.

Such specialized anthologies serve to fo- _
cus our attention on many poems which we
might otherwise overlook, poems about a
particular subject or a particular verse form.

- The more inclusive, general anthologies also
" merit our attention as we search for poems

to present. Two of these are the volumes

by Ferris?4 and Arbuthnot,?s both of which

present hundreds of poems covering many
subjects and many periods in history. How-

_ever, the very fact that these include so
~many poems is apt to be overwhelming,

and the choosing of a particular poem be-
comes more difficult, - '
20Mary G. Davis (comp.), Girl's Book of Verse,
rev, eé’i (Philadelphia: J. B. Lippincott Company,
1952), o o
#1Gerald D. McDonald (comp.), A Way of Know-
ing (New York: Thomas Y. Crowell Company,
1959), - o ‘ ,
22Horace Gregory and Marya Zaturenska (comps. ),
The Silver Swan: Poems of Romance and Muystery
(New York: Holt, Rinehart and Winston,  Ine,,
1968). » S R
##Sara_Hannum and Gwendolyn Reed (comps.),

Lean Out of the Window (New York: Atheneum

Publishers, 1985), : - -
*4Helen Ferris (ed.), Favorite Poems Old and New
_(Gar;le*n City, N.Y.: Doubleday & Company, Inc.,
1957), - T o
28May Hill Arbuthnot (ed.), Time for Poetry, rev.
ed. (Glenview, Ill,: Scott, Foresman and Company,

1861),
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Sensing that the general anthology is
~ sometimes stifling, publishers are now meet-
ing the situation by 1ssumg collections
which might be called “general selective”
anthologies. A good example of . this is
Herbert Read’s This Way, Delight2® which
includes poetry of many different types,
on various subjects, carefully chosen and
tastefully ar,ranged Such selectivity means
that there are fewer poems included in
‘the book, but each poem becomes more
aesthetically satisfying when it is- not
crowded by other selections on the page.
These general, selective anthologies are less
awkward to handle and usually are more
beauhfully designed.

For sheer delight in discovery, The Ox-
ford Book of Poetry for Children,® with its

topical arrangement and imaginative illus--
trations by Brian Wildsmith, stands as one

_ of the best. Such events as Halloween take
.on néew color as we read, “The Hag -is

astride, this night for to ﬂﬂe "28 and relish -

Wildsmith’s rendition of a. witch. The

Golden Journey®® is not 1llustrated haweve:
the beautiful makeup of each page pro-

vides a new dimension to poetic enjoyment.
Bogan has carefully blended the old and
the new in this collection, and even old
favorites such as “The Mysterious Cat” by
- Vachel Lindsay become more obviously

meaningful as they appear on an unclut-

tered page.
Through famlhanty with Sur:h bﬁaks the

teacher selects poems she is excited about,

but creatii/ity in iprésentaticn is still needed
if a similar excitement is to be stimulated

among the ehﬂdr&n ‘The aural element in

3“HE:b§rt Head (ed ), This Way, Dglight (New

York: Pantheon Books, Inc., 1956).
27Edward Blishen (EDH’!P) The Oxford Book of

Poetry for. Ehildren (New ’fark Franklin Watts,

Ine., 1963),

2@ Robert Herrick, “The Hag,” in The Oxford Book.

of Poetry for Children.

20 Louise Bogan and William Jay Smith (comps. ), |

The Galg‘ien jﬂume Yy {Ehmagm Reilly & Lee Books,
1865). :

Q

is and what poetry can do,

pnetr}r is of primary importance; poetry -
begins with sound. Many teachers doubt
their ability to read poetry well; however,
this can be developed first by really hkmg-
the poem and second by being familiar
enough with it so the presentation sounds
real and spontaneous, Eeadmg aloud to-

- gether, to. promote a ‘mood, is effective,

and some teachers like to experiment with
more formal verse choirs with certain selec-
tions. such as “Isabel” by Ogden Nash.

Poetry sharing 'is very important, These

-are t‘hE times when children ask to “hear

again” poems they have pa*tlcularly en-
joyed and to bring their own favorites to
share with the class. Because poetry is so
personal, the poem book, in which each
child accumulates his favorites, is an =x-
cellent means of helping youngsters to
choose poems with discrimination. This is
also an effective way to bmld a poetry -
repertoire.

Carefully executed

records. of poets

reading from their works are gcrnd to use
‘with children. Becgrdmgs by poets like

Robert Frost®® and Langstoﬂ Hughes3! can

do a great deal to give children the feeling
of the cadence and rhythm of poetry, For

~most of us, poetry is also visual, and teach-

ers will want to experiment w1th the over-

‘head projector in order that poems may
‘be seen as they are read. It is also helpful
for the teacher to make notes showing the

respoﬁse to a Particular poem. Thn:iugh

new mslghts and buﬂd cc}nﬁdﬁnce in \ choos- 7

" ing and perhaps discarding.

Most . importantly, we should seek to

make poetry a natural part of living and
grawmg This involves an awareness of the
wide spectrum of poetry and a sensitivity
to the very different things that poetry
[ApriL 1569]
#0Robert Frost Reads His Paetry (New ank
Caedmon Records, TC 1060).

31The Dream Kéapsr read by Langstcm Hughes
(New York: Fglkways,fSehalastie Records, 7104).



The Three Little Pigs:

Rosert D. RopiNsoN

From Six Directions

~ At first glance you might think I intend -

to wrap this story up in six neat little
packages and be done with it, To a cer-
tain extent you are.right. I do intend to
use some labels—the labels of ethical, his-
torical, psychological, sociological, formal,

and archetypal criticism—but I will use
- . these labels only for secondary reasons: .
~ first, to give my comments some kind of |

direction that will be clear to us; and

second, to introduce you briefly, but by

no means exhaustively, to the meaning
of each label. For my greater purpose is

to share with you my admiration for this
masterpiece,

little " story, I 'think it is a
worthy of adult attention and respect.

But before I attempt to fulill my greater

purpose, let me first justify literary eriti-

cism, if ‘only briefly. Quite often T hear
people say, “Why don’t you just read a

- story, a poem, a play for the sake of en-

~ joyment?” Sometimes instead of “enjoy-
- ment” they say “appreciation,” “pleasure,” _
“sters first resist her urgings with laziness

or “fun.” However worded, the implication

of the question is the same: “Why don't N
you let the story beP” Right away the con-
versation. shifts to questions ‘of definition,

What is “enjoyment?” “Pleasure?” “Fun?”

Or on a deeper level, “being?” The dis-
 cussion next puts-the key. words in a living

context. Who “enjoys” his car moreP The
- teenage boy who merely drives his car
day by day? Or the boy who can rebuild

his carburetor in the dark, who has, I

English at Ohio Northern University,
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would- Say,' a critical understanding of its
workings? I think that the answer is o} .
vious. The act of rebuilding any part of a

car is-more creative than merely “driving

it. And in critically approaching a work

of art, intending thereby to increase his o

understanding of its being, a reader par-
ticipates to some extent in the act of
artistic creation. -~ .

What is a critical approach? Especially,
what are these six critical approaches?
Rather than engage this question front to

front, let me take an oblique stance, and
‘perhaps definitions, at least partial .ones,

will emerge. o
- First, a_summary of ‘the story, since it

‘may have been years since you read it

last. Anxious because her home is too
small for a growing family, a mother pig
urges her three youngsters to go out into
the world and-to build homes for them-
selves—good homes, she .says, that will.
protect them against the wolf. The young-

and irresponsibility until her anxiety breaks
out in anger; then they leave her, each
one building some kind of shelter:. the first
pig with straw, the second with sticks, the -
third with bricks, As the mother had an-
ticipated, the wolf later attacks the dwell:
ings, - destroys them, but fails to eat"the
two pigs living inside. They run to the -

third house, where the wolf is finally balked

in his designs and killed. Working together,

the three pigs build two more brick houses
and live in them, happily ever after,

90
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I

The first kind of critical approach—the
psychological—might involve analysis of the
source of the initial conflict, that between
the two generations, perhaps setting forth
behavior patterns for parents and children.
Parents desire safety for themsclves and
their young, they sense danger afar off, they
wayit children to profit from adult ex-
perience. Children prefer unstructured
activity, play, to organized effort, work.
To them, immediate but inconsequential
threats Ilke mﬂthﬁl‘s anger, are rga?‘ grea!;

like the walf as I::mg as the Emmldable
ones do not immediately interfere with
their welfare. Concerning all of the con-
flicts in the story, the psychological ap-
proach would have as its purpose an
analysis of the story that would emphasize
the thought patterns of each character and
the processes by which these are modified
by the environment,

I

The sociological critic would probably
deal wﬂfh Enﬂrgnment too, but wnuld em-
ger to the famﬂy really ongmates in 1ts
leadership, in the mother’s failure, for one
reason or another, probably economie, to
build a larger house where the family
might continue to live together, stable
~ and safe. She is guilty of another kind of
-neglect, too. The destruction of the houses
of straw and sticks results from her ig-

norance about the teghnﬂluglgal resources

of her culture, an ignorance perpetuated
by the mother in her role as symbol of
‘the educational system. (If I seem to be
making a parody of this critical appmaeh
let me assure you I am not. Why I

should seem to be doing se, I'll explain in

- a moment.) Other sources of social failure
the critic would find in the disposition and
‘of property. If socialistic, he ‘would

O 2

have the men not only give the pigs
bricks but build the houses for them; if
laissez faire, he would have the pigs bake
their own bricks.

I1{

The third approach, used by the his-
torical critic, might hold that the author
of this story was directing a heavily veiled
attack upon the power structure of the
nation in which it. was written; let us say
England in the 12th century. To him the
elements in the story have their parallels
in the events of that time. The three
little pigs are the English barons, the wolf
is power-hungry King John, the houses
of brick are the restrictions of Magna
Charta on the King's voracity. Whereas
the psychological critic would say of the
dangers overcome that they show the lit-
tle pigs to have learned from direct ex-
PErlElli.‘E (learmng by dcnng), and the

' rnaturlty ef the p1gs in their mderstandmg

of technology, the historical critic might
conclude that they are an ironic comment
on the exclusion of the common people
of 12th century England not only. from
the new power structure bui from the
story itself. '

v

That the story .dramatizes a conflict
between good and evil, whether historical

~or not, the fourth critic—the one taking an
“ethical or moral approach—would assert.

He would probably go on to show how the

little pigs’ experience with the wolf proved
the mother’s superior ]mnwledge about the
enveloping presence of evil in the world,
about the necessity to build immediate de-
fenses against it, and about the need for

those defenses to be strong. He might

not consider, however, the problem of good
and evil as seen through the wolf’s eyes,
nor take up l;he question of whether boil-
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ing the wolf in the pot was quite the
moral thing for the pigs to do. If he did,
he might say that in destroying evil, in-
nocence is always corrupted.,

A%

The formalist, the #fifth critic, would
claim to have a better insight into these
moral issues, an insight gained by studying
the story as a harmonious blending of
parts that justifies ignoring the wolf's pangs
of hunger or his death. He would stress
some other details in the story than the
plot, especially the kinds of patterns to be
found in. every part of the composition.
He would note the compounding of sim-
ple actions, “ate and ate,” “grew and grew,”
and the nominatives of address. It is very
likely that this last example would alert
him to elements that involve not compound-
ing, but tripling, the sets of three: three
pigs, three houses, three big doors, three
litle doors, three men, He would dwell
even more on the tripling that goes beyond
these simple elements and resides in some
of the larger oral structures: three times
‘the mother must speak to the pigs before
they leave home; three times the pigs re-
quest building materials from the men they
meet; three times the pigs sing a celebration
to the end of their work; three times the
wolf commands each pig to admit him to
each house. Moreover, each oral set is ver-

bally harmonious; that is to say the lax."

guage of the second and third members of

- & set are almost exact echoes of the lan-
guage of the first. Almost. The slight varia--

tions, for example in the requests, indicate
that the author is not working with simple
duplication alone but with a variation that
has a rising structure—from straw (weak),
to sticks (strong), to bricks (strongest).
But in spite of this, enough simple du-
plication remains to force upon the author
- a desire for a resolution that will bring

narallel elements to a junction, This he

finds in the accumulation of each’s and.
especially, in the song which the pigs sing in
chorus, The effect of this resolution is, of
course, the creation of a set of fours, which,
like the sets of three’s, should not only
harmonize with another structure of a like
kind but rise to it for another resolution.
Both actions are present in the single struc-
ture of four’s organizing the whole story.
Each unit is identified by a single motif:
one, leaving home; two, building homes,
defending homes, building new homes.

Of course, the structuralist concludes,
to have presented the wolfs side of the
story would have introduced elements
into the story that might not have har-
monized with those already there. As it
now stands, the story is a symmetrical
blending of parts to make a whole. It is
aesthetically satisfying. It is a work of art.

VI

It may be harmonious, our last critic, the
archetypal eritic, would say, but not be.
cause the structuralist says so. It is har-
monious because jt resonates to patterns
of human experience residual in man’s un-
conscious mind since his beginnings thou-
sands of years ago. This story is good be-
cause it has been re-enacted ceaselessly
across the years; simply put, it is a ritual,
Take the three’s, for example; they abound
in man’s experience; in the triune nature
of the Judeo-Christian God, in the triangle

- of geometry, in the three spires of archi-

tecture, even in the three phases of the
movement of the human heart. These.
thythms are basic; they cut across time
and space, . o

Now, more important, consider these
themes, also primitive in their origins: the
expulsion of the uninitiated from the source
of food, comfort, and safety—the mother,
or the Garden of Eden, if you will; the
journey into danger; the gift of defense
from an unusual being (How else should
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we account for the presence of men in
the story who can communicate witn: ani-
mals?); battle with the powers of dark-
ness, in which the self is put to a test;
initiation into a higher awareness of life;
and, finally, reconciliation of the initiated
to the stern facts of existence and the
consequent enrichment of his life and the -
life of his community.

Some, if not all, of these themes are
found in the customs of people who still
live close to their origins. Take one ex-
ample. Among certain tribes of Africa, it
is the father or some male relative who
initiates, with bodily and mental pain, the
young into the adult world. Isn’t the wolf
in our story really a male figure, perhaps
once a disguised father, who is the mother’s
ally in leading the youngsters toward ma-
turity? Deliberate, premeditated alliance, I
believe, as suggested by the mother’s em-
phatic statement that the wolf will appear.

This pattern is also found in other lit-
erature. In Homer's Odyssey, the hero
leaves safety on the island of Calypso and.
crosses the dangerous, stormy sea. He is
given the gift of her divine presence by
Athena to protect him on his journey home.
With her assistance he defeats the wicked
of his wife and reestablishes
himself as king, thus renewing the flow of
power between the gods, himself, and his
community. Modern examples are J. R. R.
Tleien’s ‘Théf Lafd af ﬂié Rings and The
of e::.le wandermg in danger, defenswe
gifts, personal tests, and final enrichment
of self and community.

Let me change the direction of my com-
ments just a bit to establish a very in-
teresting connection between Mrs. Bidwell’s
experience with this story and the arche-
typal approach, a connection that, I-think,
shows that although this kind of criticism

‘is a rather new one, it is a very useful one

to know. You will remember that some
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of her children were at first reluctant to

join in when most of the class repeated
Lertain specc"hes in the atory The point

hlm stmrles based on themes hke thDSE I
have mentioned have as their purpose the
establishment of +« community, in Mrs.
Bidwell's instance, a unity of all of the
children in the class and, in other instances,
since other children will some day react
in the same way, a unity knitting many
generations together. Archetypa] themes
secure this effect, I believe, through repe-
tition, just as the themes in marriage cere-
monies or presidential inaugurations do,
or as children in a classroom do. Repe-
tition, of the kind appearing in this story
and in Mrs. Bidwell's class and again on
the steps of a government building or
before the altar of a church or cathedral,
has as its end the effacement of the di-
visions between peoples and the establish-
ment of a communion, sometimes mystical
in its effects, between the living, the dead,
and the yet to be. I think Mrs. Bidwell’s
experience is no small proof of that, as her
introductory words about her desire to
retain the community of youth further at-
test.! -

I am aware that in explaining the formal
and the archetypal approaches I may seem
to have slighted the other four. I did so,
I think, for two reasons. First, the story
seemed to reveal more of itself to these
two approaches than to the others. Second,
I may be biased; I find these of greater
interest than the others because, I believe,
they, espemally the farmahst deal w1th

am, or should be a teacher ﬁf languagei

1The author is referring to “Three Little Pigs:
Primary Style,” by Corrinne Bidwell, which also
apgearéﬂ in the March 1968 -Elementary English.
It is an example of simple analysis with young
listeners. ]
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Some of the other approaches, especially
the historical, the psychological, and the
sociological, may tempt the teacker into
occupations for which e has poor cre:
dentials, If he is not careful, he may use
these to damage the story or the critcal
technique, as [ fear I did with the socio-
logical and historical approaches,

I would not, however, avoid using io-

- sights to literature offered by the other ap:

proaches when, cautiously used, they bring
reasonable clarity to & work, In other

words, I believe a teacher should have all

pares & wark of literatwre for class, and
he should not scruple to use them when
the nature of the work permis. In  work
of art as good as this one, there will o
ways be a dimension of meaning that de.-
fies understanding, but which the teacher
85 critic can help his students accept,
namely, their own membership in the hu-
man race. Seen against the richness of this
story, thet s not & bad club to belong to,
and its proceedings always give the mem.

of these approaches in mind when he pre-

bers something to think about,

[Marct 1966]



-~ reactions to the books they

LorraINE STERLING COHEN

Begin Critical Reading in
Elementary Sc:hool

The development of critical thinking has
long been considered a prime goal at all
levels of the educational process. The de-
velopment of critical reading should be a
concurrent process and need not wait for
secondary schools or college.

In their efforts to foster desirable reading
.habits, teachers find it necessary to have a
means of checking on their pupils’ reading,
and sometimes to require a specific amount
of reading to be done. They use a variety
of devices, often very creative and imagina-
tive, to get the children to express their
have read. At
times the method used consists of discus-
sion, either by the class as a whole or be-
tween the teacher and the individual pupil.
- At such times more than a mere recounting
of the plot should be required.

' Questions to Develop Understanding
If the child is asked to keep certain ques-

‘might b

tions in mind while readmg a b!‘:ﬂk he will )

be an active rather than a passive reader
and so will truly Par‘t;elpate in-a learning

-process. By answering certain leading ques-

tions the child will indicate his comprehen-
sion of the literal meaning of what he has
read as well as his grasp of the author’s
underlymg meaning or theme. In this way

he will become a more discerning reader,

The questions Pﬂsed must vary according

to the maturity level of the pupils involved, -

anr:] aecnrdmg to the type nf baak under

Lorraine Sterlmg Cohen is the librarian of the
Main Street Elementary. School, Port Washington,
- New York.

be asksd in an mtmductary c:lass dlscuse
sion, for instance: -

Should ali books be read for fun only?
Should all books be read in the same
way?P |
Should all books make you think?
Should all books be read for informa-
tion?
Should all books teach the reader
something new?
Begin with Plot Emphasis
In the earlier elementary years, or with
a slower group of children, the teacher
egin with simple questions relating
to the plot, such as: What happened? And
perhaps a question to help the reader
differentiate between realism and fantasy:
Could such a thing really happen? The
pupil might also be asked to use a word or
phrase to describe the kind of story he had
read—funny, sad, exciting, adventurous,
scary, etc. )
Identify Séttmg
Questions about the settmg of a book
might follow in a later assignment:
Where did this story take plar;:e, ie, in
a rural or city background, or in what

- part of the world?
Haw daes ‘the authﬂr mdlcate thls?

