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reference of reality grows with expericnce. Children pust be
encouraged to trust their responses to literature and not rely solely
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Men make some things to seirve a purpose, other titings simply to please
themselves, %1teratuve ie a construct of the letter kind, and the proper
resporse to a work of literature iS therefore (in DN,¥, Harding's words) to
“"share in the author's satiafaction that it was as it was and not otherwise,”
Literature is a construct in language, and language is, of all the symbolic
systems'ér modes of representation, the-most explicit, the best fitteq, for
example, to present a running commentary upon experience. It follbws that
much of the satisfaction in most literature comes from a contemplation of the
form given to events, a charactaristic th;t distinguishes a work of litera-
ture from a sculpture ox a plece of music,’where other forms are cohteﬁplated.
A& novel, in Susanne Langer's terms, 1s "a virtyai oxperience.” The satif-
faction in which a reader shares, there$0re, must have samefhing in common
with the satisfaction he feels, not so muEh it huving apn experience as in
looking back at gn erperience he hag had; it is ag ;hough he wefe to look
back at an expericnce he has not paa. |

Clearly a naive writer and a naive re;der may sh#re a satisfacstion in
circumstances'whicﬁ would only infuriate or at least disappoint = wore
sophisticated reader. Is ihis response different in kind from that we desire

for literature, or merely different in degree of iatensity nf feeling or com-

plexity or comprehensiveness or verisimilitude? In other Words, are such

responses (and children must moke many of them) the bad curvency we seek to



drive out, or are they. the tenﬁer shoots that must be fostered if there 1s
to be a flower at 21l1? HKate Friedlander, a Freudian psycholpgist, noticed
the tremendous sitisfaction young children derived from reading stories re-
lated to an Jedipus situation--the fathérless boy proveslhis manhood in
Treasure Island., the orphan girl haa a geries of substitute mothers in
Eflﬂl’ and so on; but she sharply distinguishﬁs this satisfaction from "'a
literary response,” which she seems to feel must somehow have to do with

arf rather tpnan life. 1 am su;e she was wrong; these responses are unsophis-

ticated-in the sense that they are of the kind that might be equally

apﬁropriate to Treasureslsland énd a story of much less expressive foﬂm,

but they Qre:the stuff from wﬁich, with refinement aﬁd'ﬂevelopmént,-literary
responses are made. Again, at quite a different level, teachers using the
"bractical eriticism' method have sometimes introduced to pupils passages of
literature paired with sentimental or othérﬁise secbnd-rate'writing, inviting
comrent leading to a verdict. Is . not this an attempt to drive out bad cur-
rency? If, as 1 believe,lsatisfaction,with the second~rate differs in
degree but not it kind from the higher gatisfaction, teachers should surely
be concerned to open doors; as the pupils advance, other doors will close
behind them without the agency of the teacher.

Qur aim, then, should be to refine and cevelop ¥esponses the children
are already making=-«to fairy;stories, gheir own game—rﬁymes and other.lére, to
folk~songs, pdp songs, television ser&als and s¢ on. Development can best
be described as an increasing sense of form. Im 11teratUre. I have suggested,

this means principally a sense df the pattern.of events, and this, however




rudimentarily, childwen certainly feel in the stories thatlsatisfy them,

(A three-year Old referred to Cinderella as, "A bit sad book about tvo ugly
sliaters and a'girl they were ugly to.") Progress lies in being able to per-
celve wore and more complex patterns of events, in picking up clues more
widely separated and more diverse in character, and in finding Satisfactiﬁn
in patterns of eveuts‘less directly related to their expectations and, more
particularly, their desires; at the same time, 1§ lies in perceiving the form
also of the varying relationships between elgments ‘t the story and reality,
as increasingly they come to Know that commodity. |

But the forms of language itgself--its words with their meanings and
associations, its syntax, its sounds and rhythms, its images-~these con-
tribute to the total form, not of course as frinze benefits but s 1ﬁseparab1e
elements in a single effect. “An inc}easing sense of form' must be taken |
to mean an extension of responses to include these forms or perhaps the *
i;tegration of earlier reésponses to some of_them iato a toiz2l and iuclusive
resgponse,

Qur setse of literary form increases as we find satiéfaction in a
greatér range and diversity of works, and particuleorly as we find satis-
faction in works which, by their complexity or-the subtlety of their cis-
tinctions, their scope or their unexpectedness, make greate. anq g}eater
demands ypon us., Our sense ﬁf form increases as our frame of feference of
reality goows with experience, primary and secondary, of the world we live
in., A sense 0£ literary form must grew thus, from within; it is tﬁe'legacy
of past satisfactions. It may alqo become articulate, find expression in

comment” and criticism, hut-equally it may not; anmd this, ag pedants, we find
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it very difficult to admit. There are certainly situations in the class~
room where receptive listening and a following silence are more eloguent
testimony of satisfaction than any comment could bhe,

Itlis probably true in ;he case of most adults that a reacler's re-
sponses are sharpened (and perhaps more fully integrated with his previous
experiences) if they are in some measure formulafed, so that he becomes aware
of the nature of the processes that havelled to hig,satisfaction, But it
1s‘cerfninly nuC trxuo for chilg;en under the age of eleven or so, children
who have not yet passed through whav- Piaget has called the stage of 'concrete
opefations." Here their responses to literature may indeed be lively,
discrimingting, and complex: but it will be no help to them to attempt to
formulate those responses. There is ample scope for talk, of course, and
value in it; bat it will be talk about thelpeople and events of literature
and not ahout forms, conventions, devices, techniques. we should be more
afraid bf-introducinglsuch ﬁatters too early than too late,

It is edually clear that to be made aware of the processes thaf have

led to the satisfaction of another readerw-a-teacher, say, or a critic--can

have value only jin so far as the knowledge helps us to formulate gur own

u

processes, helps us, that is, to become aware of the form of a response
we have alrcady made or are already éapable of making. A critical statement
is a discoursive form and quite Jdifferent in organisation from the "pres-

entational symbols" or "expressive forms' of literature, and an understanding

_of the one cannot substitute for a response to the other., (I take this to

be the reader’s counterpart of what Robert Frost s=id of the wWriter: "You

G
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cannot worry a poem into existence, though you may work upon it once it is

i
in being.” The author's satisfaction in his work is soﬁething he feels
and not‘something that can be proved right or wrong. The principle of or-
ganisation of a critical statement is cognitive; that of a work of literatﬁre
is, in the final anelysis, affective,

The point at which critical statements can be of help to a student is
therefore a jifficult one to determine. It is even wmore important, however,
to consider 5he manter in which such help is offered. The voice of the
critic must ;;t be allowed to seem the voice of authority; more harm has
probably been done to the';ause of literature .in our educational institutions
by this means than by any other. It is all too easy for fhe immature stucdent,
feeling his own responses to he qﬁacceptablé,_to dis6wn them and profess in-
stead thq opinions of thé respected critics. Amd to ﬁany teachers, with
their eyes on what may rightly go on in other éarts of the curriculum, ‘this
looks like good teaching. It mayvof course be the best‘kind'qf preparation
for an ill-coﬁceived exnminatioﬁ,‘and‘this may be the real root of tﬁe
trouble. |

70 have children, for whatever reason, take over from their teachers
tﬁe analysis of a work,of literature which their teachers in turn bave taken
over from the critics or from their English professors--this is not a short
cut to literary sophistication; it is a short circuit fhat fuses the whole
system. Children—-and teachers--need to be encouraged to trust their own

responses and not the reverse; it may be a slow business, but these are the

~ inescapable limitations under which we work,




A response to a work of literature is, after all, an interaction between
‘the work and thelreader--ﬁot a free interaction, of course, but even the wmost
sénsitive and disciplined responses of two different persons must reflect
‘something of thgii:differencés. Further, while Shakespeare may continuq
supreme and Samuel Rogers continues to be forgotten, some very general dif-

ferenc®s of opinion must he expected even among the initiated: there will

probably always be réspecfed critics yho judge Silas Marner to be a bad

nove; and other critics equally respected who regard it highly.

éerhaps the meaning of & work of titerature may be compared (as most
other fhings have heen) to the ripples that move out from 2 stone thrown
into water; what hapbens to them depends to some extent upon the configura-
tion of the pond. To me, Blake's poem "Never Seek to Tell Thy Love” has
some relevance to the arguments I put forward earlier concernipng the dif- -
fercnce between a critical statement afid| a’ regponse; I do not expect the poem
to sugB8est that to another reader, though it might if his interest in lan-
guage resembles my own, |

It is time something more practical was said. How do we encourage the
improved response, the developed sense of form?

A girl 0£ eight was ashked what sort of things she liked reading.

