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INTRODUCTION: THE NEED FOR GENUINE LITERACY

The number of Americans who cannct read and write
sufficiently, according to pLUS (Project Literacy US, 1987), is
more than twenty-three million; the drop-out rate at some uidan
high schools is above 50%, contributing to our problem of growing
illiteracy; and one-third of all adult Americans lack the
communication skills they need to function productively. Our
schools are turning out functional literates, children who can read
and vrite in school, but who do not necessarily read and write in
other contexts. These students may do reasonably well at word
calling, but they have no real understanding of what meaning the
words convey. It is time for a change.

Genuine literacy implies using reading, writing, thinking, ara
speaking daily in the real world, with options, appreciation, ana
meaningful pvrposes in various settings und with other people. 2an
actively 1literate person is constantly thinking, learning, ana
reflecting, and is assuming the responsibility for continued growth
in personal literacy. This broader definition of "active literacy"

is defined by the Australian educator Garth Boomer. He defines it
as...

the ability to inject one’s own thoughts and

intentions into messages received and sent; the ability
to transform and to act upon aspects of the world via
the written word.

To function in this way, learners must go much
deeper than the coding and encoding of written symbols.
Eeneath the surface iceberg of this ability is the
ability to revise, to arrange, and to deplcy personal
experiences and thoughts a3 well as the ability to
imaginoe other people doing the same thing.

(Teaching and Learning: Reflections on Literacy and

Power, 1985, p. 191)

I 1like Boomer’s definition because it goes beyond the
definition of 1literacy as the akility to read and write
functionally to the broader context of ona who does read and write
thoughtfully an¢ who does so for meaningful and self-chosen
purposes in the real world. For children to become "actively"
literate, the school curriculum must move beyond the management of
passive, 'correct" responding to the facilitation of active,
involved, and evaluative thinking. fThe way we teach reading and
writing is critical to the development of 'active literacy".
Achieving "average" scores on a standardized reading test means one
may be proficient in mostly 1iteral level subskills. It does not

mean that one is a reader or writer in any meaningful, active,
relevant manner.
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The truth is that most students learn to read regardless of
the approach if the teacher is sincere, c-res about kids, and
believes in the method and materiais being used. The larger iesua,
however, is that the student may well learn how to read without
ever acquiring the desire to read or a real understanding of what
is read. A reader, after all, is a person who chooses to read for
pPleasure and information and who can assimilate that knowledge
thoughtfully, not just someon2 who can pass standardized tests and
complets school assignments. A literate person, in the broadest
sense of the word, is one who is continually reading, writing,

thinking, listening, ana evaluating for real purposes in real-life
situations.

8ource: Transitions from Literature to Literacy by Regie Routman







RETHINKING CURRICULUM

In preparing this curriculum and instruction model, the task force
adopted the following recommendations from "Rethinking Curriculum
A Call for Fundamental Reform," A Report of the National

Association of State Boards of Education Curriculum Study Group,
(October 1988):

High school graduates must be able to 1) think, learn and solve
problems; 2) communicate effectively; 3) work cooperatively; and
4) understand the basic concepts of democracy, the rights and
obligations of citizenship, and the United States'’ place in the
world structure. Graduates should be confident of their ability
to make responsible decisions and take their place in our society.
At the same time, they need an appreciation of the pluralistic
nature of American culture, as demonstrated by their understauding

and tolerance of the different groups both within our society and
across international boundaries....

What teachers teach (curriculum) is closely related to how they
teach. For instance, the teaching of higher order thinking skills
requires very different methods than teaching basic reading or math
skills. Helping students understand the connections between
economics and revolution is very different from drilling students
on the important dates and leaders of the Civil War. The stury

group makes the following recommendations regarding instructional
practices:

1. Teaching should be 1less centered arnund teacher
performance and lectures: rather, there should be a
greater emphasis on student presentations, Socratic
dialogue, and group discussions.