Elty’ or cﬁunﬂy, by descrlbmg the Ictt;ale_
by using foreign names or words?

Could this story take place anywhere
. else w:thﬂut many changes?
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If the book is illustrated, do the pic-
tures help tell where the story takes
place?

When did this story take place? Right
now, when your parents were children,
when your grand-parents were children,
a very long time ago? |

How does the author tell you? Does he
make direct statements? Can you tell by
descriptions of the clothes people in the
story wear, their means of transportation,
their household appliances? Had radio,
the movies, or TV been invented yet?

Do the illustrations indicate any of this
information?

Character Development
If the book read is a family story, some
of the questions about it r:ight be:

Would you like to be a member of that
family? Why? :

Which member of the family would
you particularly like to have for a friend?

Which character would you like to be?

Did any of the characters change dur-
ing the storyP Give an example.

When biographies are read, there is fur-
ther opportunity to discuss character devel-
opment as shown by authors, by asking the
following questions:

Would you like to have the subject of
this biography as a friend? As a member
of your family? Why?

Was he easy or difficult to get along

with? . S

Did he have any. faults? What were
they? ' '

Was this person a great man in your
estimation? What qualities made him
great, other than. achievements in his

Thematic Approach _
- Some teachers find  the thematic ap-
proach to required class reading effective.

Q

They may assign certain groups or entire
classes to read books on brotherhood, cour-
age, problems faced by children of minority
groups, and so on. The school librarian’s
help should be enlisted to find appropriate
books on the assigned theme at varying
interest and ability levels to suit individual
children, Many questions are applicable in
discussing books of this nature. For
example:

Did this book teach you anything new?
- If so, what?

Was it new facts, new ways of seeing
people (new attitudes), something new
about yourself (new insight), that is, a
recognition of a feeling or characteristic
of which you were not previously awareP

Do boys and girls in your school,
neighborhood, or community ever meet
situations like those in the book? Do you
think they would react to them in the
same way as the boys and girls in the
story did? , )

If this book had a special problem,
state the problem. How was it solved in
the book? Would you have made the
same decision and solved the problem
the same way? What other way could it

" have been solved? '

Analogies

No matter what type of book read, the
pupil can be led to make analogies- and
asked to compare the book he has read
with another.

~ Can you think of another story in
which there is a similar problem?
id this story remind you in any way

of another oneP L

Was there someone in this story who
reminded you of a person you know in .
real life or have met in books?

Did the way this book was written or
illustrated remind you of another book?
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Al through the element ry years each-
s are deeply concerned with the ugor
need to develop each hilds masimun
reading sl Te c:hmg children to under

st the lteral meaning of reding con

tent need not, however, conflict with the
Jevelopment of eiical reading, Real com
prehension must imply more than knowing
e meaning of the words read; the reader
- should alo understand te deastht thos
words are intended to convey, The proper-
eaching of reading must involve the teach
Cngofthinking, Ao, 1967)
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“encounter m print, simply because

foster an untrained, undlsf;:plmed sieve- -

HeLeEN L. WARDEBERG

is made in order to show the characteristics
of its composition, style, and ideas and its
aesthetic, moral, or philosophical values.
Here again some techniques or approaches
that can be taught hav& been delmeat&d

term cntlcal readmg is treated in the lit-
erature: as propaganda detection, as crit-
ical thinking, and as literary analysis. It is
generally considered to be a desirable abil-
ity. Everyone is for it, much as one is for
any of the virtues. Teachers are exhorted
to teach critical reading from the kinder-
garten through the graduate school. Yet, I
doubt that it is the function of instruction
in critical reading to develop doubters,
cynicists, and disbelievers, those trained to
apply thEu- detectmn dEVlEES to every blt

develgp those who beheve everythmg they
“the
book says so.” Nor do I think it is the func-
tion of such instruction to develop logicians
who can pursue the syllogism or the meta-
phor, who can analyze data impersonally,
indefinitely “suspending judgment’—any
more than it is to develop those who un-
questioningly follow an author however
illogical and unsystematic his thoughts may
be. In the same way, I doubt that it is the
function of instruction in critical reading
to -develop literary - critics, - sophisticated,
arbitrary mediators—any more than it is to

like mind that cannot diserimate quality.
Columnist Ray Cromley in his Washing-

ton Notebook rer_-ently commented that we

are develapmg in the Umtec:l States a pro-
fessional

ayaungman. .

What he is, is a prafessmnal ‘aginner.” He's
against amyﬂ'ung handy that comes almig

_He was against his teachers when he was in
high school. ‘He is against the police when

they object to his hot rodding. He’s agamst.

- anyone whu ﬁbJEEES to anytlung he does. .

Men and women like this are a growing
group. They don’t study up on the things
they protest. They just go along. They are
the confused. .

It is fashionable in some circles these
days to be as someone said, “Students who
learn to criticize before they learn anything
else.” Certainly we need our critics but it
is unfortunate if critical reading becomes
equated with a ﬁegative, cynical attitude
tive to give,

Lack of ability to criticize or insight to
question what the author says is indeed
depinrable Certainly we need the “agin-
ners,” but we need also to keep in mind
the point of critical reading attributed to -
Lord David Cecil: “To train our taste is to
increase our capacity for pleasure; it en-
ables us tc enter into such a variety of
experience.” There is certainly little plea-
sure in much of what is considered criticism
today, either in the process or the : sult,
except perhal:cs the pleasure of showing
how clever one is.

These three interpretations of critical
reading have some common elements, in
SPltE of theu* VEIIEd emphases Diction-
“critical,”
er;tlclze and enﬁczsm in two ways.
This. may account in part for the different

 interpretations. For example in one com-

monly used dictionary one finds “1. given
to judging, especially fault-finding; censor-

" ious, and 2. znvalvmg or exerclsmg careful

judgment or observation” In another,

under synonyms: “Critical may describe a

disposition to find and to stress faults . . . It

may describe fair, judicious evaluation.” In

a thesaurus one finds l;sts of words in the
" “iscriminating,”

nature of judgmg, “discrir

) cgmmentmg about as often as words I;ke

censarmg or fault ﬁﬂdmg’ ﬁle Dictiaﬂ-

iﬂsy Gmnﬂey; “Beware the Agmners * Wa.shiﬂg-

ton Notebook, Newspaper Ent&rprise Assnciaﬁnn :
1965
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ary of Education defines critical reading as
that “in which the reader evaluates what he
reads in terms of its authenticity, beauty,
usefulness, or some other value.” One char-
acteristic or element thenn common to these
interpretations of critical reading is think-
ing about and evaluating that which one
reads. Judging, discriminating, questioning
are inherent in the process; this implies
some norms, some criteria, some experience
as a basis for comparison.

Another factor commeon to all interpreta-
tions of critical reading is that the very
nature of the reading process channels us
-along certain lines and establishes certain
requirements for the reader that might not
be true if he were merely listening or ob-
serving. In the first place one must read
-accurately and precisely for exactly what
the author says. This is sometimes called
comprehension, or understanding, or get-
ting the primary meaning from the printed
page. Questions of the “what, who, when,
where” type guide us. It may be necessary
to think very hard in order to understand
what the author says, particularly if one’s
experiences are limited in this area, if the
language used is unfamiliar, or if the ideas
themselves are abstract. One of the advan-
tages of reading, however, is that we can
take the time to go back, to pause while

we ponder or reflect—or check it out, The
printed page stands still for us, in contrast
- ~ the author uses as the means of expressing

to other media. !
Understanding what is written is only
the beginning, however. One must . then
interpret the literal meaning in terms of
the author’s probable purpose and in terms
of one’s own personal knowledge of similar
situations. The “why, what about, how
come, what makes, account for, how about”
questions lead us to analyze, make infer-
ences, and put information together. We
~are. aware of the author trying, as every

writer does, to influence us. We note the

oecial ‘uses of language—imagery, emio-

tional connotations, symbolism, allusion,
irony. We consider the restrictions as well
as the unity of effect that results from the
form the author uses—poetry, comedy, even
advertising copy.

The distinction between interpretive and
appreciative reading is not clearcut. How-
ever, the appreciative reader does more
than interpret the literal meaning in rela-
tion to his own experiences. He is able to
extend the concepts and ideas thus gained,
to reflect on them, to reincorporate them
as part of his own personal growth and as
a guide to his own behavior.

Appreciation may be defined as the act

of estimating the qualities of things (in-

cluding ideas), and of giving them their due
value. Critical reading is a part of this
appreciation. The critical reader is able te
evaluate the printed material in terms of
varied criteria, selecting those appropriate
to the type of composition, to the intent of
the author, and to the reader’s own needs
and purposes. This helps him to discrimin-
ate the tawdry, the cheap, the insidious,
the pornographic irom the beautiful, the
unique, the forthright, and the authentic,
The reader interacts with the author in
communication of ideas, information, and
enjoyment. As Alice Dalgliesh says, “A book
has no life except in the mind of the reader.”

“He senses the tone—the emotional impact of

the writing. He considers whether the form

his ideas is appropriate and serves his pur-
pose well. The ideas themselves are judged,
sorted, and stored with our other ideas.

The reader probably cannot think crit-
ically about ideas which he cannot grasp;
he may not think critically about those in
which he has little interest, concern, or
involvement. Therefore, not all things one

reads are suitable for critical reading. Much
‘can be rejected at the interpretive level as

not being worth further consideration or

~ effort.
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Two common elements in critical read-
ing, whether the material read is a piece
of literature, a political essay, a piece of
advertising, or a philosophical treatise, are
the habit of judging, valuing, categorizing,
discriminating, and the awareness of the
uniqueness of communicating’ through the
printed page rather than through other
media, such as television, conversation, or
observing,

Another common characteristic less
clearly seen, is that critical reading, like any
of the creative acts, is very. personal in
nature, sllowing for many options, judg-
ments, and decisions. It is not the kind of
thing that can be put in a yes-no multiple-
choice test item., Most of the questions
typically raised by teachers do not get at it;

in fact they often discourage it. Critical -

reading requires time; it requires a climate
that allows one to explore, to state opinions
tentatively; it requires supportive guidance
and the opportunity to react honestly and
with integrity. '

People of all ages and abilities have some
potential to be critical thinkers; it is evident
to anyone who deals with young children
that they think, rigorously and searchingly.

Their why questions reflect their attempt

te make some sense out of life, to find some

patterns by which the world operates. At
the same time we know that children, as

well as adults, who are treated as if they

learn not to think. This we sometimes call
“educational atrophy.”

This leads us to consider conditions in
schools that facilitate or that interfere with
the development of critical reading, Russell
wrote: o g

Irrationality in thinking 'qggﬁrs_when the
challenge to the individual is too severe, -

when he does not have the resources to meet
the questioning of an idea close to the

- heart of his own personality or philosophy.-

If we are threatened by a statement or idea,
it is hard to consider it unemotionally and
critically.?

It seems reasonably clear also that the indi-
vidual threatened by a situation, fearful of
failing, of being ridiculed or laughed at, or
of not having “right answers,” will find it
hard to comsider any idea unemotionally
or critically, if at all.

John Holt charges in his book, How
Children Fail:

Even in the kindest and gentlest of schools,
children are afraid, many of them a great
deal of the time, some of them almost all the
time.?

We are not likely to develop critical think-
ing, much less critical reading if that is
true. Apparently many children learn in
school that it is most important to get “the

. right answer.” There. is a premiun on

“right answers,” given fast, -
Pupils learn to avoid thinking, because

thmkmg may get them in trouble. It is

safer just to give a quick and simple answer,
They learn that there really isn’t time to
think nor is there any reward for it. There
are just more answers to get, more pages to
complete, more tasks to face. And for many
children none of it makes very much sense.
There simply isn't time or opportunity to
organize, much less to contemplate or re-

; >  flect on it all. Even at the college level, a
cannot think or judge, or who are led to e B the cotege level, a
believe that they should not question, will

recent Harvard Study Committee reported:

- Our impression is that we probably ask our
students to read too much and too fast; we
ask them to listen passively too much of the

-time, and to think not nearly enough. We
suggest therefore a greater attempt to elicit
the critical thought, discussion and reflective.
writing of sudents. . . .

2David H.. Russell, “The Prerequisite: Knowing
How to Read Critically,” Elementary English, 40
(October, 1963) 582. )

Publishing Corporation, 1964, p. 39,

"8John Holt, How Children Fail. New York: Pitman
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All teachers, from the kindergarten to the
graduate school, can help pupils grow in
their ability to read critically. All teachers
can by the same token use such devices as
fear, ridicule, anxiety, and reward to stifle
thinking. We can structure learning situa-
tions where the opportunity and the en-
couragement to develop critical reading is
evident, if we truly think it is important for
students to think, to react honestly, to
judge, to discriminate. And we can create
quite the opposite condition also.

We can teach the quick techniques of
the propaganda detector, We can give stu-
dents a list of “Joaded” words, some ex-
amples of card stacking, and so on. We can
teach the form of syllogistic thinkin g, the
questions of the assessor of statements.
We can teach the techniques of literary
criticism and the standards by which
literary composition can be judged, And
without doubt this is important, Certainly
we do have a lot of people who unfortun-
ately are “gullible” who sincerely believe
or act as if they believe that anything in

- print must be true, who fail to read even

ERIC
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at the literal level, much less the apprecia-
tive or critical level, Yet are they not the
product of our teaching, the embodiment

of what we as teachers really consider

important, in spite of what we say?

It takes much more, I think, to develop
critical readers who really enjoy the faculty
of appreciation; who continue to refine
their taste, insight, discrimination, who
maintain enthusizsm and sharpened per-
ception—the artists of appreciation, rather
than the grumblers and the cynics or the
pseudo-sophisticates who really don’t know
how to feel, much less express, enjoyment
and appreciation. This takes time, It takes
quantities of material, even some things not
necessarily of our own appreciative choos.
ing. It takes freedom from pressure and
panic, from anxiety and fear, Above all it
takes teachers who care~who are them.
selves connoisseurs rather than faultinders
and “aginners”; teachers who are receptive
to varied interpretations, to questions, to
new perceptions; teachers who themselves
continue in what Lord Ceci] calls the “Tong
and unhurried process of self-training”

[Marcy 1967]
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SAM LEATON SEBESTA

My Son, the Linguist and Reader

They're going to teach my son how to
read next autumn, It's time and he knows it.
He already reads fallen leaves, puddles,
things the builders left, cat-personalities,
and  how-the-distantly-viewed-mountains.
feel-today better than I do. Words? He’s
picked up almost more than he can chew:
can couple and triple-double-couple them,
box-car fashion; can sing them out melodi-
ously and harmoniously to the tunes of
speech; has even authored 1 few himself,
such as “Pooh-jump” for the beginner's soft-
snow ski slope.

I have considerable respect for my son,
He's a field scholar in the sense that he
goes around making mental notes, com-
piling information, using his findings to
make hypotheses, and then trying them
out. That's a respectable approach in any-
body’s business; but what really impresses
me is that he doesn’t flinch at the rigors of
his trade so long as he considers it useful.
I mean, he’ll practice something several
dozen times—like getting the garden gate

open or saying the best part of “Susie’s

Galoshes"—until the performance fulfills his’

expectations. At such moments, the inten-

- sity of his gaze reminds me of a balleto.

mane I once knew—a man who matched
rigor with art. -

My son, linguist and scholar that he is,
hasn’t formally turned his attention to that
aspect of reading which the specialists call
decoding. That is, he has made no con-

- certed attempt to work out the mysteries
by which print represents speech, or, more

Sam Leaton Sebesta is a professor of education at
the University of Washington, Seattle.

narrowly, by which visual symbol repre-
sents sound symbol. Not that he’s incapable
or disinterested. He knows car models and
written names of car models with an ae-
curacy that I, with my mechaniecal stanine
of 1, can’t hope to equal. He distinguishes
the sign saying MEN from the sign saying
WOMEN, in caps or lower case, and even
GENTLEMEN from LADIES—the results
of a (to him) embarrassing experience
that took place twice last summer at
Yosemite, '

So far, his negligible efforts at reading
have been hit-and-miss and highly func-
tional. “The King’s Breakfast,” a poem that
suits his rather selective taste, took him
almost no time to memorize, and he sang
“A Frog Went A’Courting” after three hear-
ings. I 'was surprised that he responded the
way he did to these memorized poems
when he saw them in print. He “read” them,
even picking out. phrases and words, It
wasn't a transferable type of decoding. Still,
it was a beginning,

I'd say that he’s ready and willing to

start the big task, my son the linguist and

scholar,

. “Linguistic Readers”

Yet, I worry. And here’s the reason. I
have few doubts about my son’s predisposi-
tion to read, but I do doubt the predisposi-
tion of the writers who assembled the ma-
terials he’s supposed to read from. Those

~materials are called linguistic readers.
Never mind the specific series, since there

are several of the sort. Their rationale and
contents are based on the manuscript pre-
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d a quarter of a century ago by a fore-
t linguist, Leonard Bloomfield, and
ished in 1961 after his death (2). Their
ention is that my son should not be
erned with meaning in his early read-
that his sole task must be to learn a
stent sound-letter relationship. Thus
irst lessons will present can, man, fan,
or the like, attempting to establish
connection in an infallible way. In-
le to what, I wonder? ' :
1Ppose my son might respond to this
f thing. Surely, he must master the
-spelling relationship. “The King's
fast” can’t turn the total trick, He has
e guidance in decoding. Still, it seems
'y price—this abstinence from mean-
s turning away from memory and
v of W@fdsgsfrungafggetherg
ay be good and wise, but submit
‘¢ goodness and wisdom have not
roved, or, to my way of thinking,
pported. In the First-Grade Studies
ding sponsored by the U. s, Office
cation such materials appeared to
nd sometimes slightly surpass others
he criterion emphasized word-de-
but I view with alarm (as they say
pPaper columns) the slight discrep-
Paragraph Reading (7, 8, 9). I note,
- the short-term results so far mea-
il »1s nothing ahout the long-range
arvested from such materials after -
il has attained the age of inter-
grades and adolescence,

uists ‘ !
vefore the first bell summons my
e these so-called linguistic readers
a4 new tide of non-psychological
me ask two pertinent questions.
1st stick by our camps, let me
it the first question ought to go to
ts, since it's a linguistic one, And |
d is for my son’s teachers and
ssors.

IToxt Provided by ERI
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Who can de
coding
-letter relationshi
linguist can’t te]
strating admirably that |

our '

distinguishable patter
- sentially from single soun
but from utterances
By whose log
gin his readj

the t
also

“learning” one s

Actually, toda
group,. favor an
z;eadér—wﬁfgrsj
phonemes,
structure of lang

fend the premise that de-
instruction begins with sound-to.
ps exclusive of syntax? The
I'us this. He's been demon-
anguage, especially
in whole cloth, its
deriving not es-
ds or single words
and sentence patterns.
5ic is my son expected to be.-
ng task with the smallest units,
hreads instead of the patterns? Is he
going to study North America by
quare mile at a time?

y's linguists do not, as a
y such system. Only the
fixating on the table of
ignore the vast, fascinating
uage which the linguist

lan guage, comes

15

has charted. Knowledgeable men, including

Robert L. Allen,
A. Lefevre, h

John B. Carroll, and Carl
ave adamantly shown that

théphi:némﬁigrapheme relationship can be

only a subservi
ing relationship (1, 3, 5).

alone

of reductionism, the fall
that one part equals the
Is it plausible that my son, h

iously

to a visual symbol, will
fuse these noises into g
Sirs! My son can roar
admirably, but he does
with sound nor blather
is a beginning step,

; “beginﬁing steps™ wit

years

where

(’1{1)

oneme or single-word utter
‘sented

ent part of the speech-writ-
To focus on it
inguished label
acy of pretending
whole,

is to invite the undist

aving labor-
a sound in response
automatieally suf-
melody of speech?
and screech most
not confuse noise
with language! It
you say; but my son’s
h language came some
ago, and, even then, his -singlee__
_ ance repre-
a whole syntactical context some-
in the chambers of his consciousness -

learned to mouth

The Educators

-This,

Readin

too, I would like to have answered.
g is a process by which I, his father, -



, ﬂnd out abnut scrmethmg It is no ballet of
the eyeballs to vocal or subvocal accoms-

- paniment just for enjoyment of the exercise. '
To the extent that I benefit from my read-

R mg, I derlve sat:sffu:tmn and pmﬁt from
using rea ding in ‘my search ' for and ap-
. prehension of meaning. Surely. this is the

T only intrinsic gaal of reading. _
Yet it -appears that not ali ddults in-

cluding successful de:‘:mﬂers are able to

" meet such a goal. PErh*ips all of us at times.