"Well, '

i
Bhe_siid, "there's Treasure Island--that's a bloody one for when
I'm feeling boyish. And there's Little Men--a sort of halfTwayfeneqﬁ'
i,
"Don't you ever feel girlish?” she was asked. 'Yes, when I'm tired. Then

I read The Smallest Dormouse.

b 1
We must expect, and encourage, reading to go on for various purposes

{-\ ' . £
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‘-sfor a term at a stretch -Such a:collection'may nee

‘at various levels and not " concern ourselves solely with performance at

'probably misleading when appli
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- se1ves have sometimes provided a clnss library by pooling paper—backs say

o

maximum effort: Reading for Pngoyment (to pick up on an qncient con-
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troversy) will certainly be an'aot descrlption of the lower 1evels but is

ed to the most demanding kind of reeding

Satisfaction however the app opriate satisfaction we. have repeatedly re-
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N That a studenL should read more books withwsatischtion may be set down

. \| " ‘n.\

“%s'ono-obgective as a second he should read books with more satisfaction

P
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e neéo to“foster, in other-words;_wide reading“side_hy-side with close
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reeding; The impo: ance of freadom of choice iq obvions enough in the first

-y - .
L l'

‘situation less recognised in the second 51nce close reading iz usually
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;taaen'tO“meon class teaching- It 1s no less deSirable here,"however, and N
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"still by groups on their own with occasiona& help from the teacher o {5M,f'

" I

'“",- The problems 11e then not ia knowing whqt to. do but in getting enough'f

."',-
T e

'h"lsuitable books sufficient]y access1b1e Paper-backs have made things much

easier, local presc;iptions and proscrlptions that have m11itated~agalnst

F

-spending money in: this way nre on the|dec1ine in sOme areas ‘need vigorous

.attnck'in others. Uhen other attempts have failed the boys afic girls them—yu
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upplementing to meet

ithe needs of the best readers--who are likely to contribute the most rewarding

"students should wherever poss1b1e choose what is- studied in’ class or, betteriff?,“

-



to- and flO of discu551on they may be accepted for the help they offer, if

“: and 1ndividuals will be left free to reject them The attitudes engendered

"ie thought'of'as quite »

- separate actiV1t1es If a good deal of talk arises iros both Kinds of read-

1

~ing, 1t is natural for somcthing that one member of the elass has found to

\

! i - 4

'read to be hrought beforewthe 1est of them at his suggestion and become the

N

': object of:a-closer scrutipy."(lt is always’ preferable of cowrse that a pas-
- sage studied should in some way be related toathe whole hook.) Active-
‘response’ to a-work‘of Iiterature invokes vhat might be called an'unspoken .

- monoiogue of responses--a fabric of comment, speculation, relevant auto-,.

biography; that lively expectutions should accompany reading 1s an obvious
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necessity——they-are'as it were the carrier wave upon which the:author delivers

'Iﬁis”message. Taik in‘class"should arise from, and further stimulate, the in- .~

3

'dividual monloguns of response B S N . C

ot r

It is in, the context of this talk that Judgements from e1sewhere——the

"views of the eritic or teecher-—can best ‘be bandled if they are to ‘be useful

\\;/ . ' nh

at a11 Clearly, at Sixth Form 1eve1 they can be valuahle : As part of the

the discussion is as open as 1t should be, they w111 fiequently ‘he disputed
et

N

:by thc mode nnd tone of discussion carry foiward and iufluence the reading

'of both 1iterature and ciiticism

f’ ) . '
. In all 1 have said so far. I have accepted the terms of .my commission as. P

':) -, - LN

they Would be generally understood By "literature therefcre I haVe meant

, the body of works represen*ed in literature syllabuses, sfudied in university

3
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- schools_of English ond the like, - However,.before finishing my task I should
like very briefly to point to an unorthodox. way of,definiﬂé-literature which

:has_the adv?ﬁtage-of plecinw it among 1inguistic actiV1ties éeﬁerallv.'

. *

I would go -back to my openlng paragraph and def1ne 11terature as a

a -
=T Tt d -

'pa}tioular kind of'utterencee4an utterance thatuo writer.hae coﬁstructeq"

ot for use,but for hi’s «own safisiaction;

Saplr po1ntef out long ago that man unlikexthe zoolog1cal an1mals does
.'J_I

V direct and'ad hoc-means_but Via a_symbolic'reptesenta—

'not handle reality

tion of ‘the world as, ho ‘has exper1enced it, Gi#en this, two courses are open
to a man:_ he may operate in the 1eel World by means of h1q zepresentatxon

e I‘I - ] ) /ﬁ{T-'——.‘.
" or he may operate d1rect1y upo1 1he represeutat1on 1tse1f~~improVising uoon

i,

:1t in any way that pleﬂses h1m (thqﬁ allays his anx1et1es for example . or .

S

- R I“

_eweetens his disappolntmeuts or whets hls appetite or flatters his ego)

_'l. I

to get things done‘in the'outer

, world and to- m1n1pulate thexinn,
E ‘L e B

.".,

B attend to othev th1nws--to the forms,of the language the patterns of events--i-

v R . o - - i

freo also to savour the feelingS, to flnd in them another kind of organl-}f\f

5at1on or Iorm Ve take up as 1t were the FOAE of spectators' spectators of
- - W . [ ' )
our - own past 11ves our 1mag1ned Iutures othex.men s Iives,-impossible-

- . / s . \\‘ "~ s . i -

o Hoon T i
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~-events When we speak this laugque the neayest name I, can give 1t is' -

go551p when we write 1t 1t is 11terature

By this deflnltion then literature is not simply something that other “~‘II

) NS

' people have done What a child wr1tes is of the same order as what the poet

K

i -
T or nove11st writes and valid for the same reasons.f What'réasons?' why do‘

=
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M. 1 1

Response to Literature

1) This report sho"'3 be read in the light of James Britton's Study Group
Paper 5, which created the framework for most of our discussions. We

felt some uneasiness at the term "response” but accepted it on the under-

standing that

a) response is not passive but implies active involvement;
b) it includes not only immediate response but later effects;
c}) overt response (verbal, etc.) may indicate very little of the inne_r
response
2} Though our central attention was for literature in the ordinary sense

we thought it impossible to separate this sharpl'y from other stories, films,
or TV plays, or from the children's own personal writing or spoken narrative,
In all of these the studeit contemplates rgpresented events in the role of a
spectator, not for the sake of active intervention. But since his response
includes in some degree accepting or rejecting the values and emotional
attitudes which the narration implicitly offers as appropriate it will
influence, perhaps greatly influence, his future appraisals of behavior and
feeling.

ﬁ we could obliterate the effects on a mnan of all the occasions

on which he was ""merely a spectator" it would be profoundly

to alter his character and outlook.

"The Role of the Onlooker! Scrutinz VI
D, W, Harding {p. 3, 1937)

Most values are cﬁlturally derived; at their best they are the currency
given to the adjustments to experience of the most sensitive members of

ERIC
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M., 1 . 2
society. Thus, in entering into the "virtual experience' of influential works
of literature a child is offered a "flow and recoil of sympathies’ that accords
with the culture pattern in which he is growing up.

If it is accepted, then, that a work of literature will embody values in
the broadest sense of the term, what is the relationship between its appraisal
as literature and appraisal of ;‘.he moral values it embodies?

Clearly a reader cannot share in thelwriter's satisfac‘f:i;:; in the
organization of feelings when ~ all allowances having been made, fpr the mores
of a former age, say - he cannot share those feelings. It is this which will
prevent some readers from finding satisfaction i-n works which other readers
approve, but it would be rash to say that the judgment in either case had
bpeﬁ made on moral as distinct from literary grounds. Tha: we could
criticize a reader for having failqd to make necessary allowances is obviously
true -~ as might happen whenba.pacifi st reads a war novel; but these are likelyl
to‘be cases where a novel {or a play, etc.) is universally declared bad
because the values it embodies are so out uf key with those of the society in
which it appears that no reader is able to ent;ar into the feelihgs comprising
‘its affective organization. This would accord withl a generally accepted view
that morai values exercise no restraint ﬁpoa an author's choice of theme or
tcpics but are tantamount to a restraint upon what he makes of it.

3) Our discussion of way-'s to foster literary;‘responae at diffefent stages
of the student's educ;tion was qualified by the recognition that- there are

wide individual differences in rate of development and that in recent times

the earlier onset of puberty, changed social expectations, and powerful
Q

!




M. 1 "j _ o 3
commercial influences have modified previously accepted ideas about the
stages of childhood, adolescence, anél early adult life (see Appendix I}. Yet
some broadly defined succession of educational stages has to be a;sumed.

We thought that up to the age of about 11 the problems are less for-
midabhle than they are in early adolescence. The younger child can respond
directly and unashamedly to poems, for instance, and is less guarded in his
personal responses than he becomes later. We noted the increasingly
"‘ext‘rove rted" _outlc;ok of ch\ildrleri around 9 and 10; this should be allowed for
in the material they are offered. At the same age greatly extended private
reading has to be catered for, many children exploring widely among books
and devouring them at great speed.

After about 11, children ar; likely to put up defenses against emotional
disturbances (especially those ﬁsaociated with heightened sexual responsive -
ness). Love poems become relatively unaccepﬁble. although stock responses
associated with friendship and gene ralized benevolence are common. Some
of the changes occurring after 14 {especially for children whose schooling is
soon to end) may be due less to adolescence than to anticipations of adult 1ife
anci work, including anticipated disappointments.

