DOCUMENT RESUME

ED 215 296 *» CS 006 574

*AUTHOR. Hunsberger, Margaret ' N
TITLE Phenomenology of Reading: When Child and Curriculum
. Meet.
PUB DATE Mar 82
NOTE - 18p.; Paper presented at the Annual Meeting of the
American Educational Research Association (New York,
NY, March 19-23, 1982).

EDRS PRICE _  MF01/PC01 Plus Postage.
DESCRIPTORS *Cognitive Processes; Curriculum; *In:\}act1on'
: *Learn1ng Theories; Questioning Techniques; Reading
Instruction; Reading Processes; *Student Role:
*Teacher Role ‘\
IDENTIFIERS *Reader Response; *Reader Text Relationship

ABSTRACT h

Proposing the meeting of student and curriculum as a
d1alogue, this paper explores that meet1ng as an active part1C1pat1on
in which students both "hear" the voice of the curriculum and geeak"
to it. The paper argues that for such a dialogue to occur, each
part1c1pant s language must have not only ideas to share and
questions to ask, but also spaces that invite the other to enter and
contribute. It also suggests that a barrage of information and
instructions from a teacher, the textbook, or another aspect of the
curr1cu1um m1ght seem to the student to be more like an assault than
an invitation to join in learning. The paper concludes with
suggestions for ways that tdachers can best participate in the
dialogue between student ang? text. (FL)

- v
khkhkhkhhhhhhhhhhhhhhhhhhhhhhhhkhkhhhhhhhhhhhhhhhhhhhhhhhhhhhhhrhhhhhhhhad

* Reproduct1ons supplied by EDRS are "the best that can be made *

* from the original document. *
***********************************************************************




. ‘-’ US DEPARTMENT OF EDUCATION
NATIONAL INSTITUTE OF EDUCATION
- EDUCATIONAL RESOURCES INFORMATION
CENTER 1£RIC) v
f[ms ducument has been reproduced ds [
’ recerved from the person or orgamiZzation

Onyginating

.
*
>

»

Minor Lhanges nave breen made 1o mprove . . [ %

eprodaitor quast,

Points of view orupinions stated i this docu -
mMeNt go 1ot Necessardy represant otical NIE .
v position o policy

4 I's

ED2152946

Phenomenology of Reading: When Child

and Curriculum Meet N

.

- 4 Q
Margaret Hunsberger
s . University of Calgary
Calgary, Alberta
T2N IN4 ’ . ) .

~PEAMISSION TO REPRODUCE THIS
MATERIAL HAS BEEN GRANTED BY .

e Margaret Hunsperger

. ' TO THE EDUCATIONAL RESOURCES
INFORMATION CENTER (ERIC}

, . - /

Paper presented at a symposiém of AERA in New York City, March 19, 1982. .

N} ,
N ' ‘

' - . ’ | \ . ' A
L, ‘
9 ! N '
< _ - - .
Q. . Y :
‘0 . A ., . ‘
_ o . L . ' _
—ERIC DEE— o , *

Aruitoxt provided by Eic:

% b ' "




-

.5 How do students and currtculum meet? What is the nature-of the
encgunte; between them?' What happens when a child comes to school\tg
be fgught and to lé;rn? . :

For examp%e, what happgns to Rodney? Rogney siti in his desk
surrounded by all tLe clutter of his possession, books falling ouf of his
desk, general confusion. When the teacher begins talking,'the génfusion
for Rodnexlseems to be internal as well as external. Ideas are‘introduced,
explanations are given, and §pdney is asked a qugstion. He d;esn't know.
Someone else anéwerg the question and Rodney éays ”Oh",‘plankly. ’Thén
the next assignmeg; is given. <Books come out with the usual classroom

clatter, pencils are sharpened, and gradually quietness begins to settle

as students get to wdrk. At that point Rodney says, "I can't find my

-

book. Somebody stole it.' Somebody has always stolen Rodney's book or
. 2 \ ”~
pencil. Eventually the teacher eyes Rodney's pile of books and says, "But-

"Rodney, I see it from here. - Second from the bottom."” "Where? No. Oh yeah.