. engage in.a mno-benefit system of saying
the words while thinking of something else.
At such times we become what Perry and
Whitlock termed Good Boy Readers, “our
motives all too permanently shaped by
distantly remembered teachers and teacher-

surrogates who rewarded us for learning -

the “gclden rule of Gged ‘Boy Beadlng :
» . teacher who gwes him some honest-to-

‘Never skip words and don't ask questmns ’
(6:92). .

.~ The figures and fa::ts relevant to the
~reading problems of American adults ques-
" tion, above all, our competence and mo-

. tives .in comprehension, not our ‘inability
“to decode. The studies of upper-grade and

adult reading, mcludmg Gray and Rogers’

careful analysis of problems which most

" often deter mature reading, point to in- -

Elbl]lt}" to rgad fgr a. Purpgsg’ EQ paraphrasg maklng it l‘;‘lE’Ef that thE ﬂQtl\ﬂty, tQD is a

~ part of learning to read. Perhaps in this

accurﬂtely, to dlstmguﬁh blas from- fact, -
‘way he can maintain his awareness of

~ and to use all that we know in interpreting

- print (4). The Gallup polls suggest, fur-
~ despite the influence of the reductionists.

ther, that we are not a nation of eager

readers, at least in amcmnt of mﬂterlal and
L time devnted to the art yet Qur hteracy

'hxgher tlmn it has ever been
One must surely wonder, then, whether

* the isolation treatment given to decoding
can cure the ills that appear in our present

~ practices in reading, After all, early motives

are lasting motives, If.a child is taught that ..
reading is “decoding, if his- reading ma-
terials and instruction specifieally exclude
any " ngpcrtumty to. seareh fnr mmmmg, --

Q

got.

SaM LEATQH SEBESTA as

then it cannot be s :"i*pﬂsmg to discover
that he grows into a Good Boy Reader,
his motives fixed upon pleasing his society
thraugh the extrinsic act of deaaﬂmg

Thus the second quastmn who can de-
fend, in terms of long-range motivation, the

- premise. that beginning reading instruction

should base its system of rewards and
satisfactions on decoding, exclusive of com-
prehension? By what evidence can we in-
fer that the child who reads today for the
pleasure of saymg the words right” will
become tomorrow’s seeker after meaning?

The Child

Yes, they're going to teach my son to
read next autumn, To decode, anyway.
Well, to match sets of sounds to sets of
letters. If he is fortunate, he’ll have a

ggodnees ‘stories, paragraphs, sentences—

in other words, some syntax—along with

the mlmmal contrasts provided by the
“new” linguistic readers. (These contrasts,

by the way, were ;:alled word Famﬂles in
the old days.)

If my son is even more fﬁrtunate, his
teacher will read widely -to my son and
provide equal time for comprehension work,

what reading s and what reading is for,

I certainly hape so. He's the only boy I've
~ [FEBRUARY 1969]
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Some Neglected Relationships

Joun B, CarroLL

in

Reading and Language Learning -

The "process by. which ' children learn
 their native language is in many respects
a mystery. One major mystery is the fact
that through an experience in which the
child is presented with a tremendous vari-
- ety of language utterances, not sequenced,

ordered, or “programmed” in any particular -

- way, not even “taught” in the usual sense,

the child is nevertheless able somehow to-
acquire the complex patterns of his lan. -

- guage that linguists attempt to describe - with natural language learning, in order

~in terms of the phonology, the syntax, and

the semantics of that language. The “aver-

- age” or “normal” child who is reared in a

 sufficiently rich linguistic environment has -

- usually mastered all the ‘essential parts of
the system by the time he is aged six ‘or
seven. The fact that he is able to utter

and comprehend thousands of sentences.
that he has never heard before is evidence

- of this accomplishment, - 7
'That such complex learning occurs with

~apparent ease tempts us to think that the
process of native language learning is in
some sense an “ideal” learning process, ¢ r drsl : ,
¥ ' guage learning is a form of learning that

~and that it might be worthy of imitation
‘when.we try to arrange the conditions for
- other kinds of learning. Might it not- be
possible for a child to learn to read in

- somewhat the same “natural” way that he
learns his native language? Could reading

John B, Carroll is n senior research- psyc!mlégistl

with Educational Testing Service, Princeton, New

Jersey, This crticle was_ presented as a paper at .

. the 1065 NCTE convention in Boston,
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perhaps be “acquired” through conditions
and experiences analogous to those by
- which ‘the ‘child acquires his native lan-
guage, ‘rather than by the slow, careful
teaching processes which we have thought
necessary? ' :

Let me hasten to say that I do not intend
this as a serious suggestion, I place it before
you merely because I think it may be
provocative to -compare learning to read

-that we may see what aspects of the latter
might be applied in the teaching of reading,
As"we shall see, I do not helieve that

complete ‘imitation of learning the native
language. o o
Comparison of these two forms of learn-
ing, however, will force us first to ‘examine
" the ésshmptigﬁihat:language]eamﬁ;g can
be paralleled in .other forms of learning,

- and second, to.make detailed comparisons

- of learning the native language and learn-
ingtoread. -~~~
Consider first the proposition. that lan-

cannot be paralleled in . other forms of

learning. Is language learning a process so

unique that it cannot be duplicated?
~ There is, to be sure, a considerable basis

- for an affirmative answer to these questions. -
- One argument is that the learning of the
~ native language is an innate “capacity of -
‘the human species, a capacity, in fact, that
manifests itself only during a certain stage -
in the child’s development. In all cultures,
normal children learn their native language -

learning to read can be made to occur in

P S U

by b b i b 1
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at about the same time, and regardless of
the inherent difficulty of the language they
take about the same time to do it. No such
capacity can be postulated in the case of

learning to read, for not all children learn

to read at the same time, and many chil-

dren exhibit an extent of difficulty in
- items and patterns to be learned, one by
~one. There is rarely any conscious effort

learning to read that is not paralleled in
native language learning. There are other

arguments for the uniqueness of native -
language learning, but I shall not try to

consider them heze,

Suffice it to say that I am g&ﬁéﬁgl_ly not.
- persuaded that language learning is a

unique form of learning, or that it is a

capacity that is exhibited only at a certain

‘stage of life history, like the imprinting of

ducks. That is, I do not subscribe to.the’
point of view that language ' learning d -} n it we
r ~ only the simplest materials are presented;

more complex materials are saved for later.

represents a unique and possibly inherited
capacity of the human species. All that is
inherited, in my view, is the enormously

complex  neural apparatus that makes

only in the human species. Taking for

- granted this neural apparatus, I assume’

that the general laws of perception and
“learning discoverable in" both' human and
animal species will eventually be able to
account for the learning of language.

If we grant this, language learning is not.

a special and unique form of learning that - -
cannot be imitated in other forms of learn-

ing, It is perfectly conceivable to me that
native language learning could exemplify
certain processes of learning that could be

- imitated in setting up conditions whereby
the child can learn to read and write. .

‘What we need is more. information- about
what regularities or laws of learning apply

‘in language learning, and how these laws

can be

" reading.

applied also in the teaching of

- Let us point out comparisons between -
the two processes. First, notice some strik- training in writin B
' | ' (4) Here is a most important difference:

- ing differences.

Q

(1) As we have already noted, language -
is learned, but reading is taught. Of course,
reading is learned too, but not in the same
way. The point is that in the case of lan-
guage learning, the child experiences a
tremendous variety of stimuli; somehow
he himself picks out and structures the

on the part of anybody in the  child’s

environment: to “teach” him to speak, as

~one would teach him a foreign language.

In fact, in one recent experiment in which

~an _effort was made consciously to apply

certain teaching procedures to the learning
of language, this teaching actually seemed
to impede the acquisition of language.

In the case of reading, however, the
child -is “spoon-fed,” as it were. At first,

(2) A corollary of this point is that in

language learning, the child is presented

possible the acquisition of human language  with the full complexity of the language,

irregularities and all. In fact, on account of

the frequency of irregularities in the lan- -
-guage, these tend to be learned right along
- with the regularities, In some programs
of reading instruction that are currently

favored, on the other hand, there is a
careful avoidance of anything like irregu-

- larity until the child has mastered what is
‘considered to be regular.”

- (3) In language learning, learning to
~understand speech and learning to speak
~are parallel and related processes.” Even

though the child may learn to understand
a given speech form before he actually
utters it, in general the child works at

~comprehension - and - production concur- .
’__renﬂy; In contrast, in many language arts
‘programs reading and writing are taught

quite separately—reading being taught to

of training in writing,

& certain level of mastery before the start



that ‘is not meamngful in the sense of

Jonn B. C.’ARECILL

in language learning, the code is necessarily
functional and meaningful in the life of
the child. In fact, it would appear that
the child is very unlikely to learn anything

having functional relations-to his experi-
ences, his desires, and his -acts. Leammg
the language of his environment is vitally
necessary to his comfort and satisfaction.
For very many children there is no such
mtmlate canneetmn between readmg ana

coding skill-as an interesting - but not
necessarily useful way of representing the
sounds of spoken language. Unless mea-

sures are taken to precludé this, the child
may persist long in the illusion that the
printed word has no real function in com-.

munication and bghavmr

' On the other hand there are interesting
similarities between language legmmg and

- learning to read:

(1) The system of wrltmg has a stmt:ture "

which can be described in a manner some-
what analngﬂus to th__t of the system of the

spoken language. ‘It is, to be sure, not-

absolutely necessary for the child to learn

this structure if all he is ever going to do is-
~ to learn to recognize a ‘certain finite vocab-
ulary of words. However, to exploit fully -
the usefulness of the system the child must .
learn certain regularities—both regularities
inherent in the system, and regularities
relating the system to the spoken language -

‘Just as the child learns spoken language in

Q

such a way that he can understand and
utter sentences he has never hea,rd before,
so also he must learn to read written lan-

guage in such a way that he can recognize
words he has never seen before, and for

certain purposes write words he has never
seen before. This kind of learning is what
reading authorities refer to when they talk
ab::ut “word-attack skills.” :

( 2) There can be s;mﬂar Pm::esses Qf_

39
“correction” in the learning of the spoken
language and the learning of the written
language. Since both of these systems are
to some degrea uTegular the learner will
often make so-called “mistakes” that quite
naturally result from “using his head” to
analogize or apply previously learned
habits to new. patterns. The child learning
to speak Enghsh will try. out such verb -
forms as “taked” and “bringed,” and the

reading student will try out pronunciations
. sueh as /kmmn/ fgr come aud fstjwrn,! far

E:ften is, learned ‘as marely an anc:l]laryf : ,
'regularlty ev&ry ;tem WhlEh is c@ntamed

within the system must be learned as a
dmtm::t item. That is, the learner must
acquire a concept of what is likely to be

~regular and what is likely to be irregular,

and within limits he must test the regularity
of every item, that is, find out whether it
is regular or irregular. This means that in
both language learning and in the learning
of reading, and Parbculaﬂy spelling, there
is a sizable body of items to be learned
and verified—items numbered Eventilally
in the tens of thousands.

Every one  of these differences and
similarities between learning to speak and

learning to read is instructive, I am- going -
to deal with one or two of them in detail, -

First let me merely suggest some of the
implications of points that I shall not have

- time to treat. The fact that in language

Ies.rmng, learning to understand speech
and Ieammg to speak are parallel pro-
cesses argues for parallel teaching of read-
ing and writing, The fact that in language
learning the code is vitally functional and

‘meaningful suggests that in teaching read-
-ing, ways should be found to elevate read-

ing' behavior to a similar status. The

~similarity between the " spoken- language

and the graphemic code with respect to

‘the “rules” that are inherent in them sug-
‘gests that more attention should be given

to such “ruliness” in the teaching of read—
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.-tax, and semantics, _
developmental stages through which the
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. ing. The sunﬂanty, at Jeast in English, of
- spoken and written codes in respect to
their having irregularities suggests that

megulaﬁtjr might be handled in the teach-

- ing of reading in ways analogous to the

learning of Jrregulanty in the spoken

language
'The apparent dﬂerence I'JEE’VEEII lans

guage learning and the Ieafnmg of reading -
that I wish to consider in- some detail is-
the one EPltﬂl‘fliEEd by the statement that ‘

language is learned, while reading * is
taught Put'in other words, the différence
is that the native language is acquired
without there being any careful sequencing

of stimulus presentation on the part of the

child’s parents or peers, whereas it is
practically an article of faith among educa-

tors that the teachmg of :eadmg, like most-
' inther sub]ects requires a careful, systerna—
tic sequencing of the basic elements of

readmg skill.

At the very least, the S;CIITIPEIISDQ calls
into question - the notion- of mcremental
Ieaﬁnﬂg and “small -step size” that is so
popular’ taday
- To analyze the ps:adm: that seems to be

~presented here, let us start by observing
certain facts that are ah'eady falrly well
“established, S

Even though . the child seems to bé
bembarded with speech of considerable
variety and complexity, in phonology, syn-

child progresses in the complexity of the
speech he produces. There is a considerable
period when the child limits himself to

 one-word utterances, and even these are
~-spoken initially with reduced phanalag;eal
- distinctions, Next there is a stage in which

special kinds of two-word utterances are
spoken. So through many other stages. It
is as if the child filters out for himself the
partlcular words and grammatical Patterns

is able to handlg at any gwen stage

there are -definite -

the successive stages can be differentiated
in terms of levels of f‘umpgﬁmty

The situation is similar to what happens
when an adult is made to learn a long list

- of foreign language vocabulary items by a
- memory-drum procedure in which each

item comes up for a 4-second exposurz
every so uften, time and time. agam vntil

it is mastered. What happens is this: bemg
“confronted with such a variety and pro-

fusion of ﬂ:ems the learner seems io pick
out just a small number of items on the

first or second go-around of the total list.
With every repetition, he picks up addi-

tional items, although it is an mterestmg
fact that items he does not learn in the

first few trials' take more and more time

to learn as. the number of trials increases.

But the most interesting. ﬁndmg is that, for

example, if a list of 20 items is presented
it takes the learner about the same amount
of time to learn the first 4 items he happens

" to learn as it would take him to learn those

4 items if presented as a separate list. We

‘do_not yet know whether there is any

gain in efficiency in learning the total list

‘by presenting just a- few items at a time;
on-the answer to this: quﬁstmn deggnds

the ‘decision as- to whether to * “program”

the learning task for the learner or to let -

him program for himself.

“All this leads to a cﬁnszderatmn of how
much we should attempt to “program” the

Jearning . of reading.. When present&d with -

a rather diverse set of stimuli; it is natural
for the learner to pick out those which are
easiest for him to learn, and perhaps it is

~beyond the capability of any programmer

to predict exactly-what these will be. Even

_if we tried to program’ the acquisition of .

reading competence in some rigid way, -
there would be enough extraneous influ-
ences to mndlfy the impact of sueh pro-
gramming Begmrxing readers are con-

 signs, telemlﬂﬂ..ﬁisPlﬂY% eto, that w;ll
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give them Qpparhmlty to develop hypoth-
 eses as to the sxgmﬁcance of -printed - sym-
bols. The child who is frequently read to
while he follows the line of print with his

eyes is in effect: bemg presented with an-

expenem:e which is not unlike the situation

in which he lesmed his native language -

The s:mﬂsrity consists in the fact that the
child is
prssented with afull variety of language
- stimuli, SPcﬂcen utte:ances and their refer-
ents in one case, and Pnnted words and
their spoken counterparts in the other. The

language learner picks out those spoken

language elements that he can handle at

| any  particular stage, .and likewise, the

beginning reader picks out those printed
language stimuli that he can-interpret at
any given stage o

~Thus it seems Prabable that in reading
“instruction we can make more use of the

with a full variety of printed stimuli, mak-
ing sure, however, that they are also inter-

preted for the child. If we do that, we can
expect that many children, at least, will
select out what they can learn at any given '

stage.
Neverthgless

'and in eEect one appeals to- the attentlan

of the child on a periodic basis. The proper .-

‘rich diet of readmg materials at every
stage, but as a parallel tactic also to call

the child’s attention to. Partlcu]ar 1tems or.

patterns; in a systematu; way, 'so as to
" facilitate his own dsvelt::gm&ntal progress

- .through spiraling levels - of .complexity. .
Such deliberate isolation of patterns for -
the child to inspect and learn, one by one, .

is an important elemeént in prograrming,
‘There ought to be an explanation for

rhe paradox  we havg been cggsidenng_.

is constantly. and suecesswely being .

I wculd be the last to

he:e that on the one hand the child

‘learns  his  native language without the

stimuli being “programmed” in any way,
and that on the other hand, efficient teach-
ing - seems to entall at least some such
conscious Pragrammmg on the part of the
teacher or material-writer. Let me propose
a hypothesis to account for this paradox; I

~ will call it the hypothesis of contiguous

contrast - Zéammg It attempts to explain

" how learnmg of particular items occurs,

one by one, in a situation where there are

“a Is.rge number of items PTESFEEEa whether

in a structure or in a more or less random
sequence, Essent;ally, it asserts ‘that the
learning of an item is facilitated by virtue

of its contrast with. partmliy similar items -

that are r.}antigua;;s in time of presentation.

- In " native Iangusge ]Eammg, such a

g principle could be constantly at work. The

icon we make mi ~ language system being learned .is itself a
practice of filling the child’s environment

massive set of oppositions or.contrasts. For
example, plural nouns are contrasted with

singular nouns by the presence of a plural

morpheme; various tenses of verbs' may be
distinguished by tense morphemes; etc.
The child leammg the grammar of his

-_'language is likely to be presented with

many such contrasts and these presenta-

tions will frequently be closely contiguous

in time. Within the hearzng of the child

l, - someone says, for example, “Here is a toy.
Do you have lots of toys?” Or, “Johnny is ;
',_haumg his lum:h now. You will have your

strategy, from this analysis, is to present a - lunch

" nearly every element of these sentences.

soon,” . unconsciously contrasting

The child is highly likely to notice these
contrasts and to apply them in the future.

‘Even if the language stimuli are riot pre-

sented in contrasting pairs, a newly pre-
sented stimulus can contrast with a lan-
guage response that. has already been
learned. A child. who has learned to say
toy will be likely to learn the canlrastmg
plural tays when  he hea:s :t used



42 o - AspecTs oF ReEapmve

situation that itself sharply contrasts with

~ the situation in which he learned toy,
It is when we try to apply this principle

- to the teaching of reading that the idea of
sequencing - and “programming” -becomes

meaningful- and effective. ‘Sequencing is

not merely a matter of presenting items
one at a time, but rather of presenting

- them in such an order that one item will

properly . contrast ‘with partially ~similar
‘items. ' Presenting - families. of words like

hat, mat, rat, bat makes use of this prin- -
ciple, for they are partially similar and yet -

exhibit significant ‘contrasts that have  to

be learned. There seems to be a particular

virtue in presenting such contrasting forms

in triplets. Presenting just a pair does not
adequately-call attention either to the con-
trast or to the common “elements, while
presenting four or more instances - tem-
‘porarily -overloads the memory. When a
- triplet like hat, mat, rat has been presented
-and  mastered, other examples can be

‘added.

