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INTRODUCTION

The people who will succeed in the future
will be those who can read both computer
programs and Dostoevsky:

i::;;i_ R :i;,,,;;;i'
Volume 22, No: 5, 1983,

p. 15.

contemporary, literature From a bygone era and today’s computer technology:
The element that both these disparate sources share is language;, or more

accurately, a symbolic system. One is rich in figurative language; the
language of poetics; the other is characterized py its precision, nonambiguity,

and efficiency:

why, then, will future persons living in an age of rapid technological

change which values spe2d and efficiency succeed because of an ability to read

Dostoevsky (or D:H: Lawrence; Patrick White; Margaret Atwood)? Because
literature has the power to meet human needs; to challenge the imajination: to
present vistas of the human condition that are not possible to experience
throughout a lifetime: And it is these very aspects of humanism and
understanding that enhance the ability to imagine; create; foresee

of unprecedented societal and technological evolution:
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This monograph is a statement on the role of 11terature in our
years through to the end of formal public schooling and into the postsecondary
years. My belief is that 11terature has a major role to p’ay in the Engixsh
currxcuium, in the human1ties, and in the total educational endeavour.
However, I realize that 11terature s place and role is being challenaed, and
that the role of literature needs to be openly discussed, defended if need be,

and reaffirmed so that Engi1sh teachers and others can go about their work

reassured ir their endeavours:

In the §éé§éiééian of this monograph many issues emerged, and herein I
atte;pt to deal with those 1dent1fied as germane to the teachlng of literature
and the deveiopment, xmpiementat1on and evaluation of Engllsh currigula
Issues are posed, ofter: as questions, and are discussed, but rarely is the
reader given a definxtxve ranswer" . It would be presumptuous of me to do
otherwise. Most decisions dea11ng with the question of what constitutes
11terature, what defines good or bad l1terature, the selection of 11terature,
the values associated with selection and presentatlon of lite ature, are going
to have to be made by 1nd1v1dua1 teachers, English departments, or school
staffs cegnxzant of the character1st1cs of their student body, couuunxty,

prouinéiai curricula:

The aﬁfpasé of th1s monograph on literature and the teachlng éé
llterature is to present the salient issues and discuss them in such a aéy that
1nV1tes the reader to part1c1pate in the dialogue. The monograph is then
organized into six major sections: Following the introduction is a rationale

for the teachxng of lxterature and a discussion of what constitutes 11terature,
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including types of literature; the issue of quality of literature, and

literature and values: Most important in this section is the discussion of
selection of literature, the respective roles of teachsrs and students, and the
need for a selection éoiié§; The third section 3é§i§ w;tﬁ censorship, and a
case study of Canadian censorship gives an insight into what has occurred in
Ganada and how it evoived. Then follows the section on gzowth in response to

teaching of literature which offers some thoughts on how response can be
implemented in classrooms. Finally a concluding section reaffirms the place of
literature in not only the Eﬁéligﬁ/iéhéﬁééé arts curriculum but in the broader

context of a humanistic education.



THE 'WHY’' AND 'WHAT' OF LITZRATURE

WHY TEACH LITERATURE?

Despite the efforts of a few television historians
and critics; like Erik Barnouw and Horace Newcomb,
the_fact is that the most effective purveyor of
language, image; and narrative in American culture
has_failed to become a subject of lively humanistic
discourse. It is laughed at; reviled, feared, and

generally treated as persona non grata by

university humanities departments and the "serious”

journals they patronize. Whether this is the cause
or_merely a sympt.om of the precipitous decline of
the influence of the humanities during recent years

is difficult to say. In either case, it is
ugfggtiiﬁiféﬂiét -the scholars and teachers of The
Wa: ;e;:@ia,ﬁa’iié; found "the vast wasteland" umTvorthy
of_their attention. Edward Shils spoke for many

literary critics when he chastised those who know
better but who still give their attention to works

of mass_culture; for indulging in "a continuation
of childish pleasures.” Forgoing a defense of
childish pleasures; I cannot imagine an att.tude
more destructive to-the future of both humanistic
inquiry and television. If the imagination is to
play an epistemological role in a scientific age,

it cannot be restricted to "safe" media. Shils

teased pop-culture critics for tryiag to be
"folksy"; unfortunately; it is literature that is

in danger of becoming a precious antique.

Atlantic Monthly, August 1984, p.34

This statement uncovers many aspects and attiiudes in the teaching
of literature — quality of literature, traditional versus contemporary
iiterature, literature for enjoyment versus literature for learning — but
it does end with a fear that many English/Language Arts teachers harbour to
various degrees: is literature as we have known it in danger of being
relegated to a dusty shelf? If we believe that, then we are probably

4
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John Dixon, in Growthethrotghlénglisﬁ (1975), described the three
dofiinant models of English that had been widely accepted in schools on both

sides of the Atlantic at the time of the Dartmouth § Seminar of 1966. The
first centres on skills, 1dent1f1ed in partxcular as readxng, vocabulary,
spelling, grammar, punctuation, speakxng and lxstenxng subskills. A skills
approach, in Dixon’s opinion, has brought almost universal literacy to the

western nations, as judged by the literature of the popular press.

The cultural heritage model éEréégéé cilture: Literature’s purpose
is to present experience to the reader so that the reader may deVelop
attxtudes and personal evaluation in consonance WIth and in response to his
or her environment. A third model is that of personal growth Literature
becomes a shared experience, and it is through the language of literature

that éxperience becomes real to the roader.

Either of these two latter approaéheé of a combination of both is
reflected in current rat1onales, exp11c1t or xmplxcit in English/language
arts curriculum documents, textbooks, and programs A cultural heritage
focus is provided in a program for teachxng Ganadian literature in the high
school developed by Ian Underhill and presented tarting the Ark in the

Dark (1977). 1t is argued that "much of our culture is remembered through
our literature", and that "]iterature affords us arother way of looking at

Where we have beesn and what we have

done" (p. 5) Underhill moves ; towards a personal growth model in this

following statement:

By having our students experience literature, we are
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helping them to move towards a key realization;
namely, that art is an imitation of life and that -
literature is an im&ginative representaton of it.
Literature is both similar to, and more than, life
itself. It is similar to life because it uses the

elements of human existence as its material. (p. 5)

The quotation from Starting the Ark in the Dark is particularly
useful because it demonstrates that any attémpi to develop a program of
study of national or regional literature must embrace a cultural Eériiagé
model, because it assumes that a study of national or regional literature

is indispensable to a knowledge and understanding of the country or region.

A rationale also used is that the principle reason for using
literature is that students may derive pleasure from reading. such a
rationale is justified by references to studies of adult readers of fiction
who state that they read for pleasure. Reading for pleasure is a
particularly appropriate rationale for the use of literature in early
childhood and in varying degrees throughout the elementary school years.
Robert Penn Werren warns that fiction does rot give us only what we want,
that is pleasure without the painful consequences of real-life experience,
but more importantly it may give us things we hadn’t ever known we wanted.

From Northrop Frye (1963) comes the rationale that literature
educates the imagination. Literature presents a vision or model in the

mind of the reader of what he or she wants to construct of the world as a



7
social human form. This imagination plays a crucial role in the scheme of
human affa1rs, it prov1des the power of constructxng possibie models of
human exper1ence. Literature thus belongs to the world that man
constructs, not to the world he sees. "Literature’s world is a concrete
human world of immediate experience" (p. 8).

Th1s concept of the value of literature is a powerful one because
1t precludes the argument that the read1ng of 11terature inculcates moral
values that transfer to actions in the world. The argument that 11terature
1nculcates pos1t1ve and/or negative moral values and att1tudes wh1ch govern
the behavior of the reader is a contentious one, and is best avoided
because 1t can only be based on the personal values and attitudes of those
engaged in the argument. In short, values and att1tudes exist in readers,
not in works of literature.

Louise Rosenblatt art1culates a persuasive case for literature in

Literature as Exploration (1976). The title of her book suggests her

approach: literature needs to be "rescued from its diminished status as a
body of subject matter ano...offered as a mode of personai 11fe—exoer1ence
(pr X). Rosenblatt sees literature as making comprehens1b1e the myrxad
ways in wh1ch huiman beings meet the 1nf1n1te poss1b111t1es that life
offers. Her focus is on the per31st1ng or universal human traits extant in
11terature, tra1ts that per51st despite social and cultural changes. Thus
does her rationale d1ffer from those 1mp11c1t rationales of the cultural

heritage and personal growth models.

For Rosenblatt growth occurs only after the student or reader has

responded freely to the "text". It is through a critical éorutini of

bk |
s YL
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come to unaerstand thezr personal att1tudes and ga1n the matur1ng

Literature thus possesses great potent1a1 for the assimilation of ideas

and attitudes: Readers comes to know intimately many persona11ties, they
see with new emotions t the condttzons and the lives about them. "And these
vxcarxous experxences have at least someth1ng of the warmth and color and

1mmed1acy of life" (p: 182); ﬁzterature can foster the interplay between

1nte11ectua1 perceptxon and emotional drxve that is essential to any vital
1earn1ng process; Rosenbiatt's rationale is best expressed in her own

words:

therary works may help hzm to understand h1mse1f

and his problems more completely and may liberate

him from his secret seif—doubting and personal

anxxetxes bxterature s revelatxon of the diverse

elements of our compiex cultural her1tage may free

him from the provinc1aizsm of h1s own necessar11y
11m1ted environment: Books may often prov1de him
w1th an tmaée of the kind of persona11ty and way
of life that he will seek to achieve. (p. 273)

Robert Frotherough in ﬁevelop1ng Response to f1ct1on (1983)

believes that teachers Instxnctxveiy validate the1r choices of "texts" and
methods in terms of their pupxls' reactions: He structures 1nto three main
gfcﬁpé the péféeptions of the major purposes of teaching literature gleaned

from discussion with and a survey of teachers.

12
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(a) Personal functlons - storles offer enjoyment, pléasﬁré, relaxation,

and develop p051t1ve attitudes towards readrng, books deveiop the
imagination; books aid personal development and self—understandtng,
and extend exper1ence and knowledge of lIfe

(b) CUrrlcular functlons - books develop the pule's use of language,
11terature is a ba51s for other Engl1sh act1v1t1es, literature study

carries over into other subjects.

(c) L1terary funct1ons = books enjoyed progress1vely make more demandtng

works ava1lable to the reader; they deepen 11terary apprecxatxon, they

enable the reader to dlscrimlnate and evaluate on a wider basis; they
help to establ1sh an understanding of the nature of literature and of

the course of literary history.

The results of a survey of English teachers in England revealed

that teachers of d1fferent sexes, ages, and types of schools with little
variation agreed that the affective aims of the 'personal' function came

first of 100 object1ves rated. "what were rated very low were those

ObJeCtIVES that mlght be called 'l1terary'- deﬁeloﬁin§ the aBility to

tecﬁnxques, gaining knowledge about books and authors" (p 9).

At the Inv1tat1onal COnf*rence of the Internat1onal Federatxon for

Teachers of Englash (IFTE), November 1984, one of the strands was on

1anguage, literature and human values. In a report of this strand or
commission to the qeneral conference assembly, a rationale for the ééééﬁiaé
of literature was proposed by Garth Boomer (1984) The sense underly1ng

th1s commlssron was that there ex1sted a tacit understanding that language

13
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and literature proVIde the br1dge between 1nd1v1dua1 personai autonomy and

metaphorical the role of 11terature and the arts in education is crucial.

The IFTE fépuét deemed liteérature an essential mode of human
activity:

Interpretatton durtng and follow1ng the experience of maklng and

aware; m sen51t1ve to both the unlqueness of the individual

W:red culture, and more knowledgeable aboutetheeonQOIng

culturaieaxaiogue dxrected towards great issues wh1cheshapg

peopleeaﬁaeuhxch they in turn shape The readlng, wr1t1ng and

dxscussing of 11terature in schools should aim at enhanced

abxirty to reflect through encounters w1th d1verse texts and

with other readers and writers. (pp. 2-3)

The commission affirmed "that the goal of literature teaching is
the enfranchisement and empowerment of children as learners and actors in

the making of culture® (p. 3):

In Defense of Literature

Although the IFTE language, literature and human values commission
sought to tac1t1y defend literature, other associations represent1ng
Engllsh teachers have taken a oublzc and pol1t1ca1 pos1t1on in reaff1rm1ng

the role of literature in English and in education. In 1976 the Report on
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English Lanquage Education in Canada was presented to the Canadian Council

of Teachers of English. Chaired by William Prouty of the University of New
Brunswick, the Prouty report recommended specifically, in Recommendation
3.a, "that literature is at the core of our culture", and in 3.b, "that

literature is the best available influence on written compositicn".

A similarly-titled report today might not place literature at the
core of our culturé; it might talk of literature as one of the humanities
or one of the aesthetic arts. Similarly, it might make a less extravagant
claim for the influence of literature on written composition, and might
stress the writing process and the part that personal experience and

ekpreSsive iénguége piays in the writing process.

The National Council of Teachers of English through its SLATE

Committee (Support for the Learninc and Teaching of English) publicly

defended literature in Volume 4, Number 4 (April 1980) of their newsletter.
In "Literature as a Basic" the power of literature is seen in three

domains — practical, personal, and social.

The péééticéi value of literature is that it develops in students
iaégé vocabularies and an ability to use language effectively, including
writing. The personal value of literature is that through poems and
stories the student can participate in many lives. Literature requires
readers to do their own thinking and to be responsible for making meaning.
Readers look at characters in literature and ask questions about how and
why Such characters lived. "Youngsters answering such questions must speak

of their own beliefs and values, their own ideas of right and wrong. In

-d|
i



12

this way literature involves Ehem in the life of moral choice. A teacher
who helps young people learn how to think about a Story or poem is helping
them develop a Eﬁoﬁéﬁﬁfﬁi; EéfiéétiVé approach to their own experience". In
this way students and readers prepare themselves in imagination for what
life may or will bring. The social value of literature is that the life
and character of a nation; its ideals aﬁé éfeams = and its greyer sides -

are revealed by its literature.

Another NCTE committee recently ééféh&é& literature téaching. The
Coalition of English Associations; féﬁféééﬁtihg college and university
English teachers in the United States, met in August 1984 and prepared a
public statement entitled "Toward Excellence in English". Their statement
begins: "Although most of the féﬁéfﬁéi assert the value of learning to
write, they fail to recognize the importance of studying literature." On

literature the report writes:

Literature enriches and broadens the experience of
life. It plays a significant role in learning to
use language well: By studying 1itéfatﬁre people
learn how ideas, emotions; and ﬁoééi commi tments
have been fused in language. By 1éétﬁiﬁg to
analyze and interpret the language of literature

1 among the reports the Coalition reviewed were A Nation At Risk: The

Iiperative for Educational Reform, and Action for Excellence: A

comprehensive Plan to Improve Our Nation's Schools. Both are national

reports produced recently in the United States.
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they learn to deal with ambiguity and to remain wary of
answers that close off the possibility of discussion:
Learning how to interpret complex, emotionally intense
literary works enables them to improve their own writing and
ﬁéips them iniérpret the various forms of communication they
encounter in their daily lives.
Learning to interpret literature is a key link between
functional literacy and the highest intellectual bﬂfpéééé of

learning. (pp. 577-8)

The bias towards iitetary criticism is definitely evident in the
statement, and that approach is not appropriate for elementary students nor
for the ﬁaﬁbfity of high school students. However, the statement on
selection is more Btoééiy applicable. Rather than establishirg a common

body of literature, the Coalition recommends that:

Students should read works that help them define
in the literature from their own cultures and
regions, from the pluralistic American (substitute
canadian) experience and from the world at la:cge.

(p. 578)

Individuals éﬁéék éiddﬁéhtly in defense of literatureé. Deanne
Bogdan (1982) brings Northrop Frye to literature’s defense by stating that

literature needs to be defended in times of social strain, and that it is
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more positively fé§étaéé as Sbciety becomes more confident about its
values. Interestingly, Bogdan claims that values education as a specific
subject in school curricula "is an attempt to replicate explicitly the
values that the study of the humanities transmits implicitly. It is not
coincidental that the @étééivéé need for education in values is concurrent

with the demise of a liberal education " (p. 205).

Frye 5f§ﬁé§ that a &iéjﬁﬁéticﬁ between art (including literature)
and society occurs wherever Society relegates art to the periphery of what
it deems to be Social necessity: In times of econom.c Scarcity, necessity
is interpreted ir tangible terms, excluding art and literature. Thus
literature needs to be defended éﬂfiﬁg such times: literature confers the
kinds of knowledge and experience that should become the informing
principle of civilized life. (Bogdan, 1982)

Merron Chorny; who has made such an important contribution to
Canadian English education; defends literature bccause of the personal
power with which literature infuses our lives. In "Perspectives from
Canada: English and Change" (1983) he writes: "I perceive my past through
the literature of my memories and respond to it in terms of my present
5éih§ and time" (5@; 179-180): He ébﬁtiﬁﬁés by inftddUCing the reader

roles of spectator and participant, attributed to James Britton.

Literature allows the reader to look at the world as a
spectator and enables him to reflect on and evaluate that
world and himself in relation to his interests, desires,

sentiments, ideals, attitudes and values. But for individual

18
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ends, each reader needs to ﬁéiéiéipate in the process;... .
(p. 180)

For Tan Hansen (1984) literature is essential because fiction
stands between us and "statistical man": He uSes this term to refer to
mankind in the microchip/technological age; an age where humanness is
sacrificed for scientific and technological elegance and efficiency.
Hansen, addressing the 1984 CCTE conference, argued that literature is
required for survival of the humanities, and for meeting that need in
mankind. Literature gives insight into reality, and piaviéeé a new view of
life. The riovel is an imaginative enactment by which we enter worlds we do
not know, and through which we relive experiences:. He, like Merron Chorny,
refers to the value of the spectator role of the iééééf who looks on and is
free to make ﬁudgéments without having to bear the responsibilities of such
5ucigemen£s.

Finally, Robert Sanford of the University of Manitoba defends the
role of literature in schooling in a critique of the new Manitoba
English/Language Arts Curriculum. He argues first for a core place in
Eﬁgiish/ranguagé Arts curricula for literature; and them goes on to state:

In all civilized societies literature; like history
and philosophy — and more recently science — has
been regarded as an indispensible way of knowing
about one’s world and about oneself. Historically
and logically literature is no more than an adjunct
to language learning than history or geography or

science.... Literature needs a place of its own,

19
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as a legitimate Field of inquiry in its own right.
our young people cannot afford to be without the
insights great literature affords into the human

condition. (1983, p. 65)

objectives for Teaching Literature

Pationales for teaching literature are often implicit in the
objectives for including literature in English curricula. It is
interesting to look at statements of objectives from two quite different
organizationn in two actions: The first is from a stbmission made by the
English Teachers’ Association of Western Australia to the Beazley Committee
of Enquiry into Education. The submission was prepared in response to a
proposal to eliminate literature from the English program in favour of
Functional English skills: Following a definition of literature the
submission identifies some of the functions of literature in an English
course as:

- development of an alternative means of perception
and ordering of experience,

- development of complexity of expression and
response through symbolic representation beyond the
scope of logical reasoning;

~ development of competence in writing through
exploration of alternative modes and forms of
expression,

- development of more flexible and adventurous

coonitive style through learning to function in the

20
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category of possibility,

- development of aesthetic awareness through
encounters with literature as artistic artefact,
- formation of moral, ethical and values systems
Eﬁfaﬁéﬁ éiﬁiéiéﬁiéﬁ of moral attitudes and values
systems represented in literature,

- transmission of the cultural heritage through an

acquaintance with the historical basis and cultural
tradition of poetic mode writing and through
exposure to the best that has been written in that
tradition.
(Eﬁgiish Teachers’ Association
of Western Anstraiia, i§é4,

p. 45)

The National Council of Teachers of English in the United States
has reaffirmed the value of a baianced education through its publication in

1979 of Essentials of English: A Document for Reflection and Dialogue

Literatuce is the verbal expression of the human
imagination and one of the primary means by which a
culture transmits itself. The reading and study of
literature add a special dimension to students’
lives by broadening their insights; allowing them
to experience vicariously places; people, and

events otherwise unavailabie to them, and adding
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delight and wonder to their daily lives:
Ebiidwing that introductory statement come the objectives. Through
their study and enjoyment of literature, students should
- realize the importance of literature as a mirror
of human experience; reflecting human motives,
conflicts, and values
- be able to identify with fictional characters in
human situations as a means of relating to others;
gain insights from involvement with literature
- become aware of important writers representing
diverse backgrounds and traditions in literature
— become familiar with masterpieces of literature,
both past and present
= develop effective ways of talking and writing
about varied forms of literature
= éxpériénce literature as a way to appreciate Eﬁé
rhythms and beauty of the language
= develop habits of reading that carry over into

adult life.

one further objective under the sub-heading of Reading applies also to
literature. It reads that students should "learn to judge literature

critically on the basis of personal response and literary quality".

In summary, there are many arguments for the importance of

literature in the English curriculum, and in the total enterprise of

schooling. But further than formal schooling it is hoped that students
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will develop a lifeiong love of liteature; attitudes towards literature

more than anything else are being formed during the school years.

In short, literature is ﬁéiéiéﬁiéiiy suited to fhé development of:

1. an alternative means of perception and ordering of
experience which allows the integration of personal mood,
attitude and feeling into the cultural pattern;

3. complexity of expression and response through symbolic
expression that is beycnd the scope of logical reasoning;

3. adventurous, speculaiive thinking and theorizing in both
the sciences and arts through the concept of possibility;

i. the medium of integration within the individual
permitting control of the real world as an object, and
freeing the individual to act affectively in that world;

5. a more flexible iééﬁéﬁéé and adventurous cognifive style.

(0’Neill, 1984, p. 26)

Literature must have more diverse and diffuse roles than
transmission of the cultural heritage and provision of fiodels for writing.
@m@matome@&ﬁ@ééﬂéﬁﬁﬁﬁ&éﬁﬁ@é&ﬁmntm
psychological significance of literature for personal growth — cognitive,
affective, and sociocultural: The functions of literature suggest that it
might contribute to the psychological development of the individual in the
following ways:

1. Formation of a social construct of reality: (Literature

can present possible ways for society to be or becone:)

2. Escape from reality.
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Construction and ;ééahééiﬁééiéﬁ 6f seif; (Literature can

),

action not available to the individual otherW1se; The
reader is able to live through the Exﬁerzences in the
persona of a character who possesses characteristics
markedly different from his own).

4. Provision of vicarious experience: (Literature may
encourage empathy with others, and broaden readers’
perceptions of others).

Formation of moral and ethical values systems:

(S N

(Literature involves a wide range of human concerns; and
presents moral attitudes and unvoiced systems of values
to which the reader must respond, Eﬁf6ﬁ§ﬁ the
consideration of various value systems the Eéaéef may
reshape individual values without threat to self).

6. Development and satisfaction of an aesthetic awareness:
(O'Neill, 1984, pp. 26, 27).

Don Guttéridge (personal communication, 1985) admonishes that no
literature programme can work without some attention to each of tﬁé
forces that constrain object1ves Thus the ‘balance’ between ﬁésthai
and social, psycholog1ca1 and cultural, pleasure and aesthetics

objectzves are partly pol1t1ca1 decisions to be made in and by each
Eéﬁﬁﬁﬁifyz Therefore no comrission such as this one can ever suggest
a 'correct’ or 'proper’ or ’'right’ approach among legitimate variables

which have authentic community normative entailments.
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What Is Literature?

ﬁationaiizing the role of literature in the curriculum is a simpler
task than defining literature. Literature has traditionally been defined
by genre (novels, plays, short Stories, poetry, essays), by modes of
discourse (narrative, expository, argumentative, descriptive), by time
periods (Elizabethan, Restoration, Victorian, Twentieth Century), by
nationality (British, Canadian, American), or by quality (traditional,
classics). Within each of these was also a tendency to develop different
canons for different levels, Such as élementary school, high school, and

university where the ’‘real classics’ were studied.

Definition by various means cf catégorization depended upon the
purposes for teaching literature and the philosophy of literature and
literature teaching. The problem with a definitive definition of
literature is that it fixes the manner in which literature is selected,
organized, presented, and taught. If literature can be considered as
something different from the texts themseives, then the purposes of
teachers and readers may be considered, and a flexible approach to
selection, organization, and pedagogy is permitted. That will be the

épproéch adoptéd in this chapter.

If we define literature as that canon of texts which have been
recognized tacitly as such throughout literary history then students are
encouraged to stand passively before them, in a staté of homage. Similarly
students kiow that their writing can never compare favourably with the

works of literary immortals. But if literature is seen as an active
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process of recreation of ﬁééﬁiﬁ§; then the act of reading rather than the
text is the focus of attention, and this process relates happily with the

composition process. (The Troubled Connection: Inkshed #6, 1984, p. 5).

Rather than defining literature as something, a canon of texts, I
prefer to define literature as a way of reading, one which includes the
writer, the text, and the reader. Russell Hunt (1954) approaches
states that stories do things to people; that things happen to people when
they read, and any theory about the Elédé of fiction in ééhéois must begin
with this premise. Put more concisely,

Literature is any text that offers the possibility for

aesthetic reading or v1ew1n§ and listening: The

literariness resides in the transaction between reader
and text or reviewer and performance. A literary work
comes into being when there is a transaction between text
and reader in which personal experience with the work is

primary. It provides pleasure and contributes to a

shared culture. The literary transaction is both

idiosyncratic ard social. (Boomer, 1984)

This way of defining literature raises several issues. First, the
idea of a transaction between text and reader needs clarification; second,
literature is rot necessarily restricted to print; third, literature can be
Sﬁﬁiéééhéd Eﬁtéﬁgﬁ other modes than reading; and fourth, the event is both

idiosyncratic and social.
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‘Efferent’ and 'Aesthetic’ Reading

When literature is aefxned in terms of its instantiation in the
readers’ mind we can refer to bou1se Roaenblatt's distinction between
refferent’ and 'aesthetic’ readlng Rosenblatt (1978) shows readers as
active, building up a poem" (her gener1c term for any literary reading)
for themselves through the transaction of their life experiences w1th the
text (the printed symbols on the page): Readers approach a text with
expectatiéné, and these expectations dIrect the reader s attention which in
turn determlne the meaning generated in the transaction between reader,
text, and poem; Exoectatxons are fluxd and change as the tex: is
(nonliterary) texts is primarily one of focus of attention and expectations

(p. 23).

In efferent reading our attéhtidn is given to what will remain
after we read. Efferent reading is reading for information. In aesthetic
reading the reader’s attention is centred entxrely on what he or she is
living through during his or her relationship with the particular text. An
aesthetic reading is a lived-through experience (pp. 24, 25).

Her emphasis on the reader living through the experience does not
minimize the importance of the text. Both are necessary; and together
create the "poem". The poles of éfféééﬁt and aesthetic reading exist on a
cont1nuum of possible re1ationsh1ps or stances towards a glven text. Onie
text may be experienced in varying degrees of aesthetic or efferent reading

by dtfferent readers or by the same reader at different times (p 35) And
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a fiore or less aesthetic reading may shift to an efferent reading "when the
reader is more concerned with the information being acquired than with the

experiénced meaning" (p. 38).