”

' v ' -, e -
I thought it was gone." Rodney grins, completely uqabashed, as ‘he pulls

if from the pile. The next question is entirely predictable. Like waiting
for the other shoe’to drop, the teacher, hears it céming. "What page?"

<
At this point when-Rodney is just about ready to begin to struggle with an

exercise that appears to have little meaning for hi@, Terry finisﬂes'his

work.

x

N




'
v ~

When the lesson began, Terry was smiling cheerfully, watching the
v -~ . +

teacher. When questions are asked, Terry.can be counted on to know £he
answer, but the‘kind of questions he really likes are the difficult ones,

those that make him think, that have no clear-cut "right" answer, that

.

.lead to an exchange between him.and the teacher as ideas are further

L]
.

Pursued. By assignﬁent time, Terry, because he understood the lesson,
seems_to be anticipating fhe probable task. He is efficient and organized.
Almost Before the ieacher has-finished all the directions, Terr; is under-.
way. His work is done rapidly and well.

What kind of éﬁcounter with the curriculum h;ve these two bpys had?
Where is the real difference? For Terry it seems there has been some

dialogue, and not -only between him and the teacher. He has entered into a

world of ideas. He has not just aCCeﬁted‘any idea that has come his way,
he-has'wanted'to know why, to follow the logic, to "se@¥ the point. He

has asked questions and contributed his own ideas. Terry has been engaged

. ]
in dialogue. : .

And Rodney? Rodney, -it seems, speaks a different language from that

of the curriculum. - The oniy-thing Rodney can find quickly and eaéily are

his cigarettes - and.thef are forbiddeh.by the'school. Whatever it is that
- . ?
matters in Rodney's life, it's not taught in schoél. He and the durriculum,

if‘they notice each other at all, speak past, each other..- Each talks to a

-

wall of incomprehensibility. - ’

Why then, does this meeting between- student and curriculum turn into

. ~ ‘ LY

gibberish for Rodney apd.intq lively dfalogue for Terry? Let us examine a

little further the experience of diangue:
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Dialogu%{

First then, the nature of dialogue experienced in daily life.
As the term suggest P, thq minimal requirement is a meaningful

exchange, conversation, between at least two participants who experience
- .

some degree of 1nteraction.. There is no dialégue with a person who holds
forth and refuses a captive audience a chance to speak. Or im another non-
dialogue variant, we have no doubt all* participated in those exchanges
which claimed to be dialogues, but which were reafly just each person
politely waiting for the other to stop talking so that f could have my

turn again. And we kfiow the emptiness when two people are not talking "to"

each .other, or "with" each other, but "past" each other. Such may be turn- !

>

taking, but it is not dialogue. In some conversations, the-'participants
exchange ideas. This is the beginning of a dialogue; the words are now
going to" each other, instead of past. ’But genuine dialogue is much more

—

than an exchangq. »Language opens up vaster and more intimate possibilities
t?;n the trading ot ideas, like commodities at the market. - Seeing together

and sharing become vital At the very least the.speaker must have some-
J N N +
thing to share and the listener must be open to new insights.

—

Further, the listener must "see'" how the speaker engages with the,

world in a-liétle different way (Merleau-Ponty, 1964). This requires a

certain openness and vulnerability from eachfparticiphnt. "Genuine diaiogua

cannot occur without disclosing ourselves to each other, hnd without

\
'

accordihg the other, and finding from the other, recognition andlacceptance
of how we experience one another.’ (Laing, 1969, p. 3). Now not only an

f .
openness of myself €s called for, but an acteptance of the other.
\

.




And the listening and speaking procesées cease to be dichotomous.

’\ » 4 " :
Megleau-Ponty (1964) suggests that, listening and speaking are both active,
(N . .