But I am also arguing that m reading

instruction, periods of carefully controlled

~sequences of presentations should be inter- -
‘'spersed with periods in which the full

richness of natural language text should be

presented. I suspect that children “can -

- they offer material in

learn significantly from the latter presenta-
tions, just as they learn their native lan-
guage from natural Janguage utterances

that are not presented in some order con-
- trived to teach; Not only do such periods

add to the interest and variety of the in-
struction, but they also have a significant
function in the learning process, namely, -

which' the learner
can test and extend the generalizations he
has - acquired during “carefully controlled
sequences, and also they provide new
stimuli that will afford contrasts with what -

‘has already been learned,

In this way, a proper balance between
careful sequencing or programming and
the provision of rich natural language text

Ppresentations can, I believe, produce more
. rapid progress than the use of either alone,
‘What I have tried to show is ‘that while we
- must_recognize the importance of and

accept- the responsibility for consciously
planning and sequencing the presentations
we make in ‘teaching, there are certain -
features of native language learning - that
can be built into our procedures. Many

‘teachers do this instinctively, of course; . if

there are any among them who have been
reluctant to follow  their instincts, T hope

‘they will no longer be hesitant.

[Ocroser 1966]



The Simplistic Standard Word-

CarL A. LEFEVRE

"'PerceptiQIl Theory of Reading®

Which Is the Unit, |
the Word or the Sentence?

The snﬁphstm WDId=PEI‘QEPt!Gn thenry Gf :

bemme a standard itis a gwen unde:-=

lying almgst all professional work in read- -

ing: descriptions 'gf the reading process,
research projects, pmgrams and 'methods

Gf mstructu:m Buswell makes a typxcal as-

both Ianguage and readmg Ths unit in
- reading ‘material is the same as- thé unit
in speech namely the word .

admissible today in a. prmessmnal discus-
 sion of language and readmg .
A far different theory is. closer to reahty
A language must ‘be. understood in. its en-
tirety—including its built-in redundancies—
as a system of communication embadymg

"(em--
phasis added).' In psycha]mgulstlc terms,
‘this’ prapasxt;cm is- 50 naive as to be in--

.Wﬂrd p&rceptmnsr*r This - basic theory

theary of readmg

into sentences as units. His sentence per-
ception is greatly facilitated by his aware-
ness ﬂf redundant language s:gna]# of

percewed for general cnmprehensmﬂ of the

total meaning- bearing unit. The sentence
is the basic meaning- bgarmg unit in read-
ing, not the word. A reading theory that
does not reflect this fundamental fact will |
be skewed out all resemblance to reality;

a simplistic theory of language and read-

ing can have destructive cgnsequences in
the classmam

Spache vazdes perhapg the ultimate -
statement of the 51mphstlc word- -perception
. . in 1ts 51mplest

of

1§

.often enlarged as . follows to provide a

-various kinds of umts at ‘several stmctural ;

levels; no languagg can be understﬂad as
‘a vncabular}r of s:ght words.

reading is a Ianguagesrelated Prm::ess In ception of each word must be accompanied

- glassary In- ‘primary ‘and’ basm terms,

seeking meaning, the successful reader does

not often read words as - units; he reads

‘model or a description of reading as a
“unitary” process. (a) Word perception

is
the basm QPEI’EHDR in regdmg, alded by

(b) PEI‘- _

by recognition of its meanin ng, aided by

wgrds ordered by’ the langu_age systern

Earl A. Lefevre is a pmfessnr of English Eduéghnn

at Temple - University, The' paper was presented
~ originally - at a me&tmg nf the f"gllep.i; Rendmg

Asmﬂiﬂtmn

: ‘Aﬁd a Psyghalingﬂistia Altemat;m - '
1Guy T. Buswell, “The Process of Reading,” The
. Heading Tgar:h&r, 13 (ﬁec""ber, 1959) 108-114,

\‘l

43

“context clues, (c¢) Each word-perception-
‘meaning must be-held in abeyance while

a sequence . of word- -perception-meanings

in a stream of related words. and ‘mean-

ings accumulates. (d) Accumulated word-

- perception-meanings - fuse tggethér-- into -

2George’ 5Pache Reatimg in the Elementan i S::}mnl'

(Bﬁ%tﬁn Allyn & Bacon, Ing, 1964) p 12,



comprehension of the total meaning of
streams of words, paragraphs, chapters,
entire books, Optional ‘embellishments. of
this stripped model include comprehension
and reaction to words and thei;r-/mear{ings,
assimilation of these meanings into the ex-

perience of the reader, criticism and evalu-

‘ation of material read, and so on. The

reading process may be further obscured

by declarations in support of the nltimate
‘goals of reading, which are the principal
goals of education itself2 =
What is wrong with this description of
the reading process? It has many simplis-
tic faults; it ignores, for éxampie? the trial
and error procedure associated - with ' re-
gressive eye sweeps in reading., But most
fuﬁdamentally; it fails to deal ‘with reading -
English as a language related process. Its
simplistic “theory of language is simply
false—false above all to the English lan-
guage. The word is not “the unit” of En- -
glish speech or print; - the' English_lan{
guage is not a dictionary, but a communi- "
~.cation -system for organizing. words into
sentences,  and sentences into larger. lan--
guage constructs in which sentences em-
ploy cross-reference signals, _This simplistic
description omits -almost everything we

4Following ‘are rgpresénfa-tive'Yﬁfﬁi‘éncf‘ﬁ‘ listed in-
chronological order: ' S

Helen M, Robinson, Why Pupils Fail to Read,
Chicago: The University of Chicago Press, 1946, .
- children,

Writing:  An . International  Survey, - Chieago; ..

~glish, and the language arts. Our ‘children

. William 8, Gray, The Teaching -0f "Reading . and

- Scott.- Foresman and Company, 1958,
- Guy T, Buswell, op. cit, .
W’iﬁfam §. Gray, On Their Own
ed.)." Chicago: Scott Foresman, and Company,

1860. -~ - I
"The - Major

- Seq’i;é;it{ﬂ_l ‘Development

-compiled ‘and " edited by He

~ Chicago: The University of Chicago Press, 1960,
George Spache, op. cit,

‘Seventy-Five Years of Progress,
Procecdings of the Annugl Conference on Read. -
ing. Chicago: The University of Chicago Press, -

1866, pp, 22-35, T CUCRRO. |

ing,” ertzdiﬁg;

! frankly

internalized rules,

o . deserve
in Reading (rev, -

street. .
‘Aspects of -Reading,” in -
of Reading Abilities, -
Helen ‘M. Robinson.

- Words, words, words,

Helen M. Robinson, “The Major Aspects of :'_Béad:-'f this street theory of language, such as it

AsPECTS oF READING

know about the nature and structure of
English, It is completely innocent of syntax

and the specifics of systematic réd::ndé;ﬁcy; :

it is devoid of modern information about
the - sound system of English, structura]
intonation in particular, L

No one tries to teach students to read
French, Russian, or Urdu except in re.
lation to the specific nature and structure
of the given language. The problem js
confronted: How do you read

- French, or Russian, or Urdu? But not so

with. reading - instruction in English, The
fundamental problem.. How do you read
English?~is simply ignored. It is simplis-
tically reduced to “How Jo you read?”
~Period. :

Everyone Has q Theory of Language

~ Everyone 'who talks has a theory . of
language—a ‘grammar—whether he is con-
scious-of it or not; his grammar is a set of
-attitudes, and beliefs
“about his: language; it has become uncon-
scious and works aﬁtematieally_ﬁif he did .
‘not have such a theory, he would not be

~ able to talk, .This is true even if he “don’t

know no grammar.” Whether conscious or

mot, the language theory held by a teacher

‘has a profound and Pervasive influence on

the children who live with him in' his class- -

Toom. Every' teacher wields a strong in-
fluence over the. language development of

not just teachers of reading, En-
a language

teachers. who have:
man in the

ﬂiegry superior to that of the

‘To.the man in the street it is perfectly
©Obvious that English is made up of words, -
‘What does a - person use when he talks

of course, Besides,

is, has been shaped by standard school in-
struction in phonics, spelling, word analysis’

‘and perception, and a simplistic so-called -
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- - Brammar. “Words in print” are always neat.
ly separated by white spaces, and so are
letters. Any fool can Plainly see that words.
are .made up of letters, and _that lan-

guage is made up of words, Language and |

print are thus merged in 4 metaphysical
. picklement, Unfortunately, this simplistic
Opinion is not qualitatively different from
the word-perception theory of reading, -
The way the child Is. taught to per.

ceive printed English will strongly in- .
] ) he 7 - motivated to find out how it's done, He

fluence the way he actually ‘perceives it,
If he istaught'tc::'séu_nd and perceive sin-

gle  letters, taught to sound and perceive ’

single words, -he may do ' just - that and.
never do anything more, In short, he may

become a reading cripple,” calling single

words or calling groups of words with g
sentence intonation on each ‘word or group.

It is a'rule of English intonation that
speaker must utter an isolated single word

with both the heavy stress and the fade-fall . using _sentenc 1
terminal that signal the end .of -a’sentence;  his own speech and that of hjs classmates,.

(the only exception is using a single word"

a8 a question, with a fade.rise voice ter-
minal).- Word-calling, or word-group call-
ing, means giving a sentence intonation to

each word or g:aﬁp;_i:his_,pragﬁeé breaks :

‘up and destroys -normal-English sentence

- ability to read: silently with seritence sense.
and comprehension, R
Bitter experience ‘has shown that many
children do not progress far ‘enough beyond

. spelling and reading words—beyond sound.
" ing them alaud[in“unaEnglish ways—to
read sentences, paragraphs, and. longer lan- . m
‘guage constructs with comprehension. Such .
children do not develop “sentence sense,” .

To do this, they need to be made aware

. .of the nature {and’st:fuém:é of ."se;itenéés'tﬂ |
~ begin with, including sentence intonation,

Q

_intonation, rhythm ‘most - particularly, If a = letters

It is not enough to depend on their in-

alone to help them make it

Well, how can you read a sentenee xf

you can’t read a word? ‘That sounds like
a sensible question, Let's try to answer it,

. Prior Conditions: Récz&iﬂg-iikg Experiences

Certain prior conditions ‘must be met,
The child must frst be ready to read and

must know what a book is and what it can
do: ke must understand thar 4 book talks.
He should have enjoyed listening to chil-
dren’s poems and stories. read aloud for

“him by an effective oral interpreter, If he

 has held books in his hands, following the

graphic counterparts of sentences with his

eyes while hearing their oral sound with

his ears—wonderfull Some work with ex.

perience charts, using real sentences from

is highly recommended; but he’should not
ha"e l_suﬁ:gl"?d' the trauma of- seeir;g and

‘hearing his good natural sentences mis-

translated into the fractured English of

and familiar with words. from  watching
TV and from “reading” the names of break-

- In other words, the beginning reader
ought not to be a tabulg rasa; ‘he should

have had a rich variety of reading.like ex-
periences to prepare him for the task of

aking a book- talk to and for him. He

it together to ~make sense in sentences,
and that a ‘sentence s "easily. perceived
because “ jt -begins with a capital letter.

and usually ends with a period, A remedial

basal readers, whether “linguistic” or not.
~'The child should also be familiar with

7 ters  through playing with alphabet
~child begins his reading experience by call- * blocks and other alphabet games and toys;
ing words or groups, he.is in real danger -
of - internalizing a -éémpletely,;_uneEnglish 1 | n " _ f k-
rhythm that will seriéusly' undermine his - fast eeréal_s,[ deter*entsg street -and - traffic
; ) - signs; billboards, bus and trolley identifica-
. tions, and the like, - o '

should be ready for the concept that words .
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reader at any age or graﬂa level needs
this same Experzentﬁl pre[;aratmn If he

rate pltc:h and voice termma]s-=he prnb— ,

ably does not have either sentence sense
‘or comprehension. He should be taught to
read the patterns and tunes of “English
sentences - from the" printed page, a pri-
mary and basic requirement of compre-
hEﬂSlﬂfl

Sgﬁtéﬁfseﬂfder Word Order, Rhythm

~ In addition to beginning witha fzapltal
letter and ending with a period, a printed
sentence uses many other signals to clue
the reader in on its meanmg ‘Probably

the most important 51gnal is. word order,
- and the order .of main sentence - ‘parts.

Normal English sentence order is subject-
predicate, with the wm'ds in the fallﬁwmg

“order,

A l:zrd is smgmg

But note  the structuaral featurﬁs ‘of thls'

-sentence that will- occur over and over
agam in readmg materials: ‘

A__ s

o =1ng

This sentence begms with the noun ma:ks- o

er ( determiner or artlcle) A; it is crucial
in- beginning reading not to cmﬁuse this

structure word with the letter a or A, and

- also never to present it alone as a sight

~-word, but always with a ‘noun. The child
should be taught to" say it qlui:kly, with
- a light stress, while glvmg a main stress

' .ta the noun that Eﬂlli:ws it:. a‘. bird Thls

. sentence alsa uses a. ve:lj{ common verb
grauF for. present ‘action, the fs fﬂﬁ‘n of

be rnarkmg the - present - Partlclple ofa

- verb;-a formula for this might be is V—ing :
The child- begmmng ‘to”"¥éad does not
need the terminology and apparatus dis-

played in the foregoing paragraph, at least

. not at the very ﬂrst sﬁ-ucmral generall-_'

Q

N

zations should be approached mduetwély,
by examples. But attention should be called
to the following structural features: the

order of A bird and is singing; the word

combinations and stress patterns of A bird

(above) and of is smgmg (where the.

main stress is on sing-, and is receives a
light stress); and the verb group pattern,’
-ing. Attention should also be called
to the rhythrn of the whole sentence, with -
two main stresses on bird and smg= and

“two light stresses on A and is, followed by

a falling or dropping of the voice at the

- period. Usually the light stress on the -ing

verb inflection will occur natura]ly, and

;-an be passed by without comment.

Abird s smgmg N

All this can be:done very qmc:kly by
the oral example of .the teacher, which the

- children can easily imitate. They can then
-volunteer other nouns -and verbs to- fill
- the same positions as bird and sing-. Using
-experience chart methods already familiar.
" to the class, the tEEE!hEF can write the chil-
dren’s ‘examples on the board, ’

Aboy = s smgmg N

A boy is running. N

Agirl is dancing.

“A man is talking.

A teacher is'réﬁdiﬁg. N
Andsoon.

By similar steps and methﬁds other noun
markers such as the, ‘my, one may be in-

* troduced; the plural verb ma.rker are; and
, then the tense mark&rs ums and were,

&xample

- Two gzrl.s- are danﬂmg N
Two ____-s are ____ =iﬂg N

The children can then gwe theu‘ examples
of - this ‘sentence pattern Qrally, -and - the
teacher ean write them on" the board as

) befcre



These extremely simple examples are
offered as primary and basic illustrations

of the whole range of English structural -

'patterns and elements that might be pre-
~-sented .as one strand of a multiple-strand

reading program. The techniques and.

methods - suggested can be adapted by
- teachers at any level of primary and-ele-

mentary reading instruction, and adapted

to remedial reading wherever needed.

The Printed English Sentence as a Unitary -

Meaning-Bearing Pattern _
‘As long ago as 1908, Edmund Huey, ap-

proaching reading and ‘language from ex-

perimental psychology, developed a fasci- - clude that we have a psychological need

nating but now long-neglected “unitary”
view of reading sentences, and made astute
~observations about. inner speech and in-
tonation in silent reading.* Huey’s psycho-
logical explanation neatly complements my
psycholinguistic theory of the printed. En-
- glish sentence as “a unitary meaning-bearing

‘pattern.” On the basis of his own re-
search and that of many others, Huey un-

'derstood very well that reading does not
~ consist of perceptions of sequences of let-

ters nor of series of words. Although he
~did not have access to modern linguistic
~ descriptions- of English, he had excellent .

intuitions as a native speaker and had

studied the work of other psychologists on
language; many of his observations on both _

language and reading were quite penetrat-

~parent fact of its being

totally neglected
today, - e o

Worlds removed from today’s proponents

of the simplistic word-perception theory of
language and reading, Huey writes: “Lan-
, 4Edmund B ,H uey, Thg' ?syahéla%y : i:r_rid Pedagogy
* of Reading (New York: Maemillan, 1908, 18186;
- Cambridge, Mass.; The M.LT. Press, 1968).

AiCarl ‘A, Lefevre, Linguistics and_the Teaching. of

Reading. New York: McGraw-Hill Baok Company, 7

1964, pp. xi, xix, xx, and passim.
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guage begins with the sentence, and this
is the unit of language everywhere,” In
reviewing eye-fixations and visual percep-
tion in reading, he cites research showing
that “words of sentences are read at a
distance from ‘the fixation point at which

letters are no longer recognizable . . . . Even

very familiar short sentences were some-

“times ' recognized as wholes under con-
- ditions which prevented recognition of .

their constituent words.”” Again he notes

- that “when sentences or phrases were ex-

posed, they were either grasped as wholes
~or else scarcely any of the words or letters
were read.”® His studies led Huey to con-
to “unitize” our impressions “so that we

~are conscious of them in groups or wholes
~having a unitary meaning.” SN

Visual experiences with familiar things—

~houses or printed sentences, for example—

accustom us to seeing them as wholes,
without analyzing them into their con-
stituent. parts or even perceiving all the
details. We habitually supply anticipated
details to the general shape perceived, or
‘assimilate minimal clues into an appercep-
tion of the whole2e =~~~ .~ |

_This” way of perceiving is  subject to
human “error, but in reading, the intent

~search for meaning causes the alert reader

to reread and correct his errors, My theory’

- of reading as a language related process
- . e L b inds bh eyl 1 .. t,,‘, i dd
ing. It is hard to-reconcile the excellent in which the printed sentence is regarde

quality of much of his work with the ap-

as-the basic unitary meaning-bearing pat-

-tern is not a simple-minded or-common-

sense . notion; it would  be . an easy but
naive error to confuse my proposals with

- Farnham’s  nineteenth-century  pamphlet,

“The Sentence Method of Teaching Read-

“GHuey, op. cit,, p. 123.
TIbid., pp. 62-63.

