Understanding Shifts in Reading and Its Instruction
Author(s): Steven A. Stahl
Source: Peabody Journal of Education, Vol. 73, No. 3/4, Literacy Education in the 21st
Century (1998), pp. 31-67
Published by: Taylor & Francis, Ltd.
Stable URL: https://www.jstor.org/stable/1493198
Accessed: 04-12-2018 04:26 UTC
REFERENCES
Linked references are available on JSTOR for this article:
https://www.jstor.org/stable/1493198?seq=1&cid=pdf-reference#references_tab_contents
You may need to log in to JSTOR to access the linked references.
JSTOR is a not-for-profit service that helps scholars, researchers, and students discover, use, and build upon a wide
range of content in a trusted digital archive. We use information technology and tools to increase productivity and
facilitate new forms of scholarship. For more information about JSTOR, please contact support@jstor.org.
Your use of the JSTOR archive indicates your acceptance of the Terms & Conditions of Use, available at
https://about.jstor.org/terms

Taylor & Francis, Ltd. is collaborating with JSTOR to digitize, preserve and extend access to
Peabody Journal of Education

This content downloaded from 128.210.126.199 on Tue, 04 Dec 2018 04:26:35 UTC
All use subject to https://about.jstor.org/terms

PEABODY JOURNAL OF EDUCATION, 73(3&4), 31-67
Copyright ? 1998, Lawrence Erlbaum Associates, Inc.

Understanding Shifts in
Reading and Its Instruction
Steven A. Stahl

Outside of education, people view the shifts and swings of instruction
with bemusement, if they do not have school-age children, or with alarm,
if they do. In reading, we have swung from a whole word methodology to
phonics to direct instruction to whole language, with various stops along
the way, over the course of my lifetime. These swings have had resultant

swings of achievement (Chall, 1996a). Slavin (1989) suggested that the
"pendulum swings" in education come from an idea being adopted before
the research results are in. When the results of the program turn out to be
disappointing, we quickly reject that program and move on to the next fad.
This may have been the case with whole language, as the approach was
widely adopted before adequate research was available. The research that
was available suggested that whole language was as, or possibly less, effective than current instruction (Stahl & Miller, 1989).

Yet whole language spread like "wildfire" (Pearson, 1989). The 1992
National Assessment of Educational Progress (NAEP; Mullis, Campbell, &
Farstrup, 1993) surveyed fourth-grade teachers nationwide and found that
42% reported a heavy emphasis on whole language and an additional 41%
reported a moderate emphasis-that is, 83% of the total. For a movement
that began in the late 1970s, this was explosive.
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The swing is now away from doctrinaire whole language and toward
"balance." In California, where the English Language Arts Framework for

California Public Schools K-12 (1987) spurred the growth of litera-

ture-based instruction, this framework has been revised to stress balance

in reading instruction, including instruction in decoding and comprehension strategies (Report of the California Reading Task Force, 1995). The
California moves have been a result, in part, of their poor showing on the
NAEP comparisons (Mullis et al., 1993). Teachers and administrators have
been concerned about the poor reading achievement of children in whole
language settings and are arguing for more phonics instruction in a "balanced reading program" (McIntyre & Pressley, 1996). The move toward
balance has been echoed across the country.
In most cases, however, balance has meant adding phonics instruction to
literature-based instruction. The result has been "Frankenclasses," with

various components from various philosophical stances and instructional
approaches stitched together with the loosest of sutures (Stahl, 1998). If we
can understand the confluence of forces that led to the whole language revolution, we can come up with a better definition of what balance might entail. The purpose of this article is to propose a different understanding of
what reading is and to use that understanding to propose a new sense of
"balanced" reading instruction.

Understanding Shifts in Reading Instruction
A Historical Perspective

Although the whole language movement would seem to have been a
radical shift from previous instruction, its rise to prominence is partially a
result of historical forces and partially a result of the political nature of
whole language. These factors are discussed in turn.

Up to 1965. One can chart the changes in reading instruction by observing the changes in basal readers. Looking at Chall's (1996b) review,
there were incremental changes in basal readers from the 1930s to the 1960s.

By 1965, the dominant basal reader was published by Scott, Foresman, with
Dick, Jane, Sally, and Spot. This program, and its competitors from other
publishers, typically had a set of characters and stories about these characters. All stories were specially written about these characters, and no outside literature was used, at least not in the early grades. Although we typify
these characters as White and middle class, by 1965, Scott, Foresman did in32
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clude African American characters. They were perhaps only distinguishable from the others by the wash of brown tone on their skin, but they were

definitely present.
Instructionally, these series used a whole word, meaning-emphasis approach. Although the stories are remembered with nostalgia and ridiculed
as lacking content, there was a considerable effort, through teacher narration, to make these stories meaningful. Decoding skills were not taught until children had amassed a certain number of sight words. The number
varied among series.

From 1965 to 1976. By 1976, Scott-Foresman was no longer dominant.
Instead, the Ginn 720 program had become the market leader. In this program, there was still a set of series characters, but the settings were more di-

verse, representing more than the middle-class small town in which Dick
and Jane lived. Although the stories were still written especially for the se-

ries, the vocabulary control had loosened considerably, making the stories
more interesting and the language more "natural." In addition, some degree of phonics instruction was occurring earlier (see Popp, 1975). This took
two forms. First, there was a greater degree of control of new vocabulary by

emphasizing phonics patterns. Second, there was more instruction earlier,
using an analytic phonics approach. If one were to place the two series next
to one another, it would be clear that a major change had occurred.
This program shift can be viewed from the perspectives of the goals of
the programs. From 1965 to 1976, there was a shift from an emphasis on ac-

quiring a sight vocabulary to a greater emphasis on learning to decode
words. This was spurred by the best seller, Why Johnny Can't Read (Flesch,
1955) and aided by the publication of Learning to Read: The Great Debate (3rd
ed.) in 1967 (Chall, 1996b), a scholarly but readable review of research on
teaching beginning reading. This shift was also aided by a general acceptance of the need for children to learn to decode words. Research tended to

stress individual word decoding, as evidenced by the publication of Language by Eye and by Ear (Kavanaugh & Mattingly, 1972), which contained
several now-classic papers on single word decoding. Some of the first discussions of phoneme awareness were prominent in this collection. In addi-

tion, Basic Studies in Reading (Levin & Williams, 1970) was published

during this time. This collection of papers attempted to bring insights from

cognitive psychology and linguistics to reading.

From 1977 to 1986. Another major shift occurred a decade later. At this
point, the Houghton Mifflin program had become the market leader. They
33
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published a series that not only did not contain continuing characters, but also
contained a great deal of children's literature-in the words of the publishers,

"literature that represents the finest authors past and present" (Houghton
Mifflin, 1986, p. 3). Much of this literature was rewritten by reducing the vocabulary load by readability formulas and was arranged side by side with stories written especially for the program. Vocabulary control was still present

but loosened considerably. There was more phonics instruction, but this instruction had largely shifted to the worksheets. A typical lesson might consist

of a teacher's providing a brief introduction to a skill, what Durkin (1979)
called "mentioning," followed by practice using worksheets. In a typical lesson, there was not only a phonics skill taught, but another phonics skill reviewed, a comprehension skill taught or reviewed, and another worksheet
used to review the story. At that time, I was working for a school district, observing reading instruction, and noted that only 40% of the time allocated for
reading instruction was used for "reading"-that is, the reading of connected
text. The remaining 60% was spent on completing worksheets or doing supplemental work, like Weekly Readers. Gambrell, Wilson, and Gantt (1981) observed that average readers spent an average of 6 min per day reading connected text. Children with reading problems spent considerably less time
actually reading-about 1 min per day, on the average.
By the middle of the 1980s, there was an understanding that children
could decode better but had difficulties comprehending. This was reflected,
first, in the establishment in 1975 of a federally funded Center for the Study
of Reading, whose mission was to study comprehension so that children
could be better taught. The first wave of research from the Center was
largely basic research, establishing principles of how one comprehends. It
was not until the second wave that practical instructional approaches were
developed. These were integrated into the basal readers of the late 1980s.
The other major event was the publication of Becoming a Nation of Readers
(Anderson, Hiebert, Wilkinson, & Scott, 1985). To date, this book has sold
over 300,000 copies, more than any other book dealing with education.
The changes in basals due to the cognitive revolution began to be institutionalized by the 1989 revisions. These texts contained fewer skills, re-

cast as strategies, but each strategy was taught more extensively, and
practice was better integrated into story reading than in the 1986 basal
readers. But the effects of this revolution were barely felt.