We were agreed thatl problems arise from the uUneasiness that young
people of 15 or 16 comirionly feel about expressing some range of their
emotion;I experience, though they may have strongly sentimental responses
beneath a veneer 05 rough:zess. This and related topics are discussed more
fully in Appendix 1. There’r a;r_e éiffe rences in these respects between boys

n:gd girls; and probably between single sax and coeducational schools,




M. 1 - 4
Adolescents often see the ¥'elevance of works of literature to the emqtionai_ |
pfoblems of their a;ge éroup and sometimes welcome the opportunity of
discussing it in class or with the teacher - though they may well resent any _
expectation that they ghould do so. The teacher needs great tact in providing
an opportunity without seeming to press an invitation. Moreover works to be
read should always be chosen primarily for their value as literature rather
than for th;air possible bearing on psychologica.lf problems. Around the age
of 16, students welcome literature centering in nalture and friendship. From
16 to 18, teachers expect them to tackle poetry {e.g., Hopkins) that fully
extends mature s.dult readers, though presumably not expecting a mature
response. We accepted this as probafbly valuable and in any case ineyite_;ble
because there seems to be little good poetry below the adult but ab‘t‘b\zfe" the
childhood level. In ficfion, however, a choice of material fo:l' students not
yet adult is tiecessary and possible,

At this and other points we felt the lack of more exact knowledge
{preferably based on longitudinal studies) about changes in the literary
‘responses of boys and girls as they grow up.

T

#4)" It seemed to us that good teaching a}t different stages depénds a8 much
on the mode of presentation, and the mode of response consaqueﬁtly implied,
as on the selection of materials (see Appe:.idix ). The foilowing were
distiriguished: ‘

a)  the individual child with the individual book;

b} literature as group experience, where the identity and response

of the class as a group is emphasized {folk products, such as




M. 1 | | | s
‘ballads,- -and dramatic work by the children are likely to be
central here); |

c) presentation of literary material accompanied by discussion.

Any mode of presgptation, to be educationally successful, must presupposel the

teacher!s-genuine enthusiasm for the workl of litera.t'urgl {allowing for the

limited or different appeal that work sﬁita.ble for youﬁé children may have
for the adult). One consequence of this is tl.\at he cannot be content to leave
students to t-heilr own unguided enthusiasms, although he may be well advised
to sfart from"tbose. He hag the responsibility of leading students towards
the full range of literary experience that he i..'.self can compass. Certain
works, b:ﬁcause of the quality of their theme and treatment, have provided

| rich literary experiences to readers of varied backgroun'ds. Such writing, '
for ‘instaml;e,‘ by Chat}éer, Shakespeare, Twain, Lawrence, Melville, or

.'F_rost, though in soﬁle sensle‘ part of_ a cultural heritage, | is 'nota. packet to he

d transmitted inert. It is alive and éhanging; each genera.t’ion takes from it

what it needs é.nd adds to it in its tu-rn {c.f., Appendix III).b

In guiding the reading of young people, the teacher has an obligation

to move them towards maturer literary experience. They may be ready for

particula;' works at different times and the experience may be pre_sented in
'different ways, bﬁt an education that continues until 16 or 17 should provic';e
some introductiﬁn to imaginative li;:erature of the highest order.

Given more time we should have liked to consider what kind and range
of C-Ontact with iiterature should be hoped for by the end of cc;urses of different

length and aim (e.g., for school leavers at 16, for science speéia.lists, for

T



M.l | | | 6
students going on to universit;lr English, for graduates in English); we noted
;hel lead given in Appendix C of Denys Thompson's Working Party Paper 4,
5) We turned to the problem especially evident in the later yea.r‘s of
secondary education and at the university, of the proper place of formulated
_ critical comment and of teaching about literature. Appendix IV ‘deals w_ith
‘these plroblems.- In discussion we agreed that in the comprehension of a
literary work affective inv'IOI\rement is essential but that it is no simple thing.
In its idea) form it should be the response of a whole, organized person; and it
should be consistent with a framework créated. first, by an intellectual grasp
of the; work, its parts, and its principles of organization, and secohd, by
MWIedge of the world the work refers to, its connection with the student's
own world and his social and moral experience, ité relations to other works,
and s0 forth, Butno quy of kn_owledge_ can-. properly takel the place of
| pe rsonal; affective involvement with a work Of literature, At the present timd$
in our opinion, there is too mti_q:h learning a.bo;:t literature in place of
dis’criminatinglenjc;ymenti and ;nany students arrive at, an;d leave, universities
with an unprofitable distrust ‘O‘f their personal responses to liféré.ft;:. ‘We'
thought that at the university, as in the secondary school, the explicit analysis
of literature (see Appendix IV) should be limited to the least r;aquired to get
an understanding of the work, within the student's limits, ahd the aim should
be to return as soon as possiblg to a direct response to the text, We realized
that with the present forms of school anlud university exam-ina'.tions, this is

" impossible in the United Kingdom and often difficult in the United States.
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We noted further that some forms of middle-clasgs upbringing, or the
development of over-rigid intellectual controls, may result in students being

"emotionally disadvantaged.”" James Squire's study The Responses of

Literature is dealt Qith in Appendix V.,
The Appendices reflect the Study Group's discussions but afe signed
by the individual contributors bec-a.us;a we have not had time to reconsider them
in detail in their final form.
We should especially welcome discussion of:
1) response to lite_ratur‘e. and learning about it, a{ the university
{and the rudime-nt‘:ary forms of Ycriticism" examined in
Appendix V);
2) the need for more knowledge about students' literary responses
at various ages;
3) the u_sefulnesi;- 'té:f attempting to indicate a dasirable range of

contact with literature as a ''cultural heritage. "




Appendix [ - Adolescence in Relation to Literature

Our discussion suggests that we agree that children {up to 12 or 137)
respondllrather openly to literature, because they respond that wavy to living,
too. Are we ﬁ:hereby meaning to 3ay -tha.t childfen somehow can move freely
between spectator and participant roles in their own experience, and so can be
easily engaged by spectator uses of language in literature? And do we mean,
further, that even in pa rﬁcipant role, children at this age are largely con-
cerned with inner directed structuring of experience, not with manipulating
it for socially determined (s ;condary?) ends? Perhaps we should note

Melanie Klein's suggestion that '"the connections between conscious and

unconscious are closer in youig children than in adults, and that infantile

repressions are less ppw'erful." (Quoted in David Holbrook, The Exploring
_ M@ambridge.' 19’63? , pe 134). |

Pe rhéps we want to say that in -the 'éa.rly years of school, the teacher
of English should organize his particular intervention in growth so as to
protect and preserve the c-hild's *'creative subjé-ctivity." By doing so, the
teacher will not be delay;ing the transition to adole8ceﬁ_ce and I;tlc;:l.tu_rity. or
impeaing it. Infact the transition may be eased, ir;sofar-as the. teacher's
moves may strengthen the child's "capacity to have genuine al;ld strongly

felt experience' and to be abl__e-td feel such experiences with understanding.

{Cf. E.Z. Friedenberg, The DiJgP_ity of Youth énd Other Atavisms ZBostOn,
Beacor Press, 1965/, pp, 70, 113.)
The comment on childfen referred to above was said to have been based

O 1 experience with ll-year olds. We also have a comment on adolescents,




M. 2 o ) 2
defined as ‘children between ages 14 and 16. Is there a gap? Or is the 'comment
on ll.year olds to be extended to the beginning of. adolescence? Is it relevant
that 15 or 16 seems to be the school-leaving age for most English children?

At any rate, the following points have been made about the possible

effects of adolescence on children's response to Iiterﬁry works {and no -
. doubt to compositions, too):

1) The stresses of the period may force children to erect barriers
against the direct expression of emotion-that may be found in
literary works, most conspicuously in some kinds of poems.

W;e have in mind not merely the emotional stresses that are
conyentionally assbciated with ddolescence, but also the
ungerta.inties and discords that come over children as they have
the fact borne in upon them that they are about to enter a
world of jobs and social responsibility.

2). Possible examples of such barriers:

a) seeking the sa.-fety of conformity tcli masg attitudes, or
participating in mass responses;
. b} refusal to express reiaponsé {not a refusal to respond or
a flight from response; rather a refusal to express one
in 8o ‘many words, bégauSe of peer group pressure.or
example) | |
c) assorting of adult utilitarian calculus: what good is all this ?
d)  (with "better” or older students) a recgﬁrse to Iiterary-
criticism or exialicit {i.e. permitted) responses, capable

of inure or less complete formulation, and represéﬂtil}g,

verhaP& an early capitulation to adult standards.
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In parts of course, the behavior of adolescents is a result of

developments in internal emotional economy. Butwe may a_lso guess that

the barriers me:ntioned above are as much responses te social couditioning

as they are attempts to control inner turmoil, For one thing, they may

reveal a badly directed early education, which has deprived the child of the

-opportunity to deal easily with symbolic expressions. It has been said that,

in adolescence especially, education is designed ""to starve out, through

silence and misreprecentation, the capacity to have ger;uine and strongly

felt experience, and to replace it by the conventional symbols that serve as

the common currency of daily life. . » . It is still the spontaneous, vivid and

immediate that is most feared, and feared the more because so much

deqired (By adﬁlts)." Thus, in early education we may do unconsciously

(or at least without overt intention) what in later educatlion we do Quite

consciously (at least in the United States), It scems likely that one resu.;lt of

adolescence is that the child learns to i‘epres’s "meanings that are not

subject to consensual validation. . , ." (See Friedenberg, Dignity of Youth,

pp 5, 70; The Vanishing Adolescent (Boston, Beacon Press, 1960), p. 20.)
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Appendu,. II .I" o
Modes of Approachmg Literature in the Classroom -
- -Three rno'des of approaching literature in the oi_assroom have been
1dent1f1ed by the study group

The Ind1v1dua1 Ch11d a.nd the Indtvtdual Look

' From the_te_ach_er 8 view, tlns requires fmdmg or assisting the child

- o:r adolesceht' tO_-fi:nd "the right boo_k at 'the. right time, " '_Th‘e‘ approach reqqtres

i

ava11ab111ty of 2 W1de varlety of appropr1ate t‘tles, teacher a.cquamta,nce

with the books, and teacher unde rstanding of the 1nd1v1dua1 child., Any vieW

ceﬁcral to the 11terary educatlon of the chﬂd, ra.ther than as an appendage or _

and ‘olassroom'-'approaches shquld 'recognize.and,respond'to this fact.\ Such

' gv-oup exper:uences may mclude storytellmg, folksongs and ballad, f11m

' .own.response to.literature neoessarily' sees guided-'individlial readin'g as

: alct_iv_ity; 'In:p‘racti_.ce, this view leads to deniands_forv classroom book . S

. collections, better 'school libraries (and Eccessibility of students 'to libraries),

" which students read on their own, and similar activities..