2. Learning should be viewed as an active process, not
"filling an empty vessel." It should involve active
posing and answering of questions-not short--answer,
merely factual questions, but thought-provoking questions
that may take some time, research, and argument to
answer. There should be many "hands-on" experiences,
especially for younger students, and all students should
be able to view their teachers as "coaches" who instruct
them in the practice of learning.

3. Full use should be made of opportunities for cross-
disciplinary learning, especially in the early and
middle grades. For instance, children involved in an
experiment of growing plants from seeds can also use
the experience to practice observation, writing, and
drawing skills. Teachers of all subjects should be
aware of the importance of reading and writing.

10




4, There should be opportunities for cooperative learning
and peer teaching, using methods that permit students to
actively engage in learning, in building social skills,
and in forming relationships. These important skills
will be used all through life in society and business
where there is often a need to work together to
accomplish mutual aims.

5. Teachers must be able to exercise their professional
. judgement in the classroom. Tailoring instructional
practices and curricula to meet the needs of students

is an essential component of a flexible, but challenging,
education.

6. Teachers should have time for common planning, continuing
professional development, and other collegial activities.

7. Computers and other telecommunications technologies offer
a wealth of opportunities for creative instruction--both
individually and with groups. Schools must make these
opportunities available, and teachers in all subjects
should be capable of taking advantage of them.

8. Implementing these recommendations will require vigorous
new efforts to improve teacher training and to provide
Zor the retraining of these already in the schools.
State boards should take a leadership role in this area.

Instructional materials have become major barriers to achieving
referm and excellence of education for all students. Not only are
texts a problem, but there is a reliance on workbooks and
supplementary teacher's guides that results in overly prescriptive
instruction. There is a lack of depth and analysis. Original
works are not being used enough in schools, even though the great
books and classics of children's literature are far more likely to
stimulate love of reading and learning than textbooks. This lack

of quality in our instructional materials can be attributed to a
number of factors.

1. Writing books to match district or statewide standardized
tests has contributed to incoherent, superficial writing
and a shortage of primary materials. There is also a
tendency to avoid controversial topics or views. 1In
addition, the effort to write inoffensive, neutral books
has stripped them of vitality.

2. Readability formulas that relate texts to specific grade
levels have had the effect of flattening and deadening
the prose until it is, ironically, nearly unreadable.
This is especially true when publishers take a 4th grade
text, for instance, and make it into a 3rd grade text
merely by subjecting it to 3rd grade readabili.y stand-
ards.




3. Excessive requirements to align content with curriculum
guidelines have generated a superficial survey approach
to material. This can result in a text being chosen for
use if it merely mentiuns enough topics, creating a "book
of lists," rather than a true study and analysis of a
given subject.

The results of using substandard texts are far-reaching. Cimply
put, poorly written bcoks educate pocrly; there is a lack of depth,
a lack of analysis, and a lack of excitement in our classiOOMS.
Because textbooks drive the curriculum, mediocre texts can lead to
mediocre teaching. Finally, dull, uninteresting textbooks give

reading a bad name and encourage stud-.nts to flee to the flashier
world of video.

In order to have textbooks that support, rather than subvert, our

educational objectives, the following measures need to be taken:
1. Readability and comprehensive curriculum formulas should

be given less weight in textbook adoption, and textbook

selection policies should be isolated from state testing
programs.

2. Textbooks should be well-written ard challenging and
should take the time to cover some topics in depth.
Important events, people, and ideas should ba brought
to life through the use of anecdotes, vivid imagery,
drama, and colorful language. (This is not just to make
material "Easier to swallow." For instance, one study
in Minnesota took an eleventh grade history text and had
it written by magazine writers and editors, who
incorporated anecdotes, metaphors, irony, etc., into the
piece. The result was that students using this book had

a 40% improvement in retention over students using the
standard text.)

3. Textbook selection committees should have the training,
expertise, and time to do their jobs and should be
rewarded for their efforts. People appointed to the
committees should have knowledge of both the subject and
educational practices.

4. Teachers should be encouraged (i.e., given the
fiexibility and resources) to use textbooks as resource
materials, instead of the sole foundation and content of
their classes, and to use primary materials and the
classics whenever possible.