Rosenblatt does not see judgemental or critical response occurring
after reading. Rather we judge as we read. A text can be read
aesthetically or efferently, at different times, by different readers; a
text can be read efferently and aesthetically at different times Ey tﬁe
same reader as his or her expectations and focus of attention change or

shift.

Widening the Web of Literature

Literature is not restricted to print materlal or text in the
trad1t16hal sense. Alan Purves in his response—centred curriculum
descrrbed 11terature as that which arouses a response, "it is a vast
asséftment of verbal (usually) utterances, each of which comes from some
wrtter, who has a voice; and each of which in itself has some order" (1972,
p- 25); purves therefore includes both scripted and 1mprov1sed tﬁeatre,
film, teiev1szon drama, stories, cartoons, and jokes. Jan WOoley (1982)
includes oral narratives, folk songs, playground rhymes, pop songs, com:cs,
noveis, £ilm, and telévision as well as the works traditionally regarded as
literature (p 30) Christine Higgins (1982) broadens this to include
texts as various as newspaper and advertising copy, broadcast current

affairs d:scussxens, pol1t1ca1 cartoons, talk-back radio discourse, and

magazxne articles (p- 131).
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Those who broaden the web of literature would argue that since
literature is defiﬁed by the act of responding, by the transaction between
reader/l*stener, text, and poem, then texts need not be restricted to
§riﬁféd symbols rn publzshed form. They might also argue that all
literature is derxved from speech or what David Allen refers to as
"art—speech" (1986, p: 101). Art-speech includes the novel; poem, play and
autobiography (whether created or received, silent or aloud, priﬁaéé or
pub11c)* "The raw materlal of art-speech and of Engl1sh is the personal
experrence of a human belng K (p 101). L1terature is the core of

art-Speech; The value of art-speech as 11terature is in recreative

reading; ift-speech bridges thé gap between person and culture.

The Eoﬁéeﬁé of art-speech is a powerful one because it extends
developmentaiiy our not1on of what constitutes literature. Northrop pfyé
(1963) stated that "no human society is too primitive to have some kind of
literature: The only thing is that primitive literature hasn’t yet become
dlstinguished from other aspects of life: it’'s still embedded in reixgion,
mag1c; and social ceremonies" (p. 13). Michael Taft (1985), a folklorist,

argues powerfully for the legacy of folklore to literature.

The oral tradition permeates all literature, and gossip is part of
oral literature. David Jackson (1983) believes that although gossrp tales
sound factuaiiy accurate they are more at home in the world of fiction.
"Gossip tales come to us as a prxmary, human necessity, as a way of

tailoring down the otherwise bewildering flux of experience to our own

personal sizes..." (p. 3).

9
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Viewed from this angle, fiction stops being the stuff we find
only in books. In order to live we have to make fictions.
It's one effective way of patterning the chaos of experience.
And instead of fiction being seen as an exclusively literary
thing,...all these arbitrary divisions can merge into the
more connected workings of a fiction-making continuum that
holds together gossip tales, diary anecdotes and book
fiction. The writer is part of the commmity of tale

tellers,... (p.3).

Folklorists, gossipérs, storytellers, writers, are all working with
and upon the raw materials of human experience. Those involved in creating
literature are participants or spectators in the events that constitute
literary experience. As readers/viewers of literature they also take a
participant or spectator role. D.W. Harding and James Britton have
developed the concepts of participant and spectator role in the genésis of

and response to literature.

Participant and Spectator Roles

James Britton (1963, 1550, 1984) suggests that literature is
writing in the role of spectator = spectator of other people’s lives, of
one’s own past or future or what might have been. It is writing freed from
the participant’s need to respond with action or decision; it is writing
free ib savour the emotions which participants mst diSChargé in action or

fret away in anxiety.
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Britton believes that we relish the role of spectator of other

person’s lives; or the mythical lives of fiction, "for the simple reason
that we never cease to want more lives than the one we’ve got; and better
lives; more exciting or more Successful: and for the further reason that we
cannot conceive of pursuing this one and only life in blind ignorance of
the lives around us whose many motives may involve us sooner or later..."

(1963, pp.42-44).

For Britton what matters is not whether events recounted are tzue
or as participants. Whenever we play the role of spectator of human
affairs, we are in the position of literature. As participants we apply
our value systems; as spectators we generate and refine the system itself
(1084, p. 326). Writing in the spectator role produces a verbal object, a
piece of literature, something which the beginning writer can achieve as
does the poet, the novelist; the piaywright. éuch spectator role ianguééé,
"in its fully developed form - as a fﬁiiy shapéd piece of discourse —
becomes the language of literature” (1984, p. 327).

Literature; then; is the shaped verbal object which results from
writing in the role of spectator: All writers in the role of spectator are
able to produce verbal cbjects. Does this suggest that children’s writing

is literature, and as such usable in the English classroom as literature?

Children's Writing - Literature?

A conception of larguage in the role of spectator would lead to the

W
[ YK
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belief that when children’s stories and poems; though written for self,
re—emerge as experience to be shared and talked over in the classroom, they
become the literature of the classroom. Such a coﬁceptioﬁ places pupiis'
wrtttng as embryonic literature (Allen, 1980, p; 39); it might be
conszdered literature by pupils but would unlikely be considered such by
adults, though it is hoped that 1t would be accepted by adults for whaf it
ig - embryonic literature. Britton writes that "gc551p and the child’'s
ﬁﬁéﬁépeé narrative, autobiographical or fictional, is art-like but not art"

(1982, p. 7).

In short, 11terature has been def1ned as a transaction or process
of response involvxng the tr1part1te elements of reader, text, and poem.
The text mlght be a riovel, play, poem, piece of ch1ldren s writing, a
television sertpt, radio talk-back program, a film, a pol1t1ca1 debate-
Readers approuch a text with expectations which automatically lead to an
efferent or aesthetlc reading, and this may change with expectatxons, tiﬁé,

place, or reader.

The verbal object, what is traditionally seer as the text, remains
at the centre of literature, though its roots are often in the oral
tradition and tbe spectator rolé. Thus film is a rcepohse to iitérétﬁre on
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réépoﬁée to literature. Children’s writing is embryonic literature in the
§péét§t6f role. All are lxterature in the conceptualization that shifts
the focus from what literature i§ to what literature does, which looks at
the process of readers (and listeners and viewers) reading texts and

responding to them.
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Literature is centrally concerned with exploring and défining
the value and meaning of human experience. The uniqueness of
literature lies in the way it does this, through the
imaginative recreation and shaping of experience in language.
This definition includes oral literature, drama and film, and
it links children’s imaginative writings with the work of
published authors in that it sess them as animated by a
single impulse.

(Education Departzent of South

Australia, 1983)

mﬁsieg Sl =

Tt seems clear from the rationale for the study of literature
discussed earlier; and from the curriculum ﬁiaéiiﬁéé studied, that
students should be exposed to a wide range of literary texts - their own,
those of other cultures and those of other times: As young persons reach
out from their own worlds to the wider world that surrounds them, they must

have the opportunity to study an ever-widening range of literature.

Although students can learn that the concerns expressed in the
literature of one’s own region, province or country are a microcosm of the
universal concerns of mankind, there is a need to gradually present the

macrocosm through literature. The literature program of the final high

fereign.
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one method of encompassing a range of types of literature is to
consider poifits of view in relation to types. In Figure 1 which follows,
the squares in which there is no check indicates a form of literature that
is not traditionally written from that point of view. (Figure 1 and the

ensuing discussion is borrowed and adapted from Moffett & wagner, 1983).

FIGURE

Forms of Literature as Points of View

Folk Fables Myths Legends Nar- Fan- Real-
Tales and rative tasy istic.

Parables Poetry Fiction

Fictional =

Chronicle (they)

Fictional Bio-  * * *
graphy(he or sl.2)

FIRST PERSON g * *
Fictional Mem-

oir

biography

Fictional
Diaries

Fictiona®
Letters
(Moffett & Wagner, 1983, p. 278)

Fictional chronicle literature has no central character but focuses

on a group. Fictional chronicles are relatively impersonal and emphasize
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commmal experience: A great many myths, legends, science Fiction novels,
realistic novels and fantasy are written from the third person point of
view. Fictional biographies are third-person invented stories with one
central protagonist: Most modern short stories and rovels are written from

a single viewpoint and in third person.

Fictional memoir, written from First person point of view; often

participant: Fictional autobiography usually features an older person; and
is often about problems of growing Up. This makes if easy for adolescents
to identify with. It also naturally provides a double perspective on this
youthful experience - that of the narrator as a participant at the time of
the events and as an author recalling those events after much intervening
experience. Fictional diaries magnify ongoing detail and feeling. This is
an advantage for inexperienced storytellers: Diary accounts stimilate
identification with historical figures: Fictional letters offer students

an opportunity to let a monologuist reveal herself or himself (pp.277-306).

The columns in Figure 1 present genres: Folk tales speak to the
child in everyone. They symbolize deep fesling and serious thought in
fantastic figures and events; and readers may find in them a fusion of the
imagination and intellect. Both fables and parables are highly pointed
narratives in prose or poetry. Fables and parables encourage readers to
infei a generality and to intérprét symbolically. The difference between a

fable and a parable is that a fable always has an explicitly stated moral

n
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at the end whereas a parable is a Story that teaches but stops just ~hort

of stating its thought explicitly.

Myth is the literature that declares culture’s core beliefs and
values. This ~iterature is an important key to ﬁﬁéé%étéﬁding how & people
explains itself and its world: it is this explanatory power that makes
fyths fascinating for y&uﬁé readers who are also in the process of
explaining many forces, phenomena, and relationships in their experience.
Whereas myth is primal religion and science; legend is ideaiized history.
Legend speaks to the nexd for heroes and heroines in the world, people who
by their deeds transcend our everyday human condition. Seekihg heroes is

<150 part of a search for positive models to imitate.

Narrative poetry, including ballads, pose models for student
storytelling. Fictional biography or chronicle or autobiography or memoir
= all can be cast as poetry: Like baliads; rarrative poems lend themselves
magic abounds, where logic is upended and things are not as they seem.

Many of the classics in children’s literature are fantasy: Wéfﬁé of
fantasy are the products of creative minds in that fiﬁE5§§ writers take
apact the familiar world and reassemble it in startling ways that show
relations and impiications that are often unique. Finally,; réaiistic
fiction includes stories and novels that are set in a world governed by the
same laws of time and space, and the same logic of cause and effect, that
we £ind in the everyday world. This is a popular genre with children,
adolescents, and adults. "Good fiction has a sense of reality, at lesst

one fully rounded character for the reader to identify with, and an

M
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inventive plot" (p.296).

Thé types of literature displayed in Fiéﬁié 1, §i6ﬁ§ with the
organization of typee and point of view, presents a useful means of
incérpc:a%ing a varied and wide range of fictional literature in a
literature program. Other means of orcanization are possible; and
ﬁtdv;ﬁéiai curriculum guides sometimes offer ways of iﬁéoiﬁdtétihé mary

types of literature into Englisth: piograms.

Teachers of English, especially when organizing their own
literature programs, might be interested in knowing the types of literature
most €requently listed in Canadian Englich/Language Arts curricula. Table
1 presents that information reported in 1980. Table 2 provides information
about the most frequently iisted Canadian literature in Canadian

tables is unknown).

27
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TABLE 1

Most Frequently Listed Literature Titles as Avallable from of Recommended

by Provincial Departments of Education in Canada (1980)

No. of

Title Author Nationality
of Author Provinces
Listed
'I'o K111 a Mockingbird Lee, H: American 8
The Pearl Sge;nbééi& I American 8
Lord of the Flles o Golding, W: British 8
who Has Seen the Wind? Mitchell, w.O. Canadian 7
The 01d Man and the Sea Hemingway, E. American 1
The Crysalids Wyndham, J. British 1
Animal Farm Orwell, G: British 7
The Red Pony Steinbeck, J. American 6
Pigman Zindel,; B: American 6
Great Expectatlons Dickens,C. British 6
A Separate Peace Knowles, J. American 6
Lost Horizon : Hilton, J. British 6
Lost-in the Barrens - Mowat, F. Canadian 6
The Incredible Journey. Burnford, S. Canadian 6
The Mountain and the Valley Buckler, E: Canadian 5
In The Heat of the Night Bull, J. American 5
Shane - Schaefer; American 5
Cry, The Beloved Country Paton, A: South Afncan 5
Moonfleet Faulkner British 5
The Grizzly Johnson; A:&E. American 5
Kon-Tiki Expedition Hyerdahl, T: Swedish 5
Never Cry Wolf Mowat,; F. Canadian 5
The Outsiders Hinton, ,S E. American 5
Anne Frank Frank, A Dutch 5

ag
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TABLE 2
Canadian Authored Novels most Frequently Listed for Use by Provinces (1980)

No. of

Provinces

Title Author

#ho Has Seen the Wind?
Lost in_the Barrens

The Mountain and the Valley
The_Incredible Journey

Never Cry Wolf

wWhere Nests the Water Hen?
The_Stone Angel

More Joy in Heaven

Execution.

Each Man’s Sof

Barometer Rising
People of the Deer
The Watch_that Ends the Night

Death _on_the Ice

Boss_of the Namko Drive
Leaven of Malice

Fifth Business
w0 Solitudes

The Loved and the Lost
Earth and High Heaven

A Jest of God

Swamp_Angei .
The Sacrifice

The wWhite Eskimo -
Such is My Beloved

Listed

Mitchel.., W.O.
Fowat, F.
Buckler, E.
Burnford, S.
Mowat, F.

Roy, G -
Laurence, M.
Callaghan,
McDougall,
MacLennan,
MacLennan,
Mowat, F.
MacLennan,
Brown

st. Plerré,
Davies; R.
Davies, R. __
MacLennan, E.
Kreisel, H.
Callaghan, M.
Graham, G.
Laurence, M.
wilson, C.
Wiseman, A.
Horwood, H.
Callaghan, M.
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QUALITY OF LITERA

The quéstion of quality of literature is as thorny a one as that of
defining literature. To define quality literature would be to create a
literary canon for a particular purposé at a particular lavel of readership
for a particular audience. Even within these narrow strictures there would
be mich controversy; and English teachers wculd be hard-pressed to agree on

a définition, let alone a canon of literature.

1f we retain the broad concept of literaturé as described earlier
there can be a qaiée different aporoach taken to the issue of quality of
literature. Literature is that which evokes an assthetic or literary
reading. The transaction that takes place between reader, text and poem is
the important ~lement in the experience of literatire. Therefore ore of
the marks of quality literatire for students is that the literary
experience leaves them sufficient latitude

to remake the book as they read it; bringing to it their cwn

everything; they leave nothing for the reader to do; stock
formila stories eliminate all sense of the unexpected.

(Protherough, 1983, pp. 26-29).

For the above reasons we rarely find filmed versions of literature

fully satisfactory: they eliminate the imaginative opporcunity for us to
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construct and mentally visualize characters and incidents for ourselves.

Provxnc1a1 Engl1sh curr1cu1a, particulaily at the middle school and
hxgh school 1evels, will probably always provide a canon of 11terature,
organxzed in a var1ety of ways. The titles mlqht be chosen because they

fit a cultural her1tage model, a personal growth model (less 1ike1y) ; or
because they are prerequ1s1te readings for an academic study of literature
at tert*ary levels It is hoped that currlculum canons will continne and
expand to include more contémporary and world 11terafure, and that there
will be less prescrtotton and greater prov1slon for teacher cho1ce of
Eiéiéé; with §re&ter proVision for suppleméntal selection by teachers;

Rosenbiatt (1976) warns that a stilted academic approach to good
literature in schools may contribute to students’ feeling that they can get
little personai enJoyment from it, with the reaction of turning to a type
of writing about which there hangs no academic aura (p. 210). The "more
varied the 1xterary fare provided for students, the greater its potential

as an educational: Y 1iberat1ng fcrce" (o. 214)

Partrcularly in secondary schuol students should be free to select
books of their own y choice or from thiose offered them. These choxces may
not all satlsrv the ¢ teachers' xdens of 'good' 11terature, but the responses
that young people make to the hooks they choose form the baS1s of a
develop1ng sense of 11terary jUdgement and the basis for the more mature
responses we exnect of them later. The teacher’s task is to bring the
student and “he book tcgether and then he or she can Suggest, encourage,

and quide the student in his or her choxce, and subsequent choices.
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Hook & Evans (1982) describe a teacher who; along with her class,

devised a checklist to differentiate a serious from a é&ﬁerficiéi book..
Among the points were:

The serious book presents a un1versa1 truth about

life, but the purpose of the sﬁherfxcxai book is to

make Lhe reader’s dreams come true. In a serious

book, perscnality changes are slow and often

painful, but in a superficial book &héy are quick

and easy. (p. 154)

SELECTION OF LITERATURE

The d1scuss1on up to th1s polnt has led to the 1dea that seiectxep

of literature is best left up to the 1nd1v1dua1 teacher and his or her

students; particularly at secondary levels. At elementary lavels the
teacher should assume the prlmary though not exclus1ve, responsibiiity of

selection. Such a respons1b111ty places a heavy burden on an

Engiish/ﬁanguage Arts teacher, because more than ever before that persen
will need to have a broad knawledge of types of literature, as well as

deveiopmental aspects of children’s understand1ng of and response to

literature:

Seiectxon of iitsrature introduces two related issues - the §laéé

of the "classics" in school Engllsh currlcula, and censorsh1p The piééésg

of selection itself suggests that certain works are selected and others

not: The basis for selection mlght be a canon of literature; notions of

what constitutes quality or good literature, or simply familiarity with

’m\\
oo
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particular works: I suggest that selection be based on the needs,
ehrixtxes, métﬁrétioﬁ, and developmental levels of students, given a
commonsense knowledge and understand1ng of provincial English/Language Arts

curricuia; and the commnn1ty from which the students come.

Engi:sh teachers are better qua11f1ed than most other educators or

persons to choose and recommend books for their classes. However, English

teachers must also be [ prepared to defend their choices. But teachers are

cauoht between two fundamentally d1fferent pomts of view. There are those
on the one hand for whom the teachor s role is to present and make
attractive "good literature"; select1ng; condensing, diluting, or adapting
1t in whatever ways are neceeeery to make it acceptable to pup1ls. On the
other hand there ere those who see the teacher § task as that of guiding
puplrs' readrng in such a way that the1r 1mmature likes and dislikes are
§f&dﬁiii§ cﬁiﬁééd for thé Béttér (Qdﬁiré, 1968; ppP- 63-64). The position

adapted by the teacher will be reflected in his or her selection of

literature.

The Teacher’s Role

In 1982 the National Council éSf réaie}iéts of English (NCTE)

published the pamphiet The Students’ R1ght te Read. Teachers are given a

definite role in the selectxon process; and the 1mportance of that role is
clear.

In selecting books for reading by young people,

English teachers consider the contribution which

each work may make to the education of the reader,

By,
()
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its aesthetic value, its honesty; its readability
for a particular group of students, and its appeal
to adolescents: English teachers, however, may use
different works for different purposes. The
criteria for choosing a work to be tééé by an
entire class are somewhat different rom the
criteria for choosing works to be read by small
groups. (pp. 5-6)
Likewise, the criteria for suggesting books to individuals or for

recommending something worth reading for a student are different from

critéria for selecting material for a class or group: The teacher’s task

is to select, not censor, books -

selection implies that a teacher is free to choose
this or that work, depending upon the purpose to be
achieved and the student or class in questien, but
a book selected this year may be ignored next year,
and the reverse. Censorship itplies Ehat certain
works are niot open to selection, this year or any

vear. (p. 6)

This selection role for the English/Language Arts teacher implies
an ﬁﬁééisﬁéndihg of adolescent needs and conflicts; and a recognition of
any circumstances in their personal and Social backgrounds that would make
certain books of the past or present particularly interesting and

illuminating: In short, it implies a knowledge not only of literature but
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of students. Books must be provided that present some link with the
students’ past and present preoccupations, anxieties, ambitions.
Ultimately students should learn to select their own books (Rosenblatt,

1976, pp: 72,73).

ents Right to Read (1982) suggests that in each

The NCTE in The Stuc

school the English department develop its own statement explaining why

literature is taught and how books are chosen for each class: Further;

each English teacher is required to give a rationale for any book to be
read by an entire class. Each rationale should include answers to these

questions:

1:  For what classes is this book especially appropriate?

2:  To what particular objectives; literary or psychological or
pedagogical; does this book lend itself?
3.  In what ways will the book be used to meet thoss objectives?

4.  What problems of style; tone, or theme are possible grounds

for censorship?

5.  How does (do) the teacher (I) plan to meet those problems?
6.  Assuming that the objectives are met, how might students be

different because of their reading of this book?

7.  What are some other appropriate books an individual student
might need in place of this book?
8.  what reputable sources have recommended this book? What have
critics said about it?
(Shugert, 1979, p. 188)
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Education endeavours to improve the quality of choices open to all
students. To deny the freedom of choice in fear that it might be unwisely
used is to destroy the freedom itseif. For Ehis reason teachers must
respect the right of individuals to be selective in their own reading. It
is a right of students also to be exposed to a balanced view of reality.

The English classroom should be an open forum of ideas through literature.

Teachers mist alvays remain free to enquire; to study and to
evaluate. The roles and functions of Eﬁ§ii§5/t§ﬁ§ﬁ$§é Arts téééﬁété cannot
be restricted; impaired or restrained by prior normative prohibitions based
on moral and social values of éﬁ§ individual or croup. But how far ébés a

teacher go in selecting literature which presents controversial issues?

Literature presents fear. The distinction between the fear that is
potentially beneficial and that which is possibly damaging or corrupting is
difficult to establish. In general it scems unrealistic as well as
misquided to try to protect children from everything that might frighten
them. Learning to cope with fear and pity is an essential part of

preparation for adult life.

.

To what extent should children be allowed to read of wrong;

violence, wicke - i8S, evil? Does it help tﬁéﬁ; either Ey showing them how
undesirable such behavior is, or by allowing them to sublimate the urge
towards violent or anti-social acts by engaging them in fantasy
(Protherough, 1983, p. 160)? A directly didactic view, that lessons may be
learned and values absorbed through stories; is common among the authors of

moralistic tales. Literature does not preach ready-made truths; rather it
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provides an opportunity for readers to find or fé%ée ¢ruth for themselves.

A reader’s personality strongly influences his or her response to
féaﬁéiﬁg— Because personality tends to remain relatively stable; the
xnfluence of persenal1ty on response may be stronger than any short—term
changes in personal1ty résulting from reading certain books. This fact
Justtftes readlng books with characters whose values differ consxderably
from ccnnmmzty norms. Because adolescent readers do 1dent1fy or

empathasxze with such characters, they perceive themselves from a different

own, helps to break them out of the1r egocentricity (Beach, 1979, p 137).

Eitetétﬁfe ﬁiéSénts sex. But whether sex in literature changes

student’s sexual behavzor or activity is highly guestionable. Research
suggests the opposxte~ lack of normal, healthy gex experience durxng
adolescence involving some exper1ence with sex in literature leads to later
sexual devxancy or delinquency Sex in literature may therefore
contribute, among other things, to healthy sexual development. Erotica
also provxdes aaolescents with vicarious substitute for actual sexual

behaviors, the so—called 'safetybvalve theory' (Beach, 1979, pp. 150-151).

Cy Groves (1971) gtves voice to misunderstandings that often arise
over what really ﬁappens in a classroom when an English teacher helps
students to work through a piece of literature. These are helpful points

which English/Language Arts teachers must keep in mind when selecting books

ay
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and Jefending those selections.

i.  The use of "rough language" in a book presupposss that the teacher
and students use such language and condone its use.
Language in literature belongs to the character using the language;
in fact, the author cannot even be held responsible for the language
used by a fictional character. Every word a student reads does not

automatically become the student’s property.

2.  The English/language arts classroom is a sanctuary or sheltered
environment apart from the actual world.
Through a wide and varied selection process students will develop a
process of discrimination which will involve some measure of
judgement and taste. But students must do their own thinking, and

arrive at their own judgments.

3.  There is a misunderstanding that literature is a mirror of all life.
I1f English/Language Arts teachers restricted all literary selections
in the classroom to those which reflected the "good life" it would be
a narcow and restrictive 1ist indeed. Literature has always

It is surely more important to choose books that positively have
qualities that will provide for development (emotionai, moral, conceptual)
rather than thiose which simply lack objectionable features: Our judgments
as teachers are always likely to be called into question; EecaﬁSe one of

the marks of true literature is that is is frequently subversive: it

T
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aﬁaéfﬁiﬁéé éﬁé sééésééa idééé; fréthéfeugﬁ (1983, pp. iéizlééi lists some

ﬁéréiéﬁiéf novel with a class:

1. The Teacher’s Overall View of the Purposes of Reading Fiction
(1)  why do I want to read this book with them?

(i) what do I hope that the reading may achieve?

(iii) what range of personal responses do I anticipate?

2. Literary Judgemente
(i) What are the chief merits of this work that I hope students

will discover for themselves, and how can I help them to this

discovery without telling them directly?

(ii) How important are the aifficuities it presents, and how can

(iii) Is the quairtg of the writzng good enough to extend the
pupils without being too demanding?

(iv) Is there any information which members of the group must have

if they are to appreciate the book and, if -3, how can it

best be conveyed?

(v) How ggyi@{originai/ﬁhii/cixche—rtdden are- the
o situations/characters/dialogue/relationships?
(vi) How can pupils’ developing response to the text be assessed?

3. Awareness of Children’s Tastes

(i) what is it about this book that is most 1tke1y to make it

oz pgpu‘igg?:,: I — T
(ii) How can this book best be related to what I know they enjoy?

(iii) what mode of presentation is likely to increase their

S enjoyment? Sl oo s
(iv) How far will it appeai to_both Boys and gtrls and to

different levels of ability?

{v) Does it display the qualities. that generuiiy seem appealing

(e.g. a character with whom they can associate, -a plot which

created anticipation, vivid physical detail) and is there
variety of appeal?

4. Curricular Principles

(i) How farirsfgtigeceggagyfto,Lteach' _this book; rather than
o just letting the children read it themselves?
(ii) In what different ways might I teach it; and which seems most

likely to be successful with this group?

(iii)  In what ways will it lead naturally into other activities
S without distortion? __
(iv) In what ways does it relate to the total Engl*sh programme?

(v) How far will it fit into & developmental reading programme,

enabling helpful comparisons to be made with other texts, and

49
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5. Matching the Book and the Children

(1) why do I prcpose to use this Mook with this particular group

o a?; this tii@? oo . - Ll L. - _ T T

(i1) What problems of language, concept, narrative technique,
allusion may interfere with children’s enjoyment,; and how

o should 1 overcome these? - e

(iii) How effectively will it speak to their basic hopes and fears?

(iv) in what weys may it help them .o understand themselves, their

dilemmas and choices better?

(v) How far is it likely to aid their appreciaiiéﬁ of the

humanity of people of other ages, sexes, races, backgrounds?