3 v1ewmg, hstemng to what others have wr1tten, creatwe dramatics, choral

of a program in 11terature as emphasmmg the refmement of the mdwxdual‘
- . X -

adjunct to be relegated to book 113]‘.3,. "outs1de" readmg, or. out- of school

pupil-teacher conferences on books,.class and group, discussion of books o

v

'. 2."'. Literamre-.as'Groop Expertence

: Some 11terature and exper1ences in 11terature are corporate possess:.ons

'-.~‘-.- R

i et I

i
- e
.4,

A

reading...oral interpreta'tion,-_-drarhatic interpretation,‘ -role playing'.-l-, llstemog e o

' to recorded 11terature - a.nd related act1v1t1es. Iﬁ'-'oiroh:group_ e:'cperien‘.c_'ele', _ S AN ', .

| t&c |

o Provided b ERIC




the u_::hilfi. {whether 5 or 15) relates hisf_"own‘ response to the response’ of other -

_‘th;ldéep_.*-. Wha_t the It'-eac;herl strives w achieve ;i"3~far- more than.a ‘c:ozg..'

‘ feeling of. grlclnli.ll‘p‘_"_t:og'e.therneas‘;; rather he atter‘npts_to‘prbmote-a tomm_unal '
. resnonse whieh-lis at the-:;'arne:" I:une aﬁlfle‘cti\lr.e and intell‘éctual,- personal antll
Vother f:ii'rected.- " ‘Often- a Treg:urn'to’ the o:r:al reading I_and re rea_ding of the ,I

"same poetry selections can-develop in: the. group a rich sensitivity to the-
- ' : I . - - - = O |>‘J ) ’ --.' o

" pleasures of a shared aesthetic ,exper1erbxce. _

'3, Preseritation:of Literary Material ‘Accompanied by Discussion

A common approach in the classroom is.the reading of a work of

' literafi;re. with assistance from the teacher, fq}iow'ed by informal discussion

_ - w . L . ’ WL ’ ST ) R L Lo

(sometimes called "talk"). or more siructuied discussion. Such an approach”
v . I o R g . ., Lo . . o

-seems rn_ost appropria'tef\xfhen the teacher finds -itineceseary to assist the

£

_ rrader in creatlng a context for the work One common! xorm of teacher

(L
T

presentation is'oral,reading by the teacher as students follpw in their books,

w1th the teacher stoppmg from tlme t:o t1me !:0 1ncrease personalxcontact

\\'4:.
P o

and enJoyment by shapmg perceptwns on. the work.\

S1m11ar1y, teachers ma.y elect to read only the f1rst pas&ages of a work -

'

suffu::lent to or1ent the reader and to rouse hlS 1ntere3t - and then ask

|_ . AT

Students to contmue 311ent1y.l Or with'sorne selec'_tidﬁ:'s and's,o_me 3tudents,

teachers wﬂl ask for read:ng pr1or to d1scusswn and then use the subsequent
- _‘cla.ss'r_oom exchang’e c_:f ,ideas; perceptwns; and _artt_ctilated reactions as a
: way to encourage a fuller rea.c.tmn.-_- Ce s
< Slin_c;'e'-th'e Ipurpos'e ”c':\flipreeen.ta'ti'cjn- by thé teacher is to promote the
-student's understanding of and engagement with tlie literary work,: Ieuch -




- " help in the.i;fjocessgs of i‘eatﬁiing-w@ich.‘iead to ‘lite:r‘-;t"ry -é';kpe:-rieric':e; mofe

- reliance on teacher preséntation may be appropriate than later.

" responsé, '

Tox provided by ic [ ST C L A St . R €

- direct preSentaltion‘ should 'ﬁorfhally be r'éserl'ved'for selec‘tiéns' difficult for

student:s; Works which are accessible to ihdividﬁal ‘rleaderslon 1_:hé,ir_ own . ..
shouid_be read individually by students, Probably a distinctibn‘needs to be

—_ 1.

'rhaldé between poetry ar;ci dther lite fary ééhre. ZBtEN::‘étuse.-.t of its unigue Qualities,

a';rf well as its léngth, most poetry is‘pefhaps- best reﬁd_al_p-u.d in: the cllassro.oml

.t

a.t évery léfel-(often a_gé.in and 'aga_in), whereas litera-tizre'of_ other kinds

(fiction, drama, rhetorical literature, etc.} is often approached in other ways.

Stages of Development. °

. It seems likelf thatlthe'sle modes of apprbach will v;a.-ry from level to

.'leve_l in eniphasis,: in the ways in whic’:ﬁ they fmd expreséion in the classroom,

-and in their aép.rdpria'telieSS for different kinds of literary expé_riencé._ '

At th_el .[Srim_érﬁ" level, as chiidrgn arje lgérning to achieve independence |

in reading, a program of extensive individual reading may seem less’

central to the lite.rary ed_ixcatiqn of ch_ildfenﬂ, 'éltilough‘évgen here indi‘vidualj'

selection of -p‘i-i::tti're books can stimulate personal choice. - U';s_ing'.;-‘ﬁlhie .stories

" told or ,t\:lili::tated by a child_for- his own.réadiﬁg'_séems' relateél, though using

Qﬁcl} creative matl:efials'lfo.:“én entire group ,lsée_n_'xs more clasely allied with
presentation. (Approach No. 3), At this stégg many -childré_n will clearly need
- L L . . . L . B - S o i

I

oo : [ e o
Oral reading

- .of poems.and stories by the teacher may provide experience with literature .
~“which childrén cannot read silently; cften’a burstof résponsé will follow. |

. Sometimes a question or two conterning a selection may élicit a latent

pre

W,

.
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During late childhood or early adoleszence {ages 10-15), the emphasis in

classrcom approaches seems to shift, but all three approaches identified here
tend to be used by some teachers. As the child gains independence in
reading, the teacher encourages wider and wider personal reading. To guide
such reading he finds it mandatory to schedule individual conferences with
each child on his reading. Because research has demonstrated that most
children during this late period will read more books than at any other time
during their gchool careers, before or after, a carefully organized program
of guided individual reading seems a necessity.

A continuing obligation remains to assist the young reader find
satisfaction in selections he would not select or understand on his own. Most
poetry will be introduced by the teacher {Approach No. 3), most often through
oral reading, to be followed by discussion and frequently c_)ral reading by the
students. Short selections may be introduced to assist pupils with special
reading problems.

At this level group experiences with literature take a form somewhat
different than earlier. As children become more and more inhibited: dramatic
play and story telling become less an experience than & social threat. Puppet
plays, which e¢nable a child to express a personal response as part of a
common literary experience without revealing the humiliating constraints of
his own body.: are used effectively by some teachers. Interpretative readings
and dramatic interpretations of scenes from plays written by others can also
be important. Because oral interpretation assists teachers and pupils to

identify problems and differences in individual responsess and can help even
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inarticulate students in reacting to individual wo.ks, more stress on oral
approaches seems desirable than is characteristic of teaching in many
American schools today.

During the later school years {(15-18), the approaches seem to continue,

albeit in somewhat different relationship. As social and personal interests of
students expand, wide reading tends to occupy less of the adolescents' personal
time. The child's individual interests in literary experience may be

inc reasihély satisfied by forms other than the book - by recorded literature,
for example, by films, or theatrical experiences. The wise teacher will
continue a2 strong program of individual reading but will expand this program to
include discussion of other kinds of literary experience.

Group experience with the drama may tend to become more formalized,
depending to A greater degree on interpretation of texts written by others, but
continuing to use improvisation as a mode of approach to the text. Some
teachers use drama to stimulate personal expression of emotion (as suggested
in Study Paper 2 by Douglas Barnes). Cthers rcport adolescents a8 sharing
a fear of revealing their own emotions in the group, as seeming to prefer
interpretation of emotions expressed by others. Indeed the problems of
overcoming the self-consciousness of adolescents seem to stimulate many
teachers to overlo;)k the continuing contributions of dramatic experiences in
fostering an active response to literature.

As the young reader proceeds through school, teacher presentation
of literature followed by discussion (in whatever form) can introduce young

readers to new kinds of literature, can assist them in the problems of
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perception and interpretation, and thus can free them to read increasingly

mature books on their own. Close reading of individual literary texts pointing

toward illumination of the particular literary experience and its relationship

to all human experience, rather than analyzing purely external characteristics,

seems to be the major method in guiding th.e-refinement of student response.