Sk
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The kinds of curricular changes we propose will require most
schools to alter their operations significantly. School
reorganization and curriculum reform are part and parcel of the
same package, as can pe s=2en in Ted Sizer's model of the
"essential" school. 1In essential schools, intellectual davelopment
(teaching students to use their minds well), rather than

acquisition of specific bits of knowledge, 1is of primary
importance. (pp. 4-7)




GOALS OF AN INTEGRATED
LANGUACGCE ARTS CURRICULUM
K-12

ihe purpose of the language arts curriculum is to provide an
environmant rich in 1langiage where students use language
confidently, independently, creatively, and purposefully for both
personal and practical functicns. Specifically, an integrated
language arts curriculum helps students:

* usae language for such communicating functiors as observing,
imagining, feeling, experiencing, articulating, and
organizing.

* thiak creatively, logically, critically, and independently.

* develop the ability to use the interactive processes of

composing and comprehending in varying modes (oral, written,
visual, anu nonverbal) for various audiences.

vary language according to purpose, situation, and audience.

* extend personal and cultural awareness of self arl respect for
others.

experience pleasure in oral and written language which will
foster habits of lifelong reading, writing, and learning.

Essential Learning skills Expectations in the language arts
program should be based on these broad goals and should be
consistent with them.

bk
SON

6
1




READING/LITERATURE




0

Task Force Perspective

The Reading/Literature K-12 Task Force report,
curricuilum materials, and instructional recommendations
provide a framework for language, genuine literacy, and
learning across the curriculum. The report draws on
teachers’ collective and individual experiences, ERIC
reports, National Council of Teachers of English guidelines
and commission reports, national studies, research from
numerous sources, and survey results.

It would be difficult to find a comparable time in
American history when so much attention has been focused on
schools, curriculum and instruction, content and methods.
Best sellers and national reports convince the American
public that we are a nation at risk, that "Johnny can’t
read" (nor can Jane, nor can Mommy and Daddy), that our
schiools are "closing the American mind," that cur 17-year-
olds know ncthing, and that we are culturally illiterate.

Despite enormous expenditures in time and money for
educational programs designed to "correct the problenm,"
gains in basic skills have been limited and, in domains
requiring higher-order thinking, particularly disappointing
(Lytle and Botel, 198%; Routman, 1988; Bloom, 1987; Cheney,
1987; Hirsch, 1987, 1988, 1989; Ravitch and Finn, 1987).

The "problem" is most often nailed to the door of a
school’s language arts department where listening, speaking,
reading, writing, and thinking skills are taught and tested.

The task force accepts part of this charge in preparing this




report. But what is needed, we believe, is an integrative
framework which (1) informs educators about current theory,
research, and promising practices in the teaching and
learning of genuine literacy and (2) serves as a guide for
OKCPS to develop more appropriate, stimulating, creative,
aéademically productive environments for all learners.
Building on this premise, the task force identified the

following critical experiences in the language arts

curriculum:
1. Reading: Transacting with Text
2. Writing: Composing Texts
3. Extending Reading and Writing
4. Investigating Language
5. Learring to Learn

While the report focuses on the first experience,
reading, and its extension, identified in the third, the
report reflects commitment to the interrelationships of
these experiences in an approach to learning which focuses
on the process, not the product.

The task force endorses the NCTE position that

language study is a unified whole, and that

reading, writing, listening and speaking are
essential human needs and capabilities best taught
and learned in an integrated fashion with a
central focus on wide reading in our diverse
literary tradition including works by men and
women of many racial, ethnic, and cultural groups.
(Maxwell, 1989)

{1




A Brief History of Literature Instruction
in American Education

While the study of literature in English/Language Arts
classes is considered "basic" today, such was not always the
case. Only two centuries ago, students in preparatory schools and
collegés in America could expect exposure to English literature
only through the extracurriculum (Applebee, 1974, pp. 12-13); the
distinctive study of American literature was not yet a part of
the curriculum. While some English studies courses arose in
opposition to the Latin or classical programs, most were still
relegated to the extracurricuiar program. One exception was the
inclusion of English studies in finishing schools for girls
(Applebee, 1974, p. 13). It is for this reason that many early
English texts were written for "young ladies" by schoolmasters of
finishing schools. Another exception was the inclusion of
English in the schools for deaf, blind, or feeble-minded, as
reported in the 1889 U.S. Commissioner of Education (1893) annual
report.