®1bid., p, 69,
10]1bid., chapter 4.
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mg which recﬂmmends an expenence
chart presentation of sentenees without
structural analys:s of any kmd o

'APsyahalmguwtzr:A tsmatwe - |

What T am praposmg isa psycht}lm
N gmstm thmry that reﬂecgs the complex in-

. terplay of speech and print, and emphasizes
the major but genera ly unrecognized role -

~of intonation and inner speech in silent

~ reading, This theary. holds that large, over-
riding intonation- patterns  delineate entire
- undtary- meaning-bearing  syntactical pat'
 tems in English speech. In efficient silent
reading, traces of intonation patterns are
picked up swiftly from prited Brglsh;
~ these silent traces are what maks i ph.;sage

‘sound r1ght or ot saund rlght toa
percethe silentreader,

- Within these Jarge pattems—syntacizca |
- and ntonational wholes—the reader is at

 lberty to pick up all the additional sig-
nals he needs in order to get the meaning -
from the prmted page he is equally at

Tiberty to_ignore: any redundant signals—

grammatlcal syntactical, lexicalthat he

does not need. But whatever his purpose ‘
“and whatever the quahty of the writng,

the successful reader deals eEecﬁvely with

 the actual language presented to him in .
print- and deals with it i toms of his
deepest hiumng of hi language the sudio-
lingual trunk rooted in hls earliest con-
sciousness,

~ [Maren 1988)



L inguistic and
Teaching Readi:

The low income, urbam Negro <
falll-*:g in our schools. His inability t
is a major challenge to contemporar
cators because of its relationship
child’s self-esteem and his ultimate
efl—'ectlveness

Failure to acquire functlonally ade
reading skills not only contributes to :
tion from the school as a social insti
(and therefore encourages dropplng
but it goes on to insure failure in
stream job success. There is certai
relationship between reading succe
failure on the one hand, and receptr\.
or alienation from the, society in
those reading skills are highly ~
(L.abov and Robins, 1969). It is =
impossible to . underestimate the chs
reactions which can be touched off by
and continued educational fallure wh
Imany dlsadvantaged Negro childre:
perience in even the most well-intent

school systems. Because the educa
system has been ineffective in coping
teaching inner’ city children to read
. system treats the reading failure (in

of grading, ranking, etc.) as if the £:
were due to intellectual deficits of the
‘rather than  to methodological inadegqgu
in the teachmg Prrocedures. "Thus. the
tem is unable to teach the child to read

- :erer)r qulckly teaches him to regard his

Joan C. Baratz is codirector of the Educahon :
Center Wash_lngton D C- . S
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- itself is not unique. The

ington, ID.C., as
. mation, is that of language. The Negro
. the sys- .. ghetto child is speaking a significantly dif-
ead ferent "‘language  from  that of his middle
class teachers. Most of his middle class
‘teachers have wrongly viewed his language
~as pathological, disordered,. “lazy speech.”

tion Study This failure to recognize -the interference

as intellectually inadequate, and therefore
of low self worth and low social value.
- Despite the enormous expenditure of’
energy in remedial reading programs, chil-
dren in the ghetto are still not learning to
read (National Advisory Council on Edu-
cation of the Disadvantaged, 1966). Al-
though the difficulties of teaching reading
to a portion of the population is a unique
problem for the United States, the problem
arallels are quite
clear between the difficulty we are ex-
pPeriencing in teaching reading to the dis-
advantaged Negro child and those of emer-_
gent countries which are attempting to
make a multi-cultured population literate
in a single national tongue. 7

In his recent report on the Washington,
D.C., school system, Passow (1967) indi-
cated that the central question that must
be answered is: “What are the educational-
ly relevant differences which the District's

- pupils bring into the classroom and what
- kinds of  varied educational experiences
- mmust be provided by the schools to ac-

commodate these differences?” One major
educationally relevant difference for Wash-
for ghettos across  the

from the child’s different linguistic system, .



~is present. 'No one would disagree that
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and consequent negative teacher attitudes
towards the child and his language, leads
directly to reading difficulties and subse-
quent school failure,

The differences between Negro non-
standard and standard English have been
described in some detail by Stewart (1965,
1967, 1968), Labov (1967), Bailey (1965)
and others (Dillard, 1967, Baratz and Po-

VARIABLE
Linking verb

He is going.
John’s cousin.
1 have five cents.

Flural marker
Subject expression
Verb form

Past marker

Verb agreement

1 drank the milk.

He runs home,
She has a bicycle.
I will go home.

I asked if he did i1.
I don’t have any.
He didn’t go. ~

I want an apple.
We have to do it.
His book

Future form
“If” construetion
Negation
Indefinite article
Pronoun form

Be
Do

But what of these differences? All the lin-
guists studying Negro non-standard English
agree that these differences are systema-

tized structured rules within the vernacular; -

they agree that these differences can inter-

- fere with the learning of standard English

but they do not always agree as to the

precise nature of these different rules. This
leads to varied disagreements as to why a_
particular feature exists (ie. phoneme de-
letion versus creolization) but it does not-

dispute the fact that the linguistic' feature

standard English has a grammatical struc-
ture and uniqueness and many: descrip-

tions of that structure have been written.
Yet it is probably true that no two lin- .

IToxt Provided by ERI

STANDARD ENGLISH

John_lives in'New York.

Yesterday he walked home.

He is over at his friend’s house.
He teaches at Franeis Pool.
Statement: He is here all the time.
Contradiction: No he isn't,

AsPECTS oF READING

vich, 1967). Some of these differences were
concerned primarily with distributions and
patterning and others focused in greater

detail upon syntactic differences between
the Negro non-standard system and stan-
dard English. It is possible to compile a list
of some of the differences between the two
systems such as the following:

NEGRO NON-STANDARD

He_goin’,

John_cousin.

I pot five cent__. 7
John he live in New York.

I drunk the milk,
Yesterday he walk_home.
He run_home.

She have a bicycle.

I'ma go home.

I aks did he do it

I don’t got none.

He aint go.

I want a éfp!é?

Us pot to do it.

He book

He over to his friend house, -
He teach_Francis Pool.
Statement: He be here,
Contradiction: No he don’t

gu-istswauld agree in all details on how to

- write that grammar. This equally explains
the current controversy of the linguists as

to how one writes the grammar of the
vernacular. Controversy as to the exact
nature of the vernacular does not negate
the fact that the vernacular is there.

- This:language difference, not deficiency,

‘must. be considered in the educational
‘process of the Negro ghetto child. In 1953, .
- the UNESCO report regarding the role of

language 'in ‘éducation “stated that: “It is-
axiomatic that the best medium for teach-
ing 2 child is his mother tongue. Psycho-
logically, it is the system of - meaningful
signs that in his mind works automatically
for “expression and understanding. Socio- -
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logically, it is a means of identification
among the members of the community to
which he belongs. Educationally he learns
more quickly through it than through an
unfamiliar medium.”

Since 1953, studies employing the recom-
mendations of the UNESCO report have
clearly illustrated the importance of con-
sidering the vernacular in teaching reading
in the national language (Modiano, 1965).
It is clear that structural knowledge of
non-standard vernacular and the ways it
can interfere with learning to speak and
read standard English is indispensable to
teaching ghetto Negro children. Goodman
(1965) and Bailey along with Stewart have
all indicated the existence of interference
from the dialect on ability to read. Labov
(1967) has also stressed that the “ignor-
ance of standard English rules on the part
of the speakers of standard English” and

the “ignorance of non-standard English

rules on the part of teachers and text
writers” may well be the cause for the
reading failures that occur in the schools.
In addition, Wiener and Cromer (1967)
in their article on reading and reading
difficulty discussed the need to determine
the relationship between language differ-
ences and reéading problems because a fail-
ure to be explicit about the relationship
between reading and previously acquired
auditory language often leads to ambigui-
ties as to whether a particular difficulty is a
reading problem, language - problem, or
both. K o :

If the disadvantaged Negro child, like the

Indian having to learn Spanish in Mexico, - -

~ or the African having to learn French in

read, how does his task of learning to read

differ from that of the middle class “main-"
stream American” child? When the middle | 7
- the teacher to separate the concepts to be

class child starts the process of ‘learning
_to read, his is primarily a problem of de-

Q

- Guinea, has to contend with the inter- responds that han’ (han
- ference from his vernacular in learning to - man. When told he is wrong he becomes
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coding the graphic representation of a lan-
guage which he already speaks., The dis-
advantaged Negro must not only decode
the written words, he must also translate
them into his own language. This presents
an almost insurmountable obstacle, since
the words often do not go together in any
pattern that is familiar or meaningful to
him. He is baffled by this confrontation with
(1) a new language with its new syntax, -
(2) a necessity to learn the meaning of
graphic symbols, and, (3) a vague, or not-
$0 vague, depending upon the cultural and
linguistic sophistication of the teacher,
sense that there is something terribly wrong
with his language, :
Although both the middle class child and
the disadvantaged Negro child are first
faced with the task of relating their speech
to a graphic representation that is arbitrary
and without a direct one-to-one correspon-
dence to their speech (ie., the “silent e” in
love, the “silent k” in knife, the “k” as
represented in cut and kite, and the “s” as
represented in Sue and cement, etc.), the
cards are stacked against the inner city
Negro child because his particular phoneme

- patterning is not considered in the curricu-

lum at this early phase so that when he
reads hep for “help,” men’ for “mend,”
boil for “ball,” the teacher presumes that
he cannot read the word. Hep and help,
men and mend, and boil and ball are homo-
nyms in the inner city child’s vernacular.
Similarly during the initial stages of learn-
ing to read, the disadvantaged child is
confused and presumed ignorant and un-
able to comprehend concepts if when he is
taught the rhyming concept in reading he
d) rhymes with
confused, for he is right: han’ and man
do in fact rhyme in his speech. In in-
structing these children it is necessary for

learned from the’ details of standard En. .
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glish. Until we do this, Negro children will
continue ‘to be confused and will continue
to have great difficulty in learning to read
standard English. :

Despite the obvious mismatching of the
“teachers and text writers” phoneme sys-
tem and that of the inner city child, the
difficulties of the disadvantaged Negro
child cannot be simplified solely to the
pronunciation and phoneme differences
that exist in the two systems. There is an
even more serious problem facing the inner
city child which concerns his unfamiliarity
with the syntax of the classroom tests., Al-
though the middle income child also must
read texts that are at times stilted in terms
of his own usage, there is no guestion that
the language of the texts is patentially com-

parable to his system. That is to say, al-

though he does not speak in the style. of his
reading text, he has the rules within his
grammar to account for the occurrence of
the textbouk sentences. However, the text-
book style is more deviant to the ghetto
child than it is to his middle class standard
speaking agemate because much of the
reading text is not a part of his potential
syntactic system.

‘Because of the mismatch between the
child’s system and that of the standard
English textbook, because of the psycholog-
ical consequences of denying the existence
‘and legitimacy of the child’s linguistic sys-
tem, and because of the success of vernacu-
lar teaching around the world, it appears
imperative that we teach the inner city

‘Negro child to read using his language as
- the basis for initial readers, In other words,

- first teach the child to read, and then teach

reading program would not only require
accurate vernacular . texts: for the dialect

speaker but also necessitate the creation of

a series of “transition readers” that would
~ ing community..

move the child, once he had mastered read-

Q

ing in the vernacular, from vernacular texts
to standard English texts. Of course, suc-
cess of such a reading program would be
dependent upon the child’s ultimate ability
to read standard English,

The advantages of such a program are
threefold. First, success in teaching the
ghetto child to read. Second, the powerful
ego-supports of giving credence to the
child’s language system and therefore to
himself, and giving him the opportunity to
experience success in school. And third,
with the use of transitional readers, the
child has the opportunity of being taught
standard English (which cannot occur by

B L . TR s I R
linguistic swamping” since his school

mates are all vernacular speakers) so that
he can learn where- his language system
and that of standard English are similar
and where they are different. Such an op-
portunity may well lead to generalized
learning and the ability to use standard En-
glish more proficiently in other school work,

The continued failure of programs of

- reading to ghetto children that offer more

of the same, i.e. more phonics, more word

~ drills, etc, have indicated the need for a

new orientation towards teaching inner

~city children to read. Any such program

must take into account what is unique
about the ghetto child that is impairing
his ability to learn within the present sys-
tem. This paper has suggested that one of
the essential differences to be dealt.with in
teaching inner city Negro children is that
of language. The overwhelming evidence
of the role that language interference can
play in reading failure indicates that per-

“haps one of the most efféctive ways to deal’
- him to read in standard English. Such a = with the literacy problems of Negro ghetto
- youth is to-teach’ them using vernacular

texts that systematically' move from the

syntactie structures of the ghetto communi-

ty to those of the standard English speak-
' [FEBRUARY 1969]
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RoBERT EMaANS

History of Phonics

* The teachers’ room slowly becomes satu-
rated with cigarette smoke. The instant
coffee tastes bitter and less enjoyable. In-
variably, the topic of conversation turns
to reading. Miss Smith, possessing thirty
years of teaching experience, expounds her
view that the staff has heard before ‘many
times!] “I can remember when no one
dared to teach phonics; now it has come
back. It just goes to show that if you teach
long enough the old ways return.” Miss
Young, a student teacher from Nearby Col-
lege, listens intently hoping to learn from
the more experienced teacher. She knows
what Miss Smith is saying is true; that

phcrmcs onece in d:srepute in some educa-

tion circles, is now considered to be an
important aspect of the reading program.
However, she also knows that what she
sees in Miss Smith’s room is different from

what she learned about phonie instruction

back at Nearby College.
History could help

confusion; it does show that phonics has a

way of disappearing and returning to read-

ing programs, However, history also shows.

that phonic instruction, although included
today, is very different from what it used
to be in the mémnryof Miss Smith., Al-
though

programs to reject phonics only to return.
phonics in some other form at a later date.

" The literature concerning phgmes is’ ex-
tensive, Heilman (1961,

writes ‘Ehamcs is the most. Wﬂtten-abcut

: chbert Em‘ms it a pmfesmr of educatmn 1tThe
. Ohio State Unwersity

\‘l

Miss Young in her-

over-simplified, this  historical
- resumé will show the tendency of reading

pp. 213-14).

topic in the area of teaching readmg and,
possibly, the least understood.” Detailed
accounts of the literature concerning
phonics and related areas are found in a
number of references (Cordts, 1965; N, B,
Smith, 1965).

Early Approaches

In the earliest days children Pmbably
first learned to read by having someone
read to them over and over again until
they wished to try to read for themselves.
Then the adult told the child the words
he could not recognize. Of course, such an
apPrDach gave the r:hild no meﬂm& by

salf
The first attempt to teach independence
in reading was probably an alphabet-
sPellmg approach which may go back to
the time of the Greeks and Romans, or be-
~fore. The well known New England Primer
of 1690 in this country used it. In this ap-

proach children first were taught the names .

of the letters of the alphabet. Then, as each

new word was presented, thay were taught
. to spell it. Of course, the sounds of the
letter names bore little resemblance to the
sounds the letter names represented in the
word content. N Evertheless ‘people, es-
- pecially some advocating camputenzed in-
struction, are supporting this century -old
approach today. - .

As far back as 1534, Iekelsamer adva—
cated the teaching of sounds rather than
: letters. In 1570 ]th Hart 111ustrated It:kel—

samer’s criticism' by pointing out that the -

spellmg of t-h-r resultad in the child saymg -
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te-ache-er or teacher. The versatile genius
Benjamin Franklin revised Ickelsamer’s and
Hart’s concepts in teaching letter sounds
and in 1768 published a device for teach-
ing the sounds of the letters of the alphabet
in Scheme for a New Alphabet and Re-
formed Mode of Spelling. However, it was
not until the time of the American Revolu-
tion that a letter-sound approach was put
into practice and then not for the reasons
previously proposed. ‘
Near the end of the eighteenth century

Noah Webster developed a -scherme of

phonics, not as a means for teaching read-
ing, but to establish a standardized Amer-
ican speech which would reflect the new
nation’s concern for communication in g
democracy. In the preface of the American
Spelling Book (Webster, 1798, p- 1), pop-
ularly known us “The Blue-Back Speller,”
Webster stated his purpose for his phonic
procedures. o '

To disfuse a uniformity and purity of lan- -

guage in America—to destroy the provincial
prejudices that originate in - trifling differ-
ences of dialect, and produce reciprocal
ridicule—to promote the interest of litera-
ture and harmony of the Unjted States—is
the most ardent wish of the Author; and it
is his highest ambition to deserve the ap-
probation and encouragement of his coun-

trymen.

- Thus the' original reason for the wide
adoption of a
reading was not to teach reading per se
but rather to develop a uniform American
dialect, : '

Reaction against Phonics

The predominance of phonic instruction -

in America went nearly unchallenged for

forty years until the 1840's when Americans
such as Horace Mann visited the schools
in Prussia and Switzerland and liked what
they saw, There, |

\‘l(,,

phonic method of teaching

through the influence of

Pestaiozzi, who advocated teaching read-
ing by presenting an object or a picture
together with a word, educators began
seriously to question the merits of the
phonic methods they were using. In 1658
Cemenius had already authored his book,
Orbis Sensualium Pictur (The World of
Sense Objects Pictured ), in which he had
advocated teaching the meanings of words
rather than their sounds, Samuel Worcester,
the American author of Primer of the En-
glish Language, in 1828 reiterated Ce-
manius’ words when he wrote,

It is not, perhaps, important that a child
should know the letters before he begins to
read. He may first learn to read words by
seeing them, hearing them pronounced, and
- having their meanings illustrated, and after-
wards, he may learn to analyze them or
name the letters of which they are com-

posed (N. B. Smith, 1965, p. 86).

A pioneering study by Cattel in 1885
Supported the new ideas for teaching whole
words. He showed that in a given unit of
time only a few unrelated lotter ‘sounds
could be recognized, but in the same

amount of time it was possible to recognize

- words containing up to four times as many

letters. Of this ‘period Smith states, “This
was the only period in American history
in which the so-called word method was
ever advacated by editors and authors as
a general method of teaching ' reading”
(Smith, 1963, p, 191). '

Reaction against. Word Method

The word method was in vogue for ap-
proximately forty-five years until about

- 1890, when phonics was brought back with
& renewed emphasis, as it once again was

ﬂmugh't to have merit. However, the phgns '
Ies instruction introduced at this time was
very different from the phonie instruction

-abandoned a half century before. While

the earlier phonic method -had drilled the
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child on sounds t}f individual letters, the
phonic method of this era shifted to an
emphasis on groups of letters, often called
word families. Reading was again reduced
to a number of mechanical drills, each of
which focused attention on a unit smaller
than a word, such as ill, am, ick, ate, old,
ack. Children were drilled on more than a
words or real sentences were introduced.
The context, when introduced, was sub-
~ servient to the phonic elements, e.g., Kate
ate a date. .

Reaction against Phonics;
Word Method Reintroduced

The extreme emphasis on phonics at the
turn of the century brought about, once
more, a reaction against phonics during the
1920’s. Unfortunately, there was no climate
for reform—only expulsion. The new stress
on reading silently and the increased
volume of scientific research gave impetus
to the reaction. As reported by Gray (1941,
p. 918), Hamilton and Judd concluded that
the general characteristics of a word were
the most used clues, but when a word was
strange or different, distinction within the

word became necessary. :

In 1911 in England, Gill (1911-1912) re--
ported a study testing a sentence method-

against a phonics method for reading speed.

He found the sentence method superior.
Other studies cast doubt or: the value of

intensive phonic instruction (Gates, 1927; -

Sexton, Herron, 1928). Garrison and Heard

- (1931) found that while instruction in -
* phonics was helpful in the recognition and
pupils who had not

‘pronunciation of words,
had phonic training were superior in com-
prehension and 'in smoothness of reading.
Smith summarizes this era when she states,
“With the new emphasis on meanings and

severe criticism of the method of teaching

- phonics, the whole area of phonics teaching

- fell into disrepute. . .. Phonics was practical-

AsPEcTs oF READING

ly abandoned throughout the country’
(N. B. Smith, 1963, p. 193).

Phonics Reintroduced
Gradually, with dissatisfaction with the
word method, more sophisticated research
studies, and the advent of new approaches,
phonics made a’ comeback once again in
the 1930’s. A strict adherence to the word
method was found to be unrealistic in that
it was found to be difficult to learn all
words by sight. Total application of the
- word method did not diminish the trouble
children experienced learning to read.
Phonics was re-examined. because it was

- thought that the difficulty children in

former years had had in learning to read
- might not have been the fault of phonics
after all (Smith, 1963, p. 193).

