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ABSTRACT

— . ’ : , . . o
The thesis aSsumes that educators seek educatiocnally

worthwhile  outcomes of literacy teaching. ltﬁb,i

responds to uncertainties about the development of literacy
which are apparent in tendenc1es towardreclecticggeaching
?practices which, supported by 91ngle disc1plinary

'perspectives, tend to be mutually neutraliZing in their

% .
effects.s In search of a: comp;ehenSive understanding of wﬁﬂvj(»

literacy, the thesis takes a*Synoptic view of/readings from

a cluster of 51gnif1cant works on literacy in the

.disc1plines of cla581qal studies, anthropology, cultural
history, soouobogy and psychology. Profiles of the Greek
transition from orality to literacy are taken as the pOint

of departure for,examining claims aboitpliteracy s cognitive
effects. These clalms are set against anthropological .
studies uhich indicate that coﬁnon thinking processes L

underlie dlverSity of cultural expreSSion but that the %“ -

‘;technology and uses of writing partly account for thegf

>

- .

.diverSity The partiCUlar attitudes, beliefs, meanings, and
uses which dlStlngUlSh Iiteracy in Western culture are shown
to have been deﬁeloped gradually, the potentialities of the :
technology being realised in response to diverse needs 1t |
generates. Ethnographic and empirical studies ingsOCiology
illuminate factors affecting access,*mode of acquisition,

and the social value of literacy;iPsychological studies
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,suggest that lnd1v1dual llteracy learnrng should be typlfled

- « ! o

: by engagement 1ntent10n, and¢USe of the 1mag1natron.j;"'”:“

g

By means of an extended crltlcal analy515 of these

'f‘works, the the51s flnds that the form 11teracy takes depends \

7 }on the dynamlc 1nteractlon of technlcal competenc1es,"g
”cultural textual knowledge, soc1al contexts, and lnd1v1dual
;consclousness.' When constltuted 1nﬂpart1cular ways and

l;broaght 1nto dlalectlcal relatlon, these elements of i;

.“ R

BRI ¢

7 PR
s e

i;‘*;f;;transformatlve llteracy_ﬁfAchLev1ng suéh ‘a form of llteracy

. N "»" N i -

is to learn to/relate to the world and experlence “fn-a

-up

partlcular way but does not lmply attachment to a partlcular

canon ?EfﬁjanUlStlc dlalect. Teachlngepractice will be

£
'compatl le if it offers constant demonstratlons of the

/
& attitudes, bellefs and values of a crltlcal transformatlve

.‘\.

literacy, dlscourages dependence on rule governed 1earn1ng,

’ and is coherent with the manner in wh1ch the Chlld 8

\ 1maglnatlon and consc1ousness is, at dlfferent stages, able

to understand and grasp the world.

¢

"f"ivﬂ-

llteracy development are capable of fosterlng crltlcal—' 7_¥~uh*
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Chapter One 5
Introduction o o N

To step qnto the fleld of llteracy is to venture into ,
what Walter Loban (1978) so accurately descrlbes as a’

"dangerous reglon“ with a "ménac1ng geography.r There is a

;(

general lack offagreement about what 11teracy is, - how it is’

1vauired,ﬂwhet;effectsfit has;fand whose+~and what purposes;
it'should serue." Government leaders, social sc1entists,

b - ,
publlshegs, cOrporate e?ecutlves, educators, and the general@

v

v

public brlng dlverse, competlng perspectlves and polltlcal
agendas\to bear on the answers to %uch questlons/i That
dlsagreemgnt n ltself is not new,vof course.; theracy has ,
been a contentrbus issue since at least the early nlneteenthA»
| century What is new, and what makes the current debate |
more dlfflcult for educators, ;s that llteracy as a concept
v - has become much more compl6x. -5'*ﬁ<:A; g  |
s -Until the early 1980 s, 1t was dlff;cult to flnd
expllc1t dlscusSLOn of,llteracy-ln‘educationa1~llteratureff,
Fifteen to twenty years -ago, such sources. ds guldes for
teaching readlng, statements of school goals, llsts of
subject objectlves, and preambles to readlng comprehen31on-
tests included few explicit references to literacy.
Becoming literate aopears to:have'been viéwed as synonymous bf;
with learning to read and write, or was assumed to be an. -
outcome achieved by learnlng to read and write. theracy .

A o
was thus principally a means: as one needs afbucket to



&

‘alternatives to face to face talk;as;a means of‘

"'\V

fetch water, SO one needs literacy to gain independent .

¢ N

acceSs to the knowledge stored in- books. In education,f7$~tlii
) readlng and wrlting, like listening and speaking, served as

. <
;;media “for the communicatiOn of knowledge.‘ﬁ

That school learning, like all learning,’involves

<

thinking, and that thinking involves languaqe were also

_ impllc1t rather than explic1t assumptions. Because"

,1mpL1c1t the nature of their relationship appeared

unproblematic.: The links among. them’matched the chain of

'transmiSSion. teaché%g talk--students listen~*‘students3

learn-—students think Alternatively, books replaced or
supplemented teacher's talk. and reading replaced or
supplemented listening Students an speaking or writing
served as audible or Visible eVidence ‘that they had indeed

learned. They themselves would be described as literate

=7

'.when they demonstrated themselves capable of produCing

-~

eVidence of theirylearning in the conventionally correct

* manner, ? o ’~51”,'1 - [N

The pOSSibility now being w1dely raised however, 1s

that ‘reading and writing do n\t/simply offer effic1ent "

commuriication. The idea'that reading and writing might have
some distinctive impact on the nature of what is learned,
and thus on thougbt has contributed to making literacy a

complex.concept and raised questions~about)the nature of the

relationship between language, learning and thinking.

S

Sy
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therate capac1t1es begln to look llke a cultural tool-kit
for thlnklng. The pOSSlblllty of there belng a complex and
perhaps powerful relﬁtlonshlp is having’ a 31gn1f1cant 1mpgct
on how educators think about teaching and learning and the
role of language. If llteracy lS not only a means, what

o -

else is it? How does llteracy affect thought and thus'_ﬂf

-

learning? What 1mp11catlons doés thls dlfferent concept of

llteracy have for educatlon?'

Artlculated concepts of llteracy, like the debates on;hg

”*llteracy, are ea81er to f;nd outside- the\fleld of educatlon

n

than wlthln it. Educators are drlven, as seems to be tBHe.

norm, to borrow, - adapt " and modlfy 1n81ghts and

g

understandlngs about their practlce from other dlsc1plines
I

and from the publlc arena. The brlef 0verv1ew whlch follows

- 1]

-
describes the publlc arena in Wthh educators areu :

‘*opart1c1pants. It 1dent1f1es some of the prlnolpal ways
llteracy is being deflned and talked about and suggests‘whygif'

i'these ways have limited value for educators.

Current Definitions and Descrigtions“of Literacy

4

’EDiCtionary definitions'doinot'explain concepts but they'

- do specify*how words are currentlifused and ‘understood.

Webster's Thlrd New Internatlonal chtlonary (1971,

"~ unabridged) glves two deflnltlons of . llteracy'i“the quallty

or state of belng llterate, and ‘the ablllty to read a short '

‘'simple’ passage and answer questlons about it.” The -
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;definitions under the entry for literate indicate how'the;.?pv“

- term literacy may refer'to qualitatively different
~.characteristics. Webster's distinguishes three categories

of meaning:- . ,

1. literate deflned in. terms of quantlfiable skllls 1n:

the have or have not,,absolute sense: "Able to read and
e
'write - opposed to illiterate."’

2. literate defined in terms of4quaiities{~r

‘ : Ao : .
"Characterized by or possessed of learning: educated; -,
: cultured.; .

- . [

,3 llterate deflned ‘in terms of degree or quallty of e

El

performance; "Well- executed or technlcally prof1c1ent.

-

polished, luc1d

Quantities of 1!ii:e‘::ao:.;jg

In 1nst1tutlons*outside'ofhschools, lfteracy is most .

commonly'talked'about in its absolute, qnantifiable sense,

Typlcally, the talk is prompted by the apparent absence ofj;fjijf'

what are percelved to be llterate competenc1es.( Inablllty,
to read and wrlte as measured by standardlzed tests of
;arlous kinds has, since the mld nlneteenth century, been
the canker promptlng perlodlc flurrles of dlscu381on about
lowered standards and the need for 1mprovement. :The
reactlon to‘the perceived incompetence is to develop
projects to correcﬁé}he problems. Thebneed to improve or

encourage particular levels or uses of literacy has

typically been identified by businesses or agencies outside

5



the public schOOI system and it is they‘who have responded
by developing literacy programs. 7

In the U.S., for instance, many iarge companies have
"introddéed,literacy programs td train workers to function
e,more effectLVely in their jObS.» Some literacy programs are
:’offered by 5001al and charltable organlzatlons. Others are
sponsored by’unidns or by government departments agd”some
are taught in non-credit extension departments of colleges.
They benefit adult learners, minority students,  or .
"disadvantaged” young children, rather than "average"
‘students in the reqular school system. They are associated
Vwith compensatory and remedial ideas and are commonly
planned from deficit descriptions and definitions, from
characteristics ef illiteracy rather than literacy.