As late as the last quarter of the 19th century, English and

literature were still ignored in favor of Latin and classical

studies.

By 1865, schools and colleges recognized a variety
of loosely related minor studies of the
vernacular--rhetoric, oratory, spelling, grammar,
literary history, and reading all had their
p-aces, often conflicting with one another for
attention. Though many of these studies made use
of literary selections, literary study in its own
right had yet to find a place c_ a justification.
(Applebee, 1974, p. 13)




In 1867, influenced by German philological scholarship,
William Rolfe’s American version of Julius caesar was published
in the first annotated school edition. His emphasis on the
philological--introduction, history of the play, sources of plot,
criticgl comments on the play, the play itself, notes, index of
words and phrases explained--would set the pattern for English
studies that would prevail until 1900 (Mersand, 1960, pp. 279-
280). Rolfe would also be credited with the first regular high

school literature instruction.

Formal discipline was the basis of the pedagogy
adopted (in Rolfe’s instruction), with considerable
stress on rote learning of rules and memorization of
isolated facts....An examination given in 1866...is
indicative of the general tenor of his courses:

1. Give a sketch of Milton’s life to 1638.

2. Give a brief outline on "L’Allegro."

3. Give examples of obsolete or obsolescent
words from the poems studies.

4. Give examples of words used by Milton in a
different sense than they are today.
Illustrate.

5. Write a passage from "Il Penseroso."

6. Indicate which words in the passage are from

the Anglo-Saxon, which from the Latin. How
do you tell?

7. Explain all allusions in the passage.

8. What do the following illustrate?
(Here followed a set of examples of
rhetorical figures.)

9. Write a passage from "Lycidas."
10. Explain the peculiarities in the passage from
"Lycidas." (Applebee, 1974, p. 29)

When this classical model was joined with the Romantic
conception of culture (Matthew Arnold’s 1867 definition of
culture in Culture and Anarchy as the new unifying and civilizing
agent produced by public education), English emerged as a
subject. 1Its roots traced back to the ethical tradition

emphasizing moral and cultural development, the classical

13




tradition of intellectual discipline and close textual study, and

the nonacademic tradition emphasizing enjoyment and appreciation.
The battle between ancient and modern subjects on whether to
teach grammar, rhetoric, literary history, spelling, and
composition shifted at the turn of the century to "how" to teach
English. The answers came from various sources.

In a reaction against philology, proposals were made for the
study of genres or types of literature, as well as proposals for
concern for the child. The first wave of the progressive
movement would support the latter. 1In 1902, Chubb outlined the
issues that would dominate the succeeding decades when he
pPrepared his textbook on the teaching of English:

In prescribing literature that is to be read
during the High School period two requirements
must be kept in mind: (1) the characteristics, the
needs, and the interests of the adolescent mind
and (2) the vocational needs and social demands.

The New England Association of Teachers of English (NEATE)
was founded in 1901, and the National Council of Teachers of
English (NCTE) was founded in 1911. Both protested the entrance
reguirements in English based on a closed list of books. Their
objection centered on the belief that by limiting examinations to
the contents of a closed list of books the colleges were limiting
literary culture. In 1916, NCTE published its own book list and,
in 1916, the College Entrance Examination Board (CEEB) decided to
offer two examinations in English, one of which would not require
the study of a set list of books. High school teachers had won
the battle figuratively just as the nation entered battle

literally--World War I would further define the teaching of

20




literature for both Great Britain and the United States.