Whole language basals. By 1991, the advent of "whole language basals"
had occurred (Hoffman et al., 1994). Conventional basal readers were restyled as "anthologies," containing unadapted literature, with little if any
vocabulary control (see Hoffman et al., 1994). Lesson structures moved
34
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from the Directed Reading Activity (DRA), developed by Betts (1946) and
used ever since, to different models of instruction, such as the shared read-

ing model of Holdaway (1979). In the traditional DRA, a teacher might begin a story with a discussion of the new vocabulary the children would encounter and provide a purpose-setting statement, guide students' reading
through the story with questions, and end with postreading questions and
extension activities. In Holdaway's model, the teacher might begin with
joint reading of the story, possibly with a big book, and opportunities for
children to read the story independently or with a partner. This format constituted a radically different recasting of reading instruction. Instruction in

skills, which predominated instructional time in the early 1980s, was often
difficult to find in the 1991 basal reading programs, relegated to the back of

the teacher's manual or integrated into suggestions for story reading.
By the late 1980s, however, there was a sense that we had dealt with
comprehension adequately and had children who could comprehend but
who were not motivated to read. Researchers at the National Reading Research Center (NRRC) conducted a nationwide survey of teachers in 1992
(O'Flahaven et al., 1992) and found that teachers' first priority was learning how to motivate students. The "engagement" perspective that motivated the research of the NRRC reflected this concern.

This shift to motivation as a primary goal was one of the impetuses for

the whole language movement. Whole language programs promised

that children would become motivated and engaged readers, by virtue o
child-centered programs that stress student choice. As we discuss next,

this promise has been, by and large, fulfilled by whole language pro

grams. However, even though they tend to improve motivation, it has
proved more difficult for whole language programs to lead children to
more and more challenging texts. At the same time, children in such pro
grams tend to see the need for more information about how text work
than they are customarily afforded (which is, essentially, what decodin
and comprehension strategy instruction delivers). Thus, the "return" to
balanced reading instruction is in fact a return to a circumstance that ha
never occurred before-a concurrent emphasis on decoding, comprehension, and motivation.

Sorting Out the Alternatives

Each of the approaches in these basal reading programs was a solution
to a different problem in reading. Each approach was developed originally
to deal with a specific aspect of reading and extended to encompass the
whole of reading instruction. In the process of extension, educators deve
35
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oped a view of reading rooted in their analysis of the original problem.
Each of these views is limited and ultimately incomplete when advocates
attempt to extrapolate it beyond the problem it was designed to solve.
Direct instruction approaches are rooted in task analyses of decoding,
later extended to other aspects of reading (see Bereiter & Englemann,
1966). As such, they tended to view even the complex thought processes of
comprehension as concatenations of subprocesses. From these models, the
objective-based basal reading programs of the 1970s attempted to teach every skill that a student would need to read, with the assumption that, when

students mastered enough skills, they would be accomplished readers.
Reading matter, whether using a set of characters or using adapted literature, was used to reinforce the skills.

By the late 1980s, the focus had switched to teaching comprehension.
The first basals were based on objective-based models, similar to the decoding models. With the cognitive revolution, these were recast as strate-

gies, based on metacognitive models of strategy learning (e.g., Paris,
Lipson, & Wixson, 1983). These models placed emphasis on explicit explanation of what a strategy was and why it was useful, as well as how to
apply the strategy. The basals incorporated the new comprehension instructional procedures, such as story maps (Beck & McKeown, 1981) and

semantic maps (Heimlich & Pittelman, 1986). Teachers taught fewer
strategies, taught them more extensively, and made explicit how the
strategy might be used in the reading of exposition and literature. In addition, teachers spent more time on activating background knowledge,
from the influence of schema theory (Anderson & Pearson, 1984). The result was a more elaborated lesson, based on a cognitive view of comprehension. Even in first grade, where word recognition was traditionally
stressed, lessons were comprehension oriented.

The activity-based model of learning in a whole language classroom
harkens back to a number of sources, including the language experience
movement in reading, as well as the work of educators in New Zealand,

like Donald Holdaway, Marie Clay, and Sylvia Ashton-Wamer. On the
foundation of activity-based literacy education, they added influences
from literary response theory and composition. From psychology, they
drew on the developmental psychology of both Piaget and Vygotsky. This
area is well reviewed by Y. M. Goodman (1989), who also draws on her
personal history as a first-grade teacher. When whole language educators
attempt to extend their model to upper grades (e.g., Pahl & Monson, 1992),
they tend to view the processes of learning in the upper grades as analogous to those in the earlier grades.
Thus, both the objective-based basal readers of the 1970s and the whole
language movement of the 1990s were rooted in different views of early lit36
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eracy. The objective-based basals were rooted in a direct instruction model

(Carine, Silbert, & Kameenui, 1996), based in a behavioral analysis of
early reading competencies. In this view, children need to be taught a variety of subskills to succeed as readers. This view sees decoding as primary
and uses instructional means found to be successful in teaching children to
decode. The whole language movement of the 1990s, on the other hand, is
rooted in a social activity model of early learning (Y. M. Goodman, 1989),
in which children are seen as inherently active learners. In this model, motivation is seen as primary. If children are motivated to learn to read, they
will learn to do so. The role of the teacher in such a classroom is to "lead

from behind" (Newman, 1985) or to help children meet the goals that they

have set for themselves.

In contrast, the basal reading programs of the 1980s were based on a
model for teaching comprehension in the intermediate grades. This model
was moved down to the primary grades, by the increased emphasis on
background knowledge and the increased emphasis on teaching skills as
strategies (G. G. Duffy & Roehler, 1987), although many of the skills remained the same. There were fewer skills, taught more in depth. In addition, the texts became more natural, with fewer adaptations, and had fewer
words that fit a phonic pattern than in the previous decade. Comprehen-

sion was primary, with the assumption that other aspects of reading
would follow if children could comprehend.

Defining Reading
A Shift in Goals

What happened between 1965 and 1976, between 1977 and 1985, and between 1986 and 1991? These shifts were not random, but instead reflect
shifts in the goals of reading instruction. Our discussions with teachers
have led us to appreciate the need to juggle multiple goals in reading in-

struction. Teachers want their students to

* Appreciate good literature and be motivated to read.
* Be able to comprehend what they read and to learn from texts.
* Be able to read words accurately and automatically.

We have held these goals throughout. However, we shift among them, an
it is these shifts that lead to changes in the philosophies behind reading programs. Further, these goals are interrelated. If one cannot decode a text flu-

ently and automatically, then it is difficult to comprehend the text fully
37
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(Samuels, Schermer, & Reinking, 1992). If one cannot comprehend a text, it
is difficult to appreciate it (Nell, 1988), and one is not motivated to read
texts that are beyond one's comprehension.
These three goals for "reading" can be viewed as separable components
of reading. For example, Gough and Tunmer (1986) argued that decoding
and general language comprehension are separable components of reading comprehension. To further complicate matters, the type of reading that

Gough and Tunmer talk about is what Rosenblatt (1985) called "efferent"
reading, or reading to get information from text. One also needs to consider "aesthetic" reading, or affective responding to literature and expository prose, to get a complete picture of "reading." In the next section we
outline a view of the nature of decoding, comprehension, and aesthetic
reading and how these are developed.

Stages of the Development of Word Recognition

Readers seem to go through three stages (Chall, 1996c) as they develop
efficient word recognition abilities. In the first stage, an awareness stage
(my terminology), they develop a conceptual knowledge of the nature of

written language and its relationship to speech. This involves learning
how print functions and learning that it can tell stories, inform, direct, and

so forth. This stage also involves learning the conventions of print, such as
directionality, the fact that sentences begin with capital letters and end
with periods, and the concept of what a "word" is in both written and spoken language. It involves learning about the form of print, including the
letters of the alphabet. Children also learn, during this stage, that spoken
words can be broken down into phonemes, a key insight for learning the
relationships between letters and sounds (Stahl & Murray, 1994). Children
who do not have phonological awareness tend to develop reading problems in first grade, problems that persist through their schooling. Juel

(1988) found that children who were low in phonological awareness

tended to end up in the lowest quartile of their class in fourth grade (see
also Stanovich, 1986; Torgesen & Burgess, 1998). These four aspects of the

written language/oral language relationship-functions, conventions,
and form of print and awareness of phonemes-form the conceptual foun-

dation on which reading knowledge is built (Labbo & Teale, 1997).