In non-educational contexts where levels of literacy
are assessed whole populatlons are classified on the basis
of having or not hav1ng a degree of literacy. As a form of
aid, the United Nations has, since 1947, administered
literacy programs on a large scale in developing countries.
The U.S. Bureau of Census, the military, and some government

departments who provide remedial help ;o‘immigrant
populations speaking~languages other than Englishralso

classify people on a have-have not basis. The literacy they

are looking for is a minimal standard of ability tQ‘deal

¢

with written language.



The U.S. Bﬁreau of Census defines literacy as "the
ability to read and write a simple message in any languége."
This standard is significantly more deManding than measures
which deem ability to produce a signature as indicative of
literacy. Nonetheless, it is a measure which makes minimal
demands on the judgment of an assessoxiand”neithe:wpffers
nor requires complicated diéérimi;étions. Tge IiEe}AEe'cap
be distinguished from the nén—literate:in a straightforward:
either/or manner. Assessments which ﬁeasure ability to
‘,pérform a range of every-day-life tasks requiring literacy,
such as the 59-item 1985 National Assessment of Progress
test in the U.S., provide more specific information about
what an individual can do on the testlbutAlike the simpler
screening of the Cehsus Bureau treats lfteracy’éiﬁpi& és a
qguantifiable property\which can be learned and applied
regardless of context and purpose. o e

Educators in the past have not been satigfied, eithef
to aim at or to achieve such minimal literacy levels. It
must be said, however, that current trends toward teaching
to minimum competency levels and the practice of measuring
that competency7ﬁifh systems of tests which in effect
control teaching are oriented to vefy limited levels of
attainment. The way in which literacy is defined has a
significant impact, of course, on what is measured and thus

taught. The failure of educators themselves to

conceptualize literacy in terms of much more sophisticated



and'comprehensive kinds of competenciés %ndvunderStandings
hakes-us vulnerable to the conceptions of others who have a
vested interest in minimal levels and uses of literacy. At
the very least, it would seem educators need explicitly to
‘reject this first deflnltlon of llteracy in favour of a
complex description which reflects the educational:goals of

curriculum guides.

Literacy as qualities

-The definition of litérate as "characterised by or
possessed of learning: educated, cultured" makes the
traditional association of llteracy w1th ‘being well read in .
the literary sense. The llterate person was famlllar w1th
culturally esteemed works of llterature and valued them ln
accordance with public standards. When mass schoollng
became an educational goal in the nlneteenthvcentury, lt was
clear, as Baumann notes, that education would not'produce
"literary masses." The literary sense of Fiterate has thus

Le

cont¥nued to apply and be applied only to the few.

4? "Cultured and well-educated" described an ellte group,

typified by graduates of -exclusive liberal arts coIleges.

-

- As a definition, it connotes a cultural literacy that is too

PR

closel& identified in traditional ways with reading and
7 acceptance of the literary canon to be useful‘to a broad
spectrum of educators. Not that there is not a certain
publio longing for what is perceived as a lost cultural

homogeneity. E.D. Birsch (1987), in,his*reoentnbest—selling‘
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book, Cultural Literacy, has urgéd schools to teach a common

body -of knowledge in order to reinstate what he sees as a
~,rapidly eroding cultural heritage. The authority of that
fairly homogeneous pubLicﬁsténdqraiof what constitutes

g

» ‘culfural knowledge ana*thﬁé;culturalJIiteracy has anyway
"been unde;miﬁédﬁ‘ Widelxiéhéllengeafgy literary works from
freviously ﬁaféinalizedaéféﬁpé, its riéht to authority is
bercei&éd‘iﬁ contemporary and multicultural societies as
both ethnocentric and elitist.‘ f B
Not only has consensus broken down on what literature

counts as.the stuff of the culture, thére is also no
; consensus on a aefinition of'liggracy‘which asébciqtés being 
literaté‘almost exclusively with‘knowiédgé of liférature. .
That definition has been expanded‘to recognize and valﬁe
Aknowledge and competence in multiple aspects and éctivitieé
of:the culture. Knleedge and appreciation of multiple
1Jiaﬁ§uages," prad@y defined and each with its own
standards, is aéknowledged to constitute beihg liteiate in
the third sense given in Webster's dic£ipnary,,~= |
Cﬁaiacferifing literacy in respéct téuéibfoad faﬁgevof'V
" social activities demdcr;tizes it. It is achieved through’.
;;érticipation in all manner of activities involving the
skills of litefacy,rather than exclusively by attendanceAat

academic institutions. “"Literacies" thus proliferatei’

media, computer, legal, cultural, political, critical, and



what is commonly called basic{br functional literacy, to

name a few.

\ - : .
Literacy as competence -

What appears to distinguish one literacypfrom another,
'.eicept the ,last--basic/functional literacy—-is a marrix of

' concepts and activities peculiar to each. Becomlng computer
‘llterate, for example, involves learning the appropriate
~languagerto;refer to computer processes and nnderstanding
computer workings and applicatidns., James Boyd Whlte (1983)
-wrires of legal literacy that it lsl". .not merely the'
capacity to.understand the conceptual content of writings
‘and utrerances but the ability to participate fully in a set
of social and intellectual practices" ‘(p. 137).‘

Basic literacy, on the other hand, is determined
f}prlnc1pally by the ability to encode and decode any 31mple
-text ‘to fill out forms and interpret labels. It is a
capacrty to give and respond to signals. It is not spec1f1c
to any body of content or information.’ The U. S. army has
replacedrsuch generic definitions of literacy for ones which
refer specifically to the "literacy demands of each military
occupational specialty" (Venezky, 1983, p. 45). Assessment_
and instruction procedures are then developed that "embed
literacy training within tralnlng for the spec1alty 1tself.‘
Venezky coins the term "applled llteracy

Being able to manage the wrltten drscourse current in

particular socio-economic or political .contexts serves as a
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kind of social ,currency: the means to full pafﬁibipation in
. ‘ ) »
culturally valued ‘activities requiring ‘literacy. Bailey and

.VFOSheim (1983) endorse the view that literacy is tied to
social activitieé and go even further, asserting that "...an
individual may be literate in one domain and yét effectively
illiteraie in andthé}... Changes in the demands for literacy
can render useless some forms of reading and writing‘;hile
placing high values on others" (p. 5). So conceived,
literacy becomes a passport to membership in a particular
‘syétem of activity and may not be transferable to other
‘activities;g;‘ ) ',

Indeed,ﬂschool reading tasks can apparently be useless
_in some ;irbumstances; On a recent Canadian literacy survey
(Soufham, 1987),‘yduﬁg;adulfs apparently coped quite well

with school-typenreading but hadvtnoﬁbie finaing'headings in

“Tﬁe Yellow Pages or summarizing=Qeneral;thémgs. Such
fiﬂdingsyAifridté;preted at their‘fac§YValﬁe,and addedftﬁﬁa

" value jﬁdgmeﬁt~abbu£ the "importance of béinglable tb_read .

-The Yellow Pages, might seem to imply that training in

reading The Yellow Pages Should replace eiisting school

kinds ofAfeadigg--a line of,fhinking that underpins basic

LN

literacy'p;ograms and much of the minimum competenéy trend.
Adopting a literacy—as-competency concept of literacy has

further implications for educétion, insofar as it implies‘
théf learning to read and write ;bouf‘the subject is a way

of learning the subject. The ‘contexts in which this view of

~
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literacy is applied, howeﬁer, typlcally value exp091tory

pe

readlng and writing over the narratlve and rmaglnatlve. It
.»is a concept of llteracy which in practice privileges
g explanatory, exploratory, and scientific language that

explains, explores and demonstrates.

are domain specific‘andAsoc1ally exclusive has a certaln

‘ ConceptualLZLng literacy in terms of llterac1es whlch

pragmatlc appeal Acqulrlng the literate competencies
needed to be a tax clerk sounds, and indeed is, functlonal
and appllcable and relevant in. what is commonly called "the
ﬂreal world." In her study of the wrltlng done by a bank

- staff, however, Jane LedwellvBranle987) found that -83%
reported’learning froﬁ\fheir,work experienceland only 24%
from seminars and’cehrses.‘ When literacy:is acquired in
contexts of use, the context not only makes what is to be
learned meaningful but aleo has a direct socializing
funcflon'which is efficient. From afyeaucational
perspective, however, preparing sfudents'with the literacy
skills for certain kinds of jobs would tend to marginalize
the broader implications that attach to a more quplex
concepé of literacy. Literacy-as-competence conceptualiies
literacy as tools and information which socialize the

) indlvidual to functionAin particular contexts. But
educators are not concerned only with preparing students/ior

possible future contexts and uses of the contents and skills

in the curriculum; they are also concerned with, the ways in
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which' the curriqulﬁm and the role%gf;litéracy>inf£ﬁ§,
curriculum fulfil preseht and immediate needs of éhildren as
users.of symbols. In fostéring literacy, they‘wiil thus
take ;écount of the symbolic nature of.a;l férms of language

and its uniquely humanizing, as well -as instrumental uses. .