In reviewing the development of English literature in
British schools, Lee (1987) wrote:

English literature rode to power on the back of
wartime nationalism; but it also represented a
search for spiritual solutions on the part of an
English ruling class whose sense of identity had
been profoundly shaken, whose psyche was
ineradicably scarred by the horrors it had
endured. Literature would be at once solace and
reaffirmation, a familiar ground on which
Englishmen could regroup both to explore, and

to find some alternative to, the nightmare of
history. (p. 68)

"Wartime nationalism" and a need to counter "the nightmare
of history" proved to be a rallying force in America as well.
But while the intentions were identical, the means to achieving
them, by definition, had to be opposite--one country’s goal was
English nationalism, the other’s American nationalism. One of
the greatest dichotomies in the teaching of literature in England
and America resulted--American writers, for the first time, were
granted priority in literature classrooms in America.
"Literature" was no longer synonymous with "English."

The re-emphasis of the traditional values of English as a
"humanistic" or "liberalizing" subject and concern for the
individual gained support from the progressive movement in
education. The reaction against content-focused English
instruction gained additional support from the works of Jean
Piaget and L.S. Vygotsky and from the British recognition of the

importance of dramatic response as a part of the British pedagogy

of growth (Applebee, 1975, pp. 230-231).
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Historically, this focus in literature instruction was to be
short-lived, for the most part abolished in the reforms that
followed the Sputnik scare and focused education, particularly in
America, on accountability. Przsident Nixon, in his 1970
Education Message to Congress emphasized that schools must be
"accountable." The Commission for Economic Development, an
organization of business leaders with considerable power to shape
national policy endorsed the claim in its policy statement

Education for the Urban Disadvantaged (1971): "We are convinced

that the financial support of the schools siould be in some way
tied to their productivity, so that a better product, when judged
by competent techniques of assessment, would yield increased
support" (p. 60). In short, English instruction has been in a

state of reform since its inception in the curriculum.

The Top Ten at the Beginning
of the Century, 1907

According to Applebee (1989) the influent:.l factors
determining the selection of texts for high schoo. English
courses in the late 19th century included:

1. the prestige of Milton and Augustan poets and the
tradition of Latin;

2. a strong tradition of Shakespearean criticism
criticism, part of mass culture until late in the
19th century;

3. the influence of earlier traditions in the
teaching of Latin and Greek;

4. a concern with modern literature, which led to
adoption of the works of such then-contemporary or
near-contemporary authors as Dickens and Eliot;

5. a concern with providing some texts that would be
easily accessible to all students, particularly
younger and nonacademic students, which led to

22
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adoption of the works of such authors as Sir
Walter Scott. (p. 2)

These factors influenced the works that were most
widely taught at the Jdeginning of this century (Tanner, 1307).

The ten most popular titles follow in alphabetical order by

author!

Burke, Speech on Conciliation with the Colonies
Coleridge, Rime of the Ancient Mariner
Eliot, Silas Marner
Lowell, The Vision of sir Launfal
“"Macaulay, Essay on Addison
Mfﬂton, Minor Poemnms

Scott, Ivanhoe

Shakespeare, Julius Caesar

Shakespeare, Macbeth

Shakespeare, Merchant of Venice
All ten of the titles were taught in over 60% of the schools

Tanner surveyed; Julius Caesar was taught in over 90%

(Applebee, 1989, p. 3).

Required Reading in the 1920s

In one of the earliest American studies te ascertain the
type of literary background the courses of study in literature
of the public schools recommended in the curriculum, Choate’s
1930 national investigation of courses of study in literature
documented the selections of 94 different courses studied that
had recommendations in prose or poetry, or both, and those of an
additional 40 courses of study in literature that recommended
reading books, without recommendations as to literary topics, or
left selections to the teacher or chance. Geographic sources

represented 67 national sites. The data collection included only




specific works and definite collections for given periods of
literature, but not broad anthologies or vocational or
information type books. Of the 731 courses and 18,017
recommendations, only 121 recommendations were not classified
(choatg, 1930, pp. 31-32). Materials from cities with over
100,000 population were labeled Group I, and materials from
cities of less than 100,000 population were identified Group II.

As shown in Table 1, more than half, about 55%, of the prose
literature and drama recommended was American with an equal
distrib