A number of studies supported the teach-
ing of phonics. Winch (1925) in England
tested the alphabet, the word approach,
and two phonic approaches. His conclu-
-sions favored phonics. Tiffin and McKinnis
(1940) correlated phonic ability with
silent reading ability and found a consider-
able association between the two skills. In -
a.study widely quoted: by both opponents
and supporters of phonics, Agnew (1939)
found that phonies increased independence
in word recognition, "encouraged cerrect

- pronunciation, and improved oral reading,

- but did not affect comprehension; as a
~whole the study seemed to favor phonic
instruction. On the college level, Rogers
(1938) showed that poor phonic ability
was _associated  with inaccurate compre-.
hension and generally with decreased pro-
ficiency in reading. Gates and Russell
(1938) compared the general reading
ability of children given no phonics, mod-
‘erate phonics, and much phonics. They
concluded that moderate amounts of phon-
ics were best. Using somewhat more long-
~itudinal  procedures, -Sexton ~and Herron

(1923) concluded that phnmr:fs instruction =



The new procedures of teaching phonics,

thirties and

in order to recognize it,

In the newer approach, the word was gh-
served as a whole, thep the parts were seeq
as components of the whole. This practice
Supported the previoys research by Hamil.
tor and Judd indicating that People tend to

| Yecognize the larger visug]

vantages of the ana
- 1. Young. children are interested
' (in the Mmeanings words have for them . .

2, Whole-weord sguﬁdin’g;eﬁeﬁﬁ;ages chil- te

dren's self-discovery of letter-sound re.
- lationships ang arouses’ children’s 'in.
fEIESEfﬁWﬁde_;;,; P AR o

- 3. The: analytic method avoids blendin
problems, the chief stumbling block w:ﬂ% :

. other methods | , |

rimarily

words in context independently.

5. Whole-word sounding contribytes
rectly to learning words $0 that they be-
come familiar sight words,

oobjectives of P]]DILICS in a total r&édjng Pm—

gram (Russell, 1961, P- 303). A flurry of
research studies was reported. Studies by
Tiggs (1952), Mulder (1955), and Luser
(1958) all Supported the belief that phonics
and phonic instruction are beneficial to
the reader, A. number of other studies did

effects Df]Es-=

gifted chzjd Eompanng the _
sons using visual, phonie, and kinesthetic -

Procedures, Mills (1956 ) concluded that no

e method is best for all. Similarly, Wiy



' ‘isnlated from-
‘981 SuI’VE‘ red 220 teachers in 33" states .
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and Sizemore (1955) found that the nature
a'ﬁd afﬁc:unt af Phgnic:s ﬁistructian was stlll

Ehﬂdr(‘;‘n the basal readmg pmgrams prc:—
vided adequate instruction in phonics, al-
though some children needed supplemen-
tary practice. Durrell, Nicholson, Olson,
Ravel, and Linehan (1958) concluded that
a lack of knowledge of letter names and
sounds produces reading failure. However,
Helen M. Robinson (1959) commented that

their conclusions could have been distorted _

by their research methods.

More recently, Porter in 1960 reported
that his studies, using a procedure of omit-
ting words in context, showed .that chil-
dren need phonic clues 77 percent of the
time in order to get the correct word
- (Spache, 1963, p. 232). Love (1961)
concluded that isolation of phonics with
a special workbook and drill produced
no greater gains than emEhas;s on whole
words with incidental phonics. S::nllaily,
Ibeling (1961) found adding phonic work-

books to the basal reading programs of -

grades 2, 4, and 6 did not increase reading

vacablﬂary or comprehension significantly., -

Sabaroff (1963) concluded that phonies
taught systematically may be superior for

Iow achievers, while functional phonics is

superior for averag& and hlgh achievers.

Phonic Instruction Today

What about Phumc msh-uctmn taday?
_Ealscm and Kaluger (1963, p. 10) point
out, “Parents find it hard to believe that
phgmcs is bemg taught because their ‘son
or daughter is not subjected to the hiss and
~grunt of isolated ‘phonic instruction to

which the parents were accustomed.” Var-
ious surveys show that phonics is taught =

in most schcacﬂs today. However, Spache
(1963, P- 229) notes that’ only about fifteen
- percent q:f the teachers use phonic drill
‘actual - readmg -Russell

iText Provided by enic [

‘Harris (1961, p. 325) points out,

attending summer school and found that
most teachers teach phonics and believe in
it but favor its emphasis in second or third
grade, not first grade. Austin and Morrison
(1963, p. 28) surveyed the opinions ol
twenty-eight reading authorities who gen-
erally agreed that phonics is one of,the
essential skills that help children identify
printed words. They also stated, “Each of
the basal reading series currently in use

~in the schools included in this stud}r in-

troduces phonic elements and teaches cer-
tain phonic principles and their applica-
tion” (1963, p- 30). On the other hand,
“None
of them (modern phonic programs) relies
mainly on phonic sounding and blending,
as the older phonic systems did. Instead
they attempt to provide comprehensive,
varied word attack skills which include
attention to meaning, g:t:anﬁgu:atmn clues,
structural - analysis, and "phonics.” Tinker
and MeCullaugh (1962 325) gnncluded

' backgrnund of research as well as a broad

experience in the field advise a combined
approach for instruction in word recogni-
tion.” However, there is still much con-
troversy. Austin and Morrison (1963, p. 28)
summarize the state of phonics today when

_ they say,

~ The qugshgn, then, as to the importance
of phnmcs or. to its utilization in the class-
room cannot be considered controversial.
Beadmg authorities agree on its importance,
and school .officials attest its universal ado g

tion. Any bona fide controversy must

_elsewhere, and.in this instance it is to be .
found ‘in the “approaches used to teach -

~ phonics and in the program of instruction
which ae::ampames each approach.

ThE current studles shaw that teachers'
are ill Prepar&d to teach - pht:mcs Austin

- and Morrison - (1963, p. 34) note, “Many
teachers, whether using a basal reading or

a sounding approach, are not well versed -



RoseErT Enans 59

in an. understanding of phonic principles
themselves, Consequently, instruction may
be expected to be inferior.” Aaron (1960)
sought to determine ‘how much teachers
and prospective teachers knew about phon-
ics. He gave a sixty item test to 293 stu-
dents. Only 2 percent got more than fifty
right, and only 27 percent more than foury.
Experienced teachers scored better than in-
experienced teachers, but surprisingly,
lower grade teachers knew no more than
upper grade teachers. Aaron concluded
that courses in teacher education should
give more attention, not only to techniques
of teaching phonics, but to the principles
underlying phonic generalizations.

Summary

This summary of the literature has shown

that historically there has been much con-
troversy centered around the teaching of
phonics. As a result there has been a ten-
dency to discard phonics instruction at
times, only to reintroduce it again later,
However, each time that phonics has been
returned to the classroom, it usually has
been revised into something quite different
from what it was when it was discarded.

~ Although phonic instruction is being given

today, it is very different from what it was
in the past. [May 1968)]
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Haroup B, ALLEN

Ambiguous Phonetics

For too many years textbooks and arti-
cles, even in . Elementary English, have
cheerfully and misleadingly confounded
phonics and phonetics. Perhaps a chief
reason is that the pair exhibits the con-
trast of fﬂrﬁial likeiiESs But semantic: un-
likeness.
that when twg lexzcal _fnrms are sn‘m]ar in
sound or appearance but are opposite iu
meaning, they run a strong chance of
producing the result classifiable in what

The New Yorker calls the degartment of

complete confusion.

An example is the pair, flout and ﬁazmt
which have provided some historic faux
pas. One of the more celebrated instances

occurred in 1936 when, as a criticism of

" President Roosevelt, the B&pubhc‘an party

. national Platfnrm was released to the press .

with this sentence included: “The integrity
. and authority of the Supreme Court has
been flaunted.” The next day, after news-
paper columnists had had their laugh

‘at G.O.P. expense, the party committee
sqlemnly ‘announced that the sentence

shﬁuld mdn:ate that the Premdent had beeu

Now flaut a:nd ﬂaunt smmd - very rnu;:h
alike; Further, their meanings are almost
the obverse of each other. Flaunt means
to display. with ostentatious enthusiasm;
flout means to defy openly. One dccepts;
the other rejects. The human mind finds

it very easy to reverse the meanings at- -

Hamld B Alién is a prnfessar of Enghsh and hn-i

: guzstms at the University of Minnesota.

Q

tached to such a pair. It may be true that
not everyone using flaunt instead of flout
actually knows both words, but apparently
enough persons who do know both and
confuse them have used flaunt in this way
so that the uﬂmfﬂrmed innocently adopt-
this sense.

Much the same situation seems to have
developed with respect to phonics and
phonetics. Their similarity in sound and
appearance is obvious. Their antithesis in
meaning seems to be unconsciously felt by
many people who know both terms and
either confuse them or use them inter-
changeably, One goes from sound to sym-
bol; the other from symbol to sound.

- In the Middle Ages some grammarians
became concerned with the relationship
between speech and writing. Involved as

they were with writing as the mark of the

educated man, they Easﬂy assumed that

sounds were based upon the written sym-

bols. In medieval grammar w&ﬁnd; then,
the notion that a letter has* ‘powers.” Each

sound that a letter stands for, they said, is a

power (Latin patgfta.s) This medieval nc-

tion survived in the teachmg of grammar
in England and had an mterestmg Practxcal
apphgahnn in the irst pronouncing dictio-
naries, As early as 1762 Thomas Sheridan, in
publishing his plan for such a dlCﬂDHaE}’, '

‘said that he would represent ‘the powers of

a vaw&l by numerals prirlted above a letter.

‘ Thus 3 rmght I‘EPrESEDt / a/ a rm.ght repre—

“sent /g/ a /Ey/ a./:s/ anﬂ so on. He then
. followed this scheme in his dictionary in

6L
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1780, q]thQLgh the long interval between
his announcement and the publication en-
abled a competitor, William Kenrick, to get
the jump on him by using the same device
in his own dictionary in 1773. Walker and
Webster were other dictionary editors who
later drew upon this medieval concept of
powers of a letter as the basis for this de-
vice for indicating pronunciation.

When, in the nineteenth century, teach-
ers concerned with reading sought an ap-
proach in terms of how words were pro-
nounced, it perhaps was not inevitable but
“certainly natural that they would utilize
this fairly common notion of letter powers
or values. Whenever you now find a book
in which the author discusses the “values
of an alphabetic letter, you know that he

has accepted this medieval notion of the’

priority of the written symbol. Whenever
you find someone iabeling alphabetic letters
as “vowels” or “consonants,”
just around the corner; and if the writer
tells you that the English vowels are q, ¢, i,
o, and u, then you are face to face with it.?

During the past one hundred years sev-
eral shghtly different such approaches have
been developed—all known generally as
phonics. The terra might be defined as any

one of various methods of teaching reading.

by having the child go from the written
wc:rd to lts spu}cen c@untergart - often
“sounding out” of the
Phonics asks the
question, What sgunds dﬁ thesg letters

represent'f-‘

iThat' rrlaily Eiementary' teachers have succumbed . -

tc thls face=tn-face Encauntgr 15 mdmatzd by eer—

of Mrs. Karen Hess In suweymg the laﬂguage at—_f

titudes and beliefs held by 647 Minnesota ele-

Mrs. Hess, found that

s statemnent that -
. consistent in dxsﬁngulshmg vowels and consonants
~from the orthographic .symbols, Jeanne S. Chall's.
book i Jm '

mentary ' school. teachers
three-fourths of them accepted !
- English has only five vowels and th

1at t}xree-fgurths

- -furthermore, rejected the statement that ‘writing is
glwaysru 'mnplete and mQDEiSEEﬂt in felalmn -ta

this notion is

. guistics and Reading

Phonetics, on the contrary, is not a teach-
ing method of any kind. Phonetics is the
scientific study of the sounds made by the
human speech organs. This study can be
made either with regard to the production
of speech sounds (articulatory phonetics),
the properties of the resulting sound waves
(acoustic phonetics), or their reception by
a hearer (auditory phonetics). The phone-
tician is not at all concerned with writing
or printing except insofar as for the sake of
communication he finds it useful to have
some way to represent visually the sounds
he studies. Any’system of such visual rep-
resentation is known as . Phanetm alpha-
bet. To the extent that such representation
is employed, phonetics begins with the
sound and goes to its written equivalent.
In a phonetic approach to reading, the
question asked is, “What letters represent
this sound?” : '

- It might be casually thought that it is
immaterial whether one approaches the

-sound-symbol relationship from one end or

the - other. That ‘'would- be a dangerous
theary to try out on a mule—or a carving
knife, It is likewise dangernus with the
teaching of readmg As Prefessar Chall’s
significant new book re::ngmzes begmmng
reading texts do. a better job when they
begin. with speech, when they are based -
upon the answer to the question, “What
alphabetic letters r?pzeqent this. sound?”

and when they  then sequence  their ma-

tf;:rla] Qf;‘éﬁrdlngh' ER : [_M__,gf_ __1_96_8_]_

2For a fullér Expnﬁltmﬁ f;rf the r‘elatlgnshlp hefween -
phonics” and phonetics seé Charles C. Fries, Lin-
(New York: Holt, Rinehart

and Winston, Inc., 1933) chapter 5: Anna D.

"Cordts, Phonics far the Teacher (Holt, 1965) also

discusses the relationship (p. 69) but is not always -

is Learning to Read: The G

:Hﬂl Er; :




. MarTHA L. King AND BERNICE ELLINGER CULLINAN

- An Annotated Bibliography of

Critical Reading.

" The marked i'n‘cre'a.se_ in the ’phblication

- of articles and research reports_pertaining
- to critical ‘reading- during the last decade
. is an indication of the. growing interest in

, . and- rés_ea{;éhf‘f‘aét‘ivity related to thls asp‘éét :
- of reading behai}iér;?"lﬁ".the‘ﬁqeéygér, period . - - ranking ‘above literal
- reading and ‘includes -in if’ literal ‘compre- -

 since 1960, the literature on-critical reading

" has ‘multiplied “seven-fold over - that pub- -
- lished  during - the “decade of the " forties.
- Analysis of over onehiindred- articles that -

were reviewed for the present bibliography-

" revealed that only

| articles differ widely ia purpose, emphasis,

 and quality however, most. of thern can
+ (8) a theoretical statement, (b)a report of ~ Research Reports -
' (¢) a description of - -

- be classified as one o

- a research study, or
- teaching methods or materials.

* ship 1o ono or ll of the fllowing: (a) the
(b). _c;fi_ficgl thmkmg, “or.

- reading process, (b

" Ohio State University; Bernic

‘bibliograp y:was compiled ns‘piirt of USOE Projec

- No.:2612, “Critical ‘Rendin - Ability ‘of Elementar
 School - Children‘;-’{ffdifgé,tég “by Willavene:: Woli
| , and Marthn King, Bornico

~ revealed -thaf 10 percent were pub-

- lished ‘during the 19405, 35 percent ap-

-+ peared during the 1950s, but 55’ pércent,
- or.more than one-half of all ‘the articles, -
i ‘have been published since 1960, The :

~The theoretical articles_ usually present
a. rationale for - teaching - critical- reading, -
Wwhich-is followed. by an exposition .on the. -

L Muivthi L King.Is a professor of education at Thé " has b
8. e -Ellinger Cullinan, an -
- - associate” rofessor ‘at New “York . University, This

( VC) - creative bghgvibr. ‘The authors have )
 related critical reading to the total reading

-most writers view it as a part of the com-
- prehension skills, Smith places critical read- -
ing. in ‘a hierarchy - ranking “above - literal :

‘hension and " interpretive reading. Russell |
defines critical reading as a cluster.of skills
‘subsumed under creative reading whereas o
Torrance. suggests. that critical ‘reading is

_antithetical to creative reading. The lack -

of a well constructed theory and agreement-
in critical reading has been ‘a’ deterrent

,ré'adi;jgi'pe;‘Sists'i'jf?.‘ ARSI i

Tesearch reports which can be classified as -

-searching for" |

t highschool - and”
y reflect the

_process in a’variety of .ways. For. example, -

‘on a precise definition of the skills involved

 to definitive progress. The need for further
 explication of the skills involved in eitcal

“~The- secondma]or cluster of articles are -

- those (a) identifying appropriate age levels -+ -

oofor_instruction” in “critical * réading; (b) -~ . -

r factors “related ‘to: critical < = i

reading ability, such as the factor.of intelli- ..

gence or:the factor of attitude, and’(¢) .

parure of critical reading and s relation- measuring -the - offectiveness of speific
, methods and materials. for eaching critical -+ |

reading; .
cologe |
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. '_w1dely used Watsaﬂ-gl&ser Crztiﬁal T hmk- B
ing. Apprazsal Kay, McKillop,.and Living- -
- -ston worked with high school students:on -
-+ selected’ aspects of critical reading." Hyram -
- attempted to work with seventh -graders.
- and a few" researchers have:worked with
" intermediate grade students. ‘Gans, Sm:hc:r i
and Maneys studies’ illustrate research in”
which an-area within critical. réadmg was
~ isolated -and- examined : with - students in. -
.. - the mtermedxate g‘rades Alth gh rnany
' '.‘thEBrEtlEaI s:tmles “suggest that ‘primary
.7 school _children = have the: abﬂlty to do
. critical - thinkmg ‘there -has' been htﬂe re-. e

o sear::h to test ﬂus assumptmn

'Msthﬂds tmd Mﬁtﬁrtﬂls f{zr Tgaf;hmg Cr;tr-:' Preisrs 1961 pp..7-18.

S C;‘hase ‘says that the dernands uf eﬂjzgnsh;j |

| _"ri:al B&‘ﬂdmg

~*_The third' gmup c::ff aftlﬁlés repnrts eEecarj_ o
-~ tive’ methads and m '
seler;ted

r;txcgl readmg skllls

Artley‘, A. Sterl,

v_.:.,Plementary ”'Educatmnal

.~ illiteracy as- not -1
e 'hlgher;; 1lhtera¢:y

I Thecreﬁgﬂl Arﬁr_-les

“Critical Readmg in the
- Content’ Areas,” Elgmgftiary Englwh 37"
- (1959) 122—133 , ,
.Critical . readmg is+ the pmaess DE ]udgmg :

intelligence, freedom from biases and pre-
judices, a. backgfc:und of experience in-the

~* area of" readmg, and a: lEglbmatE purpase'
S fcnr engagmg in Entlcal fesdmg T

Chase F I‘SI‘IL‘IS S Demands on the Eeader

iR Hé‘:zdmg and, Prammng Salutmns Sup- -

agﬂ Umvermty of Chleaga

during ‘the next decade will requiré a high

Is for t&aghlng*-‘:---. level - reading - ablhty”’He ‘describes - su‘nple:‘ -

-being able”to- read ‘and ‘a

jbj‘andf ifs aﬁspgigg

" with - severity - the “ideas ‘expressed by a
writer.  Factors “that predispose ‘a child to
‘read - Entxcally in- the content. ‘areas’ are

in the Next Decade " Controversial Issues .

Mﬁnﬁgraphs o b

“in. wIngh the persan is. o

'-?alﬁes Df Elvihzétmn thanﬁ the""'_ AL
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régagmzes the need fgr the critical reader

to be analytical and judgmental in his

determmgd eEﬁrt to get at the truth

: Dale Edgar 'I’eachmg Erltlcal Thmkiﬁg
' Thes News Letter, 24 (]anuar}!, 1959) 1-2.

" _Value plaﬂed on thmkmg is: expanded to

~ include the: ‘necessary - element of . eritical -

. - thinking. The need for:teaching children to" -
thmk vrltlcally is st:essed and 1llu5tfahve__

DEEDEI’, jﬂhn j

/ing,” “The "Elementary Eﬂglﬁh HEWE‘“’ )

23 (October, 1946) 251-254. .