Children who lack any or all of these concepts have difficulty in learning to

read, a difficulty that is magnified as they progress through the grades.
In the second stage, accuracy, children learn to accurately decode words.
Children in this stage are "fixed" on the print, placing emphasis on accurate decoding of words. At this point, children's emphasis is on acquiring
38
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knowledge of words and of sound-symbol correspondences and applying
that knowledge strategically to unlock simple texts. Ehri (1992) described

children's growth in accurate word reading as going through several
phases. At first, children use a visual cue to recognize words. Cues could
be simple, such as the two "eyes" in look, or more complex. If children do
not develop phonological awareness, as many children with reading problems do not, my observation is that they tend to use more and more complex visual cues to recognize words (Stahl, Kuhn, & Pickle, in press). As
children develop phonological awareness, they begin to use some partial
sound information in the word, such as an initial or final sound (see Stahl
& Murray, 1998). Ehri (1992) called this stage "phonetic cue reading." A
child at this phase will rely on initial sounds. Knowledge of initial sounds
can aid in fingerpointing (Ehri & Sweet, 1991), which can lead to more and
more word knowledge (Clay, 1993). Efficient word recognition is dependent on more complete knowledge of sounds and symbols (M. J. Adams,
1990). In the cipher phase, children use all the letters and sounds to identify

words. At this stage, children's reading can still be labored, relying on
sounding out or other strategies such as using analogies (Cunningham,
1975-1976). It is important to note that the use of analogies is dependent on
children's ability to do phonetic cue reading, or using initial sounds. Both
Bruck and Treiman (1992) and Ehri and Robbins (1992) found that children
needed to have some grapheme-phoneme knowledge to take advantage
of analogy-based decoding strategies.
These phases are somewhat different for children's reading in context.
Biemiller (1970) observed children learning to read in first grade. In the beginning of the year, children would substitute any word that made sense
when reading a text, often substituting whole lines of text to maintain their

momentum. This is roughly equivalent to Chall's (1996c) awareness stage,
as children are not focusing on print to "read," but instead are focusing on
the meaning of the text. At some point during the year, students would go
through a no-response phase, apparently realizing that they did not know a
word that matched what the print said. This realization requires an awareness of the alphabetic principle and some knowledge of the relationships between sounds and symbols. The last stage in Biemiller's observations was
when children would substitute a word that not only made sense in the con-

text but also shared letters with the text word. This would correspond to
Ehri's phonetic cue reading and alphabetic phases. Children go through
these phases differently, depending on the type of instruction that they have

(see Barr, 1984), but all students seem to go through similar phases.
The accuracy stage is short lived and gives way to an automaticity stage.
At this point, childrenbegin to develop automatic word recognition skills so
that the process of recognizing words is transparent and the reader can con39
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centrate fully on the text (Samuels et al., 1992). Because humans have lim-

ited-capacity information processors that can only attend to a certain
amount of information at any given time, devoting attention to word recog-

nition would take cognitive resources away from processes needed to comprehend text. Slow word recognition thus interferes with comprehension.
The transition from accurate to automatic word recognition occurs over
a number of years, conventionally from the end of first grade to the end of

third grade. Following the model of M. J. Adams (1990), as children are exposed to more and more words and devote attention to their patterns, the
children build up a network of relationships among letters. This network
contains our knowledge of which letters typically appear with others.
Thus, we know that t and h frequently occur together, as do a and t and
thousands of other patterns. According to M. J. Adams, when one letter is
recognized, it primes other letters in the network, with the strength of
priming being related to the probability of the letters co-occurring. In other

words, when t is recognized, its priming may spread to h, a, n, and many
others, but not to letters such as q and x, which rarely co-occur with t. This

principle accounts, in part, for the fact that orthographically regular
nonwords are recognized nearly as well as real words in a variety of tasks,
at least by proficient readers.
Exposure to more words of a particular pattern may hasten the development of automaticity. Juel and Roper-Schneider (1985) compared the word
recognition skills of two groups of first graders, both taught with a synthetic phonics approach. One group read materials containing multiple in-

stances of taught patterns from stories using a phonically controlled
vocabulary. The other group read material from a conventional basal series, using a vocabulary controlled by word frequency. They found that the
phonically controlled materials seemed to induce the earlier use of letter
sound relationships in recognizing words than did the other materials.
Students in the conventional basal series seemed to rely on distinctive letter cues, such as ight, to identify words.

Matching word recognition development with instruction. This review sug-

gests that development of automatic decoding skill occurs through a series
of stages. For each stage, a different type of instruction is appropriate. For
the awareness stage, it would seem that whole language approaches might
be most effective in developing the conceptual base about reading instruction. The social interactions around a text, both student-teacher and student-student, mirror those found in households with a high literacy press
(e.g., Snow & Ninio, 1986). In those households, parents and children read
together, shifting their focus to different aspects of print as the need arises.
40
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Through these interactions, around Big Books or experience charts, children in whole language classes can develop a solid concept of the functions
of print needed for formal reading instruction. Writing using invented
spelling also seems to be a spur to the development of an understanding of
many conventions of print, including spacing and directionality, as well as
a beginning of knowledge of letter-sound relationships. Indeed, Stahl and
Miller (1989) found that whole language approaches are significantly more
effective in kindergarten than in first grade.

To build phoneme awareness, another essential precursor of success in

reading that should be developed in kindergarten, whole language instruction may not be enough. Children will develop some awareness of
phonemes through their attempts at invented spelling, as in a whole language classroom (Winsor, 1990), but some form of direct teaching might
also be useful here. Successful programs for teaching phoneme awareness,
such as those of Bradley and Bryant (1983) and Lundberg, Frost, and Peterson (1988), have been found to significantly improve students' reading
skill 2 years later.

Many children make the transition from the awareness stage to accuracy and automaticity without any help. Durkin (1966) documented the
growth of many "natural" readers who learned to read at home, without
any formal instruction in phonics or in any other aspects of reading.
Many others will make that transition in a whole language classroom by
benefit of ample experiences with print. Others, including siblings of the
children in Durkin's study, need some direct instruction to move forward in word recognition.
For those who need more instruction, it would seem that optimal approaches include those that (a) stress the importance of a strategy that gets
children to attend to the order of letters in words and (b) give children am-

ple practice reading phonically patterned words. These conditions would
seem to be satisfied by a number of approaches, such as direct instruction,

analogy-based approaches, spelling-based approaches, and embedded
phonics approaches, as long as they provide equal emphasis on the analysis of words (Stahl, Duffy-Hester, & Stahl, 1998). Stahl, Duffy-Hester, and
Stahl suggested that children construct knowledge of orthographic features in words. These constructions progress along the lines suggested by
Ehri (1995), with progressively deeper analysis of words, both in reading
and in spelling, and the development of more complex networks of knowledge about letters and how they fit together in words (M. J. Adams, 1990).
For example, a person learns that ck never begins a word but often ends a
word, that v rarely ends a word without an e, that q is rarely without u, that

t is more likely to be followed by h or r than by q or p, and so forth (see
Venezky, 1970). These conditional probabilities seem to aid efficient word
41
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recognition and are learned through exposure to words. Research, however, suggests that the organized exposure through a phonics program
leads to more efficient word recognition than the unsystematic exposure

found in many whole language classes (Chall, 1996b). Whole language
teachers can, and often do, teach phonics (Church, 1996; Routman, 1996),

often in a structured and organized manner (Dahl & Freppon, 1995;
Freppon & Dahl, 1991), but embedded within a curriculum based on reading literature for authentic purposes (Stahl et al., in press).
Pointing out orthographic features and providing practice in reading
words would seem to be antithetical to the insistence of whole language
theorists that teachers keep focused on meaning and not break language
into parts (e.g., Grundin, 1994). However, it is here that we have observed
teachers who profess a whole language philosophy most often break with
that philosophy. One teacher whom we interviewed said that although she
believed in whole language, she felt her students, from homes without

many literacy resources, needed direct instruction in phonics (Stahl,

Osborn, Pearson, & Winsor, 1992).