. but theré is no rivalry between them._ Rather, listening becomes a matter
1
- E 1 -

of'"spegkiqg according to what the other is saying'". Speaking is not the
- ( - ¢

taklng of initiative and listeping the following of initiative, but rather
we- are continuing. And now I am tempted to think that this déscription

4 . ~
applies only to an ideal conversation, whereas in reality the speaker

does take the, initiative. That thought is checked «with the awareness of

, 7 . ‘ ~
how much differencé a listéner makes, of how the quality of listening affects
the speaker's inspiration. °Mer1eau-Ponty goes further: wheg two people

talk, what I understand begins to assert itself in the intéryals between

v /

my saying things. I hear myself in the other person, wl‘also speaks in me.

"Here it is the same thing to speak to and to be spoken to" (p. 142). Thus,

true dialogue ends the distinction between mine and not-mine, between me as

v

subject and other as object. I and zdu temporarily became we.
‘What then is the analogy to the meeting of child and curriculum?

Can there be a &ialogu% of the sort just described? .

- +

. ' 4
Of necessity. The curriculum must become a voice, a participant,

which reaches out to the child, not in order to dictat r to "tell", but

g

to inyite the child to enter into dialogue and hence into learning. If the

curriculum merely imposes itsg}f upon the child, it ‘may become & burden to -
~ . . .

- be carried about or a veneer to be cracked and shed at the fiqst oppqrtunity. ,

. .
., If this is not to happen, the child must be invitede to question the curriculum,

. 4
to presentﬂpérsonal views and ideas for the curriculum's

coniigeration, to 7/

debate and reflecf, to be not passive recipient but active participant - in
) . - r

' A\ . : ’ ..
short, to dialogue with the curriculum,




’ .

To returd for a moment to Sur two boys: . .

Rodney 1is not. so much passive recipient as passive rejector. The .

curriculum presents itself to him as a barrage of information which is of
. L

- ¢
no significance to him and which he ignores without comment. Rodney doeg

¥

not hear it asking'fqr his views or giving any indication of caring whaﬂ\

he thinks and wants to talk about. And he in turn does not care much what

‘\ .
it wants to say. ' . o :
Terry hears and is heard. He does 'disclose himself and speak <
- /

according to'" what the curriculum i¢ saying. This curriculum-speaking

occurs as the curriculum reaches out to the child through the whole learning
-~ . - [ «

environment with teacher, other students, and the written word. As an

3
.

exaﬁple of the dialogue between child and curriculum, let us consider

further the encounter between student and written text.

.
-

The Reading Dialogue _
» ) b 14 )
Do readers find the text to be a voice with yhich they converse? 'A7~,

book cle,#ly is an object. It is held in the hand;, used to prop open a

-

window, talked about in terms of the quality of its}binding and the:érice

for which it can be bought. But a text is words, language, communication. .

4

Can words prop open a window? What amount of money is paid for langdage? \ .
A human beiqg has written words on paper, ideas have been formed and a
text created. The medium of print allows a voice to speak over infinite - o

qiﬁe and space, but it is still a human voice reaching out to«others.l
.

When we are searching for a misplaced text, we. say, "Where is that book?""

; <~ N
and rightly so. It is the object for, which we seek. But when Yi/ppén the ??\
book, we no lotger are interested in this dbject "book'" which we hold in - oo

our hands. It is the story, the ideas, thei;nformatién'- fﬁ short, the

human contact, which engrosses us.

h N
la
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‘ The text- comes to us as a human voice '"that asks to be heard and
N

that requests a response" (Sardello, 1975,{ﬁ>.275), Th™ text not only
speaks, it also liktens for a reply.’ The ext is a seeker of the way to

truJL and asks the reader to journey along and participate in the search.
3

-~

The' text in that sense is incomplete. Sardello describes all creative'

-

" works as incomplete. The text presupposes a reader who will establish
. ' . . .