ﬂDEBﬂEf sets_forth a three’ pmnt ﬂeﬁnmanj
. of critical readmg, whzch Proposes .an active -

_rather - than _a- 'passive . approach: to the

_printed page, abxht}r to . distinguish relevant )

- -from irrelevant data, and .the_ existence of
"~ skepticisi so that the reader will carefully,-l,; g
- evaluate the rehabxhty of EVldEﬂt_‘E and the ’

saundness aF cﬂnclusmns

s gb{htis;é
- rather than up

; ‘f'f'hy‘pcthesme that elabaratwe thmkm
: 'readmg wx]l be most pr::ad“ :

_;Gséar S;i(:‘ausey, edltﬁf"New Yﬁr, '

- tical reading, aeearclmg to Ellgr,

-.a.wide:background of: i
~or-better - intelligeric
o Evalu" tive reading,

Teai;hmg Critieal Read- -

~“attitude which involves réﬂectmg and inter- -

~ - preting.” The ‘author calls it creative reading .
* because the reader is c:reatlng more than.

,thmk PPSIS to r;st upcm tra;mng
Ths Hgadmg_fgﬁchgr’s Rsadé;; o

an perscmal :ad;ustmenti{
rmit . objective - cnnsidemtmn; :

‘mcludes judgmg the relatmnshlps between

 statements, (2) the criterial dimension which
_involves: ;udgmg the ideas presented, and

(3) the pragmatic dimension which includes
judging whether the matéﬁal is gm)d Eﬂaugh

_fur thE purpcse held.-

Gamsburg j (;‘ Cntical Beaﬂmg Is Erea-‘_ ; |
‘tive Beadmg and Needs Creative Teach-
.ing,” The Reading Tegchgr 15 ( Becem-

ber 1961) 185 192
J"Qntlcal reading is readmg mth a thﬁughtful

B the authnr put mtg tha stnry

Gans Hama Develapmg Gritleal Egadmg
as . a Basic Skill,”

: :ference Prnr;eacimgs

it too tﬁpn:s

abnut what he reads

three - dimensional * ‘model - “Suggests : nmny.

‘NEA_ ]am na (.

~Reading in Action, =
International - Reading ,Assaclatmn Con-- - . _
o pp. 124-127. New
_' '_Yc:;k Schalast:c Magazmes, 195‘? S

-~ The- msmre r:nt;lcal ‘reader is . Ehﬂfaf_‘téﬂzed.i N

" as one who (1) draws. upon_ “his’ reading - and v

[ re ~in - conversation, - to

g - ,;.:pr:::blems and.to studies, (2) is aware of the -
<27 need to-evaluate the "sources’ of ‘material.
. read,-(3)" assesses" ‘the ways in which words. o

‘influénce ideas,’ ('4) selects wisely. what he . -

mtelhgence “Authors re. . 7:- ~.reads,and (5) is w:ll:ng ta t‘i]{ﬂ a st*‘mdj o

- view. experts” . analyses - of - thmkmg and’, .

.stmcture Qf the mtelleet presented ina i

- facets of 'mtelllgemge whxr;:h have not . beeﬁ

s A o e 1 g i T

i
¥
H

] 'I‘hree I{_mds ﬂf;Beadmg, ; o
January, 1963) 4243 EEIRRNE
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Johnson,. Mar}ﬂne S., “Readiness for Gr1t1=~

~cal Reading,” Edumtmﬂ 73 (Fehruar}r
- 1953) 391 396

pefcgptign
and

- reach{m

. whlr;h shuu]d begm in kmdergarten
Karlm EDbert

ber, 1963)8-11.

';C.‘ntleal readmg aﬁd t:nta al thmkmg are -
. _parts of the SEH‘]E rnental npentmns ‘Factors:
.involved- in: critical - reading are attitudes, -

; ,,’ablhty I{nnw]gdge feelmgs am:l values

: Maw Ethe] “Tear:h"ng C'
,Thr@ugh Eeadmg,
" cal Réadmg, 11 (1964) 75 87

" Describes lessons used in an’ expen-neat 4n

. .teaching ‘critical - thinking, The " skills' em-

- ‘phasized are selecting relevant. facts; judging -
the rehabxhty of - data;- ‘making fgenerahzas:_};

“recognizing msufﬁ'.”f ?}Thé umbféua te—"

~- - vided “into’, three

et .;tlcms -and " inferences,

L ciency of. data determmmg cause and EEE::I: .

- _(._and ev;;luatmg;a 1 ments

PlEkSI’E JGSEP}]H‘IE A Attltudes aruﬂ Criti=

Ciheall Beadmg " Dimensions "r}f C.'ﬂtzz:al

‘:.;_:‘:Readmg; 11 (1964) 134':44 '

: : ). attltudES and ; blhty to read’ crit
y.:It is possible-to pEf eive. ed .
. rately a'd '

U ll‘ltégt’ﬂtlﬂﬁ -
- ‘There 15 a- develnpméntal ‘sequence which
“requires” preparation’ for “eritical - reading,

Crltlcal Reaﬂmg Is Entl— ;
_cal Thmkmg, Edu{;atmﬁ, 84 (Septem-; -

7 409:410,

ucml relatmnsh:pi Sc

tig ::.‘E-natmnél ﬁeadmg Assacxét:ﬁn Conference Lo
QLPI’QEEEdmgs New.York: Schn]astlc Magaa S

Cntmal thmkmg mvcﬂvas attitudes plus o
k‘nfjwledge of facts and some tthmg sinlls

Russell Dawd H Persgnal Valueg in
Readmg, The He.admg Teacher, 15 ( Ee— _
“__”cember 1961) 172-178. .

-~ Three leve]s of readmg are dasenbed .
';rE::r;pgﬁlzm‘Lji ‘the “word, understanding -the
~ literal  meaning of the - word, and going -

-below the surface to -discover new and
-, personal ‘meanings. The deepest level of
- :readmg 15 affected by the readers perstma] '
'_vzﬂues ' .

Russed Da\nd H o Prerequlsltc F;nawmg' o

HBW ‘to. Beaé Critically,” Elementart g

_Eugltsh 40 (October, 1963) 579-582.

. .- - Stating- that critical rE’dmg'Ean be- thaught" -
- of ‘best as related to’ critical thinking, the

7 Ltu:al 'I‘hmk”' gr‘

s Dzmenszaﬂs af Crzt:— e

nge top . priority to its’ deve]gpment begm- e

.author continues to define critical - thinking -
and .to state reasons why the schools must

B mng‘ in the primary grldes

Srmth Nila B., “What Is Cntmal Readma? ”
. .-;Elsmsnim Y- Eﬂghsh 4()7 (Aprﬂ 1963)

camprehEnsmn is’ dl— -

literal, interpretiv
-ing: mvalves -both:

‘-the value, the accuracy El’ld truthfulﬁessj ufrvr__-“"
‘-:what xsrread ‘ PR T

s, 1957,»13 127-198;

of - the -a apphcatzan QF'
) ’n, all area_s Df the :

types: of reading skills: ©
and critical. Critical read-
; of -the- ‘preceding skills
~but -requires - an evaluation- of ‘the ‘quality, = "



Taba

. ccmt:emed vﬁth styles of labeling,
e of Egnf}ept fﬂrmatmn;
”r'__gf thmklng -

MARTPL& L Iurm AND EEEN;:E ELLINGER CULLINAN : 67

‘make up ecritical readmg Cﬂrxclsely presents -

~ data from nearly one hundred separate

pieces of literature related to critical read-

Ing

uary, 1959) 47-55

Defines - critical readmg in- relatu}n to tth '
. total readlng and thinking ‘processes. lead- -

ing is a complex process, of which ‘back-

gm,,,,d experiences and thinking are an'.es-
- .sential part, Literal readmg involves. under—ji s
" standing what is stated, and critical : re idmg

mcludes dealmg ‘with the. fas:ts in-some way.,

42 ( Aprll 1965) 362-369.

‘ Readmg can’ contimie the hablt Df Iaﬁgl,mge
~eredulity initiated through spoken- Ianguage;;- '
- and . thus be an obstacle to- thinking, -or it -

~ “can. be a means for d&iﬁ:lupmg elear thmk-
';iﬂgfv : : TR

H;lda
Er;tic:al Thmkmg,

- eritiéal, I:hmkmg and
% Vdevelngmental sequen

of. skills . are-

- ‘requisite to- teac_hmg c 'jldren to. thmk and

S read Erltlcally

Tabg Hilda .E‘E‘The. Teaghlﬂg nf Thmku‘lg, oy

o -Elgmgﬁfﬂf English,” 42 (Ma

ecent - studies ‘o

“ments of the’ aceurac_ A

ise deﬁmtign afi DR
cor! warkabihty of information. Critical think- " R

ldantlﬁcatmn af _ 33"”

stmteg:es,:w }
and the’ develapment; 7

“cation Mgnagraphs No.. al. C.'hlcagn:

Un-versﬁy of Ch:eaga Prsss 1961, pp. .

9-93.

The pmcess of * mqulry subsumes skills

_identified . as. -eritical “reading skills. The _
~ reader uses printed material to solve prob-

Suchm- E Elana " "The Naﬁ;re E‘!‘f Gntlcal

lems and tEsts what he reads aga;nst re*ﬂ ty :

Tarranee E: P Creatwity in the Class-

room, Develcpmg Creative - Readers,”

"—V:Iﬁsffui?ti}f 74 (February, 1965) 23+,

' Describes creative readers as those - who
-anticipate autv‘:ﬁmes ‘use what is read, and -

':"txansfnrm or. rearrangé what is_ read. i:ntlcal;

'-déadmg :s gwen a restrlctmg EDm’letlQﬂ :

Trzggs F C) Promntmg Grﬂwth in Criti- =
. eal- Beadmg, -The H{:‘adzng Tgaq::hgr 25

= (February, 1959) 158 164, 7 S
SEauEEt Bussell (3 Language and thg

-~ Critical reading requires a cnntnbutmn by'.
Habit of C.‘reduhty, ’ Eléméntary Eﬂglish

“both the: author and - the . -reader,. and an .
' ;mterplay between” the two usually results’

- In:'a ‘new. understandmg
' critical: reading can be a part’ gf mstmctmn
- 'm aII t:ither basxc readmg skllls

Instruction in-

leler Rﬂbért C “The. !Dngms cpf Cfrltma] .
j-r_'I'hmkmg, Dzmsmzang of Critical Read- -

Prcxblems G -Eevelﬂpmgf L ing Campﬂed by ‘Russell . G. Stauffer. .-

e - Progressive Educ:a-f,
- ‘tion, 28 (Nnvernber 1950) 45-48. :

;;-Taba holds  that. a’. p

L‘-Newark Delaware Umvermt}f Qf Dela-',

; e descnbed as Judg-f.. -
!gaadness su:tablhty, -

d-as an: integral part of all the

- thinking 7;3%{):::3&535 and .is-influenced by the
. gsgclal environment, the ]ﬂﬂguagg the infor-— -

n "sc ,umulatmn andr _sgun‘:es and the,_’,

1t, Tésfmg Ablllty: tr:) Use?‘t:j;”_
,f:thE Sth ;and‘-.:th. G;’gdes ” Edu-z-
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abﬂlty, blas in source, and adéquaey t::f
data. :

Balaw | S H Readmg and C‘amgutatign'
Abﬂnty as Detenﬁmants of Problem-Solv-
~ing,” Artthmstis T&ﬂgker 11 ( ]une 1964) i

- 18-22

A study cf the relatmnshlp between readmg i

S ability- and -problem-solving - ablht}' as evi-

denced in’ the “performance “of 11400 sixth-

grade Ehlldren on Standardlzed ‘tests of . -

arithmete  and readlng ‘He. f:}und -that

.~ . general .Te adlng ability. did_have an. effect:
. on- prﬂblemnmlvmg wherl mtelhgence was:"
e e 7% - " provide concliisivé evidence that the s:gmf— L
~icant gains were’ t:ausacl by the tfaimng in. -
'.."readmg alone. BRI :

'c:cntmlled

Betts Emmett A hésearch EII Headmg

‘-as a 'I'hmkmg Prm:ess ]aurmzl ::f ,Edu-

"catzgﬂal Resgarch 5() (1958) 1-15.

Betts- descnhes the prgcedures ﬁnﬂmgs '_3.:"
. ;and 1mphcat1cnns of the dﬁctaral ‘sia d

Eut rmt ta spellmg dﬁculty

o crltn‘;al readmg s!ﬂlls

Ab:llty, i

~which_ thé t‘EadEl‘ bnngs

“ ‘of ‘the :ward ‘related to" readlng idlﬁculty . :
RO WHtten materlal aﬂfer;ts : h;s eampfghensmnﬂ_- v

Brownell, J‘:’hﬂ Arncld “The Inﬂuence of

Trammg in Beadmg in the Social Studies

~’on the Ablhty to Thmk Erltlgally, E!alz-

,. '--;:'_,4 (January, 1953) 28-31.

. A study of - the “effect - uf an mstm::tn:mal_'
program in ‘two ninth-grade reading classes

on the gain: scores on the Watson-Glaser
Critical Thinking Appraisal. The data - Pfi)=_

- visionally. support the hypothesis “that ‘a
twenty—exght week prﬂgrarn dESlgnEd tz;:

. will result in- s;gruﬁcant tntal score: gams on
“the' critical  thinking test. The data do not -

f:lymer Thegdﬂre Impﬁééitléﬁs t‘:f Bée: .

searr::h “on Critical - ‘Reading and- Think-. -

.-""1ng, ‘Reading and - Thinking. ‘A Repart i !
- of the 17th ‘Annual ‘Conference and -

Course on Reading; Donald Cleland, edi-

r ~tor, Pittsburgh: Umverslt}’ ﬂf PlttSb“Igh :

| the. "t:gntentmn that there "is ‘a- substaﬁ_ﬁal 4 1;.-7_1961 PP 41-45..

".i'relatmnshlp bei:ween the ablhhes to "do

_ ir_A;z nver\flew of some of tbe g'ésearch studles -
-~ in_ eritical - feadmg (""th ‘special ,attention -

to_ Sochor’s ‘review ‘and. Tharndlk_es ‘early.

- study. of -~ ‘Reading ‘as Reasoning”): ollowed - :

by: several useful:techniques for evaluating

RS Emssan Helen ﬂ'.] E&;cts gf the AttﬂlldES .
,at:knﬂw]edge of a- number_;. S
,wcrd fﬁclhtated ablhtyfj'

ead_ r upcn _f‘f_;tlf:al Readmg

. If:tumal craf Ed:zratzﬂnal Rea}“f; -
’__._‘.gsarr:h 42 (lQéS) 289 L R
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in a two year instructional ‘program in a

high school history class. No formal evalua-

tion . was- made, * but. observed " behavior .
- .- showed increased critical thinking.

- Gans, Roma, A:-Study of Critical Reading
- Comprehension " in_ the * Intermediate

- Grades. New York: Bureau of Publica-

tions, Teachers College, Columbia Uni-

T versity, 1940, T
. Astudy.of the ability of fourth, §fth, and
~sixth graders to- seléct relevant ‘information
- “for answering questions. Reference reading

- . is-a-composite of 'three. variables:

- ability,  selection-rejection “patterns, and a

‘reading ‘-

- l;fpé_nf'd_elay‘édf;c?alj{ S

- Glaser, Edward M., An Experiment in the
. Development of Critical Thinking. New .
. York: Bureau of. Publications, Teachers -

~_ College, Columbia University, 1041, .

~-Materidls and techniques “weré: developed -

lo:activate a spirit of inquiry and to stimu- '~ j

. . late-"growth " in " ability to - ‘think - critically
- -among “twelfth-grade students..; After ten

~weeks, -the  experimental _groups made a -
greater.average gain than com-

" substantially greate
- ~parable control groups. e

Attitudes Toward =

. Abilities in Four Content-Type Aréas”
- Journal_of Educational - Research, ' 55

-~ (April; 1962 T
- The study showed a positive relationship. -
<. between expressed’ attitudes toward content
-.and scores: on"a’ critical - reading “test when -
fed 305 _fifth-_‘and - "

. Groff " stud
" child

- .- Harris, Chester W,
~ " prehension of
<. view, 56 ( May,
..1948) 332-345,

In . reasoning
- group. -
_ Kay, Sylvia, g: Its Impo
.. tance® and :Development,” ‘The Journal,
35 (January-December, 1946) 380385,

~ ability -
- these areas... : -

',69

',;‘Hyram_, G. M., “Experiment in Developing
Critical Thinking in Children,” Journal
" of Experimental Education, 26 (Decem--

ber,1957) 195-132. . . . |
Astudy in ‘which thirty-three matched pairs .

* of seventh-grade - children were . placed in

__experimental and control groups. Instruction .

_in the application of basic rules of logic to
factual data resulted in a significant increase

| _ability for the experimental

“Critical Reading: Its Tmpor-.-

e 3-Preé_tésté'aﬁ_niﬁi?qstftes_ts were used ‘with 385
- senior-high school students to see how they
~could (a)- form .their own conclusion, (b)

discern - the - author’s - .purpose,  (c) ‘make

~ comparisons ' of - conflicting "or . correlating

~ -:ddeas’ by the same -author or different
.authors, and ; (d): discover, inaccuracies, in-

cies,. -and ' omissions of essential . -

nd:a minor- increase: in the fourth
were -produced” after instruction - in

Critical Reading  C

n. Sizeable gains in the first three:
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‘When intelligence was partlalled out the, .

OF

‘correlation between general rgadmg ablhty :

and c-ritmal féadmg ablhty in science was
11,

M;:I:ullgugh, Cﬂnstance Réé?cnéés “of-

jEIEmentary School: (Z‘hlldren to Common

Types f Reading Comprehension Quesn- ,

- tions,” Ir::umal of Educational Research,
51 ( SePtembar 1957’) 65-70. o

: An analysis “of test results i::f 358 Hrst-- -

second-, and fgurth-grade ‘children ' was
- made ‘to see if tes
- of cﬁmprahgnsmn'

- of comprehension is 1rnp13551ble on the basis .~
“of - any single “score;: hnwever factsgettmg

dhl]lty appears ‘to ‘be .a common - factﬂr ‘in

, vanaus types of camprehensmn

the Reader's Attitude and Certain Types
. of Reading: RFSpQﬂSE New Yark Bureau
' ,--_'-'z::f Pubhcatzuns : B,

,;‘—Fwe hundred snd tmslve students in: fhE.

':eleventh grade_were mvalved n
- gation  of- the
'—:.ljea::lers vgrba]ly

materlal ch was in - agreernent with,

in opposition " to; - his attitudes, RESPDBEES"

B .10 questions’ whmh allowed ‘judgments to’be

. made were more strongly affected .by atti-

) " tudes . thar; resggnses tﬂ purely factual

- qugshnns

IO v J;Beadmg,
S f;{jt:r:mal HSSEﬂﬁ;‘k

: feadmg '
,"or. . discover- whether ‘or ‘not  there is a EEﬁEfa] o
. ',,,_‘ab;hty to read or if reading -‘blhty is made. -
;Thg results e

Reaping

: frﬂm Eeadmg, Elsmgﬂfar Yy Srhaal _IQLIT-

nal, 56 (Marﬂh 1956) BDS 300,
A repgrt of a dgctaral study at Unwers:ty'

. of Chleagﬁ in which the case study method
‘was used ‘to compare the reading abilities -

_of one sixth-grade boy and one sxxth-grade-‘
girl. Subjer:ts were . rated ‘equal in intelli-
~gence and in-general” reading competency-
but - varied greitly “in the.lr ablhty to di;:
Lr‘lfll‘:“l] readmg o

RDblﬂSGH H Alan Readmg Skllls Ern-

ing’ for different’ tyngs’_z ._?_.plDyEd in, Sclvmg Social . Studies .Prob- .

‘actually-testing dlEerentf;, “lems,” Ths Bgaclmg Teachgr 18 (Ianuary, |

- reading abilities. " Prediction  for' all’ types = .