Rut unlesg the teacher stresses the prof::essas of reading and responding to

literature, rather than individual te;cts alone, he is not likely to help the

student reader find satisfaction in more mature literature on his own.

And unless the "presentation-discussion' approaches are carefully related

to a program of individual reading, the student will have little opportunity

to apply whatever competence in analysis and response he has acquired.

- The juxtaposition of "teacher pregentation' and "student choice," long neglected

in many secondary schools, seems fundamental in any sound literary education.
A word needs to be said about issues arising from the choice of

selections for p-rlesenta.tion in a clasg. Clearly the te. .her will need to

consider the characteristics of particular children and young people based on

his past experience with students of this kind, ag well ag his own reading of

literature, and should select those literary gelections to which he feels a )
high percentage of students may respond. Because of concern lest "teacher

- presented' material dominate literary study in the secondary school, many

urge that most such teaching concentrate on shorter selections - the poem, the
short story or essay, even "extracts' from longer works (although others

would challenge heavy reliance on extracts as violating the unity of a work

and preventing student readers from experiencing a2 work of art as art, as
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an organic whole). 5till, m-ost young people “‘ri]l not respond fully and
maturely to longer works, to various kinds of drama and long fiction, without
some help in learning the various dimengions of response. Although it Seeﬁis
likely that in some schools too great an emph.a.sial is placed on repetitve
teaching of certain kinds of novels, ‘i.e. , novels which tend to present similar
problems in reading and response, sound planning will assure that these forms
are not neglected.

In a very general way, then, this discussion of the modes of approach
and the stages of growth suggests that tht;. basic approaches-to literary study
are similar at all levels, even though the particular expression and emphasis

on each mode may vary irom one.stage to another.




Appendix III - Cultural Heritage

Discussion thus far has centered on the responsibility of the teacher for
deepening the engagement of thé reader with literature. In concentrating
on the processes of the reader, is there a danger that the teacher may neglect
hjs responsibility to introduce students to the full range of literary experience ?-

Certain works, because of the univérsality or treatment of their theme,
have provided rich literary experiences to readers of varied backgrounds.
Such writing - by Chaucer, Shakespeare. Twain, Lawrence, Melville, or
Frost - is sometimes called "tl.le cultural heritage.” This is not a packet to
be transmitted inert. It is alive and changing; each generation take s'from it
what it needs, and in its turn adds to it. (We do not like the connotations of '
Y'acculturation. ')

In guiding the reading of young people, the teacher has an obligation
to move them to.wa'rds maturer literary experience. They may be ready for
such works at different times and the experience may be pre-Sentetli inldiff_erent
ways, but an education which continues at least until students are sixteen or
seventeen must prcvide some introduction to imaginative literature of the
highest order. ("All pupils, including those of very limited attainme nts,
need the experiénce of contact with great literature, and can respond to its

universality.'" (Half Our Future, p, 155) Whether by building on the points of

contact between the book and reader, or by seizing on opportunities which
emerge in the students' own responses to experience, the teacher must try to

help young readers gain some insight into works which have conveyed
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significant experience to discriminating adults. [t may be that no single literary
work 1s so important that it must be read by all students; there are bound to be
gaps in individual experiences. But any literary education should include,

say, some acquaintance with Chaucer, Shakespeare, somr~ of the romantic
poets, and the major fiction of the past two centuries., Without contact with

his literary heritage, can an American really be an American, or an

Englishman an Englishman?
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Appendix IV - Response and Formulation

As objects of .attention in‘ school programs, literary works may be
considered to be subjects of gtﬁdy. And to the extent that, because of such
actention, the vafious works 50 treated may be viewed as forming a class

‘(having at least the common property of being "studied").‘ it is possible to
speak of the "study of literature' as a subject in the curriculum.

But "' study of lite ratur.e" is an ambiguous and :ven deceriving term,
which often de-zﬂect‘s the energies of teachers from what many of them now
consider to be their pfimary concern. The term suggests, perhaps necessarily,
that, in the classroom experience with lit;a r;ry works, students and teachers_' )
should be seeking regulafitie's and similarities, treating works as data or
the source of déta for establishing or testing genefal statements about classes-
of literary works, their parts, the_ir; authors, or the circumstances of their
composition; or should be composing rather closed formulations of the probable
causes in works of assorted effects in readers. However useful, these are
activities more appropriate to historians and cfitics, ‘than to young people whose
sensibilities or powers of imaginative sympathy are as yet unpractic-ed and
unfrained. And many Iteac.hers see tha-t fact about their students as the one
that should control and direct their actions in thei'r classrooms. Wi'-thout
undervaluing or disregarding cognitive analyses of literary works or con-
ceptual scheme; for analyzing "literature,' or the construction of complete
systems of artistic or critical statements about works, those¢ teachers would

say that, i the classroom, the teachers' chief concern should be for extending
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his “st{_ident’s‘ disciplined acquaintance with and response to a ce riain number: ./

+ =
m T E— w
N

.- of lite':r:a.lzlry'_work‘s. L
Achiev_ing s_uch an a.cqua.intah'_ce is different from the study of a body of L

knowledge, because the student's affective r{:e_.ls-pohse is{a,h integral part of the~

BRI . - o H 8 . . W : o
. experience -with the worky® That a student likés or dislikes items or exercises

in chemistrylbr' gebl'ogyi'"tzi"g-;tg-’}iﬂ. idmires or.disapproves a character or event’
in history may affect the-ef{i:éié;icy with which he manages the essential task .
~ of understanding and learning, but not thé nature of what he is asked to take -

in or grasp, ' -

In the transaction of cbmpféhehdir_’ng"a literary.work, on the other hand,;

ey

" “the facts are as they a.re_' in part because of the @ay. in which the} m_air be

modified by the responses they cause in si:tideh.ts. '.Affecti-ve inirolvement is

r—- +

essenh.a.l to the reali za.tmn of the work Such mvolvement is no s1mple thmg.
. I,In its Iide;a.l fo;’m\ it §11_,'ou1d'represen't_tlie- respr;mse_s of é. whole, organiz,ed
i'ple,;rson; and it shouldoe 'cbns'is't-eﬁt w1th é._ fé.ﬁie@p?k- c:";ga.li:ét_i:by, _f-ir_st,' a.n_
: mtellec ;ﬁgl-_‘g'-ra_sp'of the ".w'o:.-k;. its Ipa.;rts, ;é.pd'ilt-s gal:n-:lir_gciple of ér'gé.nization

,a.nd; second, kpov;wledge of the'wofld-it refers tb, its connection with the
émdent',s own world and his social and moré.l experienc:g,:'its ‘relations
to 6ther'v'syorks, and so forth, ' . . a B S

- We emphasize_the ideas. of ""response' and "involvement'' in order to -

_ 'clc;u_nter.tlf}-el;_ c;pnsekqugqces 'that'seem-té_ha‘\'re followed t'-:_i‘d _riéi_d a.pplic:;tion of -
éoii;x; of the -dllo'gm;s i‘-t-l;a.-t F:lustef‘-a.-;ounld the _@)-thérwis'e I\%é.lti:'é.b]'.,e notir.l)InI c;f‘ !t.‘hge _-
- '\-vm--k o:t".a.rtl a.s; -é. thing\::.::in' itsélf. : As‘ofllcér;-u;ed_:;'wg?k\g; a.rt," 'slug-g;s;ts’tl‘;e :
L ex1stencl:e olf slomethmg qu:.te-and whollglr outs1de the percewer. ex1st1ng m .I
EKC

wll Toxt Provided by ERIC
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- no doubt for lack of a better word - enjoyrnent, {'Holw_“enjoyment-c'omes about

‘on the work as it is being expérienced; '

.Iinle-liu\i:'tslv.b‘ie- [_Ser‘fecti;n and su:laje(-:t -to., only __th'e‘r;_ib'éi: '{:;é.rtial and -i'na.de;_q_ua.!:e
%ﬁﬁi‘oéc'h{' r'a.'the;' lik'e'H;‘nr;_ﬁJ"a.me:si’-miridll, 01;- anyway a gift. By'dur}'-
ph;asgology we wa.lnt to suggest Itljait'wo‘;ks o_f '_a.;L"t are by no me‘.;-_ns 50 se'paliafé-
from us human perceivers; rla..ther they existalways as fhings that are becom‘ingl
_ﬁirough _their;rhoment by'moment experiencing by oné: or sevé;lé.l percgiirei:‘s. '

in'a. signifi(_:a.l;lt sense, wor}cs of art e:lcistla;'per(‘:‘ei\;éd, or as a _co-‘nst-a.:ntly

gi'owing a.nt-i d;welol:;i_ng:b_(;dy éf pe_xl'cepti-o‘n_s.

"Of course 'therje is ‘something "out: there' that is, or can be, an ‘object”

. of some kind cl)i__a.."iitention,"a.nd which l:irovidgs a referent to test the ',fideiity .

of the percéiver's responses, Hence there ought to be no suggestion that .

"response" in our usage refers to anything free-gloating or merely emotional.

- “And to clarify this point, it may be prudent to il:lfdica.t_e" the various activities - -

‘tHa.t'ma.y'be s_lib,sum_éd uht_ier the term "response.” The primary center.of the - ..