. 4 ’ A ) _ )
‘and purposes. : - :
Literacy and Teaching,Pracﬁic95

That none of the common definitions and concepts of
literacy can be regafded as adequate for educational .
purposes should not surprise us. The definitions which come

to education from comm;n usage refer to certain social
maniféstations of literacy--skills in decoding and-encoding;;
possession of aspects of cultural knowledge, and“compétencé
to communicate within a particular context.' The links
between teaching practices in schools, individual processe
°
of acquisition, and the social evidence of literacy are by
no means simple or clear. 1In making literacy an explicit
goal of education, educators andkeducatggpal theorists put
themselves 1in £he position of needing to understand what
they mean by literacy and, following frbm that-
understanding, to find ways to achieve the oﬁtcomes'of
iiteracy they'believe to be educationally worthwhile.
Thesetodtcomes are likely to be distinguishable froﬁi

S

the outcomes sought by other groups within the society.
: F
Employers or religious authorities, for instance, may simply
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twantlworkérs or cjgéfeggtions WHéifblléﬁ ;nstruction They
may bé most concerned with\abilityhto reéd. Such'w tiné
functions as copying and transcribing may beall that is
'réquired in many situations. Adulfvlearnérs in literacy
' programs commonly haye,thei£,0wn quite specific'phrposes for
learning to read and write. ~Educators,'iﬁ contrasﬁy are
charged with responsibility for making degisioné and
choices about the purposes for literacy when theyiﬁeach
young children and adolescents. As educators, they intend
‘ ’t0 encourage individual knowledge and competencies in
di;ections that are both socially and personally desi;able_
and in the belief that knowledge and compefgnce will enable
personal fulfilment in sociallsettings. Their motives are
more altruistic than selfvinterésted. In principle, at
least, they will encourage literacy which enhances
individual pﬁténtial rather than literacy which inhibits dr
constrains it.

With evidence accumulated over the last decade that
skills'approaches to language instruction inhibit
deveiopment (Cambourne, 1988; Harste, Woodward, & Burke,
1984; Smith, 1986),»si§nificant changes in ways of teaching
to achieve literacy are:taking placé: Ability to read and
write is being understéad asfinvolvind méré than correct
assemblage and analysis of linguistic comﬁohentsf it is
seen as developing in response t6 the meaﬁinéé and purpoées

for which it is used. As Mary Barr (1982) describes it,

A
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| F{Léﬁguage déﬁeicpment] accompanieé and;permeates B
éXperience} growing mcre like a plent/than’a‘buiidrnd, in

\fresponse to surrounding nutrlents 1nstead of in accord w1th

Ablueprlnts" (p. 3). Such changes in understandlng areig..f
reflected to some extent in teachlnc practlces whlch assume-
that children are mean1ng~$akers of thejr own,lntelllglble‘lj
environment.‘ Thesevpractrcee are begihning-to change |

} classrooms.and to replace llnear, sequentlal skills-
teachlng methods@, therature, replac1ng basal readers, is
used as the material for‘learnrng;to read askwel; as fcr
reading. '"Hildreh are assumed to’heveyexperi%rce and ideas

hich they c¢an write about and which.can rhus be'iﬁcluded dé

w&?ject matter for writing,ireplacing such tasks as making

- up sentenceSfin order to use spelling words.

- The picture of the student in such,claesrooms is, as
Mary K. Healy (1984) describes it, or "an active language '
user, spurred by J@e intention, deliberately trdnslating-
experience.into wofds and structuring her ownnmeaning" (p:
3). It is also recognized in these new approaches, however;

that that student 1s not alone. Language use is not only an

1ndrv1dual meanlng—maklng act1v1ty, ‘it occurs in.and can be

nurtured_by;socral settlngs. The 1deal social settLﬁgﬂisv
collaborative‘father than competitive in structure and 5/
offers purposefﬁl ocpportunities for language use. It is

' ’ /

structured on the assumption that all students are cdshble

oftparticipating,successfully; It communicates the meésage

3
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that'reading and writing are both possible and worthwhile
for all and that they are useful for doing things in the

N

world. wté c e
\ These views and pedagogiee do not simply represent
alternative methodclcgies which appear to be operationally.
succeesfni in the short term. \They.a:e based on socio- -
psycho-linguistic»mcdels of reading and writing that derive
from theoretical work in psycholinguistice and psychology
(Vygotsky, 1962; Kelly, 1963;- Bruner, 1975, .1986); on
interactive models of language acquisition (ﬁalliday, 1978;
Krashen, 1984); on interactive or transactional theories of
reader response (Rosenblatt, 1938, 1987); and on research‘
‘about composing processes of writing (Befthoff, 1981; Emgg,
1971 ; Perl, 1978)., They appeal to teachers on many
grounds. They acknowledge that the child's mind is not a
clean slate awaiting teachers' marke; They satisfy cértain
intuitions about. the integrated, holistic nature of language
and learninQi‘xThey seemuclbeer to our liyesjas”learners in’ .
the world outeide school and seem thus more‘accessible and'f
experientiall& plausible. |

dn thefother hatd, theee approaches have‘an ad hoc
qualit&jabcut'them. “Although lnformed by theorles about
language learnlng and compos%tlon, that theory does not
encompass a comprehen81ve educatlonal view of llteracy,

notw1thstandlng the fact that llteracy has become an

explicit goal of malnstream'educatlon.> Even current texts
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Which now dé?iaféiiiteracy as their goal commonly have 7
iittle to say ébouﬁvthe assumptions related to literac;
whiéhnanderlié §h§ Eeaching practices they recommend. They-
are moreﬁlikely to assert that this or that practice will
develop iiteracy than to explain.why. - The déﬁger,/and
perhaps the great ioss, will be that integrated, hg ;stic
approaches to language and;learning will simply compete in
the marketplace of alternaﬁi&é strategies. :.Evaluated
within'the;narréw frameWofks ;etvby standardized tests, for
instance, they may ProVe morefbr less effective in raising
sqg;ZS. R B
It would be naive to suppose'that any theory, hovever
derived,'neéesiarily has an impacﬁ'én teaching‘praéféce}
,Téaching and fééching situafions tendi;o be cgnstantly
.shifting and improvisational by naturejﬁrathef than rational
'Ahd linear. ATeachers' practical knowledge or "lore", as |
Stephgn North (1987) calls it, has a pragmatic logic and
experiential structure. Teachers are concerned with what
works'ot might woﬁk with studépts and they interpret their
own practicé within anAéxpefiénce-based.framework. A¢ |
,functional~pfoperty of teachers'vlore, says North, is that
"Whileian&fhingAcan become a part Qf lore, nothing can ever
be dfopped from it" (p.'é4). Whatzthis meqnsiis'thét
;teachgrs}'éﬁgaged in a messy and moétly é;tful enté?ffige,
éntertain>and actfupon often éontradi§t6r§‘preﬁisgs"aﬁq,a

7 ~ furthermore, act routinely, on the basis 6ﬁ‘what they. .
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already know. It seems reasonable to assume, then, that/new
approaches to reading andywriting will typically be added to
the teacher's eclectic repertoire. - They wrlidbe made over,
.as North puts it, "in a way that suitsé[the teacher's] needs
in a particular time and place. And not just once.
' Practitioners are always tlnkerlng w1th thlngs, seelng if
: they can't be made to work better" (p 25) |
‘ - In the context of what will "work better" toaachieve

‘literacy, teachers will need to know what klnd of thlng 1t

17 7

is: they are almlng at, if they are to evaluate what they do.h'>

At present” educators trying to dec1de how to think about Li
llteracy are faced with a perplex1ng array of competlng

concepts and contexts to con51der. While llteracy itself is

inadéquately conceptualized and understood, its value and

- BRS

meaning as an educatiohal goal must be seen as problematlc.flg:f]”' )

Being able to read and write seems a clearly lmportant_;ffi -

though not suff1c1ent condition for becomlng a llterate

individual. It includes acqulrlng a body of knowledge and
some strategies for thlnklng and learnlng ertlng thought"
~of as composing involves thlnklng and: understandlng and

draw1ng on what is known ' What is the character of the'?

relatlon, then, among the language Skllls of readlng,‘

-4

v’, wrltlng,,speaklng and llstenlng, the 1nformatlon and

concepts represented im- texts, and the strategles we use to
comprehend and make use of them? -Might that relatlon be

part of what ought to be expressed in a concept of llteracy?