1965) 263-269. °

'-';'Intrﬁspectwe and r;bservatmnal metbads: -
- “were combined to study behavior of fourth

- graders ‘as they read to solve’ prab]ems in

e ‘social studies content. Data regardmg num-

T ber of .pupils ‘using specific” eomprehensmn. g
Mclizllap, A S, The Rslatzénsths Betmegn © skills are given. og. 67 percent. “did not

Eﬂmpsre 1dEgs fﬂund in.various. suurces "

Shcres ] Harlan anﬂ] L SauPér “Bead=_’

- ing - for . Problem- Sglvmg in Science,”
»;;f]aurﬂal of - Educ:atmngl Psyckalﬂgy, 44

ch;

ek

1953) 149- 158

C énd s:xth gradEr
q_bxllty ‘in': science . matensls wag

readlng
EStEd to .

ip-of a: composite ‘of - abili
'uggested the Exxstence af

Iaumal af 1

d': SEd

sﬁm ntal”Eflucatmn "-2? ‘-?1958) 49-';; S

_ ,Usmg the same fifth g:ade cl ses as Maney, -
s Sﬂﬂhﬂl’ develnped__f 15t to.
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Thayer LEE D and N.H. Prcmkg “Factors
- . Affecting - Conceptual -

gy, 61 (July, 1959) 51-59.

“An’ mvest;gatmn of thE relatmﬂshlp between - -

- the reader’s ethical and -moral va]ues ‘and

~ his conceptualization of a fictitious character

- and environment. The 112 f:gﬂege sopho-
_ .mores who were the sub;e.:rs ‘of -the study

ascribed characteristics _ they ‘valued to a ..
. - fictitious ~character, : Fmd:ngs indicate :that

‘moral and - Ethmal values™ color. the réader’s

conceptualization and provide a stereotyped
sociocultural frame of reference for: stmemr- )

' lng ambiguaus readlng sntuatmns

'Reading in Basic Readers,”

 English, 36. (May, 1959) 323 331,

“ Williams examlﬁ

- However, only 'three’ ‘skills- were fﬂund in
' -r--:—all tEn basu: readers B

Perception in .
_Readmg, ]ﬂumﬂl of.. Gsngral Ps—ychal-r

Burmw Alvma

, d - ten  series - gf basmr_:
~ readers ‘and found suggestions  for teaching -
-thirty-three * different - eritical: readmg skills. - ..

mtérpret and create sgmethmg unique frﬁm_
~the text :

Bland Phyll;s,,“Helpmg Bnght Students -
‘Who Read Poorly,”
- er, 10 (April, 1956) 209-214.

.Dgscrlbes how bnght students are ]ead to
“‘read with" greater ‘understanding thrnugh
. [ instruction in critical readmg skills ward
g meamngg and Study skﬂls

‘The Reading Te&gh o

Readmg? Resear::h and

Repgrtmg in -the.Social - Studles geﬂml

Studies :in- the - Elémentart y School. The
- F;Ety-Sxxth Yea’rbcjﬁk ‘of the' National

' . Society for the Study of
W:lharns E&rtmde,:,Pr_VISlﬁns fc:r Cnty:al_:—.::” oclety for the y.of Education, Part

Elemsntary_ 0 | 5 ﬁnlhaﬂcj Umvermty of Chlcaga Press :

- 1087, PP: .187-213 . : ,
'*_:"')The impuftanca c::f rewgmzmg autharsfal:we
“sources, selecting pertmEnt data, and identi-

‘fying - dlscrepam::es in research’ feadmg fm'
f{thg SGc:laI studles are’ dlsgussed -

Carpenter, Helen M '"Smdy Sk;llsi Leaﬁi-,
“ing to Be Tm]y Critical,” The Iﬂstmcfﬁif'

_;,;_}74 (February, 1965) 23-24, 138,

' __tjf Ent' )

:‘}Tgram T he :

'__:_,j_Teaehmg Eﬂﬁcal eva
~“and ideas “in" all forms of
- should: be the goal of the_elem
'-_"_Bnth ahstacles tn the E gaals ‘and- guldehﬁes' B

| me Wﬂ}’:-tdmeasme thema]nr ﬁutcames.'-”

Thmugh_ the Readmg Pro-

sati n of 'nEannatmn___'{_
munication .
y. school. .-
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uﬁr:hangmg ‘truth. - Man's knawledge is
changmg, children should . learn to . see
“facts” as bEst presgnﬁ knnwledg&

Qlernents H M
Instructmn Glargmant Rezzdmg
- férgnﬂé Yearbaﬂk 28 (1§64) 144-156.

i:]arlﬁn:at:rm of the distinction BetWEeﬁ,
inferential - “state-
: A list of qugstn‘:ms to ' evaluate:
-+, "statements of fact and statements of infer- -
- ence’is sugg&sted Fafzts can be seen, felt,
" . observed.: Inferenees are- thc::ughts npmmns Co

" factual . statements -and-
- ments,

T 'Eﬂnjectulﬁs

"_Eriscucln Nlchglas %l nriching th

-ing Prﬁgrarn for Sui:? rior Beaders

1963) £6-30.

" “Author suggests | fhat mstructmn in: h:ghex, ::
"level comprehension ‘skills are 'necesssry fc“';

. readmg pmgrams for sugena,,«

“_'_:Dallrnan Martha C.‘ntlcal Evaluatmn”
The (Zﬁzde Te:ﬁ{:hgrf

- 1957) 46:47."

:(Zntlcal evaluatmn is: deﬁned aﬁd guldelm

- fer teaching’ ::nhf:al evaluatmn (with. SpEClEE :

1llustrat1:3ns) are presente

"'t_'_:"'_Ellswarth ,'Fuﬂ’l; =
SRR Encauragement
:'i’P?fiﬂéipél{_%E ( M 7

U The' ‘stated - reqms:tes wfn:—

.7"_-_1"311:1 the suggested pfﬂcedu
Rt chlld e to-

res' far

Inferem:Es aﬁd Beadmg"
(jan-;, :
.. 1960, PP~ 205 213.

“Realistic expez:tatmns Fcrr puplls L:lél’fﬂﬁ

Ele- f:_
“mentary " School Ieurﬁal 54 (Qctrﬂ:er o

75_,” (Selztember}-',-

‘eritical h’nkmgﬁf,,;: .
g 1959) 537—54l

FI gurel, ] Allen
t::s Interpret Maferla]s

Evaluahng the Ablht}r
~ Corrective ‘and

~Remedial - Reading, 16th- Conferénce on )

' Beadmg Donald Elaland ‘and JGSEPI‘HEE
-Benson, editors. Umverglty DF P;tfsburgh

.~ mance .depend on te:u:hers - knowing their
' _experiential backgmund cumprehaﬂswg

..evaluation depends upon pupils’ opportunity

" to read w;dely and to react to reading

* through: numerous . medm—wr:tmg, spesjl:mg, R

“-drama. - -

Fmr:h Hardy R, “‘Haw to Teach Students
" to. ‘Read - Mass, ‘Magazines Cﬂhca]ly
Engltsh Iciufm:l 38 ( 1949) 388- 9l.

- Finch suggests ‘ways to: teach smdents tr:{.
1eadm magazmes ﬂrzhcally : :

_:Flamcnd Euth IC “C‘nhcal Beadlszg,” Ngw .
.='P§r3p§aﬁu§s in: Readzﬂg Instruction, Al-

bert:T.. Mazurklewu:z “editor. New 'i"tjrk ,

_ ";_fP,lﬁnan Pubhshmg C,‘grparaticm 1964 PP '
- 256-261..

f’f Dngmally presentédl at't
- 51ty ‘Readlng anference

Lelngh Umver—'

Neg éeted Area .Edu::aﬁan .'79 ( May,,

Ereatlve résdmg” "defined” as ‘an mter—
Aaction’. befweer; the 33‘151’;35& the autber
uiri the‘?‘ ab;hty‘t’ '

Greatwe Beadmg : A .

uld be - fhught, =
ﬂlem ~and- appmpﬂatei




Huck Charlcstte 'and Bernn:e Ellmger
"82 ‘(March, 1955) lﬂl IDS
- skills and suggest ways that - they can - be

_htérature

Huus Helen, 'BEQSJng and Thmkmg in

o Pittsburgh, 1961, pp. 27-33.

: j‘fsamal St’lelES cnntent

L
3
£
b

_ ',_'and Cﬂtlcal Reactmn to

obins

o Abilities, | Helen

- hi Ercl‘l ‘of cri cal;readmg:s,
oo priate- for. deve,lap
__gradesr ‘an

Kermmsn Sarﬁuel ‘G
| ;;‘_jaum_l sn(sé:ptember 1951)29

~grade ‘pupi ‘statement in &

: P: : mpanng.
o :"__Engk ~with

oth

books;

Readmg Critically,” The Grqu TE'{IE;IET‘ '

" The authgfs 1dent1f'y certszn critical rear_lmg "

. taught in- suclal stud;es smence rnath aﬂd

. . the Social Studies.” Hgadmg and Think-
- ing, A Bepurt of the 17th’ Annual - Con-
- ference and Coursé on Reading; Dgnaidf]_ .
- Cleland, " editor. Plttsburgh Unwers;ty:”??_‘;; _

- Discusses - four ‘basic skills' of rea ng am:l
- ﬂnnkmgsunderstandmg ‘vocabiilar inder-
.- standing . the. crgamzatmn, -evaluating the -
- material critically, and - using " the informa--

- tion—and applies. the:m to- middlg_ gr_a_de

Karlm, Rgbeﬂ: Sequerme in 'Thgughtful
- 'What"I' -Read,” "~
_':';Séquengm -_-z‘;i-DgﬂEZapmgﬁf (jf Héadaﬂg.,
On ;ff'edlfar Chi- ..
ersity ic ,Chu‘;-agc Press, 1960

":us Pete The N’EA’ »

are’suggested
adverﬁse

MABTHA L. King AND- BEF{NIC‘E ELLINEER (:'ULLINAN R 73

Lackey, George H,, ]r and Dcarls ‘Rollins,

H::stf.try and C.‘urrent Events A “Time -

and ‘Place far Critical Beadmg,, Journal c

of Rerir:lm » 8 ( May 1965) 373- 377

A repmt af the ‘methods, materials, and
_organization used to teaeh junior. l‘ugh

school students t:ntu.:al readmg skﬂls thrtiugh -

'smclal studgas t:ar:tent '

Langman Munel Patter Teat:hmg Beads
ing as Thmkmg Edu::atian 82 ( Septgr’m :

ber, 1951) 19-95,

jt}zmkmg, Epemal =

E ,reac’ﬁng .as

. gttentmn should be given to sentence strug-
. ture, concept formation; evaluation .of ideas, o
- -and the mﬂuerxce L’tf biases Qf bnth authnr/ i
~-and reaﬂe;- : '

Massey, Will ] C?ntlcal Beadmg in théi"-' -
- Content Areas,” - Reading as' an Intel-
lectual Arst:mty, Intern:
-+ Association -

I n3t1anal Reading "

" d Upper Grade -

_r:nb al :geadmg Qan be taught

ials “are ~drawn from .

other - sources in mfnrmatzﬁn LT

ditor.: Ghncagg S

‘Conference Prqceedmgs L
‘New. Yc:rk Sghalasﬁc Magazme 1963

-104-107, " - o f
,'_'A deﬁmtmn Bf Erltlg:al readmg w:th lllgstra-.

- tions. of “its” appllcabl,hty tc:t iterature: and,_'-_ L
sacial 5tudies is. pr" ided, - - Z.

'mkmg . L
,mg at"the In rrrned_latef_'_f;f

2 “of :current  science - topics .

nd-television ~ o |

) 41"_Rgrzdiﬂg Ab:l;-‘g R

Clu ago:Press, 1960, pp. . L



' M;‘:Cullﬂugh C‘Qnstance N’

 33.1956) 298-302. .
:"-Readlng with Eampréhénsmn isa thmkmg

s :i_ to: Té?ach‘-(:ﬁtleal Tjunk;mg

74

_ tive readmg I‘EE]_EH‘ES the reader ta abstract
meanings, class;fy and- Evaluate them, relate

them to" his own experience, and fafmulate
ccm::lusmns or apply the: meamng in some

o ,way.

~ Favorable to- C?::pmprehensmn
‘tion, 79 ( May 1959) 533-536.

~Ina llght readable sty de the authnr presents
- four - conditions - gssent;al ta raadmg fa:r

o eamprehensmn i

. ,Muegs;g, B H.,-*Can- ngh School Students '

- Read 'a NewspaPer (Zntu:al]y [ Sﬁszal

 Studies, 56 ( January, 1965) 3-5.

'Mueg;g ‘'stresses” the  nead". ft:r teachmg
~critical reading ‘of newspaper and- pmwdes
 specific heipful tear:hmg techmques ‘and -
’7mater1als S _ I

) Petty, ' Waltef

anary ‘Grades,” Elemsntary Eﬂgl:sh

_process and can be taught in. -the primary.

- grades - through the utilization . of - prgb]em

'sﬁuatn’ms whjc:-h., have ‘meaning - far the

"".'":,l':_I'EEShBT .82 - (Dctﬂber 1964)?-'190-193
3

which mzddle-pnms:y 5tj'udent5

are’ able to- ~apply. skills -of - critical - thi 'kmg
cooinc a unit
B _t:es that :sc:v;:umpany |

ncerned’ With thg respc;:

e tor. C hmagc" Umversﬁy
f,cagﬂ Press, 1960, p

Eﬁbmsgn Helen M edltnr
.o - - Materials for Teachmg Critical Reaction
'Cc:n’ditiens -

"Educa- -

éﬁnth _
- - Different - Sub}eet Areas,”
- Readmg 8 (Detnber lgﬁé) 31 -37. .

' This is t]]a ﬁrst af twa ‘articles wlneh repart

15j"£rltxcal Beadmg in the g

:Srmth Nlla B
,,;_,,;D;tEerent Subj e
i '_,f’;Hgadzng, _8 (NQVEI‘HbET 1964) 97—;()2

_Part In nf Srsuth's artﬂ:le d!scussgs pattems-"
of writing to ‘be found in secandary texts -

" The’ (?r;zds

g -patterns ‘identified 'in
LR ::ause amfl Effect
QnE-c]aSSfagm sﬁ;d}r of the ; .

ASPEETS OF . BEADING

reader ‘brings - his appremahve "mass, his
rattltuf:]es, vsnd Emt;:tmns tcr the prmted

page "p. 115, _
Methads and-

to What Is Read,” ‘Sequential Develop-
ment of Rét‘zdiﬂg Abilities. Chicago: Uni- .
versity of Chleaga Press, 1960, PP 80-99, -

<+ ‘This C}iaPEEr contains papers b}f five authors 7
+ who consider. materials and’ ways of teach- =
- ing critical reading in" kmdergarten through -

grade twelve ~as-well as in remedial classes

' *lar B “Patterns Qf ertmg ‘i
]ﬂurﬂal e}f h

an analysis of special patterns of writing in

--htersture -science, -mathematics and - social -
- studies materials studied in grades 7 through
- -12.°Part-1 considers the patterns of writing
'__7-m literature and mathematics. More efficient
-+ and meaningful reading results from under-
- standing the pattems of wrltmg unlque to -
certaln areas ' e

Patterns ﬂf Wntmg m
ot - Areas il of -

in-social studies-and science. Among the: five

¥F di

campaﬂs'ﬁn; and pmp-r;_._‘..'

I :Eeaﬂmg .in Depth al:i'

ch, 1965) 73, 101

C‘rit.u:al readmgf 15 defined as: tha h:ghest .
omp: NV h includes: also "
sig , mterpretatmn RN
~incidental -and - planned .
admg are’ pmwded e

evsl Qf compre

(Sep mber 1961

1-studies- afe the -~

The: Imtrur:t@r 741 S

Ereatwg Headiﬂg, . |




Stauﬁer R. G Chlldren Carn Read gnd
-+ Think Crltlcally, Edusatmn .80 (May,-‘
1960) 592.505. .

- Ehxldren even at ﬁrsbgrade lgvel ‘can read
“and- thml-: n:ntu:ally about matters . that are
przjﬂdmg such
- experience is (1) examined, (2) pertinent

- -within . their . experience,
- facts “indexed; (3) relatmnshlps m:ted and .
’ ( 4) generahzatmns reaf:hed

Stauﬁér Bussall G Cntlcal Eeadmg at‘ .
74_

- Upper - Levels,” The Insfria:t&r
',(March 1965) 74 75, 101

_ _;hypgtheses, suspends judgments untll prﬂcf_ s
'f_',',ls fcnmd z’md_ rnakes decnsmns .

Thmkmg Plan,
- 1959) 527-532.

ﬂUtlhzmg the wark of Thﬂrndlke Dewey

- and..Russell the author: makes a plea’ for
* “teaching chjldren to read critically thrcugh;
i l_’fnstenng prﬂper attltudes Estabhslnng pur-:
" poge:

= -;-_ireﬂe::tmg, a’nd ]udgmg L

learning  skills,"

Stauffer Bussell G Prgduc:t;ve Readlng{-:a;

: T‘i‘if,ﬁgadzi'zg Teachsr 1:3 (February, 196(3)_{?1"-'
i E“"lSS 187 :

San’-

- college" levels,
:"campléx Sklll'i_

'the rezzdxng—thmkmg prflf:f:ss whmh he says"
involves  setting purposes, -reasoning - while
reading, and evalmtmg A detailed descrip- .

ST

r'tmn ::zF how. one. ﬁrst-gmde teacher guided = .

“average” Er5t=gr'1dg ‘group to. read-
think thmugh a b"l?'ll fédd&l
:_'_mcluded ' B :

Stauffer, Russell G,
—';Educated GUESS

- Pittsburgh, 1961, pp. 2133,

Edu&ated guess

- reading "skill. .

. . S ) and ﬂ'le pEE] grﬂup ]fi thE i‘”t];“ﬂ I‘Ead]ﬁg
Stauﬁ'&r Russell Cl Dlreeted Readmg_ -Inithe cri e
_ Edusatzan 79 (May;'-i RN

process,

Trgnsberg jﬂsephmg

____IHLISE]"EIZECI withclassroom ‘examples, includ-
~ing a d!SEﬁSSlﬂn of the role of the teacher . o

stgry is-

Ré’admg aﬁd Thmk-’ S
ing; A Bepﬂrt of the 17th Annual Con- .
.. ference and Course on. Eeadmg ‘Donald -
. ; s Cleland, editor.’ P;tts?)urgh Unwermty gf_r":" o
:Cirxtn:al readers in- uppér glades must. have,_,/_?;* |
~strength’ of - their convictions and courage =
~ - to deal with ideas. In the i process the reader -~ The
. :moves from divergent to convergent ‘think-:
-ing . as he - examines - evidence, ‘declares

t:r prEdlEEan ili“]d_"‘_ - L
_._-'anjer;tul’e is- presented as a ‘basic cntxmlr
The - article - is" génerfmgly'

C‘reatzve Beadmg cC

St All Grade Levels, Rsadmg in leatmn:._;" o

“Report of 14th A

[APEIL 196'7]

“to. Mass Media; Danald Cleland, ‘éditor.
wal ‘Conference and: - - S
makmg lnfErences o ,"_:'C::urse on - Beadmg FPittsburgh: Umva_'

'"_iislty of: P;ttsb’"gh 1958, pp. 145—150

aEqnates ;:-reatwe ;eadmg l:cz Erlflr:ai readmg’____; L
... and “suggests -skills that ‘can’ be ‘developed - - -
“at Elemenhly, junior hlgh high’ sghna] and
‘Author’ believes : the".* ‘more” " -
mmat be ﬂEVE]GpEd untzl 5_