(vi) Does it offer vicarious experiences of aggression, danger,
fear; or suffering in a controlled way that they can

- contemplate? S ) ] S

(vii)  Will any aspects of the book need particularly careful

o handling or preliminary ’'de-fusing’?2 = =

(viii) How would I justify my choice of this book in the face of

o criticisms (from a principal or parent, say)? =

(ix) Are there any individuals in the clase for whom this book may
prove upsetting, and how might I deal with this?

Students’ Self-Selection

The hope of any éﬁgiisﬁ teacher might be that students assume
responsibility at some point during the secondary school years for
selection of the literature they read. Certainly a lifelong love for and
experience with self-determined quality literature should be our goal for
students. It is chiefly fiction that impels children tc read, to learn and
to continue reading in later lifé; Adult illerates are characterized by
the fact that they had never developed any sense of pleasure to be gained
from reading stories.

Protherough (1983, pp. 19-20) reports a study which shows that
narrative; primarily fiction; accounts for the great majority of children’s

book reading in the age range 10 to 14. Non-narrative only accounts for

50
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one=seventh of the freely-chosen reading of the boys and girls surveyed.
All the writers named by a large number of children as their favorite

authors at age 10,12, and 14 were novelists.

Next to age; sex is the most important determinant of differences

in reading interests. Pemales differ from males in preferring romance,

differences may shift as cultural values and the content of available books
change. However, thzre seems to be less influence of sex-role values on

responses (Beach, 1979, b. 138).

Using readability formulas to match reading to students’ age levels
is of dubious value; most of the standard measures of readability reveal a
serious misundsrstanding of the nature of fiction reading: Readability

measures tend to ignore such qualities as vividness; inherent interest,
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high interest and low reading level have to be judged by their success
narrative fiction, and not just by the controlled level of the lexicon and

syntax (Protherough, 1983, pp. 155,157).

Developing a Seiééiiéﬁgééiiéi

The Canadian Library Association and the National Council of
Teachers of English advise school districts and/or individual schools to
establish selection policies which cover print and nonprint texts and
Jearning materials. Schools and school districts with written policies

explaining the procedures and criteria for selection are more successful in
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resolving censorship problems than schools and school districts without

such pciicies.

A selection policy should include procedures for handling
challenged matérials. Selection procedures for discarding out-of-date
materials, accepting gifts, handling multiple sets, and selectxng
contrcverstal materials should be stated. A selection policy should also
xnclude a statement outlining the philosophy of the school districts’
objectives, and who is responsible for selection. The document should also

indicate where final authority for selection resides.

The Canadian Library Association advises the use of a school-board
approved selection policy devéloped by the Vancouver School District #39.
It contaxns a statement of goals, with procedures for handling challenged
materials, the latter to be dealt with later in the Censorship chapter.
any éeiecticn poliCy should have guidelines for dealing with such issues as
bias involving race, religion, sex, age, and physical and mental

capacities.

Persons evaluatlng instructional materials are expected to be
partxculariy sensitive to the appropriateness of materials to the level of
student maturity, with speclfic reference to excessive violence and
improprieties of language, subject and situation. At the same time, it is
rééaéﬁiEEd that 6ften it i§ desirabié to éprSé students to controversial
ﬁéﬁé&éf; it is éiﬁééted that these controversial issues and opinions are

presented in materials that:
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present alternative points of view

indicate the purpose for presenting these issues and

are su1tab1e to the age and matur1ty of students’ op1nxons

reflect community standards but not to the exclusion of

provincial, national and international values.

The Place of the Classics

The "classics" belong in any selection of literature for use in the
classroom, but what constitutes "the classics" of literature is the
problem. Needless to say those 1nvolved in Engl1sh/1anguage arts
instruction and/or research at different levels are go1ng to have different
concepts of what constitutes that canon of literature de1gned "the
classics". Also, persons from different national or ethnic backgrounds are
§eihg to have quite different concepts of what constitutes classics of
lxterature. I¢ a classical canon an international, national, ethnic,
geographlc, or 11ngu1s1t1c collection of works?

Given the broad definition of literature preferred the above
questzons are largely irrelevant. The question does not become "does one

teach Shakespeare , but rather at what developmental response level are

students ready to be formally introduced to Shakespeare asellterature.
Much 11terature can be introduced to students through other media well in

advance of their be1ng ready to respond to 1t as written literature.

This pféﬁiéﬁ eé cbngruénce between classical literature and
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students (p. 53). It is not uncommon for English curricula in Canada to
require formal study of Shakespeare at the grade nine level, an example of
the "too old™ criticism: BPurves also states that often the second-rate
work of a major writer is used in schools because the first-rate is
considered "too old” for students. eéhéédﬁéhtiy the inclusion of the
classics cause a bad reaction. Students tend to brand ciassics as
"irrelevant” because they are not able to see that therc is much
generalizability from the classic to their iives. Teachers also tend to
worship a classic and expect students to pay homage to it as do they
(p.53).

Rosenblatt (1976) cautions against unwise use of classics as works
valued because they offer approved models of conduct which young pecple are
expected to admire, or imitate (p. 214). Echoing Purves she admonishes
that "too often,..., the classics are introduced to children at an age when
it is impossible for them to feel in zny personal way the problems of
conflicts treated® (p. 216). This false wisdom derives from the thinking
that classics survive a wihﬁdwiﬁé ﬁfééééé that éééabiisﬁes them as
repositories of the accumulated wisdom of the race. Obviously much good
contemporary literature fulfills the same criterion, and meets the

relevancy test also!

The problem exists not in the classics themselves, nor with the
characteristics and expectations of today’s students, but with the way in
ﬁﬁiéﬁ iitératﬁre has been, and still is, bféééﬁtéa; when the focus is on
the text and not the response process, then the text faces either

acceptance or tacit rejection by students. Geoffrey surmerfield (1982)
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describes the process of dea11ng with classics for which students are not
reéady. "... in order to ensure that they get anythlng at all, in order that
the +ask may be not totally futilé, we erngage in translation in order to
give them some kind of mean1ng, some 111us1on, some travesty of
(Shakespeare '§) mean1ngs And of course they can't explic1t1y refuse; they
refuse 1mp11C1t1y" (p. 64). Tne fact that there are extens. /ely -
annotated editions of the classics 1mp11es that they are des gned for use
with students who are not ready, and who need translat:ons Just to be able

to read the text; 1et alone respond.

L1terature programs have tended to cons:stently Ignore the
1nd1v1dua1 exper1ences and interests that students brang to thezr reading
Instead teachers have concentrated most of their attentzon on what amounts

to a spec1a11st's interest in literature as an academic disczplzne The

Hook and Evans (1982) argue for a place for the class:cs in an

Engiish program; I am ef the opznxcn that if the word "class:c couid be

Judged as lxterature Each generat:on needs to makes its own value

jﬁdéeﬁéﬁts anew.

The classics should be ta "ght as s sampies of the

best thtnkxng and ertIng that hdmaﬂlty has yet

achieved; and as expression of the sensitivity of

85
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unusually perceptive human beings. Those children
who are intellectually able to realize the mental
and emotional penerrétiéﬁ of ééééé writers will
have as a permanent possession the desire to find
in other literature that which is no less

evocative. (Hook & Evans, 1982, p. 131)

ii,,,,,,,,, R ANb . 7':7”::

Ltterature and values are 1nseparab1e, but we must avoid the danger
of accusing 11terature of teach1ng values, good or bad Values exist in
the reader, d11emmas, decisions, and act1ons 1nv01v1ng values and morals
are often dealt with in literature, but they are dealt with tﬁrough a

fIC 1ona1 persona who is not the reader (or erter) Tﬁé vaiues, morals,

and attttudes in taxts must be kept apart from the values , morals and

attitudes ] brcught to the reading of a text by the reader:

Leuise Rosenblatt (1976) wrltes that the teachxng of literaturs
rnevrtably ‘nvolves the coriscious or unconscious  reinforcement of eth:cal

attitudes. IE is practically impossible to treat any novel or drama (any

11terary work of art) "in a vital manner without confrontzng some probiem
of ethics and without speaklng out of some social philoscphy A framework
of values 1s essent1a1 to any discussion of human life" (pp 16—17)

Rosenblatt defends the read1ng of contemporary 11terature because in Such

iiterature the issue of choices in values often imposes itself:

Young ﬁééﬁie gain inner strength when they are faced with values

o}
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to assume respons1b1i1ty for making their own ]udgements and worV1ng out

their own solutions: James Squire (1968) believes that "the curriculum

gﬁaﬁié be o open to a great var1ety of values and visions, includ1ng those
tnit rub agarnst the gra1n of socxety, that counter prevailing values" (i

30)-

At the heart of the censorship issue lies the fact that many
persons believe that a work of literaturs embodies values in the broadest
sense of the term, and that éﬁiiéiéai of a work of literature becomes
confused between its appraisal as i1terature and appra1sal of the moral
values it embodies: Ken Watson (1981) argues that mich more work "remains
to be done before we can speak positively of the power of literature to
shape values and attitu&es, and ﬁerhaps it is naive to expect literature to
have...a &ifééti? discernible influence on the principles by which people
live" (p. 51).

Don Gutteridge (1983) makes a useful distinction between literature
and values. He writes that "fiction is about th1ngs ané our response to
things; it is not about morals per se; it presents a view of life for our
response, and when that response involves a choice or a dec151on, then the

reader s moral sensibitggy is aroused" (p 43). Good fiCtion insists that

readers respond.

The direction of classroom d1scuss:on of 1xterature should be
towards onal reflection on issues or cho:ce in vaiues 50 that students

generate the drive to act on their understandings of what is of value

57
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(worthy) and desirable. This means an enhanced awsreness of where they
stand on value questions, and where there are tensions or discordances

between their values and the values of others.

The qaestions of whose values are belng considered in classrooms
and in whose interests is a matter of vital concemn. Garth Boomer (1984)
belxeves that teachers cannot and should not avoid the presentatxoh of
thexr own values. However, there must be open revelatlcr and discussion by
teachers of the1r own values in such a way that they are subject to

crtttque and are not 1mposed "The question of values and indoctrination

which carry value systems which are often mllitant against the values of

1ndxvidua1s and groups of students” (p. 9).

~8



CENSORSHIP
I don’t see how the study of language ehé
11terature can be separated from the quest1on of
free speech, which we all know is fundamental to
our society:

Notthrop Frye

Censorship is the other side of the selection coin. Obviously
English/Language Arts teachers must select from the innumerable
§a§§iéiiiéiéé of literature texts. The titles not chosen const1tute a
§a§§iéié ﬁé&? of ééﬁéééea material. But censorsh1p is usually a more
de11berate, even publtc, exercise. And members of the public exercise

censorsh1p more so than do Engl1sh/Language Arts teachers or other

educators:

Engl1sh/bangu;§e Arts teachers mist attend carefully to what selections

: they use in their classrooms; and why The femptat1on exists omnipresently
for Engl1sh teachers to etther subvert the1r own be11efs about what
constitutes literature; or eise to pract1se self—censorship through
selecting out read1ng matter they feel is potent1a1ry 1nf1ammatory Either
decision is wrong; in this saction I deal with ways of facing the

censorship issue rather than ways of deflecting it.

The section begins with a censorship case that evolved publicly in
New Brunswick:. This case, though possibly more sensational because of the
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extensive media coverage, is nonetheless similar to many others reported in
canada and the Uhlted States. This situation could occur in any c1ty in

CASE IN POINT

Morgan of Calvary Temple, a Pentecostal church was be:ng xnterviewed about
his complaznts of obscenity and blasphemy in the school currxculum. To

press his po1nt Pastor Morgan quoted a short passage from Go Ask Ai:ce.

when série Wood aééivs& at his eééiee callers wééé aiééééy

phoning; He made 1t clear that Go Ask Alice was not a school text but was

in school libraries; wood expla:ned that no book could be Judged by

quotations taken out of context.

zﬁ a&ﬁﬁéfy 6% 1§7é P&éé&é ﬁéé&éﬁ éﬁé séwéia §iéﬁééér éﬁ ordained

fan the flames of censorship through his very popular Sunday afternoon
religious television broadcast: More media exposure was gained through a
Sunday evening phone-in radio talk show:

of offending Baakg, to the Saint John Ministerial Association. This
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assocxatxon prOV1ded the pretext of an ecumencial basis for oeqouncxng

obscenxtxes and blasphemles and demanding that books containxng such be

removed fram the curriculum. A meetlng was secured w1th Premler Richard

Hatfxeld who agreed the language was objectionable but 1t was not possxbie
to 1egzslate rzghteousness. The M1n1ster1al Assoc1at1on then went pub11c
in the sprxng through television, radio, newspapers, dally rad1o talk

shows, and publxc meet1ngs.

The 1mpetus was a document c1rcu1ated by Morgan and P1ckett
entitled "Petxtxon for BeLter Schools", subt1tled "An expose of

pornographxc, obscene, profane, and sexually exploitive language from
schooi curriculum textbooks. Iron1cally, of nine books quoted only three

were on a any study lists, and they were optional read1ng. This "filthy,

degradtng, hellxsh garbage , the pet1t1on warned, is reach1ng the point
where eanada "the land of Christian homes and eth1cs is all a th1ng of the
past if we continue to allow our 1mpr ssionable children to be inoculated

with this calculated poxson for Just a few more years ... our forefathers

that is being pushed on our society now. "

Earle Wood responded to the media furore in his address to the
school board in May in part by stat1ng that only three books named in the
pet1t1on were among the more than 3,200 t1t1es on the provincial currlculum
1ist. "The public has been Seriously misinformed about the use of

curriculum school books", he continued.

In June the Ministerial Association held long public meetings to
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today’ Some 1300 peopie attended and the events made nat1ona1 te1ev151on
news. However, w1th nationai media coverage came oppos1t1on from within
the communlty A Presbyterxan m&nxster in Saint John on Gerald Morgan’s
admission that he had oniy synopsxzed the offend1ng books, stated that "for
the leader of a censorship movement to g1ve these books anyth1ng but a

thorough reading is irresponsible and inexcusable”. The minister then

defended two of the three books

When the provincial school board ééébéi&tiéﬁ @et the then Minister

of Educatzon he told the meetlng that the curriculum is chosen by the

provincial committee but "it is the responsibilzty of parents to supervise

the reading mater1a1 therr chiidren have in school, not that of the

educat1on system".

In July the M1n1ster1a1 ﬁssocxatxon met aoazn w1th Premzer
Hatfleld Both he and the Minister of Edhcatxon stood f1rm, the books were
optional reading They promised a meeting with the Curriculum Committee
and gave the assurance that no student would be forced to read anything

contrary to his or her spiritual belrefs or morals, or those of his or her

parents.

A third and final public rally was held in August. Thousands of

v1rtua11y form 1etters flooded the Department of Educatlon wr1tten by
people who described themselves as concerned 1nd1v1dua1s Before schools
opénea in Septembér a memorandom went to all school boards in the province

providing guidelines for curriculum selection:
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It reads: "Cultural and education traditions in the province
requ1re flex1b1e att1tudes, sensitive, and responslve to many different
be11efs and opinions ... . Awareness of individual value systems is an
1mportant factor in the selection of read1ng materials. Under no

circumstancas should students be requlred to read a book whxch gives them

or their parents offense".

The saint John case underlines the need for all school
jurrsdxct1ons to develop and 1mp1ement a selections pol1cy, and a
chaiienged materials pollcy These two procedures are the best ways of

prepar1ng for any possible censorship attempts in schools.

WHAT IS CENSORSHIP?

Any worR is potentially open to attack by someone. B§ its 6é§§
nature the 1earn1ng process exposes students in public schools, and hxgh

schools in particular, to w1de1y d1vergent comments: ‘2s nn values, customs,
laws and belxefs. Educators must accept a diversit -7 views in the

classroom.

However, éitiééﬁg and parents have a lejal ani ..l cight to

object to school 1earning materials of which they disanp ovz; and &u

organxze to make thexr concerns known. The centval censsriup 1ssue

concerns who should dec:de what books will or will .ot be used in the
Eﬁéiisﬁ classrooms (and 11brar1es) of public schocis. Seleciicn policies,

already discussed in this monograph invest this decision with school

districts and boards.
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Any selection policy should remind the public that the sole purpose
of the school is not merely to reflect contemporary local commnity
standards. Part of an English teacher’s funct1on is to help make students

more sensitive to the vast world of creattve ideas and confl1ct1ng

environment. Discrimination in the select1on of leéarning materials does

not automatically exclude ail controverstal books .

Educators and the §ﬁ§iié aééé also to be made aware that censorship
does not guard moral standards, nor does it protect students from
degradatlon and the sordid: Censdrsth leaves students with an 1nadequate
and d1storted picture of the ideais, vaiues, and problems of their culture.
i’artii- because of censorship, or the fear of censorship, many writers are
ignored or inadequétei§ represented in Eﬁéiisn courses, and many are
represented not by thEII hest work but by thetr safest or least offensive
work. This aspect of select1on is self—censorshlp, and is pract1sed qu1te

widely and unannounced.

Yet there is a place for a reasoned and arttculated se1ect1on
policy in all schools. Glatthorn (19;7) believes that soc1ety can tolerate
aimbst absolute freedom as to *at i pubitshed for prlvate consumptlon by
méture adults. "But I become m -e an? ~rire convinced that a requiired book
studied by all students in the E1411sh - lassroom must meet very uifferent
criteria. we make a grave mistcke if twd?V's hest- .- 11er 11st becores

tomor-ow’s éxclusive required i :allg id).

A censorship case begins wit1 ¢ inc . Jual or group challengir.: a

?j\
Homl
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book or other learning matérial, charging that the item is not suitable for
use in the classroom or school. The ultimate aim of a would-be censor is

usually to have tﬁe iteiri removed from the Etutient; eiaSSrbom, or school.

it is the subJect matter rather than its treatment wh:;ch causes concern:
explicit illustrations and provocative titles are considered to be prime

targets.

Frequently, school books are challenged because their language is
Eoﬁéx&éré& f)iraféﬁe Conflicts over 1anguage may stem £ zom baszc

Books presentmg unpopu.’tar pohtical views come under attacR. Wr:ttmgs
which do not support the status quo, which present a v1ewpo1nt seen as

"sociatist" 6: " communist” iay be percewea as being "sed1tious". Matenal

Content which is vxewed as racist also receives compiaint* Poor

frequently mentioned compiaxnts made about textbooks: Sexism is found
6?féﬁ§iiie, though it is not usualiy percexved to be as ot;)j?.-étxéﬁéﬁie as
racism in 11brary books I@rmn%thumgeﬂommn Textbooks (Scott,

Foresman, 1974) gives the following definition of sexist textbooks:

Textbooks are sexist if they omit th. actions and
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achievements of women, if they demean women by
using patronizing language, ot if they show women
o men only in stereotyped roles with less than the
full range of human interests, traits; and
capabilities: The actual role of sexisa in

and, where appropriate; textbooks can discuss

sexism as an important phenomenon without

reflecting or reinforcing sexist bias:
Books dealing with the use of drugs, mental retatdation, and
politically touchy topics receive close scrutiny: For example, the
reiatibhéﬁi@ between Eﬁéiiéﬁ and French Canada is a ﬁétioﬁaiiy—sensitive

issue that is often self-censored from school curricula.

Most complaints reflect ¢ ..-rooted opinions; feelings or ideas on
the purpose of education and the values it should promote: ALl persons,
educators included, hold opinions and harbour feelings about what

individuals are the most frequent challengers: Pressure groups are the
next most frequent censors. Renaissance International; a fundamentalist
Christian organization, is active across Canada and comes up frequently in

reports of school book controversies:

Teachers, librarians; and administrations are another group of
censors. One result of criticism and pressure from outside the school may
be that educators are beginning to avoid books that are potentially

controversial even when thev feel that such books fulfil educational

RE
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piirposes. This underground activity represents self-censorship: At times
the titles avoided by educators heave beer approved by provincial

departments of education.

WHAT HAPPENS TO CHALLENGED MATERIALS?

one response to the problem of isolated challenges is to remove
aﬁiy the offensive parts of the book in question. For example, a story
ﬁigﬁt be removed from an anthology of short stories, sometimes by
pﬁysiééiiy tearing out the pages. A second response is to restrict ﬁ§5§é;

For example, in Langley, B.C., the book Go Ask Alice was taken off library

shelves and placed in counsello.s’ offices to be used at their discretion.
Books may also be removed from the curriculum. A title may be
dropped Erom the provincial department of education approved reading list,
or permission to useé the book may be withdrawn by the school board,
superintendent, or director, or principal. The book may, however; be

allowed to remain in the school library. Banning occurs when a book is

removed both from the library ai’ the curriculum.

Finally, full access to a challenged book might be retained. In

fact, most challenged books that go through a challenge process are

retained as fully accessible, though individual students’ parents can
request that their son(s) and/or daughter(s) be exempted from using (a)
particular book(s). It appears that "somé educators and school

administrators are less likely to remove materials or censor them than they

were before censorship became a public issue" (Dick, 1982, p. 54).
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Research coaducted in the United States adds a little more
information of potential interest to Canadian English/Language Arts
teachers. Burress (1979) reports on the 1977 NCTE Censorship Survey based
on 630 returned questionnaires for a response rate of slightly over 30
percent of the 2000 ééééﬁd&f§ Eﬁ§1§§ﬁ teachers surveyed. Tﬁé oSt common
sbjection was to the language of the books - the grammar or dialect,
profanity, or so-called cbscenity. It appears that to many objectionable

grammar has a moral connotation: bad grammar is equivalent to bad morals.

Next in frequency to bﬁﬁééiidﬁé to language were 65jECEibﬁé to sex,
or erotic qualities in books. There was a highly significant zelationship
between school size and the evidence of censorship: The larger the school
the more likelihood of censorship. Although few titles received ﬁuéﬁ
attention, the main objects of attack were contemporary books that examine

the problems of society realistically (realistic fiction).

CENSORSHIP, LITERARY QUALITY AND EFFECTS OF LITERATURE ON STUDENTS

The issue of quality of literature has already been discussed but
it needs to resurface here because it seems clear that aspects of literary
quality, language, and subject matter become intertwined and confused i
the censorship debate. Also, many of the books used in English/language
arts classes are trade books rather than textbooks ard selection criteria
are wainly aimed at textbooks while "learning materials" as a category

subsumes trade books.

The National Council of Teachers of English in its pamphlet

F8
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Censorship: Don’t Let I{ Become an Issue in Your Schools (1978) presents

A) Literary Quality o N S : o
- Literary quality relates to style of writing or the
arrangement of words and sentences that best expresses the
dominating theme: It includes sentence structure, dialogue
and vocabulary. Literary quality is not affected by format
or illustration:

- Characterization is an aspect of literary quality. An
effectively realized character acts and speaks in a way that
is believable for that character.

- Plot is another aspect of litérary quality. The incidents
of a story must be interrelated and carry the reader along to
its climax:

- Still another aspect of literary quality is a story’'s
theme, in which the philosophy of the author is expressed in
the meaning of the story and often reflects developmental
values in the growing-up process.

B) Appropriateness_ .. _. .. .- S o
-_Factors_to be considered in assessing the appropriateness
of Looks are children’s interests, the age level and/or

elements considered under literary quality, they should
complement the text as well as be evaluated on the basis of
artistic standards.

C) USéfillhesg - = T - TTTmolnIl _ z - - K - - -
- An important aspect of usefulness is the purpose for using
books in relation to curriculum objectives.

- Basic to the selection of any book is the suitability of
the text; but by no means is this to be construed to mean
controversial materials will not be used.

- Accuracy is important in nonfiction and in fiction in

regard to theme, setting; characters; and incidents.
- Authenticity is important in fiction and biography, .

especially in those books with a historical background.
D) Uniqueness o LIl Uil iz LI Lo : 3 - p
- All books are unique:_ Their criqueness may be a result of
their theme, plot, style of writing, characterization, format

or illustration. Such books may have 3 special place and use

in the classroom and library. ‘weachers must know what it is
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about a book that makes it unique, and must share this
information with others.
E) Breadth °£ Cévé:raéé Ll o0 = P - - - - - DT
- Books may present problems_of stereotyping with respect to

sex and to race. Religion; politics, and questions of
morality or patriotism are issues about which there are .. .
considerable differences of opinion. _The_ importance of such
books may -lie mainly; or only, in their historical viewpoint
and should be presented as such to_children who_read them.
Teachers and librarians should be aware of these
considerations and should make every effort to provide
materials which present alternate points of view.. .. . .
Historically there have always been those who have recognized
the offensiveness of these materials. Children, like adults
exposed to new ideas; can zccept or reject them, based on

input from all viewpoints.

Most challenges to books in Wngi.h/language arts classrooms =<ige
from a belief that books have negative { .33 positive) effects ri readers,

and further that books have the power to change the brhaviour of reders.

Although the ef cts of literature are viriually impossible tc validate;

students’ actions, attitudes, and beliefs than does literature.

Beach (1979) states that a reader’s responce to a work may or may
not be related to the way in which he or she is affected by the work: A
reader may be emotionally moved by a work; but that does not necessarily
mean that the experience changes his or her attitude or behavior. “The
work is not simply a stimulus that causes an effect on a passive reader;
the nature of the reader’s experience with the work is influenced by the
reader’s personality, reading ability, values, attitude, and reason for
reading" (p. 132).

Beach (1979) summarizes the research on response to réading in

these statements:

70
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(1) Readers respond in a highly unique manner to works;
‘" The same reader responds differently to different works;

(3) Differences in readers’ responses are due to differences in

readers’ personality, sex, literary training, age, reading
ability, cognitive development and other characteristics.

(pps 137 -133)

Research indicates that reading does not have m-~h short term
effect on readers’ attitudes or behaviour. This suggests that readers’
attitudes and/or behaviours are symptomatic of stable aspects of
ﬁéfééﬁiiiéi which are influenced more by parents, peers, schooiing; and

cultural socialization than by reading (p. 133).

Censors assume that not allowing a student access to a book will
deter his or her interest in the content portrayed in the book, and hie or
her desire to read such a book. In fact there is research indicating th-t

censorship itself enhances the desire for a book.

Readers project their own experiences or identify style into a
book; thereby deriving different meanings from the same book. A reader
with high achievement orientation will react positively to characters in a
most important determinant of differences in response. Readers recreate
what the writer has written in terms of their own identify. Readers also
differ in response according to personality development. As adolescents
develop more tolerant, flexible, and complex ﬁéf56ﬁaiitiés, they attribute

more complexity to characters. Readers’ values, like their personalities,

71
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remain relatively stable: They are therefore more likely to impose values

on works than change their values as a result of reading certain texts.

The research on readers’ responses to literature raises some doubt
as to the effectiveness of censorship consistent with its intent, to
prevent exposure leading to change in attitudes or behaviour and to deter
availability, ©:pecially to adolescents. If exposure does not lead to
change 15 at: sudes or behaviour; then arguments for Censorship must fall

back oi. ..:»ctives to the intrinisic characteristics of works.

wWould-be censors cften assume that other readers will respond
similarly to the same L: . — “hat if the book has undesirable meanings for
them, it will have undesirah®e -..amings for all readers: Readers’ values

are determined by family, peers, séhSéiihé; and the media to a far greater

extent than by reading. Claims are made that books dealiag with sex are
harmful to sdolescent development: However there is research éﬁ@ééétihg
that exposure i~ sexual me*~rial may be an integral part of Hormal
adolescent sesual development, providing information about sex not
avaiiabls elsewhere, particularly in the home environment where it might be
avoided altogether. The research also suggests that adolescents deprived
of such material do, in some cases, evperience deviant sexual development
{p. 153).