~ a dialogue and supply the'otﬂer“hélf of thebconverbation. But that is not

a matter of filling in blanks, like sticking missing pieces into a jlgsaw

« puzzle or making necessary inferences. The reader helps to shape and
guide the flow and direction of the conversation just as a good listener /
influeflces and responds to a speaker. ) L

-

2

As in any éénuiné dialogue, the participants influence eacﬁ other.
. The dialogue depends lpon the contributions of each partner. And the
nature of each peréon affects the relationship, and hence, the conversation,
between them. Ken and Cathy are both'good friends of mine apd my life is
richer for each of them. ‘Both'share'my academic 1nterests.auq\enjoy.talking
at lengéh about them. But the conversations are not the same, since they
aré“two quite differgnt people. ~Cathy reads novels; Ken gardens. éathy
béttfzs constant illness and is eihausfed by a walk across campus; Ken is
disgustingly lean and healthy, an inveteratg jogger. They think differqptly.
. “ 1]

. Both are sensitive.and mature personalitigs, but they foster different

conversations. Just so, each reader influences a given text and carries on
'L .

8 - -
+ a somewhat different dialogue with it.
K‘. - ' - .
S In oral conversation, we interpret the listener's response to us by
the facial expressionggwe see and, the comments made in reply. But in

reading, how do we kr if the text hears us and is responding to our
1 4

y N ‘ -

e
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contributions? "In reading a text I can tell if my partner understands
my paraphrésing if the answer which is discovered in my continued rea?ing
ig indeed an answer to what i'haye said" (Sardello, 1975, p. 278). iést
as the continuity of an.oral conversation indicates a shéred direction of

- -

thought, so in tbe encounter.with text. If we have anticipated appropriately -

.and find the continuing text answering us, we have joined! with the text in

.

-

creating the, views and interpretations. .

This necessity that the -reader be able to move into text is shown'
chetiously by Tristam Sh;ndy, who after alluding to some strange charac-
teristics of his uncle adds:

"What these perplexities of my uncle Toby were,
'tis impossible for you to guess; if you could,
I should blush; not. as relation, not as a man,

\ nor even ds’a woman, but I should blush as an !
author; inasmuch as I set no small ‘store by
myself upon this very account, that my reader
had never yet been able to guess at any thing.
And in this, Sir, I am of so nice and singular -
a humoury, that if I thought you was able to fotm
the least judgment or probable conjecture to
yourself, of what was to come in the next page,

- I would tear 1t out of the book" (Stearne, 1940,
p. 80).

¥ M -

As Sterhe knows very well, this thinking along with or ahead of the text

N

is exactly what readers usually do. If Tristam Shan@y's suggestions were
to be followed lit;rally by authérs, reading would be quite impgésible!
P
The entrance of the~reader into the'text's development does not imply-
that reader and text are in agreemeng. The dialoguewcan be a debate o;

an argument just as well as a shared viewpoint. But there must be agreement °

not only on the issue under consideration, but on the trend of the dialogue.

-




~. ) - ) .

We frequently think that as feaders we.approach a text with questions
¥ J

’
and look to it to provide answers. But it is equally so that we approach °

the text with answers and it questions and thallenges us. It may ask us
~ to feéonsid?r or even reject'sometﬁiﬁg we thought we’knew. Or it may ask

why we reason or believe as we d?, and in tha; very asking raise doubt

about our certainty.; Willingness to read implies accéptance of being

questioned,

' .
'When we speak of a text in this manner, reading becomeg an experience

S

- -

»

we undergo rather than- an experience that we control" (Sardello, .1975,

P-.280). 'To accept the text as a voice and to open ourselves to the

encounter with it is to give up control of the situation. We can no -7

MRS

longer toss the text easily aside like an unwanted object. The other side

of the coin of openness.and trust is vulnerability. . If the text challenges
our v}ews and thinkKing, then we as readérs must be opén to change. Ts be *
closed minded is to pake reading a complete wasteléf time. What can be

the point of sitting with a text if(we have already decided that we- know
more than it. does or know-all we wish to know on the topic it raises? QO

dialoglie can possibly qheh'gfcur unless the text‘cah break through our

V4

certainty. Then the confrontatipn of the text must be sd" sharp as to

pierce the armour ofs%ias and make us willing to consider its point of
. & . *
view. 1In the encounter of text and ﬁySelf an altered self.is being

shaped. ‘

’