Literacy and literate behaViour do not fof-course; |
characterize only indiv1duals.\ fhey are socio- cultural
phenomena whose characteristics are historically achieved
Those characteristics will not be generic therefore, but
Will depend on factors and c0nditions Which are partiCular L
to a society or culture. An understanding of literacy Which
took account- of socio-historical conditions andydevelopments' -
would embed literacy in a theoretical framework. Within -
such a framework, we might think about language, learnlng,
and thinking and the social contexts for their development
‘in a more comprehensive.and integrated way than is'possible
',with the current definitions and concepts of’ literacy. With

-

fa full and. rich sense of what kind of literacy is possible,

" we are better able to evaluate practice; we can make

decisions about "what works" from a sophisticated
~.understanding offwhat we intend to accomplish.

Overview of Thesis

gInithis thesis; I attempt to respond to the general

lack of agreement among educators about what is entailed in
becoming literate, what cognitive effects are attributable’
to literacyyiand whatfand whose purposes literacy should
serve. In the:process of constructing?that response,; I have”
examined the development and effects of literacy from the
‘particular disc1plinary perspectives of claSSical studies,
anthropology, cultural history, soc1ology and psychology.

o
[}
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In choosing to sinvestigate what each dlSClpllne has to say
about literacy, I have 1ntended to describe what each ea;s
from inside the discipline, as far -as I could,twhtle at the N
same time maintaining an educational perspedtive. From the
rather intimidating volume of research inweach discipline, I
made primarily pragmatic choices; I selected those works
which have been widely used to offer theoretlcal ..support for
partlcular practices and programs. From a selectlve,and .
".partlal rea?;ng;,these theoretical perspectiﬁes are'used to
support ecieétzcism in practice, but my intent has been to
take a more syneptic view in order to arrive at a more
comprehensive understanding. RecogniZLngJEhe pitfalfghoﬁﬂan
atheoretical eclecticism, I have thetefote‘takehfa.q?iti;al
stance toward this varied literature, hut m; overa%izéut;esézh
has been to elicit what seems usable for educators“;eeking

to formulate their understanding of literacy?

Such is the diversity of these diéciplinary’
perspectives and their specific findings that attempting a
synthesis might seem at worst futile and at best
- presumptuous. As educators, however, we need to see the
field as a whole. We cannot afford the luxury of the
specialist. We cannot view students, their learning or our
teaching, exclusively through the specialized lenses ofvthey
/‘psychologlst ,or sociologist, or linguist. Eachastudeut in

',the classroom 1s 51multaneously an Lnd1v1dual personallty, a

fmember of a culture, a bundle of mental capacltles,fand a

A
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physical, sensing body, with all the specificities which

~attach to each of those categorizations. Students bring - |

their whole selves to the social context of the classroom .
whichritself:impingee on and affects those selves and thus
needs to be strﬁcfﬁred se as to nurture their social,
personal, and intellectual development. Appropriating any
single analytic perspective would distort "perception of the
students as whole beings. We want to be able to juxtapose
one perspective,against another, to allew understaﬁéfﬁq:of
each to inform understandinépof the others, and in turn ﬁo
become inte%p?ted_in a conceptually rich and dietinctively‘
educationélggerspective on the processes we engage in to
/7_ £each peeégzb and writing and thus foster literacy. The
investféation undertaken in this thesie is intended to
reflect that frame of feference.

In order to answer the general question of how
_educators might eeﬂaeptualize literacy, the thesis
rinvestigates;four intereqpnected dimeneions of .its

development: the neture bf'the relations (1) between orality
and literacy; (2) between the deveiopment of literacy and
the forms and uses of writing; (3) the effects of literacy
on thinking and development of knowledge in the individual
and the culture and (4) the conditions under which these
effects are achieved. I begin from the obvious premise that

literacy is a socio-cultural phenomenon with a history. 1In

Western culture, we can begin that history with the Greek

b

W\
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invention of a new alphabetic script. The ways in which
alphabetic literacy developed in Greece laid the ground for

o -

'1ts subsequent development in. Western culture. hThe second
Jhchapter thus sets out and discusses.the’claims arising,from
studies of the transition from orality to literacy in
ancient Greece ‘ Collectively, these claims constitute a
hyppthesis about literacy which is challenged, qualified
and refined in the next fourAchapters.

Chapter Three takes up the question of how literacy
affects thinking and forms of expression by exploring,
through the lens of anthropological studies, the nature of
the differences between oral and literate cultures. Since
certain differences clearly cannot be attributed pd‘@@ﬁé of
expression alone, the fourth chapter traces the historical'
development ofJuses of writing and'concepts of literacy.
*The literacy hyoothesis is thereby'confirmed in its general
claims; but the historical record also shows thet the
potentialities of liter;cy are neither released nor
experienced in a similar manner by all social groups within
a culture. The fifth chapter uses the studies of
sociologists to determine what features of a social context
are probably critical in shaping the nature, uses, and
puréoses of literacy. The sixth chapter addresses the
guestions of what cognitive capacities can ke considered to
be distinctiveiy literate and what is entailed in the

development of literacy in the individual mind. The final
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chapter makes some proposals for teaching. Not intended to
be exhaustive or prescript%vex it'describes approaches which
seem compatible with theglééébﬁsvfrom the,preyious
disciplinary inquiries an&jwhiéh,:indeé&,fgééd'likely to
foster a form of literacy which will enhance individual

potential.’ ..
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Gﬁapter Two- .ile“ -

The Achievement of Literacy in Classical Greece

Introduction , o : . ,f‘" 
In the history of human cultufe as in the hiétbry;ef
the individuai; forms of ExéfeSsion in spoken language
precede those of intten langﬁaﬁef In fact, only a tiny
fraction of the many thousands of languages spoken .
throughout human~hlstory have been wrltten down. The studyw
of langquage, however;hwas unt;l thle,centgry genetally
reserved for w;itten rather than ofal:ferﬁs; ‘Tﬁeuwfitten‘p: o
was thcught to be the 'more accarate Lebregehtatien of the
pure form of the lagguage and the spoken to derive from and
vary in colloQﬁiailexpfeSSion from'avﬁritten standafa )
Linguists were not ‘much 1nterested in comoarlng them :;h

(Schafer, 1981). While most llngulsts, Aas Schafer p01nts

© >

" out, no longer share Saussure's vlew-thatfwrltlng exlste
"for the sole purpose of representiﬁg [laﬁéuage]" (p- 235,
the precise nature of the relatlon between speaklng and
writing continues to be a matter for debate and '
investigation.

" Discussions of the relation and of the differences
between the ora} and the written have focused principally,
heﬁever, on languaée structure and its situational uses
(Berﬁetein, 1971; Halliday, 1976; Malinowski, 1923; Vachek,
{975). Detailed analyses of particulars enhance our

~

understanding of how language works and how meahings are
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‘creatéd and shared bﬁt, until recently, this comparative
";wprk tendéd to,overlook the implications of the mental

processes of verbal composition. From Milman Parry's

studies of oral methods of composition (1928/1971), extended

~and developed by Alfred Lord (1960), literary and classical
scholars began to.contemplaté the gossibility that the
Homeric epics had been orally composed and ofally handed
down. Much earlier, at the beéinning of the eighteentH
century, Giambattista VlCO had argued that The Iliad and The
Odyssey reflected the thlnklng of poet1c12ed consciousness.
Vico tﬁZOrlzed that the human’ mlnd had develcped in a
neéessary sequence of three stages, beglnnlng w1th the
poetic. His work supports that of Eric Havelock who over
several decades hif explored the implications of Parry's
studles andlproposed that dlfferences between oral and
wrltten expreSSLOn can be explalned by the introduction of
alphabetlc wrltlng In thlS chapter, which begins our
search we shall’ examlne the baals of that claim and con31der
its implications for our understanding of literacy.

The search will take us into a fairly lengthy review of

. Vico's and Havelock's work on pre-classical and classical

Greek verbal composition. Writing appeared in Greece aroundi

thei8th century, according to Carpenter (HaQelqck351963, p.

-t

49), infiltrating a cultural condition of almost tqfal;non-

" literacy. Like the computer in our own time, writing came

we
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totfunCtion as a new vehicle of communication in an already.

~

sophlstlcated soc;ety with an elabbrate system of social and

'upolltlcal orgaﬁ;zatlon;' Descrlblng the effects of the

e

- computer today, or of yrrtlng in SOO‘B.Q., requires making
" some before and after contrasts of how practices and

perceptions appear to have chehged or have been modified
. ~ : '

with the use of the new technology. In Greece, material
ev1dence of changes was avallable in certain of the
preserved cultural texts. The textual features of the

transcrlbed Homerlc eplcs—-at least some parts of whlch seem

' gnquestlonably to bes products of oral composition (Gomme,

Y . ‘\ , N 7
1954; Hartog, 1988; Kirk, 1962; Page, 1959; Pearson, 1939;

Vernant, 1983)--contrast strongly with the later written

composition of Plato and of historians like Herodotus.