-

-whole activity of reading is some sort of state in our feelings that we can-call -

r

(':a;n probably not be very cleé.r,- ‘b'ul.t it seerns likely Fql_d'epend in some fashion

on various kinds of activities’ that lead to understanding, "It may also be

‘ suppo-l;te'd by those typical (tﬁéughf may be 'r;ot:es'sér-lt.i-é.'l?) a.(;.ti\’.'rities that form

a kind of intelligent scanning aﬁd'ipterna.'tionalized comment (maybe pre -verbal)
. _ o . _ _
Finally there is the activity that we are stimulated to or prepared for by

" all our other contacts with Ia‘boo'lc.- When we have invested a go_lbd‘_dea.llof

value .and energy in reading a2 book, there is, as-it were, a reverberation of the

& ~rk in our minds-and affective systems, which leads us to return (sometimes



e Iagaix; and"ag-ai:n)_ to the é]{ém_eln-ta.a'of the_e‘:;plilerienclé cq:itlainiﬁg' value. ‘r"_'e:;hia‘ps_l
thél plr‘oce'és.l 15 s'imi]‘,azll" to that qu a di;cué'éion .-wherv-e; we sympathetlcally
entg’}ta.i.n the frame of -'referenc:-e of:.ourl-"_‘fel_lgv;‘vt pa;rticipla;ﬁ;;'l-foll'low-i.ng'thréugh‘
its impli‘lcatiohsv'il_-ntt; ré-alrns of- no%}:‘elt;?: hithel'rito uq-s!.:tslpec_:lted.:: and -th'e;n re;::Oil'

: mo'niente;.r;ily Ia's we set thish\new 'f}amé aln;i.-iig% 'il-npliciatiolns_agaiﬁst‘II:I:_té_ ‘
Ico‘ntlext of -oullj'l'own_' bgliefs 'a.nd"iafs-s uln';ptions‘h-ither_to.' A successive scanning{'
a.nd rebrgan'izalt‘ion fpilows. as we 'mof(e_'-b.eltweén the ,\no_v-elti-es wé havle ;nter;'
tai%léc';_and our acpeptéd tenets, Just so, pér-hagp?‘,. the pért{a;i v&;orl_d‘of any

_ work of art questions and confirms elements of our existing represcntational

" -ﬁvo:-ld, making us look 'f_'or a new order that assimilates both, - This, tdp. is

our "response.” . .-

1In our model for teaching literary works, the teacher is seen'as one who

\\,d_irects', oQ at Iéa__st leads, a pfpce_s_é by which students ;ac'lliiév'e, within the,'
ll.imitsl“sef:_-bylthgir dlfferent abilities and fundéci experience, Ifeelin_g ‘clo-rn'pll.e':_ .
: _h'én-sion';s bl-f varlous woz_'ké 'Ibf -lite-ra'r'y art, W’e bellevethatthls p%dcess’ _
shéa.ull.c'l_ ‘-bt_é' ':.s‘een as a c:-ontin_luing-l qné, _tl‘:.nllyh- part bf::v;v_hi‘:ch - #é_morg than a
:\b'eglli_hr'ling‘- ca.n Ioccu‘r in”the classlzjlt;oln?,"under-#?e_ di:{estioni of tl'lule“tea.l‘cherl.‘-
~We teﬁd-'.to__re‘jl_ect, -.thergfo:-e; \_xri'xat is often .-é'e-e'n as thé" one valid form and

test f,‘if classroom reading; that is, the formulation of'descr'ipti{ré statements
_éboujt responses, intérpretatiqns,' or structures, - -

W .
I .
ol

We think-it likely that a Jen:;and for more or less - especially more -

-analysis, judgment, interpretation,’ may inhibit proper affective response,

This would certainly be t_fu}g forj:youn'ge_r readers and pfobabl'y for under-

Q raduates too. (results 6;’ brema,tu_.re formulation are .h_'orr-idly visible in

IToxt Provided by ERI



—

. graduate students, but these are p'erhaps the most accessible group for the -

- .toaohe'ir trying to erode f'ormoll'a.tion-a'nd.get back.to r_e&;po"ns.e.___)b J_immy-ﬁ ritton

suggests on p, 4 of his paper that "in the case of most adults.,.a reader's °

‘-r'es'polnaes are shé.rpenod (and perhéro:; more fully integrated wi'lth ‘his, ﬁfovioos '

experiences) if they are in some measire formulated," 'Some measure' needs

a long hard look, We often suppose, e_ncoﬁr}zged by. possessive intensities

.in our own response, by .schematic literary criticism, enthusiasm, .rage for
1 resp Y d . TaE

order, 'and - ;Sf course the detmands of examinations --tha.“t-thei'e should alﬁrays

'be some measure of_}fiormulation, -that the r.e_s,hould,.if- -po'ssible' be a loft' of -it,

"and that the aim is.total explication and explicit formulation, ‘As téachers = |

“we should remeniher h‘oﬁv-_long it takes évén to r‘éspond to'-poems" of our'own .

chou:e, how often we are qulte natura_lly numb to parts or wholes as we
4 .;'f ! .

" encounter hterature, and not expect too much frcm the students. u_re should

_also keep an 'eye _on the variety;of literary"experience, and-tryl not to _us‘e'_ one

-
a -

poem in a way Whlch creates a structure for an mapproprlate readmg of-

another. First e'ncounters in the class:room should dehberately hold back -

- _foi-mulatli:ori, -shoull_d back away from everythmg that 1sn't,tentat_1ve and_ pa_rtlal. ‘

. "Whre we still at that stage?" which Harold Rosen 'quoted.

Q

[Kc

wll Toxt Provided by ERIC

We should ei;u:: ourage, very warmly, veriﬁoations‘fro‘m personal experience,
not frown on_ the "That's me" ‘identification with a 'charac'ter, the superior

=

People who noed' to use the é‘oo'cept of "dislcipline” in talking about
S~ . _ :

.........

be' accommodated even to a literary réSpec t'fo'n- the,v'vork of a.rt. (Though

the test of- the good teacher of ht:erature should be his’ willmgness to- sacnﬁce

Jomomn . -
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the integrity of_ the. poem in the t;oncern for the student.) "That's me' has
two Cor.l.lponenta. -and our aim ié‘ to move dyna.mica.liy from the "me" of personal
identification to the "That" of the poera or the object in the poem. The
discipline lies in the attentiveness to the "that,' and it should be made pla.in
that there is no real dichotomy here, but a natural movement from subject to
object and back again. The "That's me" ma.y. well reveal a very pa.rtia.l- and
too selective gelaction from the work, bl.‘-lt the teacher will get nowhere in the
attempt to mla.ke the work meaningful as experience if he does not begin with
the "me.!" And this kind of identifying 1s often moré interesting than it looks.
A middle-aged schoolmaster (university student) who said "1 am Bobadil"
was not just being confessional, for he proceeded to look around and say that
everyone e’se was too, and the discussion of the '"That,' was a dialcusaion of
‘thfe huma.na;neaa of Jonson which moved mileq away from autobiégrapl}ical chat,
. But the particularized reaponse'-ahclmld be primary. There will be movement
round the many people in the class, and a restrained and thoughtful sharing
of personal, i-ncor.nplete. and implicit response whiéh can lead back to the
pa.rticﬁla.r Qork. and to repeated gensitive readings. The reference to life is
not purely illustrative but confirms the affective experience of Iiteraﬁare, and
is of course its foundation. |
The teacher should aim at the teacher's, not the scholar's, best,
dropping the possessivéness and 'a.wed respect we al]l seem to be able tc feel
so readily for works of literature. The teacher reporting the "low level"
ex(_:!a.matory response, or the autobiographical bit, or the extreme selection

@ betrays an unholy pféfe'fence for poems rather than persons. If the implicit




or 'f:oa.rtia.l or w‘lr"ong response is stamped.on by these -lite,i-a.ture lovers then

there will be little chance that the stizdent can be taken back fljpm the "me"
to the 'that". in an ex_tencied exploratibn of the _work's_-_pluroper-ties.
'Some properties will be more-easily explored than others, In some —

: ci;_-cumst‘ance 9.': e,arly'pr Broaﬁlfo‘i-ﬁnu'lat:iqri is par:ticgla;'ly inappropriate, . When'
I‘s-houll.;l the t;;aach;r trsr-e‘fspe_ci;]:l)-r hard to sil‘:I ba.cl;;. 'rela.x; afh_d shut jup,_,_,to- |
' expose fré.gmenfs, elicit fré.'gl';iéﬁts:,_' pa'sl.s- on, l:lae‘_superf‘icia.ll? When the student -
B is réspondiné to ;-é om-eth‘in_'g velrf_ c'liétla:nt m time and com;ention,lsa.y Spenser .
or‘-eightleenth cel;tui‘-;r vér"sé- dr-Scol‘:t-,‘ then qumulatidn should wait - empathy -
15- not gomg to come ea.sﬂ;lr (if at a.ll) a.nd students should not be ma.de to feel
: tha.t they ars aesthet1c cr1pples if they s1mp1y do not- respond ‘ A tolera.tmll-n -
. -of thelselectwﬂg'_c')f- superfima.l_lrespp_ns_e:rna.y really be a way m.‘ Recognizing

. ‘the 'responsé' implicit in'an emplméié Ithat-ld'qks 'odld', e (‘?-), or hostile; is’ -