And so, on the one hand the text gives guidance to the encounter Pnd )

acts of comprehension are set in motion by the text, but the text is mot

\ b4

the product nor does if§control the outcome of the encounter. Ox the other
. . ‘ r * .

hand, the reader also does not exert control. To do so is to risk mere

delivery of a monologue. Whit-emerges in genuine diélogue is not the state-

. ment of either pa mﬁmamnq_wmm&mmwe@m -view 'of -

either, 0,
- Y. “,’




The Silence in the Text . .

2

Just as in conversation it is possible to carry on too“long and to |

say too mdch, so a writer may say too much. What s left unsaid can be
IS ] . - . K .

very important since it provides an 6penin% for the reader to ernter into
the convgfsation. Without those ehtrances, the reader is not perﬁitted o |

to speak and the text becomes a m&nologue. But what is left unsaid urges
us toward a filling in, toward‘:wholeness 'in the dialogue.
‘ - . .
An analogy that.maz be helpful here is that of the bonsai artist who

shapes dwarf trees. One way of looking at the artist. is to see him as a ¥
. ’ 1

¢ person who shapes nothingness. He shapes branches, removes them so that ’
» . .
there will be an appropriate relationship between a thing and a not-thi;g,

. L3
¢ the branches and the not-branches. Why are we attracted to the bongai?

.

' The attraction is not only the curves of the brances and so on, but also

: L
.~ the shape of the spaces, the relationship -between the material that is

there and the supposed emptini;pwn,The arrangement provides openingg, an

-

v invitation to enter. To be artgil is to invite others to participate in

hd -

the creative act. There must be space to walk .into, or else all -we can

do 1s try to receive. .

.
1 N
.-

For example: .

Y

Under cherry trees

[ “ .
7 The soup, salad, fish and all . -
, v
) ’ Seasoned with petals. v .

In such a poem, the reader is invited in. The welcoming space is
- I - .

v there. The poem gives enough of the pict;;e to invite a filling.in, .
What is the event? A picnic? What is the season? Cherry blossoms are -

very beautiful. But perhaps only as long as they stay in their place. )

.
.
. Y
. S
- !
'




i’ . . . . .
" definition of & weed as a plant out of place, are these petals bordering

<«

: - -10- C ‘

Falling into the food reduces their appeal. Given the agricugdturalist's ;

L 4

on beipg régarded as weeds? There is amusement in the incongruity of the
L

'

beautiful blossoms: becoming the source of irritation, of the two kinds of
beauty, lovely flowers and good food, somehow being at odds Qith each other,

o .
of the blossoms being unpalatable now but a direct link to delicious fruit
. {

in several weeks, . . . "

The 'specifics of the interpretations readers make will differ, but

. .

each reader will have to move into the space in one way or another if an

‘
interpretation 15 to be made and any understanding is to occur.

. *

It is these gaps in the text that allow the reader's imaginaéion to

become active and participating. >
—
"I one seeg the mountain, then of course one can no .
longer imagine it, and so the act of pictu?ng the
mountain presupposes its absertte. Similar y, with
a literary text we can only picture things whiéh
are not there; the written part of the text gives
. us the knowledge,:but it is the unwritted part that
gives us the opportunity to picture things; 1ndeed
without the elements of indeterminacy, the gaps in
the text, we ,should not be able to use our imagin-
ation" (Iser, 1974, p. 283).
-

Otherwise, the dialogue has ‘become a monologue. The text is refusing to

.

’
“give me my turn to listen and respond. .

.

Tristam Shandy notes this in his inimitable style:
- 1
"Writing when properly managed, (as you tay, be sure
I-think mine is) fs but a different name for
.conversation: As no one, who knows what he is
5 about in good company would venture t® talk all;
8o, no author, who understands the just bound-
‘aries of decorum and good breeding, would ,
assume to think all: The truest respect which
you can pay to the reader's understanding, is
. to halve this matter amicably, and leave him
something to imagine, in his turn, as well .
as yourself."