Northrop Frye (1963) states that the issues involved in censorship
draw attention to the abscence of any clear line of connection between
iitéf&tﬁté and life. "Because of the large involuntary element in writing,

works of literature can’t be treated as embodiments of conscious will or

72
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intention, like people,..." (p. 38). Frye believes that it is impossible
to give a legal definition of obscenity in relation to works of literature
becatise what happens to the book depends mainly on the intelligence of the
56&@6. The sameé process occurs with the reader as judge in a nonlegal

sense.

In short, Frye states that novels can only be good or bad in the
morally bad novel: its moral effect depends entirely on the moral quality
of its reader,.... and if literature isn’t morally bad it isn’t morally
gébé either” (p. 39).

2 CHALLENGED MATERIALS POLICY

Farents and citizens must aintain the right to challenge the use
of ce.tain tiries in English/lancuage arts classrooms, and in any other
classroom. Recognizing this, Lhe Canadian Library Association (CLA) and
the NCTE éttbﬁgiy advise that all school districts establish procedures by

which any person may challenge a book or other learning material.

Judith Dick in the CLA publication Not in Our Schools?!!! (1982)
provides guidelines for all involved parties in a challenge. First,
concerned parents should make personal and individual decisions regarding
materials, without relying unduly on the opinions of othérs. The entire
material in question with cieir children before approachin: the teacher or

school. Discussion should centre on the material itself, nc. the teacher.
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anally, 1f after an honest evaluation and open d;quQEIOﬂ the

problem is not resolved, a formal complalnt she i be made in wrltzn, to

the school. This is where a challenged materials policy and procedures
come into ﬁlay; Engllsh/Language Arts teachers must be firm in preséiﬁé
for the development of wr1tten policy to handle challenged materials. A
formal complalnt should be made on a challenged materials form provided by
the school: The form should ask the complalnant(s) to indicate whether the

saterizl has been read in its entirety, what the criticism is, and what

others should be constxtuted* (Note- The Canadian Library Association
recammends a challenger mater*als pollcy developed by Vancouver School
District #39.)

The Manitoba Assoc1atzon of Teachers of éngllsh (MATE) in 1980 and
1981 prepared a statement which encompassed a rationale for the place of
literature ir. the curriculum, guldellnes for selection of literature,
guidelines for developing a challenged matérials policy and procedures for
use in Manitoba Schools. The MATE statement is reproduced in edited form
here; it represents a Eoﬁﬁreﬁenélve yet reasonably succinct statement.
(The official NCTE guidelines for devéloplng challenged materials policy

and procedures is found in the pamphlet The Student’s Right to Read

[1982]).
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bTATEMB\IT ON 1HE PLACE OF ﬁITERATURE IN THE CURRICULUM

Prepareo for M:A.T:E: April, 1980.

The study of literature should effect the student’s personal growth and

improve his reading and composition skills.

Personal Growth

Reading Skills

The study of literature should lead to imaginative,

emotional; moral and linguistic growth. The bare
facts_ about human life may be studied through
biology,; psychology, history, sociology and
anthropology; but through liter:ture: students may
learn to see with the heart; to-participate :
imaginatively in a variety of circumstances and

identities. _Rather than simply learning facts.

about other people in other circumstances, students

learn to share those experiences vicariously. The

study of literature should deepen their insights

and extend their range of understanding, sympathy.

and tolerance; liberating them from the confines of

an adolescent subculture in a TV generation.

the moral, psychoiogicai, spirituai, physxcai and

In this. way, - they may develop objective distance on

their subjective experience. They may develop new

goals for personal development.

Rational nnderstanding ana emotiona1 empatﬁyf

as_students._ study a variety of literacy genres and

modes. - Th.ough idealistic short stories or novels,

students may begin_to choose.their own heroes. _

Through Shakespearian tragedies cz modern novels,

they learn to identify villainy. _Through realistic

fiction they may learn that most people are a -

mixture of frailties, with capacities ror virtue

and vice, vanity and foolishness. Students reflect

on what_should or should not_be_as_they read

fantasies and satires.. The study of a varied but

balanced programme is an integral part of a

student’s values education.

Readers will only prof1t from their vicarious

imaginative experience, wiil only grow morally and

emotionally if they have certain literary skills:

they must be able to discern the overall - purpose of

the literary work so that the parts are seen in .

proper proportion to the whole; they must be able
to distinguish between the character’s language and

75
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the author’s language; they must be able to

distinguish between honest literature and -

propaganda. The study of literature should
increase the student’s ability to read with
discernment.

Much of this learning will be conscious if the

student is enjoying his/her literary experience.
aAnd if the experience of reading is happy, the
student will be disposed to read more. Joy is a

legitimate goal.

Language Skills The perception of literature as human experience is
furthered by an expression of student response.. .
Expression and perception are mutually reinforcing.
Students may respond-both informally and in a more
structured manner. Talking about i.'ilividual works
affords readers the opportunity to organize and
verbalize reacticns which might otherwise remain as
dimly felt emotions. A reader’s response to the
literature may also be expressed-through = =
interpretive reading to provide for some interplay
of emotion and reason. Dramatizing scenes is
another method and is especially important in
developing a sense of the unigueness of drama as a
genre.

In addition, students may respond throug :
imaginative writing such as dialogue, narrative,
poetry; and journals. One of the goals of the
study of literature is the ability to communicate
to_different people at different times in an
acceptable- form. LIterature provides models of
commmication. Various models demonstrate how
language = changes to serve different purposes or
different audiences.

Literature conjoins with language development to
expand vocabulary and to deveiop perception of:
the power of language, the levels of languages and
meaning; the modes of discourse, the ability to
assess_a writer’s purpose. The study of literature
helps to develep an understanding of the creative
process: Through the study of literature, one
should become better equipped to ccmmunicate more

precisely and effectively to a given audience.

CHALLENGED BOOKS IN CANADIAN SCHOOLS

To end this section on Censorship I thought it useful to provide a




73

partial listing of titles that have been the subject of challenge and

censorship efforts. The list has been compiled from Canadian newspaper and

journal articles about controversial materials in canadian schools:. Where

possible the complaint has been stated in the words used in the articles.

(I am indebted to Judith Dick (1980) for this listing.)

The iisting is provided in afaé; that Eﬁéiiéﬁ/téﬁéﬁaéé xfts

that censorsh1p might arise in their schools.

Should Engiish/ﬁanguage Arts

teachers be us1ng books on this list in their classrooms it might be wise

to either develop a written rationale for the use of each title; or to

discuss the ratiocnile for using the books among other Engl1sh/Language Arts

teachers.

Book Title

All Quiet on the Western Front
B _{Remarque) -
Animal Farm (Orwell)
Anne Boleyn . (Anthony) )
Are You There God, It’s Me Margaret
(Biume;

Apprentxceship of Duddy Krav1tz
(Richler)
Bang, Bang, You’re Dead!
B (Fitzhugh)
Beautiful Losers. (Cohen)

canadian Short Stories (Weaver, ed.)
Catch 22 (Heller)

Catcher in the Rye (Salinger)

The Chosen (Potok)
The Country Girls _(0O’Briea)

The Diary of Anne Frank

The Dispossessed. (Malamud)

The Diviners (Laurence)
Dr. Dolittle

Reason
unfit language
dust cover aﬁéi-géﬁééic

deals with one giri's :

prepubescent interest in

me; - ~ruation

immcral
violence
1mmora1
filth

unChristian, progggggy,
immoral, lewd suggestions
filth

sex scenes

1mmoxa1 profane e

unfit language, immoral,
atheistic, deals with
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Go Ask Alice (Anonymous)
Grapes of Wrath (Steinbeck)

Hucklebe:ry Finn (Twain)
Harlequin Romances = _ S
In the Heat of the Night (8511)
A Jest of God (Laurence):
Listen to the Silence (Elllott)

Lives of Girls and Women (Munro)

tord of_ the Fltes (Géiéihé)

Love Story. (Segal),,

Man from St. Malo (Fefguson)

Mao_Tse Tuag (Macdonald Starter)

Merchant of Venice .(Shakespeare)
More Joy in Heaven (Caliaghan)

The Mountain and the Valley \Buckler)
My Darling, My Hamburger (Zindel)

Ninetggn—Eighty-Four (orwell) =

One Day in the Life of Ivan Denisovich
. _  (Solzhenitzen)

One Flew Over the Cuckoo’s Nest (Kesey)

Of Mice and Men (Steinbeck)

Pekxng Review
Rabbit Run (Upaxke) ,
Sally Go Round the Sun (Powkes)

Septembr - Song _(Martin)
Son of a Smaller Herc (Richier)

Story and Structure =
"pefender of the raith" (Rcth)
Strawberries_and other sec:ets
_(MacNeill)
Surfacing (Atwood) _
Then Again I won’t _(Blume)
To Kill a Mockingbird (Lee)

Winnipeg Stories (Parr, ed:)
Who Has Seen the Wind (Mitchell)

meutal o .. YAl on

sex scenes, LTS
hlasphemous, Poc:.og: aph:c
and filthy lano age
racism

sex scenes
rape

pornography, explicit -
descriptions cf sex scenes

sex
paints Ind1ans as savages,
racism

commnist

racism .

profanity, unChr15t1an
filth, sex scenes
abortion, immoral

unfit language

filth, unfit lanquage

blasphemous, pornographic
and filthy lanquage
comminist

unfit larnguage
filth
filth, immoral
profanity

violence

immoral

unfit language
premarital sex.
filth, profanity,
unChristian



GROWTH IN RESPONSE TO LITERATURE

I have argued for teacher and student self-selection of literature
that meets the individual and; at times, group needs of students: Such a
process demands that teachers become soundly aware of the developmental
aspects of students reépoﬁéé and growth in response to literature; and how
students develop reading processes through literature:. In this section I
discuss early experiences of children with literature; and the development
of and growth in their response to literature. I argue, along with Aiéﬁ

Purves, for a responsé-centred curriculum.

I Y ﬁﬁiw&s mmii,:j [

The emergence of a child’s literary awareness and sensibility is 4
aéVEiopﬁéntéi feature and exposure to literature early in a ~hild’s life is
essential. "To a large extent, children and young people exercise
rcensorship’ of what they rsad by their own development and by their own
growing ability to understand life" (Seifert, 1981, p.33).

Story telling is an important way of making sense of experience,
and From their earliest years children know what a story is. They also
spontaneously tell stories. "By the time they are ten they can identify a
hero or a ﬁéfoiﬁe; villain, the archetypal features of ééﬁéﬁ§ and tragedy;
the 'sense of an ending’, a verbal joke, the difference between realism and

fantasy" (Meek, 1982, p. 86).

children have literary intuitions that derive from literary biéy
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with rhymes, jingles, word play, stories, verses, and games. The lore and
language of childhood is a genuine folk literature in the oral tradition.
In short, young children learn literature from hearing it, from ’piéyihg’
with it, from speaking it, and from inventing it. 7Tnitial literary
experience it fostered by adults reading to children and telling stories to
children.

Appropriate fiction can significantly affect what is learned in
other parts of the curriculum and outside the school because children’s
views of the past, their ideas of other c’oﬁ'nti‘iéé, their attitude toward
scientific discovery, ecoromic and resource development can be fséiéaliy
affected by the stories they read and hear. "Storying" is an essential
element in consciousness; the narrative mode characterizes the strongest
motivation for reading in both children and adults. children ééVélép an
appetite for stories long before they can read or write. Narrative is an
essenti . ° “ment in our understanding of reality, and it has been said
that we _asnot think, act or desire except in narrative, that we may live
more by fiction than by fact. We turn our lives into stories (Piéﬁﬁéibﬁgﬁ,

1983, pp.19-20).

If youngsters are steeped long and fully in good

may well be very obvious borrowings of content just as
their play-acting is largely taking on the roles they
ses around them, but through this imitation they
identify with storytellers and become like them: Not
onily is this imitation desirable but so is clianging a

piece of literature into another form. As youngsters,
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say, read comic strips and sumarize the pictures and

what a story is. Changing any non-narrative into a
story develops one’s storytelling style:
(Moffett & Wagner, 1983, p.277)

Eariy childhood is characterized by egocentrism; the inability of
the child to distinguish between his point of view and that of others. A
young child is likely to consider a story and his reaction to it as one and
the samé. Since stories can conjure up basic; vivid feeling in the very
young, adults need to ponder which feelings we want to recreate in them.
Probahly we want to select materials that deal with negative human
characteristics (fear, aggression, selfishness) as well as positive ones,
but we want to make sure that the negative ones do not overwhelm the

positive ones.

Little children, too, tend to think objects anc cheir names are
connected intrinsically. Thus, for them, stories cannot be altered in any
way without changing the story; in other words, only one version of a stery
exists. This nominal realism confuses the difference between fact and
fiction. Gradually a child learns that words have only arbitrary,
conventional relationships to the things and avents they represent. As
tﬁis teaiization infolds the notion of 'ficticn’ is born, and ééﬁéféﬁéé

from fact and literal truth.

Teachers can help chil“~sn through this development by pointing out

the difference between fac: ‘on in the stories children read. This
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does not mean ev:ilusting one form of literature as better than another, nor
does i* mean ﬁiétuitiﬁé a cﬁii& from too much realism or too much
make-belicve. 1In early childhood the child need know only that both

stories tell something of how human relationships are or might be.

in later childhood, as children acquire gradually the ability to
classify objects and events; they begin deciding what type of literature
they are reading by comparing it to other pieces like it or different from
it. ﬁéﬁééﬁﬁﬂﬁyﬁné&ﬁlﬁﬁaﬂﬁ&%wa&&mﬂmam
often interprets literature too literally. oOnly an abstract thinker can
notice and follow two layers of meaning at once; when this stage of
thinking occurs tiz reader is no longer i nieed of literary supervision.

(siebert, 1981)

V:Ei,:,:::,,:;:j:ﬁjﬁwﬁiﬁwgtj,”, . ,,,Y S L

The teaching of literature is unfortunately often neglected in the
elementary school. Too often we make a decision between reading and
literature, with reading skills being taught apart from the books that
children read for pleasure. In order to teach a seqienced set of reading
ekills stories, poems, and even are written deliberately with
controlled vocabulary and syntax: Literary elements such as
characterization; theme, plot; mood;, atmosphere and setting aré neglected
or become incidental to controlied language comprehension. Thus children
often come to associate the material for developing reading skills with
literature, and are unaware that a body of litcrature for children exists,

unless it i. discovered incidentally or at home.
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children must be introduced t: literature for enjoyment during the

elementary school yeats. Literature as part of language #rts, but not

féaaiag instructxon, "ig a gﬁided act*v1ty in which. ncough books, the
student is led towara self—understandlng, aesthetzc apprec1at1on, and
perception of truths and values" {0'Donnell, 1973, p.3).

Because literature has been subsumed under reading there are few

curriculum documents that deal witi 11terature in the elementary school.

Two good sources are *c be found in the Alberta Elementary Leinguage Arts

Curriculum Gui : (i978) and a supplementary curriculum guide produced by

the Departme.t of Education in Nova Scotia ent1t1ed therature in the

ElementaryASchoo. (1978). The focus here is on the Nova Scot1a Documen..

:};:;:;L::éifi: —= ;::::éa;i'x ‘:Sthdéi dééinés iitératﬁré ag fiction

éﬁé Eéﬁfiééiéﬁ; f)BEEEy aﬁd f:iégé; ﬁéini: ah'ci nonp;-i-nt. 'ﬁi;-dug’h a éyétématic

years should:

a) increase their enjoyment of lxteracute and their desire to read;
b) part1C1pate imaginatively in the cumulative experience of the
culture through literature;

c) develop 1nsight into human experxence thrcugh liteérature that

COﬁfltﬂS, illuminates and extends thexr life exper1ences-

d) grow as independent and critical participants in an exchange of
ideas about iitéfatﬁfeE
€) grow in their ability to discriminate in the choosing of wbat they
need;
£) become critics of their own perceptions of literary works.
(pp.2-3)

R3
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Such objectives require that children ve allowed to read a wide
range of literature, to discuss z~J respond co literature in a variety of
ways, to critically anaiyze literature; to 3éif~<eieét literature to some
extent, and to apply their own rxperiences to .  they read. Thus the
document describes three essential elements in an éiéﬁeﬁtéry literature
program — teacher directed classroom activities; literary resources (prin%
and nonprint), and pupils’ responses (p:4.). Further, the guige

distinguishes betwsen "reading skills" and "literary abilities", thue -o-

confusing the aesthetic abilities developed through I;teraturs teaci. .y

with the decoding skills developed through reading instriction.

Literary abilities are described in terms of objectives for
children as follows:
a) Distinguishing various modes of story such as realism-fantasy,

comedy-romance, tragedy-if6ﬁ§; §§ﬁ§é; and traditional forms.

(Children woulc t be expected tu use these terms):

b) Following dif & -arrative Sequences such as chroriological,
flashback, story within s .y.

c; Recognizing patterns of organization such as time; space, cause and
etfect, plotting.

d) Noting and recalling significant detail (foreshadowing).

e) ﬁéﬁing inferences and comprel.endisig iﬁ@iié& meanings.

£} Predicting outcomes.

g) fééééiving authors’ pérépéciive and péiﬁE of view.

h) bétéétihg clues to mood and tone.

i) Rééééﬁiéiﬁg and responding to literary devices.

3) comprehending symbol and extended metaphor. (p.7)

R4
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It is not necessary that children use 1it ...y terms; the emphasis
is on comprehension and developing awareness of the literary qualities of
works:

The use of traditional literature is strongly recommended becaus::
it provides exposure to less complex literary forms which form the pasis
for high school students in their understanding of adult literature.
Narrative form is developed through traditional literature, and some
knowledge of Greek mythology is required for a developed understanding of
mich English literature. Folk literature too opens the possibility for
intercultural understanding provided the translation and renderings are cf
high quality (p.38).

Evaluation of the literature program is also covered in the Guide.
Childre:ii and the teacher ihould keep daily or weekly records on their
progress, with plans for future literary experiences. A child’s rerord
would include all the works of literature he/che has heatd, read or seer.,;
ard reports of any activities which stemmed frcm those exgerie:nces. The
“eacher’s record would include notes on observations, discussions,
checklists of literary abilities, and samples of a child’s wurk, dated and
commented upon to show evidence of personal growth (p.44).
gives this advice:

Our task as teachers is to develop our own éénsitivity to .iterary

works and to help children expand their literary horizons both

QuantiiatiVEiy and qualitatively.

ﬁanCy Drew and the ﬁardy Eoys may be neither great literature nor

inspired television programs, but they are not to be denied
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children any more than we would forbid adﬁits to read Ian Eiémlng
or Agatha Christie. On the other hand, we Heed not emphasize such
mediocre items in the classroom and shouls concentrate or sharing
materials with children that stretch their abiiity to comprehend

and appreciate literary forms. (p.1)

mL,ES, L LoD DI lslI

During the past ten years there has been a vast amount .

literature written and publiched for the adolescent or young adult:. fThis

literature has been written with the needs; interests; and abilities of
young adults in mind. Since much of it deals with the problems —
personal, psyChoiogicai; socizl and sexual — faced by adolescents a good
deal of controversy has arisen aﬁbﬁé ééféﬁéé and adults over ité use in
schools. Wiat is adolescent or §6GF§ adult literature, what iité:étﬁré

apueals to adoleéscents, and now should such literature be used in schools?

Ahen it comes to uzscribing the char -cteristics of é&biééeeﬁt
literaturi the issue arises of whet defines an adolescent. Stages of
adolesceni. can be mapped in teims of types of books reac: In the early
teen years most adolescents tend to read mystery-adventure stories. Next
Eﬁéy move into the tecnage story that deals with school life, family
relations, and problers of adolescent life such as drugs, sex, alcoholism,
and 50 on. Then they move into adult books and read first the popular kind
that deal with young adult Life = the kind of book that makes a popular

motion picture. AS they continue to mature they move into the more

significant and enduring works of twentieth century writers, particularly

R6
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those dealing with the problems of young people. And finally somewhere at

the ~ollege/university level they may deve n interest in the cldar

clas’ u¢s. (Larlsen, 1979, pp. 198-199)
In terms of psycholiiiical development adolescent readers seek
certain satisfaction from books. Early in adolescence, teenagers are
concerned with their own ego and status. They seek assurance that they are
impartant, that they can and will be able to sclve anything that life
presents them. In 5UVéniié series books, heroes and heroines are generally
teenagers wﬁo can solve any problem, even those that adults find
unsolvable. Parental control is absent; parents are dead or away, and the
teenager is o his/her own. During mid-adoleéscence {(14-16 ye--s) teenagers
have a psycholajical need to test their own normality as they experience
new emotions, a changirg body, and new kinds of lations which lead to
confusion. Most adolescent girls can racognize themselves in Anne Frank

and most boys can braject themselves into the problems of Holden Caulfield

in J.D: £:iinger’s Catcher in the Rye. At 16 and ' v2.r5 literature
becomes the vehicle for stimulating teenagers’ thinxii about the dilemmas
of human life —- justice, religion, one’s relationship to the cuiture,

ambiguities in the human psyce. (Carlsen, 1979, pp. 199-200)

Many adolescent books deal consciously or unconsciously in their
plots with the :ites of passage: Simplified, rites of passage suggests
and (3) incorporation. There are rites of passage in literary development

as well.

From an early delight in narration for its own sake, teenagers move



84
tc books that make them think first about themselves and their peers, and
finally to books that deal with biggef problems cf humanity.

Some educators and parents might question the use of adolescent
literature when adult literature is available in the junior and senior high

school. Such critics might suggest that adolescent literatui® for
adolescents is "-ilherently committed to contributing to the epidemic

contemporary disease of narcissism’ (Sumerfield, 1982, p. 67). The issue
in question is a distinction between teaching about literature and teaching

through literature: The use of adolescent novels as a vehicle for the
teaching of sStructure is probably an urwise educational decision. Students
tend to lose irnterest in adolescent reading materials if these aré used &s
illustrations of critical concepts rather than novels for their own

experience. (Wittmaack, 1980)

Those who criticize the content of some teenage fiction may fail to
cealize that teemsger  ibch television and videos and are quite likely to
have seen < ¢ » such as “Clockwork Orange" or "Pretty Baby". At a
superficial level, contemporary teenagers know it all. Bnglish Leachers
have a right to explore in some depth, in the course of a novel, the topics
glossed glibly over in many films and videos: "Better surely an S.E.
Hinton étéfi than an Ian Fleming: the serious as opposed to the glamorous
treatment; in literature, of sex and violence is of paramount importance”

(Moss, 1977, p.337).

Most good writers for young adults are sensitive to the rhetorical

R8
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episode, etc. Good prose for adolescents stays close to the distinctive
chéracieristicg of storytelling. Works to be read éﬁbﬁi& Se chosen both
for their value as literature as well as for their possible bearing on

psychological reactions of ybﬂh§ adults.

what is a good teenage novel? This question was put to Sylvia

Engdahl, a writer of tevrage novels. Part of her response follows:

First, few if any of the good ones are easier to read
than the average adult novel considered suitable for

younger high school students:. Writers for teenagers
do not iimit voacbulary, nor do they use a less
complex style than they would in fiction for acuits
(except in the case of stories specially produced for
'slow readers’, which are not rea 1 ir the

literary sense).

Second, novels of quality for teenagers do not

preach. A writer who approaches §6ﬁﬁ§ ﬁééﬁié in a
condescending way receives short shrift from today’s
editors and reviewers. One can use a story to
reflect or~'s views, just as an author of adult

fiction can - but they must be views about 1if , not

people, ought to look at it.

r\ird, teenage novels, if good, are not devoid of

R9
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concepts w. . - 3sring and worth disciissing;
Although fictizs *-: wenng crainarily stays
within the bowios ¢f ¢-ui taste, irg them:s are
confined neither to t.:ditional ideas nor to
fashionable new ones. I[hus it can hardly be called

uncontroversial.

A fourth thing novels for adolescents do not offer is
shelter from the world as it is: Because of their

of life any more than they can ignore aspects some
aduits consider shocking.

Finally; contenporary teenage novels are not mere
vehicles to provide re:uctant readers with a
fictional refleciion of their own lifestyle and their
own specific probiems.

(Hook % Evans, 1982, pp. 155-156)

::ﬁ:; _ ::égﬁiﬁ:ﬁi,;:j oIl

Insofar as we divorce the study of literature from
the experience of reading and view literary works
as objects to be analyzed rather than human
expressions to be related to; insofar as we view

them as providing order, pattern and beauty, as
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->posed to challenge and disturbance; insofar as we
favor form over content; objectivity over
subjectivity, detachment over involvem::t,
theoretical over real readers; insofar as we worry
more about incorrect responses than insvfficient
ones: insofar as we emphasize the distinction
between literature and life rather than their
interpretations we reduce the power of literature
and protect ourselves from it.

(Slatoff, 1970, pp. 167-168)

éomé of many issues involved in fééﬁéﬁéé to literature are
succ*nctly juxtaposed in Slatoff’'s statement reproduced above, one made
beforé Louise Rosenblatt’s 1978 book on transactrlnal tF°orv, but a
statement which has the same powerful meaning today a« it did fifteen years

ago.

~his discussion or response is organized into six subsections.
First comes a brisf barkground to vesponse to literature theory as it has
xnfluenced the teaching of literature. ::iil +5 a discussion of two
eanadtan perspecflves on response theory. This is followed by a
descriptlen of Rosénblatt’s transactional theory of response, then Purves’
response—centred curriculum. Fifth is a discussion of the concepts of
part1c1pant and spectator roles as they apply to literature and the
reader’s expertentlal approach tu literature, cad the idea of narration 7ad

sto:yrnq as literature F1na11y covers a shot dyscussion of ana1y51s

“nd critiz sm «nd their place in résuoas to literature.

("\
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Background to Response to Literature Theory

Rationales for literature teahing can be characterized as one of

two types, text-centred and reader—centréd. A text-cer’: . rationale taxas

a subject approach; is discipline oriented, académic¢ &~ . fucuSes on

experience approach; is rer .. .: oriented, humanistic, child-centred, and

focuses on self-actualiza~ - 2r 3 social reconstruction. Another way of

stating the dichotomy of t:: - -ales is that a dilemma exists between the

demand for a "cor-ect" reading of a text and the Berkeleyan notion that the

examine the reader, but that one cannot know the text (Wittmaack, 1980, p.

45).

New Criticism, (also known as the Formalistic Approach), adopts a
text -centred approach: Those espou..ng this approach assume the existence
of an ideal reader who assumes an objective stance towards the text in ils
intrinisic formal relationships. The reader does not attempt to explore
his own feelings or those of others nor does he or she try to use
background information for analysis. The relationship among the elements
in a text is what is all important; the New Critic is preoccupied with the

text itself.