To move from accuracy to automaticity, children need to read as
much as possible. Such reading need not contain a vocabulary controlled
by phonic elements. Instead, the children need to read material at an appropriate instructional level. This has been traditionally defined as a 95%
to 99% accuracy rate (Wixson & Lipson, 1991), but there are some indications that children benefit from reading text with as low as a 90% accu-

racy rate in some circumstances (Clay, 1993). The instruction should
stress increasing the volume of reading for children so that they will get
an appropriate amount of practice, including using rereading of texts to

develop fluency (Samuels et al., 1992; Stahl & Heubach, in press).

Hoffman (1987; see also Reutzel & Hollingsworth, 1993) and Stahl and
Heubach reported approaches that improve children's fluent and automatic reading. Stahl and Heubach's approach, similar to Hoffman's, is an
attempt to use repeated readings in a regular classroom program to develop fluent and automatic word recognition in second graders. The pro-

gram consists of three parts: (a) a home reading program in which
students are encouraged to read 20 min per day at home, (b) a choice

reading program in which students read materials of their own choosing
(and usually near their instructional level) either alone or with a partner
during the school day, and (c) a redesigned basal reading lesson. The re-

designed basal reading lesson began with the teacher reading and discussing the basal story, including having the child read the story at home
one or more times, depending on the child's needs; having the children
read the story in partners; and responding to each story using a variety
of means.

42
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These lessons were given to all students in the class, using the second-grade basal reader. Because students in the class vary considerably in
initial reading level, this material is well above the level of many children
in the class and below the level of others. Because the classes were predominantly in schools serving lower socioeconomic status children, there were
a great many children who had difficulty reading the material. However,
over the 2 years that we collected data, children at all initial ability levels
made roughly the same amount of progress-roughly 2 years' growth in
instructional level on an informal reading inventory during the school

year. In addition, all children who began reading at a primer level or
higher could read at the second-grade level by the end of the year. Many of
those reading below the primer level also were able to read second-grade
material. In fact, of the 85 students in the 1st year, only 3 were still unable to
read a second-grade passage by the end of the year. For the 2nd year, the
results were similar. All children but 2 who began the year reading at a
primer level or higher (out of 105) could read the second-grade passage by
the end of the year.
Thus, learning to recognize words may involve radically different instruction as children go through the grades. In the awareness stage, chil-

dren may benefit from exposure to materials, in an activity-based
classroom congruous with whole language principles, as long as adequate
attention is paid to phonological awareness. In the accuracy phase, children need more direct instruction, but this instruction can be provided in a

variety of classroom approaches. In the fluency stage, children need practice reading texts at an appropriate level, often using rereading.

Learning to Comprehend

The difficulties in learning to comprehend are rooted in the differences
and similarities between oral and written language. Oral and written lan-

guage share a common vocabulary, syntax, structure, and so forth.
Children's syntactic development is nearly complete by the time they enter

school (but see Chomsky, 1972), but children's vocabulary and general
knowledge continue to grow. Growth in vocabulary is the most powerful

predictor of growth in comprehension (Anderson & Freebody, 1981).
Children learn new word meanings from a variety of sources, including
listening to stories (e.g., Elley, 1989; Stahl, Richek, & Vandevier, 1991). The
greatest growth in vocabulary while listening to stories is associated with

teachers who stop and talk about words while reading (Dickinson &

Smith, 1994). Certainly a program of reading to children should be part of a

quality reading program. Later on, some amount of direct instruction in
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vocabulary seems to produce consistent achievement gains (Stahl & Fairbanks, 1986), although the majority of children's growth in vocabulary
knowledge comes from reading widely (Stahl, 1998). Thus, an effective
program to improve children's store of word meanings might include
reading to children, especially but not only in the early grades, wide reading of a variety of challenging texts, and direct vocabulary teaching.
Children also need to gain knowledge about a variety of subjects, in literature, social studies, science, music, and art, to comprehend increasingly
complex texts. Whether this growth in knowledge is done through a core
knowledge approach (e.g., Hirsch, 1987) or through other means is beyond
the scope of this article.

Skills and strategies. Although teaching vocabulary and improving
general knowledge are perhaps the major routes to improving comprehension, the majority of instructional time seems to be spent on teaching skills

and strategies. Readers employ skills and strategies to act on their knowledge during reading. Following Paris et al. (1983), "skills" are cognitive
processes that are executed automatically, without the reader's conscious
attention or conscious choice. In contrast, "strategies" are deliberately chosen and applied to a situation in reading. Conventionally, a skill is a cognitive process that is executed without conscious attention. A strategy is executed deliberately, at least on some level, as when a reader chooses to make
notes when studying or looks away from the text when reading to puzzle
out an ambiguous sentence. As Paris et al. stated, "strategies are skills under consideration" (p. 295). A strategy might become a skill, as in sounding
out words, which should lead to automatic recognition of words, or it
might remain strategic, as in a study strategy like notetaking.
When children learn to read, they use what they know about oral language to comprehend written language. The skills that children ordinarily
use in oral language need minimal instruction to transfer to written language. For example, even young children can make inferences about familiar content (Paris & Lindauer, 1976). Inferencing is a natural part of
language use, usually based on children's knowledge of the world (Anderson & Pearson, 1984). To get children to be better able to make inferences
during reading may involve little more than encouraging them to do so.

Teaching specific inferencing strategies may be unnecessary. Hansen
(1981) found that increasing the percentage of inferential questions asked
during a lesson was just as effective as a direct instruction inference training program in improving children's ability to answer inference questions.
Similar results have been found with teaching children to use a story gram-
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mar in recalling stories, teaching children to get the meanings of unknown
words from context, and teaching children sentence comprehension.
Oral and written language differ in several essential aspects. First, oral

language makes assumptions about its audience that written language
does not. Oral conversation assumes a shared knowledge base between
speaker and listener so that much content can be implied. Written language cannot make use of that assumption because authors write for audiences unknown to them. Thus, written language tends to be autonomous,
whereas oral language tends to be context bound (Olson, 1977). These differences in voice may create difficulties for some children, and teachers
and texts attempt to make a transition between the context-bound oral language spoken by children and autonomous texts typical of school (C. D.
Baker & Freebody, 1989). Learning about the school-like language of texts
can also take place through exposure to storybooks and through parents or
teachers reading aloud.
Second, there are strategies specifically used in comprehension of written texts that are not relied on in listening comprehension. Dole, Duffy,
Roehler, and Pearson (1991) suggested four such strategies: determining
importance, summarization, self-questioning, and comprehension monitoring. Pressley, Goodchild, Fleet, Zajchowski, and Evans (1989) suggested
a more inclusive set of strategies to be taught. Dole et al. also suggested
teaching children to make inferences, and Pressley et al. suggested teaching story grammars (both of which I feel are part of ordinary language
comprehension and probably do not need to be taught directly). Both sets
of authors suggested that these strategies be taught directly as part of a
comprehension curriculum and cited research showing that such instruction leads to overall improvement in comprehension.
Traditional basal reading programs, such as the 1986 edition program
from Houghton Mifflin, and direct instruction programs (e.g., G. L. Adams

& Englemann, 1996) treat skills such as "getting the main idea" or
"learning word meanings from context," which are part of students' gen-

eral language behaviors and are used automatically in oral language
comprehension, the same as strategies such as summarization, complex
study approaches, and so forth, which are specific to written language and
new to the student. Skills that students already use proficiently in their lan-

guage comprehension may be best taught through minimal instruction,
such as asking questions that require the skill (see Stahl, 1992, for review).
The program of research by G. G. Duffy et al. (1986), involving having
teachers transform the skills taught in objective-based basal reading programs into strategies, was not effective in raising student achievement (although students were better at articulating what they were doing during
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reading). Teaching a strategy, especially one that students do not use in
any other context, may require more complex instruction.