[

/




) oy of language is that to speak is to be ablée to communicate something,
- ‘>

-11-
QA- ) - P

[

"For my own part, I am eternally paying him compliments
. of this kind, and do all that lies ;n my power to
keep his ‘imagination as busy as my own" (Stearne,
1940, "p. 108). ’

1 4

The reader must expect to do some of the work and by making an interpretation
share in the pleasure of the creative.art.
1S

Merleau-Ponty (1964) suggests that the sorrow of languagelfs tqﬁt to

speak’'is to be unable to say everything. And of course, that is so. How
£

> fémiliar is the sensation of having many ideas, ‘some only halj-formed

running around in our heads, but being able to express only a few, only

one at a time, and sometimes not even to be very clear or cogent in

=

expressing that one. As soon as we start to express one, others get

.o

crowded béck and some are forgotten. (Sometimes that's just ai/wellc)

In addition, there are those which are in the form of tacit knowledge and

4

therefore are known but inexpressible. However, if the sorrow of language

-

is th#t not, every?hing can be expreséed, the opposite is equally true: the
P — 1

. . . i }
. 3

4
’

L 4

to share.
But is this limitation truly a sorrow? Do we really want to say

everything? In our society we often seem.to be'trying and as a result we N

.

complain about information overload, a mountain f.paper to push and

massive computer print-outs. But the corollary pf thad attempt to say
» ~ 7 o

L o

everything is necessarily that much that is said is rubbish, The coin of

language, like any other coin, is debased if ovér-produced. The listener

-
or reader feels assaulted by the barrage and asks for relief from the

verbiage - and for silence in which to think and imag{ne and space in which

to respond.

- ‘/,—
.
f
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N
We do not all find this silence in the‘samé.plaée, bu¢ most of us

*
. can name an author who has particular evocative power for us, who seems
N

. , to leave the gaps exactly where we need them. This is some subtle

‘ ) L)
. combination of suggesting ideas and images that catch and fuel theeimagi-
he |

. . * ’?‘.\
A nation so that it does not merely follow the text but moves beyond it -
{

-

Wz

temporarily, then returns to sustain the conversation.
Like trying Fo peer. through 5 gép in the hedge at an old staéggg'
— house hidden there, the fascination of the gaps is the partiai sight,. the
flash of something uncertainly seen, the now-you—see—it—now-yog:don't

experience. Readers are intrigued by the need to make inferences, the

necessity of figuring out if the texg\ijfreally saying what it has not-

directly said. There is the sensation of, "I think this has to be what 1is
N * { ° -

- &
indicated, but is it really?" Similarly, when a story can make us race

ahead keen with suspense, is the suspense not born from our forecasting

t

the various outcomes, expecially the catastrophes, that might occur? The
text has hog,tol{‘us they will, but we have moved into the story and seén
possibilities, some of which we hope for and some we hope against., If

we would'not anticipate and would not care about the outcoﬁes, there,could

be no éuspense. The creation of a particular sort of gap in the text,
-

that invitation to guess, and our entry into the gap, together bring about

suspense,
- L]
. The silence in the text can take a variety of forms and can appeal to

us at differegt points, but we must be able to find it in order to have

opportunity to respond to the voice of the text amd to translate the

‘

message into our own experience.

SO »
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§ Student, Text and Teacher 3

&
In the child-curriculum encounter, then, reading is a vital aspect.

But in addition to the exPerieace of reading as we have been considering

-

it above, there are in school-based reading some interesting potential %

.

differences that may affect the reader-text dialogue. P,

For instance,, both teachers and required schoolbooks‘'can egéily
deliv;r monologpes. That 1is, teachers are apt to talk too mdcﬁ. And text-
books, constrained by printing costs, usually presen? information ver§ .
cpmpactly sé Ehat anyone who is unfamiliar with it must ;ead quite labor-
iously. The apprBEC£ of both teachef and textbook can seem to the childl
to be more barrage than invitation. The child may be ungble to find the

needed silence and gaps.