Archetypal Criticism (Northrop Frye) seeks archetypes and myths in
all literature. All literary works are analyzed for basic patterns and
cyclical movements and can be traced from roots in religious scriptures

(the Bible) and classical mythology. Archetypal criticism claims to “~ld
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the key which enables the reader to perceive the structure of the
discipline, literature. .ach work is seen as a derivation of the one
story. The teacher uses archetypal patterns as a mear. :f claciifying and

selecting reading materials.

Norman Holland’s (1975) psychoanalvtical approach is an example Of
a reader—centred rationale. It examines the differences in reader’s
the lifestyles and identities of readers. It is in the 2arly transactions
between child and mother that readers leain > transact everything else.
In shett, the lifesiy.e and identity of the reader is the key to his or her
literary experierce. The reader seeks hls or rer own style, thereby

générating an unique response.

pavid Bleich’s 8ubﬁective criticism (1975a, 1975b, 1978} is another
éiaﬁpie of a reader—centrsd rationale. The student is encouraged to draw
upon his or her personal associations to express his or her feelings about
literature. Collective subjectivity occurs vhen readers of the same age
group, class, sex or regional origin respond in a similar way: A
ﬁégﬁtiatéd response is, in one context or another, negotiable into
kﬁéwiéégé and may be reader-oriented (subﬁéctive motives, personal
feelings), reality-oriented (centring on facts of the text), or
éiﬁéiiéﬁéé—éfieht&é (integrating the processes of perception, affect and

associaiion). Experience-oriented is the most complex response.

Alan Purves (1979) distinguishes between "meaning" and

"significance" in his theory of response. "Meaning" derives from the

93
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convergence of the reader, writer, and audience. "Significance" can ocour
in the personal realm of the reader or the writer and it can reside in the
public realm shared by the reader and the audience. Both the
teacher/audience and the student,/reader may agree on a particular
interpretation; they may think that they have achieved a particular
interpretation. But if the writer is excluded from their consensus they
share a cultural significance rather than agreement o the meaning of the
text. Similarly, it is possible for two readers to create a divergent
personal significance in their transacti. is with the text. The teacher

must decide: 1) Is it preferable to fos':r personal or public

significance; 2) Is complete convergencr between reader; writer, an
audience a feasible goal; and 3) How <° the teacher manipulate convergence

and divergence in reader response?

During the 1960s there began a Shift Erom emphasis on teaching
literasy critical analysis towards the need for students to express their
wh 1. Conses to their reading: One of the ar-umptions of earlier
literature instruction was that there was one correct meaning of a work
residing in tie work itself. An increased interest in the reader’s

re-.. i1se to a work is hased on the changed assumption that there is no one
correct meaning, but that meaning evolves from an interplay of reader and
text. Thus, a work may mean different things to different readers. Figure
2 displays the characteristics of the dichotomous approaches which will

illustrate the shift from a text-centred to a reader-centred rationale.

a4



FIGURE 2

Characteristics of the Text- and the Reader-Centred Raticnales
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Text-Centred Rationale
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miﬁiatureégcholér;cf
the structure of the
text or the structure
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whole

sequential programs
based on concepts of
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mythology, poetry
convergent
existing order, or
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discipline

praduction
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Reader—Ceatred Rationale

-—
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"hs 8 archetypes -
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discovery of identity-
themes
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initiac.. of rvow know-
ledge

unstructured exploration
of unconscious « 4
emotional experiences

adoisscent literature
divergent
new, personal and

ne yJotiated knowledge
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Theories of Response: Canadian Perspectives

Deanne Bogdan (1984, 1985, forthcoming 1986) proposes five
different kinds of responses and four levels that rangs between various
degrees - total and partial - of engagement with or detachment from a
literary work: Bogdan argues that as re>lers our habitual mode of
emotion: we either overintellectualize, and lack feeling, or

oversentimentalise, and lack truth.

Of levels of response, the Prec:itical is primary. Precritical
level response is undirected; jnitial emotional response: Precritical
responses are either Stock (é§6 ﬁéééééé) or Kineti- (ééjﬁﬁiSivé action);
soth are unthinking and narcissistic, and both mistake tiw part for the
shole. Both responses involve éngagement through either identification and
cliched thought (Stock) or engagegment through visceral states with

pseudo-feeling (Kinetic).

The Critical level of respomse is analytic, through various
critical approaches, and involve: tre responder ad:;ting a spectator stance
of detachment, disinterestedness, intellectual inquiry, and textual

dissection.

Third is the Postcritical level where response is informed, basea
on feeling and understanding. The final level, that of Autonomous
response, is full, undirected, literary response. Our aim as literature

teachers is to develop autonomous respenders.
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At both the Postcrzt: al and Autonomous levels response can be
Dialectical or S.asis. A Btalect1cal response 1nvolves intellectual and
emotional worPing through of attaining imaginative 1dent1ty with a 11terary

work; vhere is oscillation between engagement and detachment, and there is

contemplation.

tiééfééﬁfé Eééﬁaﬁéé ég éiéieetic presupposeg the kind of

of the prerrxtxcal response in such a way that response

can  be deepened, refi ; and enriched by aesthetic
distance ..: : By regarding response to literature as
dialectic, literature teachers gain the best of boch werlds
of engagement and detachment: ... (1984; forthcoming 1986)

Stasis is the ideal stage of imaginative identity with the literary
object, typified 5? the fusion of iﬁéellEEt and émoéion; one which literature
teachers always aim at but only rarely succeed in triggering. It is at the
same time the most primitive and most soph:stxcated of responses. It involves
the total form of a literary work, invoking the reader's active cooperation in
recreétin§ the text: Stasis results from tné éimﬁlféﬁéoué perception and
experience of the total form of a l1terary work, however fleeting that gl1mpse
migﬁt be. Teachers cannot deal with sta51s in the classroom, because "... it
is usually marked by a recession of cogn1t1ve faculties and a near paralysis of

linguistic éodéfé" (1985, forthcoming 1986).

Eogﬂén believes that literary value is earned. Leading students to a

Poll
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closer look at the literary work through the detachment of the critical
response will raise them from ego-massage (Stock response) to reading as

dialectic or a meditation on life. On literary criticism she writes:

Criticism is simply a way of effecting a shift of perspective in
the student, of wrenching the mind out of ﬁaﬁitﬁéi modes of
thought so that s/he can actually "see more than words on a
page." (1984, p. 73)

For éoqéaﬁ literary response as dialectic is the fotal form; it
sndeavours to actualize the total form of a literary work through the
alternation between engagement or the participating response, and detachment or
the critical response. Literature as dialectic gives us the best of both

worlds of engagement and detachment (1985, pp: 15-16; forthcoming 1986).

pon Gutteridge (1983) offers a response hypothesis gleaned from twenty

years of "experiments with, and observations of; question-types in grades

seven to thirteen" (p. 37), stressing the text-reader-teacher relationship.

His hypothesis is that

all readers; once they reach a reflective; self-conscious stage
in their reading experience; respond to literary texts in three
phased stages: the Basic, the Rhetorical, and the Moral-Thematic.
(p. 37)

ag
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the literal aspect of a story or as its content. If a question about the
story can be resolved by facts or groups of facts and without reference to
special ééiﬁiﬁéiééy or éitéiﬁsié experience then it probably belongs to the
Basic comprehension stage (pp: 38, 41-42).

At the Rhetorical stage are questions which call for prosessing of the
information of the <*ory with reference to its normative/descriptive effects
on the reader. "Rhetorical comprehension is very much having an awareness
of the elements of story-telling through their immediate effects on us:
plot, character; setting, diction, tone, story-teller, suspence, foreshadowing”
(p. 42). Questions of purely aesthetic or Mterary intent are excluded
because they involve a very high level of inference as well as knowledge

beyond the text. The Rhetorical stage of comprehension requires a second
reading with special attention to verbal cues and to reinterpretation of

initizl responses made during the Basic stage (pp. 42-43).

Noral-Thematic stage responses to a story involve comnecting events
in the text in such a way as to see patterns of meaning beyond the merely
narrative. At this stage the reader reeds to have an understanding of some
of the experiential patteins of his or her own personal and social experience
in order to be able to respond to these aspects when they are embedded in a

story and its rhetoric:

Fiction is about things and about our response to things;
it is not about morals per se; it presents a view of life for our
response, and when that response involves a choice or a decision,

then the reader’s moral sensibility is aroused. (p. 43)
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Gutteridge believes that these stages are always part of the way
fiction is read, from grade seven to higher education. “PEBS&S&? the éieareSt
mark of a fully mature reader is h1s ability to retreat to the stage he needs
at aﬁy §i6§ﬁ moment” (p. 39). The stages are intrinsic to the way everyone

reads fiction.

eomprehens1on for the most advanced and exper1enced readers at the
Rhetorical stage evolve 1nto the Literary/Generic siaée. At this stage
the conscious Rnowiedge of genres, gained from wide read1ng in 1iterature,
is brought to bear on the text for the purpose of deepenrng and broadening

Moral-Thematic camprehen51on (p. 41).

Rosenblatt's Transactional Theory of Response

Respondtng to 11terature and readlng for mean1ng
are reaily the same th1ng. chlld's responre to
literature - to a poem, short story, play or novel
- cenveys the meaning he or she has gathered from
the prxnt; The child’s response to lzterature is
the expression of meaning he or she has found
there.::. encouraging children to explore &i6ér§é
responses to literature is a way of generat1ng new
understandings: in other words, opportun1t1es for
iﬁe reader to make his own meanings from @riﬁiz

(McGregor & Meiers, 1983, p.53)
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Rosenblatt's transactional theory saw  its genesrs in her early work

LiteraturegasAExplorat1on, first publ1shed in 1938 and most recently in

1976. In the latest edition (1976) she wr1tes'

First is the nece551ty not to 1mpose a set of
preeooce1ved notions upon the proper way to react
to any work. The student must be free to grappie
with his own I react1on. This pr1mary neont1ve
condition éoée not mean that the teacher abdicaté§
his duty to attempt to instill sound habits or
sound critical attitudes. Nor does th1s 1mp1y that
historical and blograph1ca1 background materrai
will be neglected {p. 66)
Her cransactional theory was not expiicated until 1978 when she
7 Text the Poein. The term "'pcéiiﬁ refers "to the

published The

whole category of aesthettc transactions between reéder§ and text" (p:12):

The poem is an event in t1me, a coming-together of a reader and a text.
"The reader Brings to the text his past exper1ence ard present persona11ty.

resources and crystalixzes out from the stuff of memory, thought,
feeiiﬁ§ a new order; a new exper1ence, which he sees as the poem" (p.12):
The poemeis the transactxon between reader and text. The transaction
involves not oniy the past exper1ence but also the present state and

present interests or preoccupations of the reader (p. 20).

Rosenblatt recognizes that different texts result in different

transactions. MEfferent” reading designates the type of reading in which
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the reader’s priﬁify concern is w1th what he or she will carry away from
the reading - the information to be acqu1red the logical solution to a
problem, the action to be carrxed out. "Aesthetic" read1ng occurs when the
reader’s pr1mary concern is with what happens dur;ng the actual readxng
event (§’24)" "In aesthetic read1ng, the reader’s attention is centred
directly on what he is 11v1ng thteugh during his relat1onship with that
particular text" (p; 2@); Literature almost always results in aesthet1c
reading.

However; the same text may be read either efferently or
aesthetically, dependxng upon the purpose the reader brings to the text,
and the expectat1ons imposed upon the text. The d1st1nct1on between

,,,,,,,,,

does, the stance he or she adopts and the activities he or she carrles out

in relation to the text.
At the extreme efferent end of the spectrum, the
reader disengages h1s attention as mich as possible
from the personal and qua11tat1ve eleme—ts in hxs
response to the verbal symbols, he concentrates on
what the symbols des1gnate, what they may be
contributing to the end result that he seeks = the
1ntcrmatxon, the concepts, the gu1des to act1on,
that will be left w1th him when the reading is
over. At the aesthetic end of the spectrum, in
contrast, the reader’s primary purpose is fulfilled
during the reading event, as he fixes his attention

on the actual experience he’s living through. This
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the text to enter into the center of awareness; and
out of those materials he selects and weaves what
he sees as the literary work of art:

(pp- 7—28)

No distinct line separates efferent (scxentzfzc or expcs1tory)
reéding on the one hand from aesthetic read1ng on the other hand It is
more heinful to think of a contlnuum, a series of gradatxons between the
extremes. The "distinction between nonaesthetic and aesthetic 11es not in
the presence or abscence of emotive or cogn1t1ve elements but in the
pr:mary dlrect1on or focus of the reader’s attentxon" (p 45).
intetpretat1on involves primarily an effort by the reader to describe in

some way - not necessarily verbally - the nature of the 11ved—thrcugh

evocation of the work.

Rcsenblatt recognlzes that readers often maintain a desire to
ascertain the author’s intentions. With mosf texts the naive reader, she
the author s meanzng. "The more soph1st1cated reader know~ however, that

there may be a great gap between his 1nterpretation and the author’s

intention" (p 113).

There exists in her writing the recognrtxon that "those who seek a
unxtary cr:terxon of interpretation fear that the alternative is complete
subject1vzsm, the reader "alone" (p.113). Deanne Bogdan (1984) warns

aga1nst the danger of espousing either engagement with or detachment from
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the text as a unitary criterion of response. "As readers, our habitual
mcde of responding to literature is Invarzabiy some form of imbalance
between thought and emotlon' we either ovetihtellectua11ze = and lack
feeling = or sentimentalize - and lack truth" ZBcgdan 1984, p.1). Bogdan
argues for - and Rosenblatt wculd agree - a balance between engagement w1th
and detachment frdm the text. Rosenblatt’s efferent and aesthetic reading
allow iust for this; readers can read a text first aesthet1ca11y, then
return for a second efferent read1ng where they detach self from the

transactlon or event and attend to the 1anguage of the text.

Children bring Eﬁéif ovn meanings to péi'ﬁt - t'neii:
the klnds of mean1ng they make of the print vary
accordingly. Teachers bring meaning to print by
provid1ng ways into the print: that iei by creating
51tuat1ons, and contexts where there are clear and
readily achievable purposes in reading; and where
prior knowledge of the language is there to guide
children into the print.

(MeGragor & Meiers, 1983, p. 53)

A Resgonse:Centred euzzxcuium

Alan Purves (1972) advocates a response-centred literature
currxculum in consonance with the theorIes of Hoiiand, 31e1ch, and
Rosenblatt. Hls argument is that at the centre of the 11teratare

curriculum are not the works of literature but the mznd as 1t meets the
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book, thé response (927) He recoéﬁizég that although works and f)éapil;e
are unique, and recponses are unique, there are nevertheless points where
responses touch and overlap. Thus he offers these three points of
agreement :
1. If everybody in a group is responding to the same poem, the common

point is the poenm.

2, If a person is responding to a poem, a play, and a novel, the

common point is the person.

3. If a group of people are talking about novels they have read, the
common pomt is the language they are using to talk with. (p.37)

Purves admonishes that the learning of classiflcatory terms and
critical description needs to be held to a mimmum, in a response—centred
curnculum the central focus must be the experience of the reader with the
text. But he notes that there are useful terms such as 'story A ?ﬁoe:i' R
'word' 'repetltlon' 'gcene’, 'pattern’, ‘narrator’ or 'soeaker'
'compan.son' that are useful. Some terms are useful but not absoiuteiy
i'iéée’s’sai:y': 'metaphor’, 'symbol’, ’plot’, ’irony’, 'rhyme 'rhythm
'VOICE' 'pomt of view’, 'allegory’. And there are many terms that belong
to the speexahst - 'mtonymy riamb’, 'sonnet’, heroic couplet'

'bxldmgsroman' 'romantic irony’.

Four lévels of response are suggested (from research) for
developmg students' responses. (1) Engagement - Involvement is the

affective response, the one in which the reader feels, or does not feel

-
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identification or empathy. (2) Perception occurs when the reader views the
work objectively. (3) Interpretation is the reader’s use of either
subjective or objective viewpoint in seeking to tell what the work means.
Interpretatlon is translation of metaphor (3) Evaiﬁation is the reader’s
ﬁsé of either subject1ve or objective criteria in seeking to compare a work
With others and to assess its impact and 1mportance (pp 87-88)
Engagement is perhaps the least sopﬁisticatea way of respond:ng and
evaluat1on the most. "Generally speaking, most talk about literature - and
particularly with younger students - should start on the 1eve1 of
éngagéﬁént - involvement. It shculd go on to include perception,
iﬁééépéététian, and evaluation, not necessarii§ in that order, aﬁé not

usually in equal amounts" (pp. 88-89).

novels, 1mprov1sed drama role play, dramat1c readrng of poems or plays,
setting of poetry tc a musical accompan1ment, preparatron of a visual
comment u51ng pa1nt1ng or photographlc collage, recreatzon of the scene in
a novel from the viewpoint of different characters, or the recreat1on of a
scene from a different pErlod in a contemporary sett1ng and idiom (Wboley,
1982, p: 29).

Part1c1pant and SpectatorfRoies

The concepts of partlclpant and spectator roles in the mak1ng of

conceptuaixzatlon of a theory for the teach1ng of literature. The concepts
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were first used b} D.W. Harding (1977) and developed by James Britton
(i976 1984) and Arthur Applebee (1977, 1978) The individual takes up the

hears; teils or wrxtes a fa1ry story or its adult equ1valent. An
1nﬁ1v1&ha1 is a partxcipant when he or she part1C1pates in events, such as
an aesthetic reading Whenever the readér plays the role of spectator of
human affairs, he or she is in the position of literature (éritton; iQﬁi,

p. 325).

Then what kind of writing is literature? It is, I
suggest; writing in the role of spectator -
spectator of other men’s lives, of orie’s own past
or future or might-have~been. writing freed from
the partzczpant's need to respond with action or
decxszon. free to savour the emotions wh1ch
partxcipants must discharge in action or eke away
in anxiety;;;;I th1nk we relish the role of
spectator of other men’s 1ivés, or the mythical
lives of ftctzon, for the 51mp1e reasons that we
never cease to want more lives, more exciting or
more successful: and for the further reason that
we cannot conceive of pursu1ng this one and only
life in bltnd 1gnorance of the lives around us
whose many motives may involve us sooner or

later.... (Brltton, 1963, p- 42—44)
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Response to literature is impossible to separate from response to
other media such as f£ilms, television plays; or from other spoken narrative

and children’s own personal writing. “In all of these the student

sake of active intervention. But since his iééﬁéﬁEé includes in some
degree accepting or rejecting the values and emotional attitudes which the
narration implicitly offers, it will influence, perhaps greatly influence,
his future appraisals of behaviour and feeling" (Harding; 1977b; p: 379):

The spectator role offers the reader a way to articulate ard
exploré his or her view of the world, presenting alternatives; posing
contradictions, reconciling conflicts sithin the realm of his or her
subiéctiVE, personal éxpétiéncé. The teacher’s task in this spectator role
process is one of questicning and cultivating response rather than one of
teaching critical principles (Applebee, 1978, p. 134).

Another wi? of expressing response through the role of spectator is
to consider that "both the content and function of reading are best
understood within the context of the personal style or identity the reader
is shaping” (Grant, 1984, p.7). We respond to literature in the same way
as we create literature, through narration or stofytéiiiﬁé; Our storying
or narrating of the world precedes, shapes and persists beyond our storying
of the literary text. The "interconnsction between our storying of the
world and of the text is the very foundation of our experience of
literature” (Grant, 1984, p.7).

Grant introduces two types of storying, interpersonal and pers~nal.

10§
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In interpersonal gtbrying, the reading of fiction may be understood at its
sifiplest level as the interaction between at least two modes of storying,
the author’s and the reader’s, both modes being unique and personal, shaped
by pagt iinguistic and life éXpétiénCéé (p. é) intrapérsonai stor?inj
between our story1ng from one occasioi to the next, and according to the
Rind of access we have to other people s narrat1ves, encountered through
the patterning of events in life, through media siich as film, and
telev1szon, through listening, réendering Stories aloud, and through silent

reading (p 9)

The Place of Analysis and Criticism

Formai analyszs and 11terary criticism are not in opposit1on to a
reader—centred approach. Rather, what we as literatiire teachers need to be
wrxtxngs of 11terary critics does not become the raison d’'8tre of
literature teaching, else students learn to d1strust their own résponses.
Anaiysxs and criticism occur naturally as students develop and mature — as
they rea&; react, and artxcuiate their responses. Skill at analysis must
be placed in the context of, and subservient to, students’ engagement with

literature.

Informal éiiéiéiéﬁ éééié with human reactions to literature. D.W.
ﬂiéaiﬁg (1977b); in his seminar report on response to 11terature at the
1966 Dartmouth conference, declared that "at the untverStty, as in the

secondary school, the exp11c1t analys:s of literature should be ltmited to
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an understanding of the work, within the

the least required to get
student’s limits, and the aim should be to return as soon as possible to a

direct response to the text" (p: 392):

The literature teacher may want to introduce some literary
terminology as he or she moves in the direction of evaluating literature.
Discussion may be simplified at the secondary level if students can share
terms such as 'plot’; ’‘character’; 'scene’; ’setting’; and so on. "But it
is important to emphasize that knowledge of literary terminology is no
substitute for the experience of literature" (Judy, 1981, p. 156). Mastery
of terms and the facile use of them by students is no measure of their

ability to respond to literature:

Finally; Northrop Frye has this to say about the response process:
In all our literary experience there are two kinds
of response. There is the direct response of the
work itself, while we’re reading a book or seeing a
play, especially for the first time. This
ééﬁé;iéﬁCé is uhcriticai; or rather pré:criticai, 50
it’s not infallible. If our experience is limited,
we can be roused to enthusiasm or carried away by
scmething that we can later see to have been
second-rate or even phoney. Then there is the
conscious, critical response we make after we've

finished reading or left the theatre, when we

compare what we’ve éxperienced with other things of

the same kind, and form a judgement of value and
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proportion on it: This critical response, with
practice; gtaéuéiiy makes our pre-critical responses
more sensitive and accurate, or improves our taste,
as we say.

(Frye, 1963, p.44)

An understanding of the development of the reading and response
processes is essential for English/Language Arts teachers if they are to
successfully implement a literature program. First, Emglish/Language Arts
teachers need to know developmental stages in students’ reading in order to
select texts for different age and maturity levels. Second, awareness of
developmental stages of response will familiarize the teacher with what to
expect in the way of student response to different works of literature at

different ages:

Here is presented one approach to the development of the reading
process in students, and ceveral perspectives on the development of
m@é&mﬁﬁ&ﬁﬁﬁﬁﬁﬁﬁﬁﬁmﬁﬁw&m
literature, but the approaches and perspectives presented are judged as

most appropriate for use in the classroom.
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see the process of reading fiction. These five can be arranged on a scale

of increasing distance between the text and reader.

The five modes are described briefly:

Mode 1: Piéiéétieﬁ into a character
The most iﬁpiiéd and most common way of experiencing: the
reader is imwersed in the book, identifies with some of the
characters and imaginately becomes one of them, and loses self

in that character’s personality and situation.

Mode 2:  Projection into the situation
The reader is in the book with the character, but does not
identify with any one of them. Readers see themselves as
spectators on the cutskirts or margins of events, emotionally
involved but unable to affect the action.
Readers often cenceive themselves as being present but

invisible to the characters.

Mode 3: Associating between book and reader

Readers are more concerned to establish links between
themselves as Eééééfé with théir own actual experiences and the
people and situations of the book. They visualize the book in
terms of their own world, and they imagine how they would feel
and act if Eﬁé§ were people ih the story. Readers may realize
the secondary world of the book by importing into it elements
of their first-hand experience, or they may use the book as a

testing-ground for their own feelings and ideas, or even both.




109

Mode 4: The distanced viewer
Readers describe their experiences as being removed from the
character; watching them play out their roles. The teader is
firmly cutside the situation, but emotionally involved in what

happens and wishing to be able to influence the sutcome.
Mode 5:  Detached evaluation
older students neither identify nor empathize with the
characters in the story, but analyze them more coolly. They
read from a stance that is likely to inhibit emotional
involvement with the story. Critical reading seems to Ee a
form of behavior learned in school.

(Prothercugh, 1983, pp. 21-25)

Younger children (aged 11 to 12) are more likely to be classed in

modes 1 or 2, while modes 4 and 5 draw mostly on students 14 and older.

But there is no distinct correlation between age and mode. "What éééé seem
to be associated with maturity in reading is the ability to operate in an
increasing number of modes, according €o the work being read and the mood
or needs of the moment..." (ﬁ; 21). Growth in reading E&éﬁt Eé ééf;ﬁed as
the increasing ability to match modes of reading to the material being

read.

David Jackson (1983) reports the results of case studies of
students’ encounters with fiction from ages 11 to 18. He identifies four
linked but different phases of growth which represent general tendencies or

possible patterns of development, and draws implications for the teaching
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of literature.
First Phase: Trusting your own voice in an unfamiliar context, ages
11 to 12+.

Students at this phase apprehend what others say through story.
Personal anecdote is used in their responses; "anecdotalizing is often
their most confident and familiar way of homing in to the disturbing
newness of a fresh read1ng experience in the classroom" (p. 98)

Anecdotes often validate and ericourage an immediacy of contact between the
personai world and the world of the text that no other mode of thinking

seems to make posszble

Second Phase: Expandihg perspectives, ages 12+ to 14

"At thls stage students are encouraged to move away from an
exclusrveiy egocentrrc perspectlve to a pos1t1on where they are able to
view situations from drfferent pornts of view" (p; 94). students develop a
§fawiﬁ§ conscious recognition that the story has been deliberately
constructed to express the writer's purposes. Teachers might concentrate
at this stage on wakiﬁq expiiéit to students the shaping and patterning
involved in story—makrng One rmportant aspect of form is an understanding
of poiﬁt of view. Emphasrs at this phase should be on books that speak
airectiy to reaaers, and at the same time rntroduce an unexpectedly
different fictional mode that provokes more active partrcxpat1on from the

Fiction that 1nvestraates other cuitures, other emotronal worlds,

perspectives, and ways of 11v1ng is appropr1ate too at thrs phase

Third phase: Reflective awareness, 14 to 16
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This phase introduces a more careful consideration of language
together, helping them to break out of an isolated committment to a limited
number of views to take on a broader perspective. "Traﬁsiatihg their
thoughts into another medium often produces a valuable distancing affect
that helps the pupils to organize their reactions to the book more éiésély
and c’onnectédiy" (p; 173)

Fourth Phase: Thinking aloud in public, ages 17-18
This phase focuses on the learning process involved in small group

talk and informal writirig’;

Robert Protherough (1983) developed a model as a basis for
discussing the responses of individual children to stories. The model
contains stages or levels generalized from many individuals in the Hull
(Englard) study which forms the basis of his book. Within each of the four
major headings are stages which go from simplest to most advanced level of

response, and the age range goes from 11 to 16.
Basic question: "In a sentence, what do you think this story is about:"

Al one particular character or idea is snatched out of a complex

structure and presented as the focus of the whole story.

A2 A fuller but inaccurate attempt to summarize the events or t-
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gtate the theme of the story. The mis-reading shows a failure to

comprehend what is actually presented in the story.

A3 A vague or unfocused statement, accurate as far as it goes in

grasping something of the main idea, but so open that again it could be
applied to a number of stories.

misses an essentiil detail, because of a failure to distinguish between
more and less Significant events or because the meaning is reduced to a

ready-made moral judgement.