Havelock proposes that the distinctive differences are the

consequence of a cultural transition from orality to

*

literacy. By releasing the memory from dependence on

' formulaic language and narrative structure, he claims the

new alphabetic writing enabled the creation of new patterns

of syntax, and new arrangements of experience and data.

"Thus thrqugh writing were afforded new resources for

thinking which led, in Greece, to the development of

rational, sc1ent1f1c thought and to a new critical

\consciousness.

Havelock's (1963) provocatfve conclusions were at the

time both directly and 1nd1rectly supported by the work of



- 26
some prominent and imaginative scholars in other disciplines

(Derrida, 1967; Goody & Watt, 1963; Lévi—Strauss, 1963;

"McLuhan, 1963). Together with the work of Jack Goody (1977). .

and Walter Ong (1982a) in particular, these condlusions are
“referred to collectively as "the literacy hypothesis". That
hypotﬁégis has been_phafienged as being stated in rather too

strong gﬁd‘téo aramatiéaliyﬁpausal terms (Graff, 1988;

Finnegaﬁ, 1977; Street{¥1984). There is a general consensqgﬁf

' among scholars, however, that the Qransition to literacy in =~

Greece was rélated to transformations in thinkingﬂébout the
worid and Humaﬁ experience éf it - as, for instance, in the
establishment of science as a ﬁode of rational inquiry
distinct from”tfqdﬁtipnal or. popular patterns of théught‘*
(Lloyd, 1983, p.l&; YThe partiéui%fg of the support for this
hypothesis thus dese;;e.our consi&éf&fion for the light they
may cast on the nature of literacy.

It may seem that delving so far into the past can
have little relevance fo_understagding the ;ffects of
literacy in the present; What we shall see, howéver, is
that Greek literacy inhPlato's time is not simply khe result
of thinly spreading a_tech;ological innovation on top of an
ancient culture. Its character was achieved as an outcome
of the cultural exmerience which precedéd it. The features
of that experience which have particular relevance for this

thesis include the claims made in the literacy hypothesis

about the content, language, and form of the Homeric eptes
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ahdwthe means by which they were held in the memory,
.spentaneously composed and transmitted, ahd‘the support -
adduced for these claims. The support,véerhapérironically,
may leave doubts with regard to the Homerie?eﬁies?kbﬁt([,,ru’
particularly through Parry's and Lord's iaterAQerkfwithf'
centemporary singers of epics in Yugoslavia;fgive‘ “
conSLderable substance to the literacy hypotheSLS in its -
more geheral claims. As we shall see in later chapters, the
effects of the infuslonyof preliterate expefrenceilnto new K
means of expression have implicatiohs,for oar_ﬁnderstandihék‘“
of the effects ofxintroducing litefacy.into cher’noh- t
literate cultures as well as for educatiehal practice.

The first part ef this ehapter setsithe context with a‘*et
brief discussion of the notion of compdSiné processesras ' |
both oral-wrltten and spontaneous- reflectlve. The fellowing
sectlons go on to 1nd1cate how the features of the Homerlc
‘epics, noted 1n‘thejprev10us paragraph, and the means of
their transmissiehwestablished’the ground out of which Greek
literacy could deVelop Those‘same features are also used
to illustrate the transformatlon ln consciousness which
)accompanled the 1nventron and - spread of alphabetlc wrltlng
In the final sectlons; I con51der how the apparent effects
of alphabetlc writing on poet1c1zed thought might contribute
to our,, understandlng and concept of llteracy.‘

3

&
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"Lanquage and the Composing Mind . o o)

~-‘-7we do not see the world as it is and have it impr&ntedjw

on our m1nds°1n the form 1taappears naturally To make

' sense of the world we select and dlstlngulsh one thlng fﬁbmii;m

another, abstract and arrange them; We llDQUlStLCally
-symbollze what we see ‘and create order and patterns and
meaning. The processes by whlch we dorthisqaré'the :
principaljmeans by mhlch we‘interprethand make sense ofvthe:f
world. The most powerful means that we: have are the _ ’
technlques that language affords for establishlng |
relationshipsy for seeing and namlng one thlng-ln terms of“.
others and in-relation to them. 'lhe process is a natural

act of mind; all human belngs are composers in. thlS sense.

We express that comp031ng of the world mainly in and‘by
means of our talk and wrrting‘ |

- Spontaneous verbal comp051tlon 1s generated from the
structures of language 1nternallzed by the mlnd We-seem to-
be genetlcally programmed to speak and to learn language
Wherever human societies have formed thelr lndLVLdual
members have communicated in sltuatlons of personal contact
through spoken language. Although'evidence ofiabstract.‘ |
notation and systems of symbols date back 25,060 yearsh*it
Als sound that seems prior,bcoming naturally‘in‘the firsdkcry
of birth. With the invention of writing, howe&er,‘andithe

systematic study of that sound as written, what'is referred

to as lanquage came to be iderntified with the wrjitten words
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we can’ speak rather than'w1th the sounds we can write. ‘We
:tend to forget therefore, that all’ human languages are, by
deflnltlon,hordered,‘structuredgsounds;y,They may, N
’ladditlonally but in:a sense incidentally, become visiblel:
.-through a system of concrete symbols, but v1sual ,\;;f“_ o
:apprehens1?n does not alter thelr essentlally oral orlglns
and thuas thelr orlgln in: the 1nd1V1dual consc1ousness.i_

7 Although blologlcal programmlng determlnes the,~
.capac1ty for language,'lt 1s our. soc1al nature%and the
ilnstltutlons we create that shape, and 1n turn are shaped
4’:by, the characterlstlcs of the language we developv‘ Changes

- in the semantlc,and structural features of language serve,
.as Vico terms it, asi"w1tness,‘ in the sense of testlfler or
conflrmer, to "those soolal 1deas and conceptlons whlch are -
la necessary part of the dlfferent klnds of humad act1v1ty \
- and 1nst1tutlon" (Pompa, 1975,1p. 136) It is not- srmply,
that by hav;ng~as.its~content-some 1nformation about&those*
act1v1tles and 1nst1tutlons, the,language offers a record of
them. The language 1tself asrlanguage, develops and-

':affects‘a perceptlon of>that human SOCialractivity‘ Slnce .

language symbollcally represents the 1nterpretatlons of

social nelatlons that the human mind constructs, language is .

'partly constltutlve of that socral world and its soc1al
“relatlons
- The.structureS’of'language, with their patterns of

“syntax, forms of arrangement, rules of usage, concepts and



e

Jmeans for maklng.sense of the world;,,What>thls means 151;

meanings become apparent in form when systematically -

lstudied}'in use, they’constitute technlques;forbthlnking;
‘Theyfare the:apparatus with which and;by means~of,which we
‘can thiﬁk about glve meanlng to, andrexpress‘our::f - ”
b'experience.. The forms that they take offer lnSlghtS lnto'f

“the ways of thlnklng of those who produce them.’ They reveal -

C -
the range of‘poss1ble connectlons and relatlonshlps that

'have been 1nternallzed and - are typlcally unconsclous.‘ It

&.

‘\seems safe to conclude that observable dlfferences in
'spontaneous forms of expres31on are slgnlflcantly connected

Hito dlfferences in the 1nternallzed and largely unconsc1ous;

that. when we can compose’spontaneously on a subject, we can

conclude that linguistic and'semantic knowledge of that

subject is within and constitutive of our thought. The

fcorollary of this is that what. wehCannot say;-becauSe‘the

[

'means do not ex1st in the language or because we do not know

the language--we cannot thlnk about elther.'ﬂ

Comp051ng orally, however,,ls somewhat dlfferent from

=comp051ng in wrltlng, ‘as anyone called upon to speak h

extemporaneously is aware. Speaklng occurs spontaneously,‘

’often thought lessly Except in particular c1rcumstances

: where we w1sh to choose our words carefully, 1t'w0uld be

1naccurate to. thlnk of spoken language as typlcally composed

. in the sense of prepared prior to or durlng dellvery._ Not,

that is to say, that speaklng is unlntentlonal, but that

~

<



what -is said is not\accompanieddby'consciousathought -As
Max Black (1568) pOlntS out Ln talklhg -about the relation of
language and thought-v"It is preposterous to lmagrne that
rapitd speech is always aCCompanled by a parallel flow of