Teaching Children to Comprehend

Two groups of instructional strategies have been used to teach children
to comprehend text: explicit explanation and cognitive apprenticeships.

Explicit explanation. Explicit explanation developed as an amalgam between the direct instruction technologies, rooted in behaviorism and task
analyses of the reading process (Kameenui, Simmons, Chard, & Dickson,
1997), and in the concepts of informed instruction and metacognition, as dis-

cussed by A. L. Brown, Campione, and Day (1981) and Paris et al. (1983). A
number of studies have indicated that many students, especially younger
and poorer readers, lack an awareness of the purposes of reading and of
strategies used in reading and do not monitor their reading (see L. Baker &
Brown, 1984, for review). Without the students' awareness of the purpose of
a strategy, it was assumed to be unlikely that the students would transfer the
use of that strategy from the instruction to their ordinary reading. Thus, ex-

plicit explanation approaches place a high priority on making students
aware of the purpose of each strategy that educators teach. Students are explicitly told when the strategy is applicable, what types of texts or situations
it works for, and when it does not work, and they are given checklists to de-

termine that they have used the strategy correctly. Educators who use such
approaches also believe that transfer will not occur unless it is explicitly
trained. Therefore, explicit explanation approaches may begin with specially
constructed materials but will include lessons in how the strategy can be
used in ordinary reading. For example, Rinehart, Stahl, and Erickson (1986)
began by teaching sixth graders to summarize short paragraphs, gradually
lengthening the material used until the students were writing summaries
from their social studies textbook. In the beginning of explicit explanation instruction, the responsibility for using a strategy lies largely with the teacher;
by the end, the student is executing the strategy independently.
An example of an explicit explanation program is Raphael's work in
teaching children to answer questions strategically using a Question-Answer Relationship taxonomy (e.g., Raphael & Wonnacott, 1985). In these
lessons, students are taught about the relationships between questions and
their answers. After an initial exposition of Raphael's taxonomy, students
are shown a passage and given questions with their answers. As a class,
they discuss the relationship between the question and the answer. In suc46
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ceeding lessons, students had to answer questions given the relationship;
provide the answer and the relationship; and finally generate their own
questions, providing both answers and relationships. Thus, the students
gradually assert "ownership" of the strategy.
Explicit explanation has been used to teach a wide variety of reading
strategies, from using context to identify unknown words (G. G. Duffy et
al., 1986) to making inferences during reading (Hansen & Pearson, 1983). It
has also been used as a model for an entire school's curriculum, involving
the explicit integration of strategies in all subject matter learning from the

primary to the middle grades (I. W. Gaskins & Elliot, 1991).
There are some indications that, when teaching skills such as using context to identify words-skills that might have been mastered through chil-

dren's oral language development-explicit explanation makes children
better able to discuss what they are doing but does not directly improve
their reading achievement (G. G. Duffy et al., 1986). G. G. Duffy et al. asserted that this greater awareness will eventually translate into higher
achievement, but they did not present evidence that it does. Because skills
are best performed automatically, without conscious application, it is not
clear that explicit explanation would be useful. For strategies such as summarization, which are applied deliberately, such explicit explanation may
be highly effective.

Cognitive apprenticeship. Cognitive apprenticeship approaches attempt to set up a master-apprentice relationship between student and
teacher. The teacher's role is to scaffold the learning, withdrawing support
as students are able to proceed on their own. Just as an apprentice first
watches the master as the master undertakes a skilled craft, so the student

initially observes the teacher as the teacher models the processes of comprehension. Gradually, the teacher gives more and more responsibility to
the student until it is the teacher who watches the student perform comprehension tasks.

Those who advocate the use of cognitive apprenticeships view reading as involving the orchestration of complex processes. Teaching those
processes one by one inevitably distorts them, making it more difficult to
integrate them into ordinary reading (J. S. Brown, Collins, & Duguid
1989). In cognitive apprenticeships, texts are treated as wholes, using all
appropriate strategies simultaneously. The task difficulty is lessened by
the teacher's initially providing a great deal of scaffolding, gradually
transferring control to the learner over the course of instruction. Teacher
and students might read a text together, with the teacher providing as
much support as necessary for the students to successfully work through
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the text. They might also argue that cognition is socially situated-that
all cognitive acts take place within a social and cultural context and that
the larger context can either support or impede cognitive activities, such
as those involved in reading. This new view of cognition has been called
"situated cognition" or "socially constructed knowledge" (J. S. Brown et

al., 1989). From this view, researchers suggest that an apprenticeship
model is more appropriate for teaching than the transmittal model of direct instruction. Through the process of interacting with the knowledgeable other, the students learn how an expert orchestrates the processes

involved in comprehension (Garcia & Pearson, 1991). In cognitive apprenticeships, students and teacher work together to comprehend increasingly complex text.
The cognitive apprenticeship model places a great deal of emphasis on
constructing the meaning of a text through social interactions and usually
involves a reorganization of the basic organization of the class. Instead of a
teacher-dominated class structure, cognitive apprenticeship models usu-

ally involve small groups working together. Cooperative learning
(Stevens, Madden, Slavin, & Famish, 1987), reciprocal teaching (Palinscar
& Brown, 1984), collaborative problem solving (Palinscar, David, Winn, &

Stevens, 1991), book clubs, and conversational discussion groups

(McMahon, Raphael, Goatley, & Pardo, 1997; O'Flahaven, 1989) all use

group dynamics to scaffold or support individual children's learning. For
example, in reciprocal teaching, small groups of students work together
with the teacher to read a text. Each person in the group takes turns being
the "teacher." As the teacher, a child uses four teaching behaviors: questioning, summarizing, clarifying, and predicting. Unlike many of the train-

ing approaches discussed so far, reciprocal teaching usually takes place
over a period of weeks or months, not a single class period. Initiation of reciprocal teaching might begin with direct instruction of the four teaching
operations, followed by direct teacher modeling. In the early stages of reciprocal teaching, the teacher takes a dominant role, modeling the operations during his or her turn, and prompting students during theirs. Such
prompts might include "What is the main idea of this paragraph?", "Could
you make it into a question?," and so forth. Over time, the prompts become

more general and less specific. Also, over time, students take over the
groups, acting more and more like expert teachers.
By the artifice of having students act as teacher, reciprocal teaching re-

quires that students externalize the operations of comprehension.

Through this extemalization, the teacher and other students are able to
scaffold the development of each student's comprehension. The learning
that occurs in conversational discussion groups, where groups of students

respond to stories (O'Flahaven, 1989), or cooperative learning groups,
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which have been used for a great many learning situations (e.g., Stevens et
al., 1987), involves similar scaffolding through group dynamic processes.
Another cognitive apprenticeship approach is Transactional Strategies
Instruction (TSI; Pressley et al., 1992). In TSI, teachers embed strategy instruction into the reading of literature. TSI teaches a number of strategies
simultaneously, modeling how to orchestrate strategies to construct meaning from text. The teacher's role in TSI is to scaffold students' learning and
use of strategies in reading through modeling, questioning, and direct explanation. In SAIL (Bergman, 1992), students monitor their understanding
by predicting, making visualizations, summarizing, "thinking aloud," or a
combination of these items. Teachers can help students identify places in
the text where these strategies might be most useful, comment on children's use of the strategies, and coach children, gradually withdrawing
support to encourage student independence (Pearson & Gallagher, 1983).
There are a number of analyses of the effectiveness of cognitive appren-

ticeships. Rosenshine and Meister (1994) performed a meta-analysis of
studies evaluating reciprocal teaching and found that it had moderate but
significant effects on measures of comprehension. They also found that reciprocal teaching was most effective when it was combined with direct

teaching of cognitive strategies. A. L. Brown and Palinscar (as cited in
Prawat, 1991) compared reciprocal teaching to a peer-collaboration approach (which appears to be analogous to whole language but directed
specifically toward science learning) and found that a peer-collaborative
approach combined with text materials rewritten for conceptual coherence
produced the highest quality of student discourse about science and evidence of higher level thinking in writing samples. This line of research has
been continued by A. L. Brown and her colleagues (A. L. Brown, 1992). A.
L. Brown and Palinscar (as cited in Prawat, 1991) suggested that the original reciprocal teaching approach was successful in getting poor readers to
focus on comprehension, but that its structure may not be necessary for ac-

complished readers to develop deeper understanding of content materials.