. . . 7
té}so the child is a more captive audience than a reader usually is.
When the teacher makes the reading ''required", the student is no longer

free to stop if the dialogue with the text breaks down. Being préﬁsured
» ) .
' into an encountet is different than voluntary participatien.
- .
And as a further complication, the assigned text may be speaking to

a levg! 0f"knowledge or maturity that the child does not yet have. The

: v oL
child cannot answer, cannot sustain the dialogue, except perhaps in

NS

fragmented bits and non-sequiturs, because it is too difficult. Or

conversely, the text may be simply repeating w the child already knows

> r - \
and hence the child sees no reason to conti . ‘

While schaols are necessarily places of activity .and interaction, a

certain quietness is desirable fqr reading. None of us likes to %aréy on

a conversation which is constantly interrupted or in which it is necességy
. ~ s

to shout at our partner. The reading dialogue is encouraged in a calm and

quiet setting - including the teacher's quietness.
¥




fg%i* We commonly'experigﬁce the feeling of knowiné something but not quite
. . .

Jknowiﬂg‘how we know it or how to express it. That body of tacit knowlédge,
while difficult to draw-upon, is honetheless a very real part of our know-
ledge-and’experience. ﬁut tacit knogledge is not valued in school. 1In
;he classroom typically if you can't explain something, you don't know it.
To be a sEudeng is to struggle to understand and to understand more fully.
Along the ?ay’there is likely to be considerable tacit knowleagé‘— which
caP contribute to the’ reading experiencq“.but not likely to the class
disgus;ién.t*ﬁdd to that tacit knowledge dimension the realization that

é@héhgrs méy‘épeak whén they please but students must first be recognized

"and the relatively_ greater articulateness of tEe adult teacher over the

L . ,
child’student, apd it is small wonder that children sometimes seem so mute
. .

\ .

in Burriculum ‘qznters . ' [
A final factor is that in the teaching of reading the language used

may put constraints on:thought. As some of the more mechanical aspects of

reading,afe taught, a child may develop a very limited picture of what

reading is and see it, not as dialogue but as decoding, for example. A
‘. ] ) A '

child who cannct read a sentence may nevertheless know what an initial

consonant is and what sound to make for the symbol "t" (maybe even "th'").

That chtld's Vision haé been too much narrowed by the teacher's language

in presenting-reading.

<

However, in each of the aspects just mentioned, the teacher is able

~

'to come to the child's assistance. Certainly the teacher is part of the /
. ) '

- &

child's broader encounter with the curriculum. But if the teacher also

’
chooses to enter into the child's dialogue with the text and serve as a-

kind of translator between them, many of the potential difficulties

)

s

disappear. For‘exampié, when a child finds the text too compact or too

-
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insights needed in the reading.

. -15- =
» e '

¢ >

. ? .
- <t LT N - .
.

demandigé,gthe teacher can talk with Ehe child before, during or after the

>

- R Pa + -
reading, can aSK questions which guide the child toward the line of Teasoning

“

) the text is -taking, or can-provide activities that may stimulate the

o

In the }eaaing encounﬁer, the teacher's intention is to participate
in the dialogué’&geneéer it is in ;angér of breaking down in confusion or
m%SUndenatanding, but as much as possible to let the child carry on the
conversatioﬁ, qnd;finally, while remaining available when needed, to step

¢
baE£ quietly and’aliow the child-an independent and personal reading
exgsrience. The te;chér is .able to be a guide to the child because the

»
teacher is also a student and an interpreter of text engaged in personal

text dialogue, Thus, the teacher is for the child an éxﬁhple of a student.

. 1 .
ijhoth are on the same road, but the teacher having travelled further

'_reaches.back to give help over the rough pléces and share the joy of the

t

-

journey. ‘ ) A ,
Whefi child and curricuium meet under the wise eye of a teacher-guide,
there is potential fo; a rich encounter and real growth toward wisdom -

perhaps, for teacher as well as 9K{ld. .
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