~ an imb@j‘tant action' of ‘!;he-tea.ché;r's__sensibility. It may be hard to mové from

’
L.

the;' '_“I‘ha_‘.ti"ntb the "me" m 1téé.éliﬁg Scotf, but ther_e"'a._re those othér-cases in
_ -which it is hard to se_sﬁarg.té the "subjeg:f: and object, as in an efxiotionally_or

 sensationally confusing first encountéer with soriething very raw or unaesthetic

e

- or powerful (or'all'fhr'e'e); sajr Jamés'BaldWin or Ddr&nis 'c-?i',ﬂ Lawrence.Or

Igchool{level._ And—there are those works to

Q
E
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the reader, inhibited as we may be Ia.t various ages by current attitudes to
Yobjectivity!' "maturity,” "éenti;nentality.*‘ and drama‘tic conventiyns -Of
narrative. 1t may be useful to mix "examples of these types where formulation
i8 best held off for somnetime. ‘

Affective responses come from people who are not necessarily organized
and complete. and literary response, at school and college, is often crazily
expected to come off in the same way in diffe~ent people responding to .
literature from widely different periods an/. cultures. Response is a word
tl;at reminds the teacher that thé experienuce of art is a thing of our making,

an activity in which we are our own inturpretative artist, The dryness of

- schematic analysis of imagery, symbols, myth, structural relations, etal.

should be avoided pasr:onately at school and often at college. It is literature,

not literary criticism, which is the subject'. It is vi\}idly plain that it is
much easier vo teach children to write according tc abstract models of
correctness than to use their own voices. It is so easy to count and collect,
to generalize, to reduce to thematic teaching where some investigation of the
art of literature is allowable, but atan early stage, where it can only be
swallowed whole, not broken into aséimilable tiny pieces, it can only inhihit
the feeling for surfaces, parts, and life-recognitions. Literary criticisml

is at the late stages too pretty useless unless it comes out of a personal

engagement and insight, and if anyone doubts the inhibiting effect of literary

criticism teaching or the inexperienced, there are plenty of examples of old
inhibited critics making their structures and describing their myth-types in

first-person-avoiding dryness, far far away from any affective response that
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may have once existel;l. In university teaching in England there is not only '
" great pressure from scholarly possessiveness, pursuit of excellence, and so

on in which it is difficult for the teacher to shed, but also the lack of any

encouragement of personal writing, discussion ﬁlat exists in most schools

and engages personality and feeling in its own creative literary activity.



;T”J- _Appendlx v -
. The Emergence of ReSponses to therature

. Since young ch.ilc-l‘ren.learn 1itereture'by having it teld'thern, ‘or read to
. them, er _recit‘e:d', our die,cus'sion of their-‘reSponses started from those

) actirities that alrise from l_ietening It seems to us p0331b1e. even probable, SN

-
“ Lo

_that the basu: structure of these actwr*les (1 &, of an adult responae to
hter_ature) will develop by_the age of 11 gwen reasonable c1rcumstancee.

We seem to observe four. levels of response, ernergmg in sequence.

"f\brieﬂy they are reaponses to the quahty and pattern of (1) SOunds {2} events

{3) roles and (4) worlds, A few notes follow on each level.

.. rhyme, 'when‘they join in the chorus, wben they l:_:hant "maximum capacity_" -

reu'rnd the_roern, e;n'rl rnephe wheh they'.é:huckle a-t‘spet::iallwords. nernes'end
1;1“.3 (F red‘,Ba,re_') -.- _they'_ are reSp_ont._'l:lng-tql-lthe‘_ te:;_ture end rhyf.?:;rnlof‘ e‘ounf_ls-,f ﬁ -
Such eve_rt aeti'ens seem to be. both elle-rn‘en‘ts- of their eﬁjoyrnent énd Isig.na‘ for
it. | | | - |

| -EVENT: ‘Both rhythm and forrn involve a patte_ljrn'ef expectetiep' (and of
pdtent:ia_;l i;;nodifica,tion)'. ' 'étorte's Ift;r very _young'. chitdren ("I'rn pn yo:ur one
‘Step"'; i-s':{?enl foolish fi'_sherlrnen"‘)‘erpboc!y a p‘;ltternll_of events withi'nl:this o
_Irhythrn or fblrrn. 'IIWhen a ehild‘corr‘eéts the 'storytelller and wlants_, 'th:e_' stery
_werld perfect, he is aet{ing for confirmat_ign_c;f the pattern (tn_lene'respect Q-ra
""‘\the other). At a ‘later 'ate;g-e-l he map niaké up to‘p-ey turv"y.' s:tori'e‘s.with. revereais ;

of the pattern (on the Jurnbha.s model). and finally may 1rnprov1se on the pattern

layground ru’nes) - ’ o . o : : -

I



; .'ROI.,Er In frele p-}ay‘or classroo-rr'l‘drama I'_ohildren wil]l.k-take up: the role'e
of charactelrs 'inhtheir storiee (or; if jou like, continue some of the role |
playing that the story involved thern m) "I'm .J'ack ‘an-d thlis- is the beanstaik
andh;-ou be the Glant " Sornetu'r-es ch11dren w111 replay the story, sometimes

_ reshape and ,il_rnpr,o‘ui_Se on itl- (perhaps_‘relatirrg the roles aud_events rn_ore‘
- nelarly,:t‘o theiz own wishes). | .

WORLD' While a story is bemg read aloud toa group a child may

o mterpose ”He s a funny boy" (about J'an in ”The Silver Sword” perhaps),

—v-"'"‘[

‘and the group rnay begin to talk about hlS background his relanons w1th the _
| other‘character'sl,ietc_. A new varlety of- talk develops. Its purpo5e is to'relate‘

: andl orgamze elernents of the. world of that story and/or ‘to relate the world of
that story ‘to the child's 'own‘world.- it will tie in all the four kinds of re,sPIonse.,

givi'ug some al'newlarti'culation. o o E L

| Talk of this hlud is the main sort of “criticism" ure foresee ‘in the .
- p_re'oolfegue yea'rs_(and___ma’ybe at colldge.too.)_. For a further kmd of talk 1*hat
o mmeé with 1twe rnust turn fro:nr 'rlle3ponse'-tlo w_hat 1s'hear_d to the‘. mt_erpre_tatWe K

i

‘act of reading.
Il_fi,terbretation in this sense has at lel-ast three levels. :One begins when S §
' ":_':alvohildf-is .conscious of choiqe:-',,"S_hould,‘Il s'ay_'".it“ like this - or like that - "

R _— 7

; And the _thilrd'_olflte'rl emerges directly a-ft-er.ll--\xrhe_n child ten in a grou'p begin to
'd.isagree': ”_Szijﬁrig- it that way ieans so and so, ' But isn't he more like this,

K so we Should say. ._--'-_-"f-'_-,.-'-'- L

L Dis_cuss_ion‘of interpretation’in this sense arises naturally in drama, .

and 'ﬁre_pe;ra'tion-z”or”r_eci‘tal,s‘; (Maybe with school children

oL T
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much of thxs work \mll stay at. the second level") But frequently the talk that
explores the: wlorld of a book or poem- lea.ds to dlsagreémehts, and these may
well a:nse from-dlffe-rent "rea.timg" of the text. So in 'classroom ta.llt, ‘

1nterpretat10n of the tlnrd kind ma.y mterpenetrate re sponses of the four kmds

we have hsted How thls ha.ppens needs further thought




Working Party 5

1. The Study of Literature

The "study" of literature is an ambiguous term; much of our concern
18 with the student's disciplined acquaintance with literature. Disciplined
acquaintance with literature is different {rom the study of any body of
knowledge becaluse‘the child's affective response to what he reads or listens
to is an integral part of his task. That he likes or dislikes parts of his
geography may be a pedagogical help or hindrance but the essential task is
done if he understands and learns the facts. In literature it is the knowledge
of facts which n'iay be a help or a hindrance; the essential task i8 not done
without his affective involvement. This is not to say that mere liking or
disliking of the work of literature is enough. The affective response should
ideally come from a whole, organized person and be consistent with a frame-
work created by intellectual grasp of the work and its interrelated parts,
knowledge of the world to which it refers, social experience, empathic
insight, and the child's awareness of himself - all of these things in a

rudimentary or more developed form according to his age.
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2. How can the term "values'' be used in talking about literature?