R. Brown, Pressley, Van Meter, and Schuder (1996) found that second
graders taught using TSI techniques showed evidence of greater strategy
awareness and strategy use, greater acquisition of information from material read in reading groups, and superior performance on standardized
reading tests than a control group by the end of the year.
The interactions among peers are used to develop not only strategic
comprehension (Palincsar & Brown, 1984; Palincsar et al., 1991) but also

critical thinking in reading (Commeyras, 1991) and literary response
(O'Flahaven, 1989). In Vygotsky's model (see Wertsch, 1985), "higher-level
thought" is a form of internal speech, a dialogue with oneself. This dia-

logue is modeled on dialogues that one can have with others. These
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groups, by discussing the text in sophisticated terms-strategically, criti-

cally, or with an emotional response-provide a model for the development of this internal speech.
In practice, cognitive apprenticeship models share a great many components with whole language instruction. First, they both treat the task of

reading holistically, not breaking it down into subskills or teaching
subskills in isolation. Second, they both stress the higher levels of thinking.

If decoding or literal comprehension are dealt with, they are dealt with in
the context of higher levels of comprehension, such as literary response or
critical evaluation. Third, they both use social interaction as a model for
desired comprehension behaviors, with both groups relying on Vygotsky
for theoretical support.
The major difference between cognitive apprenticeships and whole lan-

guage is philosophical-whole language theorists reject the master-apprentice metaphor. In some such apprenticeships, there is a great deal of
teacher planning and control, at least initially. In reciprocal teaching, for
example, the teacher begins clearly in control of the direction of the lesson,

modeling what the teachers as experts feel are appropriate reading strategies. The teacher displays the strategies that the students are expected to
learn. In whole language lessons, students direct the emphasis of the lesson from the beginning, with the teacher's role being to "lead from be-

hind" (Newman, 1985). In whole language lessons, students learn

strategies that they feel they will need to accomplish a desired literacy
goal. Students may, for example, want to leam how to summarize because
they have decided to learn about a particular topic and present that information to another. For this purpose, they may ask the teacher for hints on
how to summarize. The teacher's role is to present interesting material to
the students, to "invite" them to learn (again in Newman's, 1985, terminol-

ogy). Mcintyre and Pressley (1996) provided a number of examples of
teachers who teach comprehension strategies explicitly within a whole
language framework.
Nonetheless, it would seem that strategies can be taught best through
the scaffolding provided by explicit explanation and cognitive apprenticeship approaches. Explicit explanation may be most effective when the

strategy involved can be used singly. Two examples are Raphael's (Raphael & Wonnacott, 1985) program of teaching Question-Answer Relationships, discussed earlier, or teaching children to ask themselves
questions while reading (e.g., Davey & McBride, 1986), a useful study
strategy. However, it is difficult to think of more examples of discrete com-

prehension strategies. Instead, most comprehension strategies are orchestrated in the process of reading literature or learning from text. Such

strategies as summarization, prediction, making visualizations, and so
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forth need to be contextualized into the act of reading. Cognitive apprenticeship approaches might be most effective for processes that work in or-

chestration with other processes, such as those taught in reciprocal
teaching and transactional strategy instruction (R. Brown et al., 1996;
Palincsar & Brown, 1984; Rosenshine & Meister, 1994).

Responding to Literature and Motivation

Aesthetic reading. We have been discussing what Rosenblatt (1985)
called efferent reading. Efferent reading is centered on information to be acquired after reading from text, such as what is learned from a history text or

from a set of directions. In contrast, aesthetic reading involves the reader's
empathetic response to a work of art. Aesthetic reading is idiosyncratic, as
the same text may activate different responses in each reader, given differ-

ent life experiences and affective make-ups.

Response-oriented curricula based on reader-response theories (e.g.,
Purves, Rogers, & Soter, 1990) were developed for high school and college
literature classes, as an alternative to the plot memorization found in many
high school classes. Such a facts-only approach has been criticized rightly
as dulling and as denying children the joy of literature. Response-oriented
classes, in which students are encouraged to discuss their individual reactions to what they have read, are a bracing alternative. Galda and Guice
(1997) described how response-oriented curricula might be transported to
primary-grade classes.
Transporting a response-oriented approach to literature down to the
early grades can create a new set of problems, however. First, texts used in
the early grades are simpler than those which high school students are capable of reading. Although many of these texts are well written and evoca-

tive, many cannot bear the weight of individual response. Excessive
response to a pleasant but not richly evocative text may be as numbing as
excessive questioning on minute details. Second, responding to a work of
literature presupposes that one can read the work. Nell (1988), in his work
with avid readers, found that basic reading comprehension was a prerequisite for aesthetic reading. With able high school students, this presupposition is more likely to be valid than with children in the earlier grades. I
have witnessed discussions in which children who do not appear to have
understood what they have read fake their way through a discussion of
what they like about the book.
Third, many of these discussions begin with a teacher reading a book to
the children rather than the children reading on their own. In the whole
language philosophy, reading is just one aspect of language, together with
51
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writing, speaking, and listening. Reading to children is one way of getting
more complex works of literature to children, enriching their literary expe-

riences. The effects of adult story reading are problematic, however.
Meyer, Stahl, Wardrop, and Linn (1994), examining observational data in
kindergarten and first grade, found that the amount of adult story reading

to children had an effect on children's listening comprehension but had no
effect on a variety of print reading measures. It was the amount of interaction by children with print, however, that had the strongest effects on chil-

dren's reading skill. Just discussing a text that is heard may not improve
children's ability to read other texts. Even if children read the text themselves, long discussions may take away time from more practice in reading. Harris and Serwer (1966) found that children in language-experience
classes spent less time actually reading and more time discussing what
they read than children in traditional classes. This discussion time was
negatively correlated with their achievement. Some time spent on discussing what is read might be useful, but an excessive amount of time may displace other important interactions with text.
This is not to say that children should not be encouraged to respond aesthetically to texts in the early grades. Such responses are an integral part of

understanding literary works, even simple works. I am arguing that such
responses should not be the only way that texts are handled in classes, that

some guidance through the text to ensure that children have comprehended the text should also be included. Such guidance might be withdrawn over the years as children become better comprehenders, but it
seems to be necessary in the beginning.
Motivation. According to whole language theorists, exposure to quality literature in an environment that encourages aesthetic reading is inherently motivating. However, there is a research base supporting the effects
of whole language instruction on motivation. A review of research on classroom structures that promote motivation for reading by Morrow and
Tracey (1998) found that the following activities have been found to motivate learning:
1. Activities that promote choice of materials and experiences for learning.

2. Activities that challenge but can be accomplished.
3. Activities that give the learner responsibility and some control over
the learning process, such as self-direction, selection, and pacing of
learning activities and materials.
4. Activities that involve social collaboration with peers or adults.
5. Activities that are facilitated by teachers who model, guide, and
scaffold information to be learned.
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6. Activities that are meaningful and functional by using authentic materials and settings.
7. Activities with conceptual orientations that add interest to what is
being learned.
8. Activities that offer time for practicing skills learned in settings that

are independent of the teacher.
9. Activities and materials that are easily accessible.
10. Activities that offer the child a feeling of success.
As one can see, most of these conditions can be found in whole language

classrooms, at least superficially. These are the positive conditions of
whole language, which can be adopted reasonably easily. Turner (1995),
whose research identified many of the activities discussed in Morrow and
Tracey's (1998) review, found that children in classes that provided these
conditions were more persistent in sticking to a task, controlled their atten-

tion better, and used more reading strategies.