A5 More perspective attempts briefly to convey the essential
meaning, showing awareness that the events of the plot arise out of
character, motive and situation. Some sense of what is significant, of the

impiication of evenﬁs, despite the demand for brevity.

B. EMPATHY: Ability to ’'read’ people and their situations
Basic question: "Which of the characters do you feel most sympathy for,
and why?"

Bl  Answers that seem inicoherent or irrelevant. In some of these

cases a géhﬁihé eipianétien is "buried’ but not éxpiicit, and further

discussion might elicit it.

B2  Responses which abstract one specific, physical detail from

the story, often a minor element. Characters are here seen exclusively in
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terms of action: they are pitied because of what happens to them: losing,

being hit, getting into trouble.

B3  Entering into an individual’s situation at a relatively
elementary level, and without relating significantly to any other
characters. The focus is on the more devious, stock implications of a
person édﬁihé off badly: 1losing a bet, Beihg eﬁeated, getting shown up.
Bd  Sympathy grounded in the way a character suffers because of
the actions or attitudes of others. The stress is on the feelings aroused

in the central situations of the story.

BS  More complex sympathy with (iathét than pity for) the
character, rei&tiﬁ§ with some psychological iﬁéigﬁt to the whole story.
Characteristically concerned with the way in which characters view each
other; and thus with such themes as lost iiiﬁsions, vain hopes, sense of

betrayal, aétihé badly with good intentions:

C. MOTIVATION: Ability to understand why people in certain situations act
as they do.

Questions like: "Why do you think Granny put the coin in the fish’s
throat?” "Why do you think 0dd stole the brooch?"

¢l  Reasons that cannot be supported from the text, or which

depend on a mis-reading.

c2  Obvious literal responses that avoid real explanation. These
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work at th. ievel of ’‘Ask a silly question and I’1l reply in the same

way...’

¢3  Limited perception of the immediate, physical effects: to
win, to sell, to §i6e; These 6§éiéfi6hai explanations focus on what the
character will do or get physically.
Cd  Reasons grounded in understanding of the character’s
feelings. Motivation is seen as resulting from or leading to certain

emotions, rather than just as a means to physical ends.

C5  More coherent explanation in terms of character relationships
within the situation. The reasons seen as appropriate here are those based

on the supported effects of actions on other people.

D. PREDICTION: Ability to comprehend likely outcomes beyond the story

in terms of the text.

Questions like: "what do you think will happen when Mr. Pierce gets the

fish home?"

DI  Suggestions that are implausible in the light of the text,

that are based on faulty assumptions or make unjustified inferences.

D2 Like C2, a literal response at a §ﬁ§éifiéiéi level, without
considering the implications of what is suggested. There is no awareness

of 'and then what...?’
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D3  Prediction involving some degree of empathy. These responses
consider what the character's immediate thoughts and feelings are likely to

be, but do not pursue them.

D4 Moves beyond the stage of D3 to consider what the ensuing
reactions into the charactar rather than imagining what that person would

be likely to do in the situation.

D5 Awareness of a range of possible choices; and the selection of

one that best seems to fit the character and the situation. Shows more

ability to det outside the readers’ personal reactions than D4.
according to the model, there was a high degree of consistency; that is,
individuals seemed to respond at a similar level to each of the four major

answers (p. 52).

In sumary, ages 13 to 14 is a significant stage of development.
At this age level most students have developed a range of nodes of reading,
they attempt to ground judgements in apparently 'sbjective’ criteria, and
they become capable of more sophisticated levels of response. The

transition is one from circumstantial to circumspect judgement (p. 53).

Protherough (1983) also presents stages in children’s development

of evaluation of literature, drawn from the same Hull study. He describes
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three broad stages; marked off from each other by the relationship that is
envisaged between readers and text. At the most elementary level;
judgements simply convert personal response into a generalized assertion

characteristic of students ages 11 or 12, the stages are:

(a)  Unqualified assertion, as of a self-evident truth. ‘It was good’,

or ‘It was boring’.

(5) Namirg a preferred quality or type of story. ‘I liked it because

it vas funny.’

()  Describing the theme or the plot. ‘I enjoyed it because it was

about sports’.

These types of evaluative statements are also common amcng seéven to

At the second and more mature level, judgements concentrate more on
the relaticnship between the reader and the book. "particularly in the 12
to 13 age group there is more avareness that personal response is the basis

for assessment, and that individuals may not neccssarily agree" (p. 40).
Stages at this second level are:

(d) éﬁeéifying a particular effect on 3 reader. 'I liked the story

because it made me tense and excited!’
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(e) Personal reaction to the ‘rightness’ of the story. There is
increa ing concern with links between the story and personal experience:
1 like the way it stopped at the end, because it made you think what WOﬁid

happen next.’

At the third and most mature level, from 3 onwards; there are the
beginnings of an attempt to find apparently objective reasons for
evaluation. "Instead of simply describing the effects of reading on
themseives, children seek reasons that will appear valid to others" (p.

41).
Third level stages are:

(£ Judgements of credibility. A concern for the ‘rightness’ of the
story is narrowed to ccncentrate on how far the experiences seem
rreal’ or 'trué’. 'I liked the story because it is something that can

hSp@eh in everday life.’

(g) Attempted technical judgements. ‘There was a lot of descriptive

worde and I liked the characters.’

As students grow older the difference between liking and judging
becomes cClearer. Students learn that value judgements have to be
substantiated by pointing to features in the text. "At this key stage of
development; students learn (or fail to learn) that reading in a certain
way, concentrating on certain elements in the story, is to become a critic.

By trying to move them too quickly, however, by presenting texts that are
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too difficult, by demanding over-sophisticated responses and making them
feel that their own are inadequate, or by presenting stories as 'work’
rather “han a Source of en§OYment, we may hampe: rather than assist their

development" (pp. 41-42).

In 1973 Gunnar Hansson reported the results of a study in which he
asked older students to rank a number of criteria for making judgements
abotit text, and then to rank those criteria which they thought were most
iﬁbﬁtt&ht for teachers and scholars. The two lists were not only very

éifferent, but difféerent in a significant way.

When the students rank for themselves, the most
iﬁpbttént criteria are the emotional impact of the
werk; the author’s imagination, the moral
significance of the work, and the author’s
siﬁéétity; All these criteria, which pay attention
to human qualities in literature...are placed low in
the supposed ranking by experts and teachers.
Instead, a number of purely fomal critéria, such as
form and style, aesthetic order, and symbols and
metaphors; are considered to be very important....
Results of this kind may make us wonder about the
way literature is taught at school, and what gives
the students their opinions of what is more or less

important to their teachers.
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THE TEACHING OF LITERATURE

At this pornt in the monograph we come to the 1mp11cat10n of the
forego1ng discussion for the teach1ng of literature. There are three
aspects from which implrcatxens may be viewed - the teacher, the student,
and the text or works of 11terature. I am proposing that response to
literature be an element in the teachlng of literature, and the first part
in this section deals with how that proposal might be realized. Another
subsection deals spec1f1ca11y with the role of the teacher in a
féé@éﬁéé—ééﬁ&éa curriculum; attention is directed toward the student also
and the creation of classroom enviromments to enhance the response process.
Finéii§; there is a subsection wﬁiéﬁ piaces literature in the context cf

the English/Language Arts curriculum.

David Allen (1980}, in hrs book on Eng11sh teaching Since the

Dartmouth conference, noted ! rank Whitehead's observation that a shift in
theory had taken place since the mid—slxt1es. "The shift has constituted
an erosion of belief in the power of literature as such, in the value of
exposing oneself to the impact of the poem or story or novel for its own
sake and a concurrént aoﬁﬁériaiﬁé 6f tﬁé éiéciﬁiiné of éubmitting oneself
(p.7). Inmy opinion the shift is ctiii upﬂerway thotgh there is the
danger, as in Sn§ educational change; in dismissing outright old theory for
the sake of new. Literature must still be able to be identified with
powerful language, and not all responses to a wort of literature are

equally valid or worthwhile.
119
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tcwards l1terature. Shortly after the Dartmouth conference two noted
Amerrcan Engl1sh educators conducted a survey of seiected Américan high
schools which con51stently educate outstanding students in Engl1sh. James

the approaches used by their English teachers when presentrng a poem to the

class. Listed in order of frequency, the approaches used were:

explication or analysis
study of theme

discussion

reading aloud

study of technical aspects
listening to recordings
study of poets’ lives
writing a poem

writing an analysis

oral interpretation
memorization

ccmpar1ng of poems

also outl1n1ng, precis wr1t1ng, research, a study of the

point of view, meter, use of study guides, etc.

TWO years after Bartmouth the literary criticism approach still
dominated literature teachxng in American high schools which were at the

forefront of Engl1sh teachrng; In that game year, D.W. Harding ( in

Squire, 1968, pp. 16-21) was advocating Jdifferent medes of presentation of
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literature, suggesting that in any class, literature will be presented and

used in different ways. Three modes of presentation were distinguished:

1. The individual child with the individual book. This approach
entails classroom book collections, accessible and well-stocked

school libraries, pupil—teacher conferences on books, class and

group discussion of books.

2. Literature as group experience.
Group experiences may include storytelling, folksongs and ballads,
fila viewing, listening to what others have written, creative
dramatics; choral reading, oral interpretation, dramatic

interprétation, role piaying, iistening to recorded literature.

3. Presentation of literary material accompanied by discussion.

D.W. Haiding advises that such direct presentation should normally
be reserved for selections difficult for students. Works which are
accessible to the individual reader should be read by students on

their own.

Harding’s committee also recommended approaches applicable at
different levels of schooling. During the elementary years oral teacher
ages 10 to 15 they mandate scheduled individual conferences with each
child. Most poetry should be introduced by the teacher, most often through

oral reading followed by discussion. Interpretative readings and dramatic

interpretation of scenes from plays are considered important. In general,
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the committee stressed more oral 5§ptbécﬁés than were characteristic in
many American schools at that time. During the later school ages of 15 to
18 literary éiﬁéfiéﬁéé may be iﬁéiéééiﬁéiy extended through the use of
recorded literature, films and theatrical experiences. §£ephén Judy (1981,
pp. 162-173) still advocates the Harding écﬁﬁittee approaches in his

textbook on the teaching of English.

Ken Watson (1981; p. 91) proposes a core text approach to be used
in the whole class approach to a text. The aﬁbfoach is illustrated
diagrammatically:

Related (——-— CORE —_— Wtiting

poetry activities

Related < > piscussion/acting

drama

5 Listening

Related  <-—— eg.

5 Reading

wide reading novel

Critical analysis of literature, with the text as the centre of
attention, has dominated English teaching for decades. Literary criticism
was found to dominate literature téééﬁiﬁé in the Unit:d States ih iééé; and
£ifteen years later Protherough (1983) admonishes that critical analysis
does ﬁaVE a place in literature teaching. He states (pp: 14&—15§) Eﬁat it
is helpful that students be introduced to what others have written about

the novels they are studying; what matters is when and §§§ this is done.
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He suggests simple activities that might be practised to introduce students

to ways of approaching the critics:

(1)

(2)

(3)

(4)

Ask students to consider how far the critic is revealed as a reader
and how far the interpretation is presented impersonally as
robjective’. Ask them to distinguish facts from opinions. How far

is an interpretation a matter of opinion? How can readers se

about deciding how far an interpretation is true?

Provide two different interpretations of the story which vary
markedly. Ask students to identify the points of difference, and

then to discuss how they would propose to choose between them in

[
n.

each case. If thers are issues that cannot be decided, then why :

this? What does it suggest about interpretation?

ieprbduce several descriptions of what a story 'means’ according to
different critics. Suggest that students, working individually,
mark those with which they agree (+) and disagree (-). Ask them to
compare their reactions, and to discuss particularly where there
are differences. Discuss whether there is meaning ’in’ the story
or whether readers ’find’ or ‘make’ meanings. What would their own

statement of the meaning be?

Give everyone a copy of a brief critical account of a story, either
written by a critic or yourself (as teacher). Ask them to consider
carefully where they agree or disagree. Then ask them to identify

any points where they feel that their own responses or opinions
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have been affected by what they have just read. Get them to
discuss their reactions with each other. Then ask if their

responses have been further influenced by hearing others’ views.

(5) When the class has written a critical essay on a story, extract
responses from a number of students and duplicate them or read them
to the group. Ask them to discuss the p01n€ of difference: Are
they anxious to know who the authors were? If so, what does this

suggest about literary judgements?

ENCOURAGING INTERPRETATION AND RESPONSE

The Shift in theory identified by Frank Whitehead (in Allen; iééé;

p 7) and described in the introduction to th1s section creates what Pobert

Prothe: ough (1983 p- 72) describes as aspects of dlscontinui*y in our

teééhing of fiction at the secondary levels. He identifies three chief

Eeéééﬁé for concern that are crucial for English educators in Canada as

elsewhere-

1, There is often a wide discrepancy between the avowed purposes both
of our formal curriculum statements and of what we say informally,
and the methods and materials we actually use. The claim that
literature w111 extend experience and knowledge of 11te can easxly
be made unreal by the 1nappropr1ate choice of books, or by close

attentxon to trivia and exercises.

2. There is often a gulf between the kinds of responses encouraged in

the middle years and those seen as appropriate in examinations.
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The responses which teachers say they wish most to develop are
precisely those which are most difficult or iﬁpossibie to assess by

examination.

3. To separate out subjective emotional responses and apparently
objective critical thinking is sureiy to diminish and weaken both.
The responses of enjoyment and the sense of personal development
should be inseparable from know1ng more about how stories work and

from increasing the ability to compare and discriminate.

elaborated responses to texts both made and read. Any act of reading (and
writing) should address itself f£irst to meanxngs (cthe meaning that the
reader brings to the text as well as the meanings that the writer brought
to it) and over a period of time to how these meanings intermingie and
create new perspectives for the reader. Attention to how meaning takes it

shape through form needs to come second, not first.

Both teachers and students need to articulate their interpretations
of literature o that these can be shared and tracked for changes over time
and through continued gharing. The teacher, as one reader among many; is

one interpreter of the téxt but a spec1a11y experienced and reflective

read. "The main drive of classroom discussion of literature should be

towards rationalexefiection on issues ot choice in values so that children

éénérate the drive to act on their understandlngs of what is worthy and

desirable. This means enhanced awareness of where they stand on value
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of others" (Boomer, 1984 p.4).

The literary transaction in schools should involve

(a) sympathetic identification

(b) discovery and affirmation of valies and attitudes
(c) questioning of values and attitudes

(d) movement towards new values and attitudes

(e) delight in language

(£) increased ability to understand self and others.
(Boomez, 1984, p.5)

The aim of any literature program is tc help students to develop

areas of study; the experience of literature is an activity that is only to
a limited extent under teacher control. Teachers thus need to establish

limits with other reading experiences outside of the teacher’s control, and
with £ilm and television fiction. In practical terms this bridging may
involve "{e use of clase libraries, encouraging the keeping of reading
journals or simple lists of books read, regular discussions about reading
vith individuals or small groups, availability to talk abou. books in the
library, systematic recommendations of particular novels; and sometimes a
willingness to be "sidetracked" into discussion of last night’s TV serial”

(Protherough, 1983, p. 129).

To accomplish the development of interpretation and response Robert
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Protherough (1983) describes six stzges for the teacher of literature to

follow; over different times sScales according to the work or unit of study,

and flexible so that the first or last stage may or may not be included.

perception, interpretation, and evaluation.

1.

-

Possible pre~reading activities
- themes or issues introduced before the story

creation of an appropriate atmosphere

- establishing a context for the reading
- links with previous reading

essential information (allusions, vocabulary) which students need

before reading.

The first reading
- read by teacher, recording, dramatic performance
- excerpts or complete

- edited or unexpurgated

Encouraging individual responses
- relating to personal experiences, retelling, anecdotal parallels,
selecting key passages

Developing and sharing responses
- attention to Séﬁéété of the narrative (plot, character, mood,
viewpoint; style)

- extension to other media (art, drama, improvisation, recording)
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Assessment and evaluation

wn

~ centrai issues on which Iudgement of thc text will depend

- kéy q’uestions to be asked abcut the text

6. Possible final readings or presentations
-~ bringing together group activities

- displaye, performances, compilation

Classrooms for literature must be places of continuing and varied
face to face exchanges, teacher to student; student to student; student to

group. Group work and talk are essential elements in an effective

classroom literature environment: The context of the small group offers an

g — —

effective way of encouraging students to respond #:tively to literature:

When students work together to present a piece of literature in some way;

they generate new responses to the literature. Through the "experience of

listening to the views of others about a poem; for example; students are
encouraged to see new possibilities in meaning and; in this fairly private
context, feel more confident of talking about their own ideas" (McGregor &

We can create classroom environments and literature programs in
harmony with Louise Rosenblatt’'s transactionil response theory. This can
hagpen when we:

- ask students what they know about reading literature

- ask them what happens as they read a text

~ share what happens to us as teachers when reading the same text

— encourage students to ask questions about their reading
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experiences with a particular text
- talk to each student about his/her reading experxeﬁéé
- let students talk to each other about their readlng
- 1ntroduce students to the responses of more soph1st1cated

readers. (Splller, 1984, p. 24)

Literature and writing may be brought together in a
rpsPonsa-cen°red curriculva, and the two may be harmonicusly integrated

g1ven the broadened definition of literature offered in this mcnograph.
Litéfétﬁfé is writiﬁg, and Writing as a mode of fésﬁéﬁsé to

writing about 11terature, has dominated response. What alternatives are

there to the traditional essay? Can we have students wr1tingﬁl1terature

rather than writing about literature?

A writing assignment may provide a natural follow-up to class
discussion and/br debate, espec1a11y when the class is wrestllng with a
probiem. The purpose in such wr.t1ng i to try to resolve the problem.
Writing assignments whieh grsw out of actual problems and questions

students have debated in ciass, and which are read and evaluated in class
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expériences, an alternative approach to a teacher lecture on the author and
the historical background to the text, is an opinionnaire activity: "This
type of introductory actxvxty is based on the idea that students h&Vé
opxnions about various subjects; it uses those opinrons to create interest
in a work and helps with problems students will encounter in trying to
:nterpret complex implied relationships 1nvolv1ng character, which students

will have to write about" (Kahn, Walter & Johannessen, 1984, p 22).

An opinionnaire may contain seven to twént§ statements or
completed it on their own, the teacher leads a class discussion focu51ng on
each statement, and encourades Students to express their own opinions and
to ohallenge the opinions of others. Because the statements or questions
requiie students to take a stand, this activity ensures a lively
discussion An excellent source of activities that meld reading of
wrxting about and talking about literature is the book by Kahn, walter and
Johannessen, 1984, entitled Writing About Literature.

Students’ also can prov1de perspectives on the teaching of
literature which bay quide English/Language Arts teachers: SEE§Ben Judy
(1981, p. 176) reports briefly the results of a survey of middle school
students in New York State reported originally in 1974. The researchers
asked two questions: What has a teacher of yours done to interest you in
reading? And what could a teacher of yours do to interest you in reading?
The most frequent cited responses stould be of interest to English teachers

as they §lén for teéching literature. They are:
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Let us choose our own book:

N M
| .

Tell us interesting stories.
Show filmstrips or films(videos) about stories.

Let us act out exciting scenes from stories and plays.

UV o (V%)
L] L .

Suggest names of interesting stories.

fet us read along with taped stories:

. Play records (tapes) that tell stories.

Have free reading periods.

Assign creative projects, such as posters, collages, dioramas, and

Yo >} ~J [+,

10: Have contests to see who reads the most books:

11. Assign different types of books.

12: Tell only the beginning of interesting stories:

13. tet us read comic books; magazines; and newspapers.

i4. Have group discussions and panel discussions.

15; Let us tell the class about exciting books we have read:

16: Decorate the room with interesting posters, book displays, and
students’ projects relating to books.

17: Have a classroom library:

18: Prepare teacher and/or student annotated book lists.

19: Don’t assign everyone the same book.

20. Let us read at our own pace.

mf N Eﬁé,, [N ,,,,,,,7,,::7: ,:,,, I :Eiﬁi:‘s LIl

In order to teach learners how to become

better readers and writers of literature,

—
el
e
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teachers need to practise it, demonstrate
it and comment explicitly on how they do
it themselves. This requires the ability
fo articulate the theories which derive
their practice and furthermore the desire
and the capacity to make these theories
avaiiaSie to learners.

(Boomer, 1984, p.7)

The role of the literature tescher who espouses a transactional,
response-centred approach to the teaching of literature is very different
from that of the literature teacher who perceives literature as a body of
knowledge and approaches it as a treasured canon to be trajemitted to
students. It is the role of the response—centred teacher that is the focus
of this subsection. The knowledge, abilities and attitudes required by

such a teacher are discussed.

The response-centred teacher does not present literature to
students; his or her responsibility is one of bringing the student and the

book together and then to suggest,; encourage and guide the student in his
or her choice. Such a teacher cannot force the development of a sensitive
awareness; he or she can help to increase the students’ awareness of the

impo-tance of form; and of the range and power of language: This knowledge
or awareness will encourage the student to seek out more demanding

literature.



The National Council of Teachers of English (NCTE), in its

Statement on the Preparation of Teachers of English and the Language Arts

(1976); states that the teacher of literature needs to know an extensive
body of literature in English; which includes literature for children anc
adolescents; popular literature; oral literature; nonwestern literature;
and literature by women and minority groups: Added to this is knowledge
varied ways of responding to; discussing, and understanding works of

literature in all forms (p: 6)-

The Canadian Council of Teachers of English (CCTE) has prepared a
similar statement (1985). Under Reading/Literature Understanding these
aspects are listed:

~ roles af reading in learning

— processes by which students learn to read

— how students develop their reading abilities

development of Canadian; English, and American literature

characceristics of literary genres

various theories of literary criticism

.
8

backgrounds to literature (historical, biographical, mythical)

theories of student response to literature.

Hook, Jacobs & Crisp (197C) are more specific, though their focus
is definitely on the role of the high school teacher of iiterature. The
teachar requires knowledge of the Bible as literature, of mythology (Gree

Romari, and Norse), of £nlklore (including riddles, songs, humour, languag
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play, tall tales), of theories of l1terary crrticism, of the appeal of the

order that he or she may learn someth1ng to make literature more appealing

to more people.

The literature teacher requires knowledge much broader than that of

literary works or theories of criticléﬁ* A Eéééﬁéé af ﬁééés&iéé éﬁéﬁia be

-

science, and classics. In order to understand literature and writers as
part of its/their historical, cultural and environmentdl settings the
teacher needs to know what is happening in art, music; architecture; and
science. "An understanding of the spirit of scientific method and its
application to human affairs is the most fundamental social concept that
the teacher of literature should possess” (Rosenblatt, 1976, p. 134).
Abilities

Rosenblatt (1976) charges the teacher with responsibility for
prev1d1ng a wide selection of literature for students, and of helping
students develop sufficient independence to seek out those works
themselves. This responsibility requires the literature teacher to be
aware of the conflicts and anxieties that recur most frequently among
students in our society. Coupled with th1s ab1l1ty is that of jcdélhé how
students wrll respond to different works of l1terature, and helping them to
develop the habit of reflect1ng upon their primary responses to books. The

teacher seeks to create a situation in which students becomes aware of
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possible alternative responses and are led to examine further their own

réactions to the text itself (pp. 224-225):

This process of reflection leads the student to ééek
additional information concerning the work; the
author, and their social setting; as a basis for
understanding of himself and of literature. These
new technical, personal, and social insights may
ultimately lead to a revision of his original
interpretation and judgement and may improve his
equipment for future response to literature.

(Rosenblatt; 1976; p-225)

The NCTE Statement referred to earlier has English teachers
requiring the ability to help students develop satisfying ways of responding
to, and productive ways of talking about, works of literature,and of ﬁeiping
students develop the abilxty to respond appropriately to; and to create;
nonprint and nonverbal forms of communication; including both symboiic forms

and other v1sua1 and aural forms (1nc1ud1ng film, v1deotape, photography,
dramatic performance, song, and other art forms) (1976; pp. 7-8).

The equivalent CCTE Statement (1985) mentioned preV1ously is less
traditional in 1ts abil1t1es requ1rements than it is for the knowledge
rééﬁiréﬁéitﬁ. Uhder Read1ng/L1terature Ab111t1es are listed:

- read and comprehend various types of materials

- help students become percept1ve, cr1t1ca1, and independent
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readers
- Béié students develop their responses to literature
- recommend appropriate works of literature from many cultures and
of children’s and adolescent literature for individual reading

- assess students’ reading ability and understanding of literature.
Attitudes

Attitudes are deeply rooted and difficult to change, yet théy are
so influential on the iypés of knowledge and abilities that literature
teachers hold and practise. James Squire (1968) reports that if any single
reform is needed in English, it is the reintroduction of pleasure into what
is done in the English period. He writes: "You need to be something of a
scholar, to know your material, if you are to teach others; at the same
time you must know how to keep your knowledge in the background, to come to
the work in hand freshly, and to divine the minds of the students in class
or group” (pp. 74~75).

Rosenblatt (1976) believes that literature teachers must be
prepared to compare their responses to those of students, and be willing to
see that a pérticuiar work may give rise to attitudes and ju&géménté
different from their own. Some interpretations are more defensible than
others, and sometimes more than one reasonable interpretation is possible
(pp. 78-79). The teacher, then, should not try to posé as a completely
bbiéctiVE person, and should "avoid £he insidious unconscious inculcation

of dogma” (p.130).

Since the potentiéi influence of Engiish teachers are COnsiderabié,
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they must be 1mbued w1th a reasoned approach to human persona11ty and
soc1ety, to be able to heip students build the attitudes toward people that
psychologists and others have aeﬁbnstrated to be most constructive (p.

162). "He (the teacher) needs to create for htmself a humane system of

values and the flex1b1l1ty to appiy it under the complex and fluid
conditions of cbﬁtéﬁ@braEQ life" (§§;275—276);

The literature teacher mist constantly remain open to the
possibilities of a text, since the aim of the response-centced approach is
to help the student tovard a more and more controlled, more and more valid
or defensible reponse to the text: "The teacher of literature, especially,
needs to keep alive this view of the iiterafi work as ﬁerabﬁii evocation,
the product of creative activity carried on by the reader under the

guidance of the text" (p 280).

Alan Purves, in the edlted book Howfﬁo

Notes on
a Response-centred Curriculum (1972} succinctly puts the role of the
teacher into a series of objectives which might serve for Bnglish teacher
education:
The teacher must provide each student with an many different works
as possible
The teacher must encourage each student to rééﬁéﬁa as fﬁiiy as he
is abls.
The teacher must encourage the student to understand why he
responds as he does.