\-_,—

mental _images or ‘thoughts ....Speech needs no mental
correlate in order to be meanlngful“ (p.‘77) f Black notes
that 1ntelllg1ble, meanlngful speech .as opposed to 1;~lc
glbberlsh and random verbal wanderlngs, 1s not necessarlly
i’the cohsequence nor the reflectlon:of prev1ous or concurrent
i’lmaglng or Verballzlng in the mlnd.r Thus; I can readlly -

descrlbe what I cooked for dlnner yesterday or talk about

-:any.famlllarvtoplc w1th no reference to a,parallel flow,of

A
B

mental lmages promptlng me.- The words chemselves,das;
symbollc substltutes for the VLSual lmages of. ob]ects and
events,- sufflce to produCe and malntaln the flow of more
words. | ‘ ‘ | o | -
Although written words can flow on to the page ln much
the same way, the speed of that flow, prlor to the
appearance of current technology, lS much less than ln'
B speaklng ‘The speed comblned w1th the appearance of v13ual‘
“images of the sounds, allows wrltten language to reglster on
the mlnd as a’ parallel flow, 1t mirrors the thought back .
.. inta the mlnd,umaklng 1t~avallable for reflection. ertlng
.,thusktends to_Seem and commonlyftofbe morefdeliberate‘and
icomposed than‘speakingJ Thrs‘does;notmean thatrthe wrlter

always does or needs to pay attention,to the parallel flow



_of,images\butftheflmages are‘probably almost as,hard_to .
igndiéfaSHAhuéého to speaking would be. We have to'read,f”
some sense; as we wrlte, even 1f we . av01d rereadlng in order
to check whether we are maklng‘sense. SLnCe the patterns ofl;
:language‘more readi}y- come: under conscious control when |
*wrltten, they are at a. remove from spontaneous CompOSltlén.‘s§
In order to make clalms about the effects of llteracy on fk;lf
»thlnklng, 1t is 1mportant therefore, to be able to show |
that the products of the non llterate consc10usﬁ<ss arefcv
i“qualltatlvely dlfferent from those of ‘the llterate. In the
*’partlcular case of Greek llteracy, we‘need to establ;sh the

~‘ 4,

¥oral compos1tlon of the Greek eplcs as . the spontaneous -
:dexpre381on of poetlcized consclousness 1f they are to be
.ifcontrasted wlth later texts composed 1n wrltlng

| That the means of thlnklng may not have been the same
for all, human groups for all tlme was probably first thought’k
‘;Aabout and explalned by Glambattlsta Vico ln the early 18th
century», Untll the publlcatlon 1n 1744 of Vlco 8 theory of
mind, c1a581cal scholars had studled the monumental Homerlc
epics as the works of a brllllant poet.r They regarded
poetry as'a superlor llterary form Wthh "must express, or
be the product of, the loftlest reflectlve consclousness"'l

they saw Homer as’a sage and the laureate of his age For 'a

long tlme 1t seemed 1nconce1vable, flrstly, that the ep1cst '

could haVe been produced w1thout wxiting, and thus w1thout

" the benefits of critical reflectio ; and secondly, that they



could be held in. the memory and s1mp1y reclted. Vico argues
ﬁconv1nc1ngly,.however, that the peetry of the epics was not
lAhrgh;art;cbmposedvreflectlvely but a gradually transformed

”cc@pilatichfof elements that were the result of«spontaneous

e

Y

composition by poeticized minds.

#is

We are not concerned here simply to believe, or even to

A

. Y
understand’ hgw,the composition of the Homeric epics was

?cachleved 'Nor 1ndeed do we need to accept the claim that
tbey were a11 orally composéd into the form we have them.
Rather we need to accept only what seems the uncontentlous
.p01nt that scme of the ba31c structures of the eplcs were
orally composed, and that .they represent perhaps ‘a-
culmination of a tradition of orally‘ccmposed eplcs in
archalc Greek We need as- weli;to understand ‘that such
works are indicative of the poet1c12ed m;nds which produéed
t“-them and that those mlnds, the mrnds of lﬁleldualS, were
Zthemselves indicative of the poet1c1zed consc;oushess of the
. society} We'lcck;at the Homeric epics, thererore, as
reflecting thefsccial—psychclogical condition of orality in
ancient Creece. The more'detailed and complex our grasp of
rﬁhat is entailed in that orality, the more comprehensive our
cohceptualizing'or the developmentuahqfthe nature'of}the -

literacy,which emerged from it.
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The Oral Transmission of Oral Culture

-In a culture which depends almost entirely on oral
éommﬁhic;tiop, almost everything that is known has to be
'fémembered. -fhe more complex the social system andxthe h
larger the population of that culture, the more the
maintenance of its cohesiveness will depend on the
development of techniques for preserving and passing on
culturally valued knowledge. The evidenée accumulated by
classical scholars suggests that in Greece, the Homeric
epics embodied that knowledge and held é formalized place in
the culture (Havelock, 1963; Kirk) 1962; Parry, 1971). They
fepresented what Havelock (1963) calls the "collective
social memory" which "is an absolute prerequisite for
maintaining the épparatus of any civilization" (p. 41). Ngt
simply an historical reco?d that most of the population
éould quite well live without, it seems that the epics had
an esséntialeinterpretivé as well as conservative function.
They served as the means by which behaviour, values, and
indeed, all knowledge of the social and natural worlds,
might be classified and understood. As repositories of
cultural meanings, they could probably be said to functionw_v
in some respects the way the Bible has functioned for many
Christians. The language of the epics, however, as the
product of countless instances of spontéﬁeous oral
composition was probably reflective of the consciousness and

of the culture at large in ways even more profound than

—

.-

P .
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‘Biblical language could be.

For knowledge to live in the memory and thereby
coﬁétitute the consciousness, it must be experienced in some
way——experienced, in the sense that the emotions, the senses
and the imagination must bé engaéed in assimilating apd > ‘
integrating what is to be learned. 1In the Greek oréll'i
culture, the techniques for creating such experience as the
means of transmission éf the cultural knowledge:embodied in

the epics were evidently highly developed (Parry, 1928/1971;

Lord, 1960; Havelock, 1963). However that may be 'the case,

~

the supportive documentation is accumulated by méans of
analysis and reflective recogﬁition. In contrast, if we
accept the widely held belief that the epics are‘works‘of
mainly oral composition, then we must assume also that the
techniques which'enabled their transmission were not |
developed asﬂan outcome of analysig'and then iﬁtroducea as
we might‘infroduce them tbdé§“to hélp an individual with

memorization. They were not superimposed or altefﬁqﬁive to
dominaﬂidhodes of understanding. Rather, they emerged oht‘
of and were continuous with existing means and deveioped in

response to social needs. By implication, those existing

means would also have been poetically structured and the

A
a5

Homeric epics represent an instance of their refinement and
standardization in a forh which enabled their transmission.
Let us turn briefly to Vico's historical explanation of

Homer's poetic composition which will be useful in helping
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us to imagine the forming of pre-Homeric poetic
consciousness. Vico argued on logical grounds for the
necessity of the poetic m}nd as 'the first stage in a three
stage process of human mental development. His theory |
accords with a coﬁtemporary school of thought (Johnson,
1988; Lakoff, 19875‘QP the fundamental role- of metaphor in
the development of cdﬁéepts. In'véco's account, the story
of the creating of mind begins wheg'early people, equipped
with senses, memories and imagination, met the world and
discovered ways to think about it. Their sense experience
was their only "mode of knowledge." Their minds- responded
to what their senses registered and, by means of association
and imagination, they hoted and expressed their awareness of
likenesses and differences. Without empirical knowledge of
why and how things happen in either their owh Kuman world éf{'

the natural world, they invented a logic derived_frem'their"'

-~ v - -
: -

awarenessléfAtheir own selves. They ﬁsed their own'bddies--
the%r‘physical parts, their senses, and their passions--as
‘the.ébjects for cémbafison, invé%ﬁing the external world -
with bodily characterisﬁféé. “Eariyipe?plg,"buried in the
body. . .made &ft#hemselvééanéntire wﬁxld" (Vico, 1744/19&%,
p. 130). By analogy and méﬁéphgrjfrom £heir ownﬂbéings they
graSped and made sénse of,their;éuffoﬁAdihgs. |

Since they had to rely on their\éenseé and’imégihation,
early people could'express their percébtions of the Qonld

only by means of these associative, and what we now regard



as péetic, structures. As Vico describes it, the poetic

c;nsciousnéss:
was born entirely of poverty of language and need
of expreséioh. This is proved by the first lights
of poéfic style which are vivid representations,‘
images, similes, comparisoné,,metaphors, circum-
locutions, phrases explaining things by their
natufal properties, descriptions gathered from
their minuter or their more sensible effects, and .

Edd ro —

finally emphatic or even superfluous ;djﬁngts.

{

-

(p. 153).
Thégmit was neceéégrily poetic meant also that these
"lights" of style 6cCurred spontaneously. They were not
that is, the outcome of reflective, artistic composition,
designed to please o? to surprisq}with new insight. They
were not an option, selected as a vehicle to embody some

N
particular story or idea. They were, rather, the only means

oy

available for understanding and interpreting experience.
Vico's theory seems certainly plausible and offers us

grounds for interpreting the Homeric epics as products of a

consciousness long familiar with metaphoric connectiohs,'
narrative structure, and concrete images. Vico himself
identifies the period of the epic, the fable, and the heroic
tale with his second stage of mentgl development which he
//names‘the "heroic." In this stage, the awarenesses that have

been given form in language become enlarged from particulars
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> into maxims. The need for efficient soé¢ial intercourse

Adriveé,any language toward standard expression but in oral

'”cultures, the need for the known and the staqdarq is

particularly crucial for social cohesion. fihftﬁe”pe:iod QQW’3;¥

preceding thevinvention and spread of alphabeiicfﬁriting'in”f w
Greece, it is generally agreed that the standardLméa;ings
and forms were embodied in the Homeric epics.