Whole language programs do appear to improve student motivation
but may do so at a cost to other aspects of achievement. Stahl, Suttles, and
Pagnucco (1996) observed both traditional and whole language first-grade
classes. They found that children in the whole language classes had little
idea about who the best readers were in their class and were not aware of

how they compared with others. Instead, both good and struggling readers believed that they were good readers. In the traditional classes, readers
were aware of their standing, which may impair their motivation, but children in the traditional classes significantly outperformed those in the

whole language classes.
Balanced Reading Instruction
To achieve these three goals of reading-automatic word recognition,
comprehension, and motivation-one needs a balance in reading instruction between direct instruction of skills and whole language, using the
strengths of both. This is not a call for a little of this and a little of that. In-

stead, the analysis of the reading process discussed previously suggests
different programs at different grade levels, with adaptations to meet the
needs of diverse learners within those grades.
Kindergarten

In kindergarten, the goals for decoding might be for children to develop a strong print concept, to learn the letters of the alphabet, and to

develop phoneme awareness (M. J. Adams, 1990). For comprehension,
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one might want children to develop in their knowledge of language, including vocabulary, and their experience with science and social studies
concepts developed through activity. For motivation, we would want to
immerse children in a "garden of print" so that even children who lack
exposure to print in their home will get exposure to quality children's literature. These conditions can all be met by a whole language classroom,

with one possible exception. Teachers need to be aware of phoneme
awareness and, if children need instruction in this area, be prepared to
provide it. However, there is some evidence that many children can de-

velop phoneme awareness through alphabet books (Murray, Stahl, &
Ivey, 1996), through invented spelling (Tangel & Blachman, 1992), or
through informal programs combining language experience and letter
knowledge (Brennan & Ireson, 1997; Winsor, 1990). For other children,
more formal training may be needed.

First Grade

It is only in first grade where instruction needs to amalgamate different reading approaches. An effective first-grade reading program, for
example, might involve some systematic and direct instruction of decoding, with associated practice in decodable texts (uel & Roper-Schneider,
1985). These can include some contrived texts, although not the "visual

tongue twisters" (M. J. Adams, 1990) of the old linguistic series (e.g.,
Bloomfield & Barnhart, 1961). They also might include authentic litera-

ture chosen for repetition of taught patterns (Trachtenburg, 1990).
Children also need a variety of interesting but easy texts, both for interest and for practice in reading a variety of materials. Some of these texts
might be predictable, where the context supports word recognition, at
least until the child develops more independent word recognitions strat-

egies (Clay, 1993; Fountas & Pinnell, 1996). Predictable texts by themselves, however, may limit children's word learning (A. M. Duffy,
McKenna, Stratton, & Stahl, 1996) unless the teacher draws specific atten-

tion to words in those texts (Johnson, 1995). Writing, using invented
spelling, would also be useful for developing word knowledge (Clarke,
1989). As they invent spellings, children need to integrate their developing phoneme awareness with their knowledge of sound-symbol correspondences (Stahl & Murray, 1998).
Because first-grade children are focused on decoding in their text reading (Chall, 1996c), children's comprehension growth might best be accom-

modated by the teacher's reading aloud to the children. Studies have
found that children can lear new vocabulary words from hearing stories
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(e.g., Elley, 1989). In addition, teachers can model more advanced comprehension strategies with read stories, as they are likely to have richer context than stories the child can read independently. This is not to say that
comprehension should be ignored during children's reading. Basic strategies such as recall (Koskinen, Gambrell, Kapinus, & Heathington, 1988) or
story grammars (Beck & McKeown, 1981) can be profitably taught to children at this age. These strategies guide students' reading toward an understanding of the importance of information in texts.

An extensive teacher reading program would likely improve first
graders motivation toward reading, as would a daily period of choice
reading (Morrow & Tracey, 1998). The program also should include
open-ended tasks, such as free-writing and responses to stories, as such
tasks also improve motivation (Turner, 1995).
Thus, an effective first-grade program might involve elements associ-

ated with whole language (teacher reading aloud, invented spelling,
free-reading, extensive use of literature) as well as more direct instruc-

tional approaches (direct sound-symbol instruction, some use of

decodable or even contrived texts). How these elements are managed
might also depend on the needs of the children. Children who enter first
grade with a limited literacy background may need more direct instruction
to develop concepts that should have been learned through rich home experiences with literacy. Children with stronger literacy backgrounds may
benefit from more time to choose their reading, with teacher support to
read more and more complex materials.

Second Grade

In second grade, the goals for decoding shift, but those for comprehension and motivation remain constant. With a greater emphasis on fluency,
children need to increase the volume of text read and may need to read the
same text repeatedly to develop automaticity (e.g., Samuels et al., 1992).

Approaches such as Fluency Oriented Reading Instruction (Stahl &
Heubach, in press), Hoffman's (1987) Oral Recitation Lessons, and other
approaches discussed earlier all seem to benefit struggling and normally
achieving readers. Whatever approach is used, it is important that teachers
continue to read to children to ensure exposure to more complex vocabulary and information as well as more complex story structures. At this
grade, a teacher might begin interspersing chapter books with picture
books to get children accustomed to understanding stories with extended
plots. Teachers need to include a daily period of choice reading for motivation as well as practice in reading.
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Third Grade Onward

By the end of third grade, decoding ceases to be an issue for most children, and instructional attention can shift to comprehension and motivation. An ideal third-grade program might be a cognitive apprenticeship
program, with the teacher serving as a guide as children read literature
and content texts of increasing levels of complexity. Following the model
of Pearson and Gallagher (1983), a teacher should plan to introduce comprehension strategies such as summarizing, questioning, predicting, and
deriving word meanings from context and gradually release control of
these strategies to the students. This might involve a lesson structure such
as reciprocal teaching or TSI or might involve comprehension strategies

embedded within whole language classes. In addition, teachers need to
teach more complex study and text reading strategies to prepare children

for the work in middle and high school reading. This might be done
through explicit explanation and guided practice.
Teachers should continue to read aloud to children (Stahl et al., 1991)

but also should include daily vocabulary instruction. Such instruction
does have a moderate effect on children's comprehension (Stahl & Fairbanks, 1986). General guidelines for that instruction might include teach-

ing both definitional and contextual information about each word;

involving the children in processing the meaning deeply by having them
generate sentences, scenarios, and so forth about each word; and providing multiple exposures to each word in varied contexts (Stahl, 1998).
The use of open-ended tasks (Turner, 1995) seems appropriate in upper level classes, where there might not be enough time during school to
allocate time for choice reading (although choice reading should be en-

couraged at home). Open-ended tasks might include written responses
to text, discussions in book clubs (McMahon et al., 1997), or projects that

involve books read.

Finding a Middle Ground

Matching what we know about effective approaches to meet the v
goals of a reading program at different stages would suggest diffe
types of programs at different grade levels. Although instruction
grade levels except first grade would strongly resemble whole lang
instruction, it would also include elements of traditional skill instruc
Some of the best programs today also are highly eclectic, drawing
many different instructional approaches. Two published examples,

classes that Cunningham, Hall, and Defee (1991) work with in N
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Carolina and the Benchmark School program (R. W. Gaskins, Gaskins, &
Gaskins, 1992), incorporate teacher-directed instruction in decoding with
process writing and reading self-selected literature. There are many other
programs, heralded and unheralded, that follow a similar, eclectic course
(see McIntyre & Pressley, 1996).

Teaching Skills, Strategies, and Phonics in

Whole Language Classes

As I have noted throughout this article, the conditions of effective instruction can be met in whole language classes, and they often are. However, our observations (Stahl et al., 1991; Stahl et al., 1996) suggest that they
are often not. For example, Stahl et al. (1996) found that (a) the level of ma-

terials used in whole language classes was considerably less challenging
than the material used in the traditional classes we observed and (b) the
level of challenge was strongly related to children's achievement.
Similarly, there was not much phonics instruction in the whole lan-

guage classes we observed. Although whole language advocates discuss
phonics extensively, even devoting entire books to the subject (K. S. Goodman, 1993), there is a perception that whole language and phonics are op-

posed to each other (e.g., Collins, 1997). The difference between whole

language advocates and others is not whether phonics should be

taught-they both agree that it should be-but in how phonics should be
taught. Whole language advocates decry the use of worksheets, as in the
objective-oriented basal readers of the 1970s and 1980s, and suggest that
phonics instruction be embedded in the reading of literature. As both
Routman (1996) and Church (1996) recommended in their recent books,
teaching phonics within a whole language context is both necessary and
difficult. Routman began a chapter in her latest book as follows:
It would be irresponsible and inexcusable not to teach phonics. Yet the
media are having a field day getting the word out that many of us ignore
phonics in the teaching of reading. It just isn't so. Some of us may not be