The teacher must encourage the student to respond to as many works

as possible.
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The teacher must encourage the student to tolerate responses that
differ from his.
The teacher must encourage students to explore their areas of

agreement and disagreement. (p. 37)
EVALUATION

Teachers using a transactional, response-centred literature
curriculum are faced with student evaluation as are all teachers of
Eﬁgiish and the Language Arts. But a responss-centred approach and
evaluation are not antithetical constructs. Students when
responding to literature are going to be engaged in the four areas
of language — reading, writing, speaking, and listening. These
four areas are evaluated by English/Language Arts teachers at all

levels of schooling:

iéiéééiﬁg the notion of 6ﬁiy one valid iﬁteépfetatibﬁ of a tevt and
encouraging writers to experience the work for themselves, the
teacher can still create a fair evaluation system. The teacher
mist, however, be alert to each reader’s experience of the texts

and try to gauge the extent of that reader’s growth during the

response-centred literature program.

The teacher can institute a contract method of grading in which a
set number of readings during the course would qualify the student

for a particular grade. Each contract would require a specific

~—d
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mmber of readings to be commented upon or a set percentage of the
assigned readings for each grade would have to be responded to in a
joUrnai.
2. A variation to #1 would allow students to approach Eﬁe ﬁéﬁrﬁai when
they want to, and they could realize that all iéééihg does nut. have

to result in written responses and evaluations.

3. Thé teacher might set a minimum number of readings for successful
completion of the course with any beyond that number earning extra

credit.

4. Using letter grades as examples, one grading system has students
meet the following criteria. To earn a grade of
" the stident would have to do the assigned reading; write the

required 5ournai entries, and come to scheduled conferences.
ngn all of the above and evidence of increased knowledge of tﬁe
réading process.
'n"  all of the above and evidence of relating the individual
%ééding experierices to other concerns. (Por instance,
ﬁiét@ricai, generic, thematic, and/or critical.)
(Spiller, 1984, p: 30)
Other approaches to evaluation are offered by Stephen Judy (1982)

in his textbook Exploration in the Teaching of English. First he presents

variations on self-evaluation.
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Matched Grades

The student and teacher make up grade recommendations iﬁ&é@eh&éﬁﬁiy

and compare notes: If the grades match, all is well. For

conference is held to settle the difference.

Conferences

The student and teacher meet to work out the grade. The student
Bfiﬁ§§ along samples df wotk for the course, and the two arrive at
an evaluation.

Journal Evaluation

ihe student keeps a detailed log of accomplishments in the class, a

kind of running record in support of a grade recommendation.

A fourth system described by Judy is a nongraded one which could be

adapted to a graded system. At the end of a course or term, the teacher

might file three items for each student:

1.

A description of the course, its goals, and the kinds of

experiences it provided.

A self-agsessment of the student’s work by the student

(withAvithout grade).

An assescment of the student’s work by the teacher (with/without

grade).

(S
B
M
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The teacher and student meet in conference to discuss their assessments,
and appropriate appeals could be made by the student or teacher if wide

differences of perception exist.

Finally, CCIE released its Evaluation Policy for English in 1984;

this deserves reading by all Engiish/Language Arts teachers.

t‘iﬁk,,m,,,, iN R ;::::,::::f: I ;:L-,:,: 72 ol il

When we consider literature in the larger context of curriculum it
is necessary to consider curriculum modeis of English, and Fhe roles played
by those who establish curricula in the English/language arts; namely
provincial depariments of education: In this subsection discussion is
focused cn these issues, leading into consideration and analysis of the

context.

Content and Goals of a Literature Program

Any curricular discussion of literature and English should begin
this has direct implications for curriculum development in English.
Traditionally, all subject areas are considered to have a body of
knowledge, a content. Content probably implies explicit knowledge in
systematic order, preplanned so that students progress through it from
simpleést to most complex levels. Literature has certainly been considered

as content in the manrer just described.
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But in ordinary living no choice, decision or audgement is made
without consideration of what wc feel as well as what we know: Feelings
are not organized in the same way as knowledge, and "as cognitive frames of
reference are built up they have to be divorced and isolated from the
influence of our desires and feelings about the world" (Dixon, 1975; §.
74). 1In defining a curriculum for English, Dixon (1975) sees a choice
between (1) indicating broad areas of experience with which we are
concerned, and (2) indicating the frames of reference that we expect to
emerqe. When we choose the first we are inevitably either ceneral or vague
in aescribing currioulum goals "when we choose the second we can be
of feeling and common sense; the kinds of knowledge that fit less well into

the traditional form of curriculum guides" (p. 75).

By convention, a curriculum quide tends to be phrased in terms of
the 568? of knowiedge that are hoped for. This may tend to mislead English
teachers into pressing for the body of knowledge at the expense of the rest
of the process which inciudes areas of experience. The renowned Dartmouth
seminar on Engiish education in 1966 was largely responsible for initiating

the personai growth model of Englxsh stressing response to literature
describes many English/language arts cvrricula today.

In the late 1960s ’themes’ came to dominate the organization of
iitérathré in Eﬁgiisﬁ éﬁrfiéﬁia. These thematic schemés were very

the unity of English. But dissatisfaction grew as literature was

b |
B
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increasingly plundered for material to fit the theme: Low quality works

began to be included because of relevance to the theme. Literature, in
1980, pp. 46-49).

A parallel movement to create new unities can be seen in the
attempts to integrate subjects in the curriculum: Integration had great
influence on £nglish curriculum development; with its inclination to extend
the boundaries and break out of its socially-created limits. But
literature again was subsumed as material for discussion of problems, human

issues, human values, and so on (Allen, 1980, p. 4C!.

What curriculum models and approaches are extant in English
curricula involving literature today? First it is necessary to distinguish
between curriculum models and approaches. Models are theoretical
constructs which, in the case of £nglish/language arts curriculum
development; provide ways of organizing the bodies of knowledge and/or
areas of experience that are deemed to make up the discipline of English:
Approaches are those ways of translating curriculum goals into pedagogical
practices; thev represent the ways in which curriculum developers;
implementors, and teachers implement the English/language arts curriculum.

At the core of curriculum development is a statement of goals.

Typical of many English curricula in the 1980s is a personal growth
model with some aspects of a cultural heritage model in their inclusion of
national or regional works of literature. The purpose of such a program is

to foster the students’ growth through literature by:

ot |
i
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- extending experience beyond the physical limitations
of their lives;
- stimulating a personal response to the content and
language of the literature;
= exposing them to the vast number of concerns,
viewpoints, and emotions that are a part of literature

and life.

The literature program should challenge students to think
critically and to evaluate a wide range of ideas, experiences, writing
styles and language use. It should not serve to indoctrinate students into

accepting any particular point of view.

Selection of literatucre must be addressed by a statement of goals.
In a personal growth model few, if any, titles will be appropriate for all
students. Selection of specific titles for use with specific classes must
be done locally. The teacher, who is primarily responsible for selection,
must consider:
a)  The age or grade level as it relates to the range of a
student’s reading abilities, interests and maturity;
b)  The teachability of the work = class study, group study,
individual study;
c)  The literary quality, which should be as high as possible,
but may vary due to other considerations;
d)  Comminity sensitivities as related to the contert and the
language use. Local choices should reflect local

sensibilities;
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By the time students have completed high school, they should have

been exposed to a wide variety of literature:

a)  including a wide variety of genre and wi:iting' styles;

b) maintaining a balance between Canadian literature and the
literature of other cultures;

c) maintainiﬁg a balance between literature of tﬁe present and
that of the past;

d) representing a wide range of content (iééés; épinidns,
experiences) in keeping with the interests and maturity
levels of the students;

e) maintaining a balanced perspective with respect to Canadian

societal conditions, past and present: This balance should

(Much of the material above was taken or adapted from an article by Don
C.Bewell [1981) describing the role of the Manitoba Department of Education
in the literature selection process).

English/Language Arts Curriculum Models

The three models (or images) of English/language arts éﬁffiéﬁihm
described by Dixon (1975) live on in the 1980s as the dominant ﬁhiieéopiiies
for Eﬁqiiéﬁ/iéﬁguagé arts curriculum development - skills, cultural
heritage, and personal growth. Although different descriptions may be
given éié models, the fundamental tenets of each hold firm.

A recent publication by the National Council of Teachers of English
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(Mandel, 1980) superbly describes these. Three Languagef—itrts Curriculum

Models is an edited book in which numerous experts were asked to submit
artxcles descnbmg eithér a process or student-centred model, a ﬁéfiEéée
or traditzonal model, and a competencies model. Each model is described in
esch of three levels - pré-kindergarten through fifth grade, the middle
years school, and the high school. (The chapters extending the models
through the cmuuty college and four-year college levels are 1gnored in
the following description); Barrett J. Mandel, direstor of the 1978 and
1979 NCTE Committee on the Enghsh Curriculum and editor of the book,
advises that the eom&ttee decided to present three curnculum models

rather than one curricular model for all, "each viewed as poweri‘ul and

first instructional level pre—kmdergarten through fifth grade, then middle
years; and finally high school. Only literature will be surveyed, though
§ﬁi16§a§hiaai extensions to other areas of the language arts are often

The competencies model, based on behavicural studies, holds that a
child matures in f:réaxcta’ﬁie and recogntzable stages. The teacher
introduces students to new knowiedge and skills at the 'a'p'p’ropriai:é
developmental moment and in aiiounts that are easily learned, or mastered.
Mastery is an important aspect of the competencies approach. An assumption
uﬁaéfiyiﬁé this ai;israaaﬁ is that leéi'hiiig is i'ric'réiﬁehtai; chiiciren léarn

,i-_‘m
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skill readies a student for the next one. "Ideally, the competency-based
aﬁﬁﬁﬁﬁ&ﬂ&mmanﬁmmnmmm¢a@ﬁ,

there may be several themes that make up the meaning of a selection,
recognize wajs the author reveals theme and purpose, and determlne what
view of 1ife or what comment on life is represented in the meaning of the
selection (eiaéa; in Mandelled]; 1980, p: 14). If this model views
literature as a reading skiil then literature must be a source of

definable knowiedge that is transmntted to students and observable in

student behaviours immediately after the act of reading. Few
;1glish/Language Arts teachers would be everjeyed with this conception of

literature or learning.

The process model "advocates the creation of an environment in

which students can ‘discover’ what has heretofore been unknown to them"

(Mandel, 1980; p. 7). Literature is unmentioneC at the first instructional

level. In the middle years students are encouraged to have three

selections of literature available at all times: ﬁaine", selected by the
reader for whatever éurﬁééé deemed important; "yours", judged by the

teacher, librarian, or narent to be of interest to the student, and "ours",

and student, or student and student (Watson, in Mandei, 1980, p. 98).

oy
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There is a considerable role given literature at the high school
level. Literature is viewed as relating to many adolescent concerns. The

teacher can attempt to encourage students’ naturally developing literary

interests and aesthetic sense. Second, literature can be used to teach the
identity and interpersonal skills needed for mruring adulthood. iIn a

process curriculum the teacher listens carefully to students’ own honest

responses to literature and builds upon those by slowly introducing
experiences to develop more mature intellectual skills. Yiterature is both
enjoyed for itself and used to help young people achieve many cf the
developmental tasks of adolescence. "Advanced students can use literature
to examine values and philosophies of life and their implications"
(Stanford & Stanford; in Mandel [ed:], 1980; p: 152):

The heritage model focuses on traditions; history; and the
time-honoured values of civilized thought and feeling: "For the heritage
teacher; meaning in life comes from knowing who one is in relation to the
societal; religious, moral; ethical; and aesthetic forces that characterize

civilization at its best” (Mandel;, 1980, p. 9): The culture that is passed
on inspires through its literature:

Evertts (in Mandel; [ed:]; 1980; pp. 35-36) argues that a heritage
paradigm for the elementary school blends the development of commmnication

skills (listening, speaking; reading; and writing) with a body of content
(literature and language) while at the same time addressing itself to the
communicative, personal, social, intellectual, and creative experiences of
the child. Therefore, no predesigned book list will suffice. Literature

is the central focus for oral communication, language growth and

—
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developmnt, and for the improvement of reading and writing ékiiiéf Tﬁé
eiementary teacher beg1ns with a number of su1tab1e theres or top1cs for a
ciass, and together the teacher and students 1nvestlgate ava11ab1e

resources. planned literature program is essential; all genre should be
xnciuﬁed as well as works from other culturés Dzscusslon provxues an
opportunity for students to re=pond to literature and evaluate the

selection in terms of their own personal experience.

In the middle years (grades six through nine) books are the core of
the heritage-based curriculum. The study of literature provi&es
ééoiésééﬁfs witﬁ Sééess to the éﬂuit wbrid into which they are eﬁeréin§*

that their own, to see a world that is neither all good nor all bad, but
with universal probiems 11ke those w1th which they are familzar The
teacher’s aim should be to help students to acquire their own sense of
appreciation of gooa 11terature by re1y1ng on their own 3udgement to help
them choose the material they need. Appreciation of literature is a
deveiopmentai process nurtured by exposure to a wide range of literary

forms that capitalize on their interests (Hodges, in Mandel [ed 1, 1980).

A rationale for a 1iéeréry néritége paradigm in high school is that
“if wé éin increase a student’s htstorlcal sense through a heightened
awareness of a connection to a 11terary her1tage, we may also beg1n to
expand that students’ time sense into the future" (LaConte, in Mandel,
1980, p. 128). A her:tage curriculum wxll be themat1c in nature, and 1t
_ consider the themes of the literature of the past as inextricably

connected to those of the literature of the present: A thematic approach

[~ %Y
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might be bu11t on a themat1c polar1ty, a parr of words or themes that
attempt to delineate a range of human behaviour that has been of 11terary
treachery. Having established the poiarrty and posed some themat1c
questions, the teacher and students can begin to identify appropriate
literature. A simple organizing framework is to create a tﬁree-tiered

structure of past, present, and future, and to cluster selections

accordingly.

Both Evertts and La Conte (in Mandel, 1980) are critical of past
approaches to the heritage model. First, curriculum designers have given
literature too dominant a role at the expense of the other language skills.
Also, the study of literature in the schools has dealt with established
cultural values and interpretations of life, which were treated as faitiy
fixed, ignoring the backgrounds and péréoﬁéi responses of étuééﬁté to the
present world. At the h1gh school level in particuiar 11terary heritage
has been used as a synonym for literary h1qtory, literature has been

reduced to an artifact.

tétgéiy in response to these criticisms of the heritage model, Alan

Purves (1972) developed the response — centred curriculum. (The response

phxlosophy hag been further ref1ned in the excallent book TheAReaderftthe

Text, the toem by Louise M. Rosenblatt (1978)). For Purves at the centre

of the curriculum are not the works of literature but the response, the
mind as it meets the book. Purves assigns teachers of a response-centred

curriculum quxte a different rolé to that of the literature teacher:
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The teacher must:

(1) provide each student with as many different works as possible.

(2) encourage each student to respond as fully as he or she is
able.

(3) encourage the student to understand why he or she responds as
he or she does.

(4) encouzage the student to respond to as many works as possible.

(5) encourage the student to tolerate responses that differ from
his.

(6)  encourage students to explore their areas of agreement and

disagreement :

"iatm 10ugh works aiié aﬁ;qaé and people afé unique and responses
are unlque, there are po1nts where responses touch and overlap The

following are three poxnts of agreement-

If everybody in a group is respond:ng to the same poem, the
common point is the poeﬁ;

1f a person is responding to a poem, a play, and a novel, the
common point is the person:

If a group of people is talking ab~it novels they have read,
the common poifit is the language they are using to talk with" (Purves,
1972, p: 39):

Purves descrrbes how literature can n be selected féf a

response-centred curriculum. Works tend to be arranged in a rough sequence

of diff iEﬁity This sequence has four aspects.:

1. Content
Some works deal w1th more complex issues than do others,
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more complex emotions or relationships than do others,

experiences more remote from those of most people than do

others, or more abstract ideas than do others.

2. Voice o

Some works are relatively clear in that one is able to

determine who is talking and what his attitude towards the
subject matter, the audience, or himself is; what his tone
is; or what sort of a mood he seems to evoke. Others have

a variety of voices, some of which a reader can trust,
others of which he cannot.

3- mg‘ﬁgé, _. oo L.. .- TuIn oo - - —— —= ’
Scme works use more highly complex syntax; some. use many
allusions; some build pun upon pun; some are highly
metaphoric or imagistic.

4‘ éhapé - - oL D LI LTI DI DI DSoTiTIIl DIl
Some works use a clearer visual organization than others; some

worké have more complex sound patterns than others; some works

have more complex plot or organization than others.
(Purves, 1972, p. 192)

Purves suggests that by using content, voice, language, and shape as
guides for organizing Ehgiish curriculum; one can construct a curriculum that
goes from réiéiiVéiy more simple to relatively more difficult works: "Tﬁﬁé,
we can say that achievement in the curriculum is defined as facility and
success of response to the next selection the student is exposed to" (1972, p.

1s3).

Don Gutteridge (1983) proposes a reading-centred language arts
curriculum model that covers kindergarten through grade ten. The model is

presented in Figure 3.

With reading placed at the centre throughout the continuum K-10 one

has principally to define the developmental stages which govern the progress

of reading, since Gutteridge believes that writing, discussing, presenting;

and other éﬁéiafiéhs will be governed largély by reading in terms of @ﬁfﬁbsé,
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FIGURE 3
A Reading-Centred Language Arts Curriculum Model
presenting
acting out listening
Viéﬁiﬁé 777,,,,”§E§6iﬁé , o discussing
(comprehension, associated
behaviours)
writing speaking

music, dance, art, drama, film
language-based subjsacts
Brave Seasons, Gutteridge, 1983, p.28

content, structure, and degree of difficulty. Gutteridge argues that
reading comprehension holds out "the promise of being the crucial factor in
language development after age six" (1983, p. 24). One senses that

Gutteridge’s model is not unlike the Purves response—centred curriculum.

Teachers need to make gignificant curricular discriminations
between possible works of literature, as well as critical ones. Some of
these discriminations are proferred by Protherough (1983) as follows:

(1) Some books proviée an énjoyabié group experience, something which
can be shared and discussed. Others are inherently more personal
and better suited to private reading.

(2) The topics and themes of some books are more obviously ' relevant’

than those of othérs, either because they are concerned with
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experiences and ideas common in the class at the time, or because
curricuium; or because they focus on the topic which is currently
1inking a nuﬁber of lessons.
(3) In a ciass with homogenous and average or greater ability, some
works may be too difficult or sophisticated in a literary sense,
evea with editing, to enable the students to share the experience

of reading together; (p: 154)

piscrimination involving issues sich as the above will influence,
and be influenced by; the éﬁ@iéaeﬁég téﬁeh by various English/Language Arts
teachers: Protﬁerough (1983, pp 172—173) goes on to give some general
ﬁfiﬁéiﬁiés for incorporating literature in the work of a class. Firet, a
novel car be ﬁééé a5 a core reader, frdﬁ which all Bniglish activities
arise: Second a particuiar theme can be used as the core for English

work. Third, a selected genre or Style (for example, the gothic story) can

be the basis for reading, writing, and other activities. Fourth, the
structure to provide variety; And fIfth’ the teacher can combine a
structured ccurse in close reading with periods of silent, individual

reading of works chosen by pupiis from a class collection.

approach to the arranging of literature: Four principles of arrangement
are described - chronological order; types of literature; central themes,
and students’ experiences: Hook and Evans State that arrangements around

themes, topics, and student experiences have been found most satisfactory

—
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in grades seven through ten: Arrangements by types or chronology seem

better suited to the eleventh and twelfth grades (p. 145).

Hook and Evans then describe the six basic dpproaches in widest use

at the present time.

(1)

(2)

(3)

(4)

The historical apprdach empﬁas:zes the blography of the writer and
the 11terary and historical events of the age in which he or she
11ved The rat1onale is that "a confrontation Wlth human issues in
literature of the past can help students to grapple with human
problems today" (p: 148):

In the soc1opsychologxca1 appfeaEh "the ééaéﬁer attempie to help
students increase their knowiedée of ﬁééﬁie; 5éé to ihéit
understanding of the age in which literature was wr1tten, and apply
this knowledge and understandxng to current 1iv1ng" (p 148).

Personal growth, experience, discr ‘#7v. enjagement-involvement,

personal response, and transactio. i~ all terms to describe Eﬁe
philosophy of the personal approack. L:teratize can be used to

teach the identity and 1nterpersona- < 117~ nesded for mature

adul thood.

The value seek1ng approach oveytars the .1 50nal apﬁ;Olch,
espec1a11y in its empha51s on EXgGllenC* ard ofrqonae 4rewth This
approach has students assess tbenselves and vheir own values,
1nd1v1dua11y and collectlvely in relation to the la:gnr soc1ety and

its values as reflected in the llterature and its aﬂguage,

|
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particularly its public language.

(5) The cognitive approach is a mean1ng—seek1ng one. Its purpose is to
uncover the exact meaning lirking behind the author s language.
The cognitive approach teacher views a work as a 11terary object to
be studied carefully for its meaning. Thls approach concentrates
more on the text as object than on the student as reader. "The
approach does not seek to evolve a personal response from the

reader, but 1t does seek understand1ng" (p 150) .

(6) The analyt1ca1 approach involves examinlng the 1deas, 1magery,
méchan1cs, and the tone of wr1t1ng in order to discover what each
contributes to the total work. Through th1s approach it is hoped
that students w111 dlscover that good 1iterature does not just
happen but results from careful planntng, selectton, éﬁa
workmanship. In this approach attention is deflnitely on the text;

responses.

Canadian bitersture in the Curriculum

My argument is hat e ééntral issﬁé is not whcthor or not

Canadian 1iterature shov 4 be |ught in Englrsh/ianguag* srts classes; but
rather when should it bs introdcted, how s .-11d it be treatﬁﬁ; and what

proportion of the 1ita ..i: = s, .alum show? it comprxse That Canadian

literature has a defini = -our:. ~ . - A to wak® in an =‘nghsh mguéée arts

curriculum is evident in a sca rraL om e Miniétry of Educe: ion,

180



157

Ontarlo in Curriculum. GurdellnegforAtheeintermedrate D1v1s1on, Engiish,

1977:

L1terature in the Canadian context is espec1a11y
powerful for it embraces the herrtage of both
tradltional and contemporary Englrsh literature,
the rich mythology and literature of the native

peopiés; the emotiue %iééeséﬁéé that arises from

additional enrichment of translations from the many
cultures that comprise the Canadian mosaic: It can
lead to increased understanding detween our many
peoples and a deeper appreciation of each other’s

cultural experience. (p. 3)

Gutteridge (1978) would argue that Canadian literature be

1ntroduced in grade seven through a unit approach. He proposes three

instructional level "models" beginning with the Language Arts model suited

to grades seven through ten It is a cross—d1scip1inary approach stressxng
1anguage exper1ence where the classroom, the teacher; and the text are
starting points for an explorat1on of students' personal and social

realities through the medium of language and its related forms:

The Thematzc model is for grade eleven and twelve. Thematic
organizatron drfrers from the generic in that certain themes (the Iand
grow*ng up, are def1ned a pr10r1 to serve as criteria for select1ng

materials and as a focal po1nt for analyris, discussion and further study
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The Generic model is an academic one for grades twelve and thirteen
(Ontario). "The rationale for treating the genres in self-contained units
i that questions of form and rhetorical design can be dealt with in a
focused and sustained manner® (p. 11). All these approaches are developed
through units in which students examine the cultural conflict of Canadian
literature.

Underhill (1977) proposes a cultural approach to Canadian
literature in the high school (grades ten through twelve). The purpose of
the cullural approach is to examine the specific piece of literature in the
context of its cultural background. In arguing this approach Underhill
declares that "mich of our culture in remembered through our literature"
(p. 55 Literature can be read to reveal something of the problems of man,
in time, in Canada. Uhderh111 brings to his argument the words of scholars
such as Ramsey Cook anc  -throp Frye. L1terature affords us another way

of looking at wheré we have been, what we have done, and where we might go.

A SELECTED REVIEW OF LITERAI'URE IN CANADIAN CURRICULA

Any discussion of English/language arts curricula in Canada would
be serxausly remiss w1thout an analysis of current Engl1sh/1anguage arts
curriculum guides in use in the prov1nces. This subsection reviews
seiected Engltsh and 1anguage arts curriculum gu1des from five prov1nc es -
British Columbia; Aiberta; Saskatchewan, Ontario, and Nova 8cot1a. These
ﬁéﬂﬁéég vere ééiéé’éé&i because tii'e'y are tiie’ nore popuious canadian

The focus of &15cussron on selected prov1ncxal Engllsh/languagP arts

waud | |
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curricula is literature. The curricula discussed should not be construed
as being my tacit 3udgement as the best curricula Iﬁ Eéééé of 1&&@%5&6&5;
though in places in the discuss10n recommendations are made pertaining to

partxsular prov1nc1al curriculum documents.

Tﬁé discussion is organized by issues and within each issue
application at either one or more of three levels - elementary, middle
years/junior high school/intermed1ate/D1v151on 111, and secondaryyhigh
school: These terms cover the various terminology used. The elem ntary
ye;E; typically cover either kindergarten through grade six or grades one
through six. The middle years/junior high school/intermediate/Division I1I
years cover grades seven through either nine (DiViSion III) or ten
(intermediate). The high school years cover grades ten (eleven in Ontario)

to grade twelve inclusive (grade thirteen in Ontario).
Rationales

The Alberta Elementary Language Arts CUrriculum Guide (1978)

demands a plannea lit zature program as an integral part of an integrated
language arts curricurum It states that elementary children should have
access to books which represent variety in genre and theme and which appeai
to a wide faﬁge of interests and reading abilities. Seven categories of
literature necessary to an elementary school program are: picture books
and picture rtory books, poetry, folktales, fairy tales, myths, legends and

fables, fantasy, historical stories, realistic stories; and informational

literature (incluaing biography) (pp- 44-50).
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A high school rationale can be found in the Saskatchewan I DxV151on

Four Curriculum Gu1de (English 10,20, 30; 1975)1 Four reasons are given for

the study of 11terature First is enjoyment: reading is a source of
lifelong pleasure. Second is appreciation: the ab111ty to appreciate can
be acquired "Appreciation, both present and future, can be enhanced by
analysis of those elements that synthe51ze to produce the finished watﬁ;
ever-analys1s may hindet appreciation, but the corrective does not lie in
non—ana1y51s" (p. 16) Each student, ¢ at his or her own level of 1iterary
sophistication, can be led to appreciate the qualrties of literature which
are listed as style, force, emotional appeal, and subtlety Third is
philosoohical concerns: “11terature asks the kind of ultimate questxons
tﬁat every 1nd1vidual must ultimately ask ~ Who am I? Why am I here? What
do I want? Where am I 901ng?" (p. 17) Also, literature explores ideas
w;thout establish1ng f1rm standards. Ratber, 11terature reveals the
coﬁfiicts that suricund ideas: "In many ways the study of literature is
amoral. " (o 17) Fourth, the wide reaching of 11terature is one of the

best ways oE enabling students to develop styles of their own.
Objectives

The Alberta Elementary Language Arts Curriculum Guide (1978)

provides charts for each grade one through six which list cortent and
skills: Grade one pupils should 1dent1fy d1fferent forms of literature
(animal srories, stories ¢ about real people, fairy tales, and fanta51es)
Tﬁéy should also read stories, poems and picture books. In grade two;
autobiographies are éaééé to jdentification of forms of literature. Third

éféae children should demonstrate desire to read and to view for recreation

b |
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and information: They should understand the role of reader/writer; and
identify and respond to different types and forms of literature and
elements of the writer’s craft. Plays are added to the genre. In fourth
grade children snould be able to demonstrate understanding of author’s
select materials appropriate to an audience: The genre are expanded to
include fairy tales, tall tales, animal stories, biographies,

autiobiographies, poetry and plays.

discriminating fact from opinion, fiction from non-fiction
detecting absurdities, humour
determining feelings and attitudes.
Also, the chiid should identify and respond to different types and forms of
literature (e.g. myths, science fiction) and elements of writer’s craft

(e.g. mood, theme). Myth, legend, and fable are added genres.