These meanings and forms, being readily available to us
in the written record, have been exhaustively exaﬁinegvby
coUptless scholars. What is important for the pufpose of

¥

the thesis is to clarify how the embedding of these meanings
and form; of expression in the mind affected the capacity
for thinking and interprefing the world. That is, how waé
thinking éfﬁgcted by the means of tranémiss}on, by narrative
structuré, byffprmulaic }an%uage and bylfhe igperpretive
device of episodic exemplars?

Under conditions of orality, the poetic form of the
epics, with its use of repetition, rhythm, allitera%;oﬁﬁgnd
assonance, and its balanced pagterns like paralielism é;d
antithesis, Effered the required mnemonics to assist the
memory of the poet-singer and his listeners alike.

'Agcording to Alfred Lord's carefully analyzed recordings of
the Balkan oral poets, the poet‘féébnstructs the narrative
- with each telling, sqmewhat as fﬁg_ja;z musician undertakes
to réndef,a known melody and:iﬁpfbvises withffécognizable_! N

—

jazz phrasing. The poet; likewiség Enowing the content of
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the story, recounts it in song by patterning together
metricaily arranged verbal phrases,of which he has a vasff
store in his memory. As iméortant as the poetic form was
the narrative organization of % meanings and knowledge to
be learned. Stories have characters and action which engage
the emotions and can be.both visualized and identified with.
R What can be;visualizéd can be held in the memory and readily
remembered. Not bnlyxwas,narrativevthus essential, given 7
‘the purpoée ofrthe telling, because it could "live" in the
mémory, but it was also essential because, as Havelock
(1963) points out: "Only a language of act and of event is
“‘;amenable.tp the rhythmic and mnemonic processfi(p. 173).

] As“;éhicles of the collective sécial memory, the
Homeric epics were peopled with characters-who came to serve
as generalizations or idealized models. Since the episodes
whieh make up the narratives in both The Iliad and The
Qéz;segare‘%ow thought to have been based on actual events
'iA the' .distant past the characters were?perhabs once actual
persogs. "Vico argues for the historical bases.of the first
stories éﬁd, more recently, Heinrich SChliemaﬁn's findings
from excavations at Troy and Mycenae offer mo?é sécgre
grounds for making an historical connection. But over time,
'some of these historical figures were transformed into
heroes ané g;ds with divine péwers, made larger\than.they
had been in: life. Aucﬁaractér such as Hercules and the

stories about him would exemplify particular features of
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life, Vaiuesyand beliefs.;1Conversel§;'features of life in
the real world which resemb&ed what was modelled in the epic
were both perceived and given meaning and’ Siganicance by
being described in terms of the known poetic character.
Stories of the actions of the characters in the epic thus
constituted a lexicon. hIn our own time, the\equivalent
heroes and stories mightfalso be seen to constitute_a'
cultural lexicon; albeit one shared by'people who‘are'
simultaneously members of other cultural groups. We. can
readily recognize in our own society, I think, the same
propensity to mythologize and idealize persons who have
distinguished themselves in a public way and to imitate
their behaviour, whether consciously or unconSCiously
Because of the way the narrative is organized ,each
episode stands as an event in time, separate and;disiunct;
each has the potential then toVServe as an exemplar of v
raditional and thus acceptable interpretations of
experience. IndiViduals could make deCiSions_on the basis
ofvtheir understanding of these known, typical instances of
behaviour. The crucial factor in this process, of oourse;
is the individual's level of familiarity with the’ exemplar “~

instances. Both the instances and the terms in which to

express them had to be in regular use or they would be

. forgotten and replaced. As points of reference, they appear.

to have covered a vast range of details of what Hayvelock

terms the "proprieties of life," offering guidance for moral

e
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' deClSlOnS or procedures op how, for instance, to conduct

¥ r
blrths and burlals, neﬁbtlate war. and peace, or nav1gate

G

-'3 What thlS means is that 1ndryrgual ]udgment of the
nature of any glven act was made by reference to an 1nstance
rather than'a prlncrple. It was not Just any pereonal
instance, however, whichpwe'would recognize as a still very
common way ofpmaking ﬁudgments. The exempiar offered in the
cultural tradition had been publlcly approved and was handed

N
down as public truth. Our current practlce 1n law of e

gearchlng for precedents is 51m1lar though it proceedsyln a
reverse direction. The law establlshes the prlnc1ple on b
which a judgment is to be made but its enactment in a
particular case is an interpretation to which subeeduent'
judgments can be referred. Thus‘each'precedent,'like?ihe
episodes in the epic, 'serves as an exemplar for future:;
reference. To what extent this was the common,p;actice; it
is notﬁpossible to sapialthough the arguments putafdrward by
bokh Hayelock and ParrY‘would leadlus to believe thét‘the

instances were so deeply integrated into the individual

consciousness that referring to them would be akin to -

,referring to one's own experience. Such habits of thought

would certalnly have kept individuals tlrmly enmeshed in. a'

web of relatlonshlps that establlshed who they were and why N

- and how they should behave.‘-As Parry (cited in Kirk, 1964)

points outg';f;-



these ways of making‘meaniﬂg~emphasize constanfly::ﬁnﬂ
h;:ihé accepted attitud; towaré each thing ih’thq

world and this makes,fof ;“great unity of “

experience...Human beings\sgy the same thingg

about the same things, and so the world to thém[: K

- 1

from'ffswmost concrete td‘iés\most metaphysical -

: parts, is one. (p. 50). | :
\Suchlhombgeneity aqd-coherence of experience is
vdifficult to cohceive ofiffom the Shif£ing vantage points of -~

ucontempdrarfimulticultural,society; There must. have been
what is for us an almost unimééinable inteérdtioﬁ of self 
with thebworld,Jperhaps the kind of integrafién'which’is~‘
recogﬁized néw as the fleeti;g'sense Qe'call:ﬁ9ceanic"?—the
‘peak experienée of loss of consciousness of éélf and
identification wigh the world. What is for us é‘moﬁéntary'~‘“‘
rawareness, reflectively recognized, was for the poetic mind ‘2?
an unconscious condifion of living and being in the wo;ld.e's
According to Mircea Eliade (1949/1954), early people could?~:’$
not have conceived otherwise of themselves: ) |

In the particulars of his conscious behaviour}{the ‘ f

"pfimitive", tﬁe archaic man, acknowledges‘pg act’

whichﬂhas not been previously posited andAlived’by

somectie else, some other being who was not a mén.

What he does has been déne before.  His life is

the ceaseless repetition of gestures initiated by

others. (p. 5).
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'That the soc1al repetitlon of eplsodes 1n the her01c eplcs

'constltuted the ways of maklng sense of experlence explalns

their: functlon in the culture.; Knowrng thelr contents was

L -~

“clearly not equ1valent to learnlng Canadran h1story in Grade
7‘16 They had to be part of the common knowledge. The means'
gby whlch they’were tranSmltted had also to be more effectlve

than ‘most teachers seem to be 1n 1mpart1ng Grade 10 Canadlan»_:'

hlstory E ﬁf, . :"fb- o : o i if_'yfzi

&

The presentatlon of th1s poetlcally narratlvely

organlzed knowledge LS llkely to have contrlbuted as much to{i5’>

its acqu1srt10n as the form.: Slnce 1t had to be embedded lnfﬁf‘

the consclousness Qf llsteners 1n order to be used as’ a’

A

means by whlch everyday experlence could be understood

1s unllkely to have been learned 1n the mechanlcal manner we,

'tend to assoc1ate w1th memorlzatron. It had to be by means

v

of the poetlc performance that the poem,. and thus 1ts

messages, could be not merely heard and understood but f

possessed Although we. can only guess at what thls

z,-..

performance was llke, Parry and Lord (1964), whose studles

of oral poets-were: mentloned earlier, gave accounts of the

techniques of presentatlon. It seems probable that those
practlsed by the early Greek poet~s1ngers would be very

similar, both because their 1ntent was the same:_to
inculcate the messages of»thefpulture and because they were -

using a similar vehicle: a lengthy narrative poem. In his '
performance, theipoet’would“createﬁﬁa highly sensual

™~
Al
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experlence. he chantlng of the narratlve, accompanled