doing as good a job as we need to be doing, but I don't know a knowledgeable teacher who doesn't teach phonics. (p. 91)
I know teachers who don't; they may not be knowledgeable, but they use
the whole language movement as a justification for their not teaching pho-

nics. When I first read this, I thought she (and others) were merely
backpedaling. Now I am convinced that the whole language folks are sincere that they were talking about teaching phonics from the beginning. But
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the type of phonics instruction they were advocating was difficult. First, it

involved "kidwatching," or close analysis of children's writing and invented spelling, and observation of children's miscues during reading. This
involves a teacher's knowing (and carrying around in his or her head) a
scope and sequence of phonics skills and a knowledge of where every child
is in relation to that scope and sequence. It involved targeting instruction to a
child's level so that a child gets instruction in short a, for example, when she

or he is ready for it, not at a point in the year when the guidebook says it
should be taught. This involves some fairly expert teaching, and quite
frankly, I have not yet seen a teacher pull it off in a whole class. Where such

instruction occurs is in Reading RecoveryTM (Clay, 1993), which uses
one-on-one tutoring to deliver instruction with highly trained teachers. A
good Reading Recovery teacher chooses texts that match each child's needs

based on a daily individual diagnostic evaluation and provides instructional support to meet those needs, all in a fast-paced lesson (Stahl et al., in
press). It may be possible to provide similar instruction in a classroom setting (see Fountas & Pinnell, 1996, for a suggestion) or in small-group settings
(Hiebert, 1994; Taylor, Short, & Shearer, 1990), but these lessons involve sig-

nificant divergences from the principles of whole language.

The result of these two types of messages-some easy to do in the

classroom and some difficult to do-is that teachers chose to do what is

easy and did not do what is difficult. This is not laziness. Many tea
simply were not prepared, through coursework, through inservice,
so forth to teach phonics or any other reading skill off the top of
heads. The message of this instruction was not laid out well either.
convince teachers that they should embrace whole language, adv
stressed the aspects that were easy to do and soft-pedaled the diffi
aspects of teaching in this approach.
The stressing of what is easy to do in whole language and soft-ped
the difficulty of maintaining instruction is a political technique. It is

attractive to masses of teachers to think that children will learn on their

own than it is to know the difficulties of closely monitoring the learning of

25 children and providing appropriate on-the-spot instruction to those
children. But teaching children to read involves challenging them, prodding them, forcing them to deal with increasingly difficult texts. Tradi-

tionally, this has been done by progress through a basal reader with

increasingly difficult reading selections. Children were led to more difficult material through word recognition instruction, prereading preparation, and the support of the directed reading activity. Leaving children to
choose books may mean that children will choose books that are too easy
to provide the challenge they need for their own growth (Stahl et al., 1996).
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The use of explicit political techniques both fueled the growth of the
whole language movement, discussed at the beginning of this article, and
may retard the movement toward the greater eclectism that is needed for
more effective instruction. Whole language has used the techniques of political and advertising campaigns to grow (McKenna, Stahl, & Reinking,
1994; Stahl, 1994). One technique is the use of language. Whole language
advocates, either deliberately or through common communication, use
certain catch phrases to describe whole language and other phrases to de-

scribe those who oppose it. Whole language is "natural," "authentic,"
"child centered," and "empowering." This, of course, has built-in implica-

tions that what is not whole language is "artificial," "inauthentic,"
"anti-children," and "disempowering," or "deskilling." Further, opponents of whole language are for "skill and drill," "rote learning," "recitation," and so forth. The use of propagandist terms is a political technique,

one which has not been employed in a pedagogical debate. Some have

used stronger terms. I have been called a "word fetishist" and a

"phonicator" (Grundin, 1994), but in recent years this rhetoric has cooled.
The use of catch phrases, both to describe oneself and one's opponents,
reminds me of a manual for political campaigns sent out by GOPAC, Newt

Gingrich's Political Action Committee. Page (1990) discussed GOPAC's
pamphlet, Language: A Key Mechanism of Control, which tells how to win
elections by grabbing the good words for your side and hurling invectives
at your opponents. In this manual, GOPAC recommended that Republican
candidates monitor the language that they were using, stressing that they
were for "opportunity," "lower taxes," "equal treatment," "pro-life," and

so forth, and that their opponents were "anti-opportunity," were
"tax-and-spend liberals," favored "preferences based on race," were
"pro-abortion," and so forth. This use of language by the Republicans was
successful in leading to the Republican revolution of 1994, but the polarization made it impossible for them to govern, at least at the present time.

Although I do not believe that the use of polarizing language by whole
language advocates is as organized and deliberate as that by the followers
of Gingrich, the polarization has had the same effect. Because the claims of
whole language have fallen short of the reality, there is little common
ground to effect a middle ground. In fact, that middle ground has been ex-

plicitly rejected by whole language advocates. Newman and Church
(1990), for example, stated that one cannot "just do a little bit of whole language and leave everything else untouched" (p. 26). K. S. Goodman (1992)
stated this more clearly:
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Eclecticism, taking useful bits and pieces from here and there, is probably the best policy for teachers who don't have a well-articulated belief
system and knowledge base. They can put together activities that work
for them without integrating it all or being overly concerned with incon-

sistencies. Whole language teachers are beyond eclecticism. (p. 361)

Deegan (1995) was even more direct. In a response to an article suggesting that elements of whole language and direct instruction can be

mixed, she stated:

Toward the end of her article, Spiegel pursues her final rationale that
"the reality of the world of schooling is that teachers will draw what
works best for them from both worlds (i.e., the world of whole language

and the world of direct instruction) (p. 43). It is this statement that reveals her hand and proves her position to be antithetical to the fundamental principles of whole language. Essentially, a "what works" argu-

ment represents a position hostile to theory. On the contrary, the
challenge of whole language is to constantly assess practice by referring
to theory; anything less is simply not whole language. "What works" can
never be a justificationfor practice. Though it may be construed as both plausi-

ble and neat, it is concomitantly wrong [italics added]. (p. 692)

Whole language basically sees itself as a political movement, with a goal
of transforming society through the transformation of schools. Deegan
(1995), at least, seems to view literacy instruction as a means of achieving
larger societal goals and achievement in reading and writing to be secondary to those larger goals. Shannon (as cited in Deegan, 1995), for example,
stated that whole language "has human emancipation as its goal" (p. 690).
Deegan expanded this to propose these two principles of "a moral and ethical pedagogy: The purpose of education in a democratic society is human

emancipation, and the means of such an education must be likewise

emancipatory and respectful of human voice and agency" (p. 690). This is
heady stuff for an approach to teaching reading, and indeed, most advocates see whole language as much more than just a way of improving literacy. In whole language parlance, the empowerment of students in the
classroom is to serve as a model for empowerment of people in society.
The high ideals of the whole language movement might explain the animosity that its proponents have toward those who have questioned it or
those who work from a different paradigm. K. S. Goodman (1993) devoted
a chapter to the politics of phonics, arguing that the right wing is "using
phonics as a means of furthering their political agendas, as a means of
frightening and politicizing especially rural and working class parents" (p.
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99). He cited the U.S. Senate Republican Policy Committee document, Illiteracy: An Incurable Disease or Education Malpractice?, which supports a
"phonics-first" curriculum, as evidence that whole language needs to be
defended against those forces of reaction that threaten not only whole language but the interests of children in general.
What is needed is precisely the eclecticism condemned by K. S. Goodman
(1989, 1992), Deegan (1995), Newman and Church (1990), Shannon (1994),
and others. For rather than approaching reading through a consistent philo-

sophical stance, be it whole language or some other stance, an effective
teacher of reading has to understand how reading develops, in all of its
manifestations. This involves a deeper understanding of the development of
automatic word recognition, comprehension, and motivation and appreciation and a skill in weaving these various goals into a coherent program.
The politization of recent years interferes with effective instruction because it hardens viewpoints and forces educators to adopt unreasonable
tenets concerning instruction. One result of the movement is that teachers have a great many beliefs about reading instruction, some of which
are tenable and some of which are not. As we approach the millennium,
we need to step back, look at the evidence, and evaluate all our beliefs
about reading instruction.
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