In sixth grade the student, in addition, should be able to
determine an author’s purpose, and analyze ard appreciate point of view.
Critically, the sixth grader should detect prejudice and bias, and make
5ud§émén£§ as to worth and acceptability. Genre added are historical
fiction, free verse, concrete poetry, cinquain, diamanti, haiku, jingle,

rhyming couplet, limerick, and quatrain.

The Elementary Language Arts Curriculum Guide of British Columbia

(1978) includes "the Study and épprecia?iqn of literature" {p. 9) as one of

1R5
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three interrelated components of the language arts program: Accordingly,
one of the three basic aims of the language arts program is "to develop an
appreciation and a knowledge of literature" (p.9): The B&éié ptihéipies of
the literature program are covered in Goals 22;23; and 24 (pp: 51-§3);

for continuing involvement withk literature as a significant and rewarding
experience. Through iiterature, the student can broaden his/her
experiences, weigh personal values aééiﬁét those of others; become fﬁiiy
appreciative of the past, sensitive to t": present, and inquisitive abotit

the future” (p.Si).

In the Ontario Curricuiws Guideline for the In‘ermec .te Divisior,

English (1977) the specific sbjectives are threefui”: (1) The stulent

should experience literature by listening tc the oral forms of literature,

reading literature, and watching performances, live or recorded, of

literary works; (2) The student should be encouraged tc respond to
literature emotionally, creatively, and reflectively. This includes
interpreting a work of literature by enacting it or recreating it in
anothet forim, and attemptirig to create literature through writing: (3) The
student chould be encouraged to value literature, recognizing that

literature transmits and sustains the values of the culture (p.82).

The cultural héritage and personal growth models form the basis of

the objectives of the Ontario Curriculum Guide for the Senior Division,

English (1977). Spewifically the objectives are:
(1) derive enjoyment from literature and language;

(2) develop discrimination and literary judgement throu.i

1Rg
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extensive reading of literature, both past and present;

(3) deepen emotional sensitivity to the rhythms, patterns, moods,

and visions of literary works;

(4) develop understanding of life, identity, purpose; and
self-worth through the study of language and 1iterature;

(5) understand Canada’s broad cultural heritage, and peoples
belonging to social and cultural groups other then their own;

(6) use language and literature to ex re intellectual, moral,
and social values;

(7) value the power of literature and language in providing
vicarious experiences;

(8) conceive of learning as a lifelong experience in which

language and literature play a major part (p.9):

writing; and personal; social or critical evaluation; where appi-oriate;
characterize the objectives of the Alberta Senior High School Language Arts
Cucriculum Guide (1982): Lifelong application of language skills is

applied to literature and the media through the philosophic statement
"discriminating enjoyment of literatvre; live theatre, public speaking;
filming and other mass media can lead to an enriched use of leisure time"
(p:4): Stightly different objectives apply to both the academic stream and
the vocational stream.

Types

The Alberta Elementary Language Arts Curriculum Guide (1978) is

quite explicit in the types of literature considered appropriate for the

1RY




164
elementary years: (See Objectives above). The British Columbia Zlementary

Lanquage Arts Corriculum Guide (1978) is less specific, though it does

include dram. .ization, music and dance, art, and oral and written
expression as activities through which students respond creatively to
literature. it is also stated that students experience literature through

listening, speaking, reading, and writing (p.53).

The Ontario Curriculum Guideline for the Intermediate Division,

fu;Lish (1977) is guided by the assumption that "most people subscribe to a
view of literature as writing that bears and merits in-depth study; in

other words, it & 'vocates exposure to writing that, in form and substance,

presents to the stvs.o* a model of excellence that he can perceive as

desirable, Fulfilli:; excitirr; and meaningful™ (p.80).

The Saskatchewan Division III English: Handbook to Developmental

Reading and iterature (1978) makes mention of the genres: short stories,

myth, Gzama. poet -, nonfiction and novels: The Saskatchewan Division IV

Curriculum Guide (English 10,20,30; 1975) includes poems, novels, a
Shakespearean play at each of grades ten through twelve, modern plays,

short stories; essays, and non-fiction books.

—written report, myth, short poetic form such a5 the Japanese haiku or
tanku, sonnet, published book reviews, modern plays, business letters,

fairy tales (also ones written by students), suspense stories, short plays,

1R§
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professionally-written character sketches; printed material pertaining to
selected occupations and satire written by professional writers.

é;’;,,,iéa - :ttji'e

In elementary language arts curricula literature, when discussed,

literature begin to appear in the junior high school or middle

iculum Guideline for the

years/intermediate 9ééi§; The Ontario Cur

Intermediate Division; Enqlish (1977) contains eleven units under the

rubric Action and Adventure: Each of the units contains a table of
contents . introdustion; list of general aims; a long list (at times
subdivided) of recosvsnded materials; and a bibliography. The units are:
(1) Growing up; (2) Vicient Encounters; (3) Historical Adventiizes; (4)
Frontiers: (5) Native Peopies; (6) Folk Tales; (7) Animals; (8) Winter

Fiction.

The Saskatchewan Division IIT English: Handbook to Developmental

Reading and Literature (1978) contains a category at the grade nine leve

for Canadian literature. Anthologies are used for much of the selection of
grade seven and eight literature also. Selection at these two grades are
primarily short stories, poetry, and iéééhdé, including Indian legends, and

novels.

The Ontario Curriculum Guideline for the Svnio. bivision; English

(1977) does not mandate Canadian literature in the maidatory credit coucses

1R9
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in English nor the second credit non-mandatory courses in Enzlish, though
it does state that some literature shru.: be Canadian. The honour
graduation year (Grade 13) program does include Canadian literature, both
past and present; in fact the statement reads that "Canadian authors should
be well represented” (p.13).

The Saskatchewan Division Four Engiish (Enatish 10,20,30)

curriculum Guide’s (1975) most obvious feature at the Grade XII levei is

Grade XII English course; the second half being about equally divided
between American and Canadian literature.

In Alberta each year of the senior high school program for English
must contain a certain percentage of Canadian literature: In the diploma
or vocational stream; each of grades ten; eleven and twelve must have
one-thi:d Canadian content: In the academic stream grade ten must contain

cne-quarter Canadian content; grade eleven one-half; and grade twelve

1982, p.32)

#22 states that the student should develop an appreciation of literature;
Goal #23 wvould have the student develop the ability tec understand various

aéijeéﬁé of literature; Goal #24 states that "the Language Arts Program
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should enable the student to experience literature in a variety of forms
and from a variety of cultures” (p.50). Teaching strategies and types of
literature are suggested, but literature is subsumed under commaniicatian
Skills and the following statement is provided in the Language Arts scope

and Seguence charts:

As the student experiences literature and language
and studies the content, he/she -eééivég and
expresses information through the use of the
communication skills. Literature and language,
therefore, provide the foundation for the

development of effect.ve communication.

The Alberta Elementary Language Arts Cu: iculum Guide (1978)

erganizes literature under Reading and Viewing in Content and Skills charts
for each of the grades one through six. (A description oi this sequentia]
or,ar1~atian has alreadv been provided in Obaectives )

The most comprehensive statement on literature in the elementary

Fepartment of Educat1on (1978). Entitled Literature in the Elementqu

Schooi it defines literature, provides a general statement of principies,
goals and oEjectives, an overview of the literature program, a listing of
readxng skills and ixterary abilities, ways of shar1ng literature
experiences with chiidren, a rationale for teaching 11terature (1nc1ud1ng
traditional szerétﬁré); ﬁsing literature with children (good and bad

practices), and evaluation.
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The Saskatchewan Division III English: Handbook to Developmental

Reading and Literature (1978) concentrates on developmental reading in

years seven and eight in "response to concern in the province to produce
students in Division III who have a good command of the skills of English.
To facilitate the emphasis, the teaching of developmental reading in Year 7

and 8 has been §iv§ﬁ ?fiéfiéy over the teaching of literature" (p.32).

Three options are provided for teacheérs. One concentrates on
structured reading experiences, one on the use of literature textbooks for
teachers who are concerned about teaching the literary heritage, ans a
locaily developed option in which teachers combine various materials to
build a reading and literature program. In Year 9 the literature progam is
organized around genres "to prepare students specifically fcr the kind of
program developed in Division IV" (p:37):

In Ontario the Intermediate Division English Curriculum Guideline

(1977) groups literature by genre and author under three headings. The
core consists mostly of novels suitable for intensive sfudy bv the whole
class under detailed teacher direction: Tﬁé eémpiémentary group
complements the cote and can be used in a variety of ways. The

supplementary group is intended for reference.

Intensive and extensive study of literature is used in the
Saskatchewan and Ontario junior high school and high school curricula.
Intensive study means that considerable time is spent in class on the study
of a selection with students working under comparatively close teacher

direction. Extensive study may be done mainly out of class by individuals

T
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or small groups: Work is directed by the teacher but not as closely as for
intensive portions of the course: Extensive study might lead to such

in-class activities as small group discussions and oral reports.

In the Saskatchewan Division Four English (English 10,20,30)

Curriculum Guide (1975) the basis of organization at each level in as
follows:
Grade X:  Man Looks Outward
Grade XI: Man Looks Inward
Grade XII: The Ways in Which Man Sees Hismself and His World
At each level the program is carried out both iﬁtéﬁsiVeiy and extensively
with about é&ﬁii treatment accorded to each. There is further sub-division
of each level into themes and sub-themes, snd into modes in Grade XII.
The four general themes under the main Grade X topic "Man and Society” are
(1) The Unknown; (2) Adventure and Courage, (3) Social Tensions, and (4)
Environment. The themes and sub-themes of "Man and Himself" (Grade XI)
are:
1. Childhood (Growing ﬁﬁi Love; Moments of Wonder; Clarity of
vision; Friendship)
2.  Youth (Education; Search for identity; Love; Joy; Beauty;
Responsibility; Sorrow; Insights)
3.  Maturity (Marriage; Parenthood; Careers; Love; sensitivity;
Search for Values)

4. Age (Nostaglia;, Love; Death; Dislocation; Contentment)

The Grade XII course is organized in a more traditionally

"literary" fashion: by nationality, by chronology, by mode. The modes are
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the Tragic Mode, The Comic Mode, Thé Romarcic k. - . *the ironic Mode, The

Philosophic Modé, and The Expository Mods. (pp.18-22)

In Alberta the two-stream -oncept is used for English study - an
academic stream, and a diploma or vocational stream. Several
organizational appi . 2§ are detailed from which teachers may choose to
plan integrated units. (1) An integrated language-based approach might be
ééveiépéa around the principle that language varies according to audience
and purpose. (2) In the student expérieheé approach the teacher begins with
sibjects and themes generated by the students and then provides experiences
to talk, read, write, listen and view material related to the topic. (3)

A skills épprbach might focus on a skill such as main idea. (4) A genre
approach focuses on literary theory and analysis of selected works within a
genceé. (5) A chronological organization approach, either within one genre
literature develops from the society in which it is produced, and about how
literature influerces other literature. (6) A thematic approach provides
oppottunities for eoﬁparisohs betweeri wiiters and across genres (pp.65-66).

The Ontario Curriculum Guideline for the Senior Division Engiish

(1577) provides for mandatory creiit courses in English over grades sléven
and i elve with requirements of five gente (niovels, shoit stories, sSssays
and other prose, poetry and play=). In addition there are second credit
non-mandatory English courses which include the study of literature and

language as used in the media such as films, television, radio, tape

recordings, records, magazines and newspapers. Also included is intensive

study of a single literary genre, such as drama or poetry, and a course on
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a special topic such as women in literature, heroism, youth and age, satire
in literature and the media, children’s literature; and Canadian
literature. In grade 13 (university preparation) the Erglish course must
include the study of a minimm of three of the five genres previousiy

mentioned. Intensive and extensive study is part of the Grade 13 course.

The Role of the Teacher

what roles are specified in curricula for the Engiiéh/iéﬁéﬁééé arts
teacher? The British Columbia Elementary Language Arts Curriculum Guide

(1978) provides defin:te guidelines for the teacher. The teacher should:
-~ encourage the student to talk about his/her experiences as they
relate to the selection;

discuss the words, phrases and imagery of the author;

= read stories and poems to children;

encourage choral reading, the retelling of stories, the dramatization

of stories, the sharing of books, and the frequent use of school and
public libraries;

= encourage storytelling, through having students describe, and repeat
memorized stories;

- ﬁfbviéé éppertunities for the student to read poetry, stories and
plays aloud;

- encourage the dramatization of poetry and prose through pantomimes,
iﬁ@féViéé& sreative dramatics, puppéetry, picture stories and rehearsed
theatre;

- increase the student’s apprsciation of literature through individual

and classroom discussions of theme, plot, characterization, setting and
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style. (pp.51-52)

At the junior high school level the Ontario Curriculum Guideline

for the Intermediate Division (1977) provides specific strategies for using

literature under the headings of the novel, the short story, poetry; plays,
non=fiction, £ilm and television, and the thematic approach (pp.84-98).

At the high school level the Alberta Senior High School Language

Arts Curriculum Guide (1982) provides guidelines for the role of the

Eﬁgiish teacher centred on student response: Teachers are to provide
varied opportunities for response through full class discussion, small
group discussion, teacher-pupil conferences, oral and written reports.
Articulat:-n of personal responses is encouraged, and resader’s theatre is

promoted (pp.70-74).

Response to literature is ofenly encouraged in both the Alberta

age Arts (1982)

Elementary Language Arts (1978) and Senior High School_

curriculum guides. In both guides this response—centred approach includes
the inteégration of other language arts in expression of response —
discussion, writing, dramatization, pantomime — and through other media

sich as art. In the Elementary Language Arts Curriculum Guide classroom

activities are given which will help improve the quality of children’s
response to what they read. Selection becomes a part of the response
process also: "expnsure to a wide range of fictica, non-fiction and

poetry, and traditional and modern literature provides opportunities to
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discover and explore new inte:ests" (p.52).

Response to reading is given considerable attention in the Senior

High School Language Arts Curriculum Guide: Response is considered from

reading. A distinction is made between personal and critical response, and
developmental stages in the formulation of response are given; using
Applebee’s (1978) research: The transactional approach to response

developed by Rosenblatt (1978) permeates this guide.

The integration of literature with the other language arts is dealt

with in most English/language arts curricula: The British Columbia

Elementary Language Arts Curriculum Guide (1978) includes an integrated

approach as a basic principle: "literature, ‘anguage and commnication
should be given full attention in an integra: 2 language arts program”
(p:9): This philosophy is carried through in the roles described for the
language arts teacher dealing with literature described previously (The
Role of the Teacher): The Alberta Elementary Language Arts Curriculum

Guide (1978) develops an integrated philosophy and links literature with
children’s language development; describes literature as a model for
creative expression, and extends literature beyond language arts to all

areas of the curriculum (p.54).

Integration at the junior high school level is described by the

Ontario Curricult 1e for the Intermediate Division English (1977):

i Y
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literature should be a stimulus for a wide variety of language activities.

"The i::ugration of literature into the total language program should be
acﬁiéVéé through the student’s oral and written Eééﬁéﬁééé to what ﬁé reads
— reports, discussions, written reactions, invitations" (p:21): This
statement appears in the evaluation section of the guide, suggesting that
the Eﬁéiiéﬁ teacher should evaluate students’ responses through the other

ianguage arts.

It seems as though an orientation towards student response to

literature fits naturally with a philosophy of integration. The
saskatchewan Division III English Curiiculum Guide (1978) suggests that

integration takes place through oral and written responses to literature,
thematic units, genre units, media units, units for cross-strand

instruction in specific skills, and special events (pp 22-24).

At the high school level integration has not been traditionally a

priority. The usual high school English curriculum has treated
language/grammar and/or composition separately from literature. The

Ontario Curriculum Guideline for the Senior Division English (1977)

suggests practical lesson units through which literature, language -“udy,
and writing may be int: ated. Suggestions are also provided for
evaluation which provi. assistance to the teacher in planning integrated

approaches to the improvement of students’ work (pp i 18).
Media

ihere is increasing tendency in English/language arts curricula to

b
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include other media along with written literature. The position taken here
{5 that media which includes film, video, tape iscordings, records,
fiimrtrips; and so on are ways of presentir iﬁtétprétéd literature +hereas
written literature and the oral tradition in wfittéﬁ form represent

literature to be interpreted by the reader/listener:

ﬁ‘ie d,l,tér,ié ey e — éi:: — iéé tﬁé iﬁte ,,,,,,iia’té Divigibn

English (1977) includes as one of its cbjectives that students "conceive of

lez: .ng as a lifelong éiﬁéfiéﬁéé in which language and literature
regardless of the medium through which they are presented (print, film,

televisicn) play a major part” (p.13). The Ontario Curriculum Guideline
for the Sendor Divi . English (1977) includes units on the media in the

nandatory credit courses proaram, but it is in the second credit
non-mandatory course~ that "the study uf literature and iéﬁgﬁigﬁ as used in
the media such as film, television, radio, tape recordings, records,
magazines, and newspapers" (p.12) is treated as a whole. Aiéé in this

program are elective courses on satire in literature and the media.

The Saskatchewan Division Pour English 10,20,30 Curriculum Guide

(1975) contains a section on the media. It’s opening statement on p:180

reads:

Many teachers are understandably confused about the
role that films, records, radio, and television
those teachers who would reject the acted version

of a play as being "entertainment" rather than

179
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"classroom literatu:e": At the other extreme are
those tea™:rs who would accept almost any work as
"literature" as long at  appears in the currently

fashiona';le ﬁéaiurfl

The Saskatchewan curriculum chen takes the position that "th: study
of Erglish is tiw study of language. The study of literature .. the study
of lanquage used at its highest level” (p:180,. It goes or . £ate that
the use of films or television programs and = on therefore "should be
devoted to the study of language - how language has been used effectively

by professional writers, and how it can be used effecti'y by student

writers” (p.180). Further, these media forms should "be used as aids to
the better understanding of literature and language rather thw: as
self-sufficient areas of study” (p.i80). Teachers in standard - as opposed
to vocational - - business - English courses are urged "to concentrate oi
language itse’  sther than on the medium that carries the language"
(p:180):

The Saskatchewan curriculum does recognize that students will
probably not studv in detail the technical aspects of the various media,
but that they should develop some awareness of the impact of the media on
their lives. Therefore it recommends that if English teachers with the
time and ability do accept some responsibility for study of the media per
se, they adopt the foiiowing division to avoid repetition and duplication:
Grade X - periodicals, records, tapes

Grade XI

radio, celevision

motion picture, newspaper. (p.180)

Grade XII
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Evalua' ..

ontario has an English Intermediate Division curricu.um support

document entitled Evaluatxon and the English Prggram (1979\ %i1:h a section

devoted to responding to literature. Since the Curriculum Guideline for

the Intermediate Division, Englxsh aims at development of a po=1tz-e

student attitude and respwnse, then students’ active engagement in
llstenxng, speaking, vxewxﬂa, actxng, read1ng, and wr1t1ng activ1t1
1nd1v1dually and in nroups, should be ebserved and recorded for evaluat1ve
@ﬁf§6§6§; Students should he encouraged to trace their own progress, and
assessment QEEEEécjizéé may ipclude 'ciiéckéi’st’s—, inventories, quictionnaires,

and rating scales for use both by the teacher and students.

The Ont tio Senior Division. Englxsh Curt1cu1um Guide (1S/7)

contams an extensive sect*on on evaiuatxon bﬂ” lt 18 res: r1cted t(‘ the

evzluation of ﬁiitiﬁé, using a variety of methids, and of the English

program The Alberta SeniozeﬂigheScoooi ﬁanguage ALts Cutriculum Guide

(1982) contains a small section on evaluation of read1ng/11terature. These
jdeas comprise tasks which the teacher can assign students for eva.uative
purposes.
overview
In 1981 the Council of Ministers of Education; Canada, published a
report of its Curriculum Committee on a survey of provincial

English/lantuage arts curricula at the elementary and secondary levels.

The aspects of that report dealing with literature are the focus here.
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In the early years (grades 1-6, ages 6-12) literature is introduced
through: the published programs; additional materials selected by the
teacher; and student selected recreatioral reading. Nova Scotia and Quebec
provide & separate dociment which c:als with literature at the elementary
level. All provinces promcte the reading of a variety of literature but

leave the details to :achers (p.3).

During the adolescent years (grades 7-9, ages 1° :5) all curricula
iriclude literature which incorporates the major literary genres; all at
least refer to the desirability of including the non-print media.
"Grouping literature in terms of genre is still the most common
brgéﬁizatiohai system but thematic otgaﬁiéaticﬁ is Eeccmiﬁg more

evidént,..." (p.gi.

At the senior years (grades 10-12, ages 16-18) ali provinces deal
with literature, drama, media, reading, writing and oral-aural language in
increased interest in Canadian litc:ature. Several provinces (Alberta,

ntaric, Saskatchewan) have incorpora-ed Canadian literature into the cor
program(s); at least one province (Manitoba) in its Interim 1981 curriculum
had optional Canadian literature units which teachers are encouraged to use
as a part of the reqular programs: ‘It is rather obvious that the

differences between placing particular content in core as opposed to making

it optional will have a significant effect on the final outcome" (p.5).

Under "Trends" the following were noted from K-12:

wad |
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non-print) used in English/language arts instruction;

experience, emctional iﬁ@é&t, and as a model of effective language"
(p.7);

4. Teachers are assigning more importance to drama, dance, ime,
drama, theatre, plays written for radio, television, and for live
drama;

5. "Canadian nationalism is reflected in a pre’:‘ence for Canadian
na srisis. Provincial literature is also favoured. There has been
» detinite improvement in qual ..y and quantity of Canadian

adoles:ant raterial" {p.7).
Finally, undér "Current Issues": 7 ;ullowing statement appears:

Classroom materials (pariicularly literature) and the criteria of
faterials selection are under examination by a variety of groups
and individuals across the ocuntry. This issue féﬁﬁiféé serious
cofisideration. Criteria of selection must be rationalized to g’ive

maximum Support to the achievement of the language arts goal (p.8).
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CONCLUSION

one reason for arguing for the alignment of literature with the
and transition: Szege has been mounted by some members of the pubirc, By
the business communrty, and by governments. With permanent unempioyment
and 1ncreasrng demand for spec1a11sts in computer and technologrcai freids,
attentron paid to literature study in Engllsh curricula is often consideied
irreievant and/br zmpract1ca1. Students with career potential in mind do

not often see the value of a study of literature.

fransition has come about partly as a result of the state of siege.
Teachers of Engiisﬁ have not responded adequately to the transformation of
the whole structure of society With increased part1c1paticn i hxgh
school education and univers: ty &ducation student popu1ations differ so
substantially in sociai comp051t1on from those of twenty years ago that
literat~~c icula and select1on have often not kept pace. Feminis.:
r.. . minority group rxghts, increased emphasis on multlculturaiism,
current debate on homosexuality, prostitution, pornography, even Star wars,
are all issues that are oftéﬁ neglécted when it comes to selection of

literature and response to literature in literature programs.

English/Language Arts in the 1980s needs to develop an eclecticism
towards literature tezching. Th1s eclecticism needs to be manifest in a
variety of ways. First, a realization that no one theory of reaching
literature or response to literature is appropriaté will racdically change
the concept of what constitutes literature. K.K. Ruthven (1979) states the

18
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potential of this theoretical shift:
...if all theories are possible (and capable of
various permutations with one another) then the
whole of literature becomes available to us as a
galaxy of possibilities: there can be no dead
issues, obsolete forms, unfashionable authors, or
vnreadable books. I f£ind this a richer prospect
than the alternative, which is to en-ourage
iﬁéxﬁétiéﬁeéa readers to despise all writing which
is not in accordance with certain tvpes of theories

which happen to be fashiorable at the time. (p. x)

Second; the éiaétiéity of the canon needs t> be siretched in
several directions. A greater international ringe is warranted. The time
has passed when British products, Ame cts, or Canadian products
could be assumed to the central subie. .iterature study. Anothei
larger socio-cultural range of materials. This includes attention to
1:terature such as folklore, oral rarrative, thrillers, science fiction,
even comic books. Yet another extension is to the study of film {in video
format also) iﬁéééiéééé with the study of literature cexts. Opera might
also be admitt:A to literature curricula for the same reasons that entitle

drama to be admitted.
A third aspect of eclecticism might invoive an extension of

thinking about the relationship between the reader, the text, and the

transaction that occurs between them. This is not to suggest that
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subjective r¢ .n is <Ho altipate form of response; for a transactional
approach always :@wls;i = Fext. Transactional theory suggests that
meaning resides nz.fiar ‘L vhe reads: nei Lre text, kat in tﬁe transaction

between the two.

Fourth is an extension of literature to include the other aspects

of language — reading, writing; speaking; and listening: An understanding
of the reading process and the construction of meaning is essential for a
transactional approach to the teaching of literature: Response to
literature is greatly enhanced when students are involved iﬁ talk ot only
with teachers but, more important, among themselves. Listening to other
studenits’ responses to literature is the process whereby ore expands ar:2
extends one’s own understanding of literature and its powst to shape human
thought and understanding. Response also needs to involve students in a

mich greater variety of writing activities: Since literature is largely
writing, students are writars ot literature when they write for an svzience
and with a purpose. If students are made to believe they are makers o <
writers of literature hrough the writing process they will better
understand literature and how it is crafted. When students are éﬁéaﬁtagéé
directly to experiment in imaginative ways with various types of writing,
they come to experience something of the processes of literary conventicn

from the ’'inside’.

Fifth, an eclectic approach to evaluation needs to be nurtured in
order to accommodate the broadened perspective offered hc.e. Students can
be involved in the evaluation process without the teacher’s needing to feel

threatened or subverved. Evaluation may be approached through the
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scting, scripting, and so on.

Rory Harris, are Australian poet, was poet-in-residence at a high
cchool in South Australia during 1981. Tracy, a student in one of his
classes, wrote a poem; and after several revisions gave it to him. He
asked if she could read it aloud. She releases her poem for publication;
it becomes public property. He reflects on Tracy and the expetience of
writer, poet, poem; and the development of each: literature, and student

as writer of literature. His reflecting becomes a poem.

the poém:

a girl is crying e
from the past she writes it into the przsent

everything that existad has s:opped

grief surrounds her

like the zelatlve che must visit

ghe haf v.ed hors>1f to it or been tied

the child she is not

the voman she is not

temorrow her fears w.ii -« close like breath
tumorrow her fears wi.l be memory

her 1solat10n swells
she will turn it back and write it

and hold it and own it
it belongs to her

Rory Harris

(In En']\sh in Austral1a, 60,
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