Approval, and disapproval is felt, in varying degrees, as a2 concomitant
of all human experience save the most trivial. It is the organization of the
element in individual experience that results in attitudes or sentiments or

_behavior patterns which indicate the existence of standards or values in the

individual. Crudely put, values are frames of reference for acts of approval
and disapproval. Further analysis may classify them as political, ethical,
moral, artistic, etc., perhaps nece-ssa.rily insofar as value judgments are
formulated, since approval or disapproval may be mistakenly attributed.
However, we all make countless value judgments quite implicitly, and this
may account for the fact that the boundaries between political, ethicai.,
meral, etc., rermain rather blurred for most of us,

In the process of developing values from acts of approval and disapproval
we use the '"virtual experience' of literature in much the same way as we use
actual experience. In a work of literature, therefore, a writer transmits
values (when he does so at all) not by precedentlbut by exatﬁple. Insofar as
he iz d-llida.ctic within the 1egi§ima.te terrms of his art, it is a case of "doas I
do" and not 'do as I say. " {(Decision and a.u.;:tion are the outcome of language
in the role of participant and not of literature, which is language in the role
of spectator. While we admit there are difficulties in‘applying this, we
generally feel that those areas in which difficulties arise are peripheral to
literature rather than central.) -

Since in actual life we tend to make value judgments in accordance with

our findings more often than by reference to formulations (precé;'_a‘ts, laws,
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rules) the reading of a novel might be regarded 28 a rehearsal for real
situations: approval and disapproval is8 common to both situaticx-m, but in
reading they do not result directly in action. This very fact, as Denys Harding
has pointed out, gives them a particular iméortance:

"Detached evaluative responses, though less intense, texd to be more
widely comprehensive than the evaluation which precedes participation, One
views the event in a more distant perspective and relates it to a.more extensive
system of information, beliefs, and values. And this detach.d evaluative '
response undoubtedly possesses the utmost importance in building up,
confirming, and modifying all but the very simplest of our values.... Ifwe
could obliterate the effects on a man of all the occasions when he was '"'merely
a spectator" it would be profour-ly to alter his character and outlook." (D.W,
Harding '"The Role of the Onlooker," Scrutiny VI (3) 1937,

Most values are culturally derived which mean; to say that =t their
best they are the currency given to the adjustments to elxlperience of the most
sensitive members of society. Thus, in entering into the “virtual experience"
of influential works of literature a child is offered a "flow and recoil of
sympathies' that accords with the culture pattern in which he is growing up.

While it is accepted, then, that a work of literature will embody values
in the broadest sense of the term, we must recall the group's previous
statement that a work of literature is good insofar ag it gives satisfactory form
to the events represented, the language that represents them, and the feelings

embodied. Is a work of literature to be judged twice then? What is the
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relationship between its appralsal as literature and apprai§31 of the moral
values it embodies?

Clearly a reader cannot ghare in e writer's satisfaction in the
organization of feelings when - all allowances having been made, for the
moTes of a former age, say - he cannot share those feelings. It is this which
will pr2vent sgome readers {rom finding satisfaction in works which other
readers approve, but it would be rash to say that the judgment in either case
had been made on moral as distinct from literary grounds. That we could
criticize a reader for having failed to make necessary allowances is obviously
true - as might happen when a pacifist read a war novel; but .1ese are likely
to be cases where a novel {or a play, etc.) is universally declared bad
because the values it embodies are so out of key with those of the éociety in
which it appears that no reader is able to enter into the feelings comprising
its affective organization. This would accord with a gengrally accepted view

—that moral values exercise no restraint ﬁplon an aut_hor's choice of theme or

topic, but are tantamount to a restraint upon what he makes of it,

e — T —
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3. Response to Literature

James Britton suggests on p. 4 that' It is probably true in the case of
most adults that 2 reader's responses are sharpened (and perhaps more fully
integrated with his previous experiences) if they are in some measure forlmu-
lated." 'In some measure' is the tricky area. We often suppose, and
examinations beckon us on, that formulation shonld be explicit, broad,
and objectified. In the teaching of practical criticism, where exa.l.:nination
pressures can be dodged, at least in universities, we still find the teacher's
over.intensity and self-regard pushing towa rdé formulation, We might
reverse Mr, Britton's suggestion and say that "It is probably true in the case
of most adults that 2 reader's responses are deadened® {and left detached
from his previous and subsequent experiences) if they are inappropriately
formulated.' ‘When might a formulation be inappropriate? When the response
is to something very new, or very highly conventionalized and distant in timt;.}
or very large (to Beckett, to Spenser, to a Victorian novel). Or when the
response is to something intimately and rawly moving, either appealing or
repelling: to James Baldwin, Donne (eithf_;,r might be either). Or when the
response is to 2 very uneven ar_tist. and the problem becomes one of dig-
crimination between good and bad: Tennyson, say. In all these circumstances
the teacher has to sit back, expose fragments, elicit only fragments, be
superficial, chuck out, pass on, to}egate. Affective re séonses will be coming

from disorganized and incomplete people .and experiences, mere textbook

*Deadened: depersonalized, desensationalized, departicnlarized,
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knowledge of the world from which the book comes, The teacher is moreover
teaching ('"doing"?) literature in a context where there are other influences
at work: critical books {often resorted to if the teacher refrains from being
too analytical) and other students' judgments (sooner or late r present even

if the teacher refrains from evaluation).
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4, Meanings of "Response"

Presumably "response' was first used in an a**~mpt to counter the

-tmplications of "work of art'' and so on. One sugge: . the existence of

sdmething outside ourselves, not a toy for our subjective fancies, a given- a
gift, if you like. The other reminds us that the moment by moment experience
of art is always a thing of our making, and in the case of silent reading, an
activity in which we are our own interpretative artist, Of couréé. the activity
is not in a simple sense or{ginal, and it requires a sympathetic discipline of
imagination referred to in "fidelity of response.™

A useful framework. But if we move closer to what is going on during our
reading of a novel or poem, and as a consequence of that reading, "response"
raises 2 number of difficulties. Among the activities involved in reading we
might w. nt to distinguish those concerned with interpre?ation, as distinct
from the primary center of enjoyment, and those typical {though maybe not
edsential activities) that form a ﬁind of intelligent scanning and internalized
comment {maybe pre-verbal} on the "work" thus a;::hieved. Perhaps W;tching
a play offers simpler examples, and anyone who goes to the children's matinee
at the cinema can learn 2 good deal about this second by second »canning at a
simpler level. "Response" unfortunately amalgamates this activity with the
more primery activities of interpretation and enj oyment.

Not only this: a further ambiguity is possible. When we have invested a
good deal into the reading of a book, there is as it were a reveri)eration of
such work in our minds, which ieads ug to retarn {sometimes aLgain and again)

to elements of that experience. Perhaps'the process i8 similar to that of a
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discussion where we sympathetically entertain the frame of reference of our
fellow pasticipant, following through its implications into realms of noveity
hitherto unsuspected, and then recoil momentarily as we set this new frame
and its implications against the context of our own beliefs and assumptions
hithewto, A successive scanning and reorganization follows, as we move
between the novelties we have entertained and our accepted tenets, Just so,
perhaps, the partial world of any work of art questions and confirms elements
of our existing represeniational world, making us look for 2 new ordet that

assimilates both. This, too, ig our "response."



Literature 2nd the Moral Imagination

In every work of literature there is a perspective on the world and on

‘1ife., In this perspective there is implicit or explicit what is called vari-

ously a moral dimension, a system of values, a vision of the nature of things,

.a truth.

Although this element appears f;equently to be the most exciting aspect
of a2 work of literature, it is never sufficient in itself to constituté the
success of a work: there must also be (among wmuch else) artistry, craftsman-
ship, the structural or shaping imgination, a-sense of things, of people, of
liié.

The aexperiencing of a work 5f-11terature means in some senae zn ahsorption
into th2 drama of the work--this imaginative experience parallels in its ele-
ments the nature of a resnl expeiifnce. Thﬁs, as real experience frequently-
calls into play moral-judgment, so the imaginative éxperiencing of a work of
literature freguently calls into being the moral imagination,

In-the'£eaching of literature, as it involves the moral imagination, there
are two ways to achiéve a major failure: first, éo treat the moral dimension
as though it were the sole en& of literature, tp extract it; to epcaﬁsufﬁte

it, to divorce it from its material or dramaiic embodiment and offer it to

students as abstract truth; or, second, to avoid the difficulties and dangers

of discussihg the moral dimension by ignoring and éoﬁcentrating on formal,
aesthetic, structural or other elements, Both of these methods are reductive

and lead to apathy and 1méginative sterility in the English classroom.



Hor c¢an the teacher avoid these failures by selecting works of literature
to teach that do not disturb, that are not "subversive’ or upsetting--works
that are, in short, ethically antiseptic or morally castrated. The curriculum
should be open to becoks of a great varlety of values and wvisions, including
those that ruh against the grain of society, QPat counter prevailing values
whether p;eached or practiced,

As the teacher of literature is concerned with developing and expanding
the student's total imaginative capacity, so he wust be concerned with all
aspects of the imagination, including the woral imagination. He should net
become didactic and attempt to inculcate beliefs; rather he should duestion,
discuss, and explore with bis students. Such exploration will lead more fre-
quently to complexity than to simplicity, to ambiguity than to precision, to
paradox than to resolution.
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And some powerful, clessic literary works will eubody sets of beliefs so
remote in culture or age that neither the teacher tor the students are likely
t& find them congenial. it remains the responsibility of the teacher, however,
to render such works accessible to the students, perhaps by Qrawing-such di s~
‘tinctions for the stucents as I,A, Richa.~ds suggests in hisg opposed teams,
verifiazble belief and imaginative zssent.

One of the major purposes for offering a wide variety of authors and works
in the literary curriculum is to liberate the student éram his ethical
parochialism and rigidity, to free him from a moral position oéten plati tudi-
nous and frequently uuexamiued. Literature properly presented should 6933 to

(~ the student a variety of Possibilities of values and visions, cﬁnfront him

(like 1ife itself) with a multiplicity of ethical systems or moral perspectives.
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This expansion and deepening of the student's moral awareness constitutes the

education of his moral imagination, [t is one important (but not the sole)

aim of jiiterary study,
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