"f’usually by the repetltlve, hypnotlc beat of an 1nstrument

:*:;thelr‘songs. ~For both llstener and poet the experlence

“blended the rhythms of. body and language.f The effect on the

',:llsteners was to 1nvolve them mentally, phy51cally and

e

Hemotlonally f They ldentlfled wrth the poet the poets wi

;mobilized‘"the;entlre;nervous system;..to thertaskvof
K;memorization“‘(Parry'& Lord citedffn Havelocklbl§63
p- 151ft> The part1c1patory nature of the poetlc performance
encouraged an empathetlc relatlon between the "learner"rand
what was belng learned. o | |

~ As”archaracteristicfof oralvexpréssion, i;‘waspnot
simply theykind of empathyfwe‘associate';ith feelings‘of;t
'recognltlon and sharlng; but a much more pomerful L
71dent1f1catlon.l Havelock (1963) suggests of thls
,1dent1fy1ng that “psychologlcally 1t is an act of personal
: tcommltment 'of total:engagement and-of emotlonal

‘identificationf (p 160) 1'IthAs'a WsubmiSsion"-or

' surrender offthe mlnd\to a learning.process mhich was a’
fcontinual act offmemorizatlon, repetition,’and’recalltf(pp
157).h ltIWOuld be a'mistake therefore to equatefthfs
‘process ofrmemoriaation with»whatVWe typically'mean Qhen'we:
talk of memorizing'alpoem, a yocabularyylist or'arithmetlc‘
tables. Such acts of commlttlng to memory. are merely rote

recordlng of lnformatlon. acts of w1ll to imprint codes in

the memory. The process of memorlzlng-ﬁhe cultural

.



.

Lnformatlon of the eplcs engaged the mlnd senses, andr

e emotlons of the learner. There was no d1v151on of

£
<o

ls"affectlve " and "cognitive"rmodes.g The learnlngfwas‘iived )
| through--1nd1v1dually experlenced and v1suallzed—-and thus-v
rrable to be held in the memory B |

As I suggested earller,.we must assume that 1n the
spontaneous composltlon of spoken language we. express
1nternallzed Language struetures. The characterlstlcs of;
the . famlllar,\formulalc language of the eplcs, as well as
;1ts éontent would have been 1mpr1nted on the minds of |
7“’llsteners and affected thelr oral expreSSLOn. G.S. Kirk
",(1962) suggests we "think of the process as one in Wthh “the
vaccustomed phrases ,.etwere] dropped 1nto the llstener s
consclousness “(p. 193). Ordlnary speakers, of course;
| would:be unllkely to practlce the economy of phrase of the
”fpoemsior to choose to convey thelr ideas metrlcally since
‘fhey dld not need to reconstltute from memory a vast
' document of the cultural hlstory.f Poet—s1ngers, after all
>Were performers whose long apprentlceshlps prepared them to

tell the hlstorlc tales. The llngulstlc structures- |
'avallable to themvwere, no doubt, E"to some extent formallzed
and separated from that of real llfe,“ (p. 195) as- Klrk
'says. They were,not, howeverv out31de the malnstream
language uses of their culture.
| Formulaic, poetic language was reinforced'in ordinary

social or political settings.‘\According to Havelock, such



5‘“framed" Havelock (1963) says, "as though they were also\
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“~

people as c1v1c off1crals and rulers made formal

' pronouncements 1n Verse.' Judgments were handed down in

‘verse. It was obv1ously recognlzed that neW'p011CLes must

somehow be 1nscr1bed 1n the memory or they could nelther be =

e‘b;;grasped nor carrled out. They would also COmmonly be

-

v'viacts and words of the’ ancestors (p. 121) i Anyone who has

fgrown up on today s teleVLSlon adveﬁt1srng w1ll recognlze

the effectlveness of such‘technlques as the use of verse and

~ the volces of heroes. Presentlng new 1nformatlon in thls

manner has the practlcal effect of making 1t memorable and

) glVlng lt 1mportance

>

' From the accounts of the SCholars whose work has been

* - drawn onso far ln “this chapter—-Havelock Klrk Ong, Parry,;u,ﬂ7 )
‘and Vlco——we may be persuaded that the methods of the oral
7--trad1tlon were extremely effectlve in preserVLng cultural

' knowledge. In gatherlng together the features of the

cultural condition_of;orality) Irhave'attempted, albeit

briefly, toicharacterize itdin.its organic wholeness, T,
began the chapter withja general discussion of composing,

fdrawing'attentionwto‘somefaspects“of the relations between.
‘~thought’and its*merbal expression. I then looked
‘specifically at composing in pre-literate Greece and

“sketched”out"whatfseemed“to me to be the principal features

of the cultural context in which it deyelopedkf It appears*

that the oral tradition provided’cOntinuityhand not only
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held a way of life intact but could accommodate change.

According to Kirk, the cultures which developed on the
Greek isiands and the mainland between 1500-800 B.C. were

highly sophisticated. They developed their art and

architecture and had successful systems of social and
political organization and commerce. Athens, in particular, .
; managed to achieve "a relatively advanced state of material
culture...despite total'illiteracy" (Kirk, 1962,Ap. 46) .
The oral-aural techniques of the poet-singers appeared, as
we have seen, to furnish intensely unifying and living
‘experiences; The oral poet stimulated the imaginations of
- audiences and filled them with rich mental associations and
- a strong sense of harmony. Over time, the collective mind

4

a531mllated to ltself multlple layers of poet1c12ed N
. historical experlence Whlch became highly dlfferentlated'ﬁ
Concrete events became formallzedaand coalesced around
>centra1'ideas,xintuited rather;than:explicitlyyknown. Into
"~ that livinoxfabriciof theﬁpast,the:poetsfnove; strand by
strand, the experlence of the present connectlng ‘and
“extending it with new fragments of new texture and tone,
‘malntalnlng meanlno and CODtthlty

| Follow1ng Parry, Lord and Have10ch I have referred to
‘the forms of the language used by the poets as both poetlc
and formulalc and. as lndlcatlng a poetlc1zed consc10usness

whlch has particular consequences for thlnklng." All

formulalc_language_places limits on what,can be thOUght:ﬁ‘
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about and‘expressed. * Although, amid the linguistic
diverslty that tyblfies a'WeStern urban culture, we.are not
limited to the use of formulaic language, most of, us need -
look no further than ourhown speech and wrltlng’to observe
how cllche,'eplthet, and stock phrases operate to link us to
particular sdcial groups. Phrasing which is generalized and - .
formulaic rather than unique and particulari<is the currency
of our connectedmess and ge -readily acquire it in social
1nteractlon. Its use is certalnly not, conflned to oral
cultures, but- Havelock ] obseryatlon is that in conditions
of total orality, formulaic patterns’dominatedAlinguistic
expression. He points, ror instance, to the "curious"
written language of such pre-Platonic ohilOSOohers—as
lXenophanes, Heraclitus,and %armenidesl In their style;rhe
notes the formulaic patternsdof oral comoosltion andf
concludes that that, style represented "not - merely certaln
verbal or metrical hablts but also a cast of thought or
mental condition" (Havel)ck 1963, p. x).

| The comblnatlonaof formulalc phras1ng and metrlcal

'pattern would have been partlcularly constralnlng.l "[The

oral~poet]... practlsed a drastlc economy of llng01st1c

statements. There are a mllllon thlngs you cannot say at »
all in metrlcal speech,' says Havelock (1963), "andrlt '
follows that you will not,thlnk,them elther"‘(p. 149).: The;"

constraint arose out of the necessity for a'language;whlch'ﬁ.'w

was;rhYthmic, vivid and'memorable. In seVeral of his works,
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Havelock describes with examplés the kinds of patterné and
constructions which appear in Homeric passages.:~&hes§ti 
includedisuch devices as semantic parallelism: "Hect0£ is
dead; Iallén is Hector" (Havelock, 1963, p. 147) wherein the
image is maintained but the words slightly changed;'pr
répetitién?;nd semantic variation: "Hector'i; dead; fallen

is Hector. Yea Achilles slew him Hector is defeated, Hector

"~ 1
-

isnagéd}" Factual}séﬁéeﬁghts hédfto be stated in the form
of;aqtion witH_subjeéts that Qefq agents. In one of his' *
examéle%i/Havelock‘(}i84) pi£es the opening lines of The
lliéﬁ;wﬁich finvitéit‘é mdéé‘to *sing the wrath of Aéhilles,
tgé<wfath‘thaf ravages, the wrath that placed on the
Acﬁééané ten thousand afflictions'" (p. 73). Proverbial
~kinds of utterances were also common and they too expressed
,ideas’in,terms of 'subjects and actions: "An honest man
aiways;prospers"f(Havelock, 1986, p.76). While the demand
'for i@agé, action, garrative, and rhythm in language
vaioqslylmade it possible to say and communicate wﬁat
néeded;té be said to carry on in daily life as well as to
tranéﬁifrcultural knowledge, that demand also constrained
what could be said and therefore what could be thought.v

Iﬂ Milman Parry's- (cited in Kirk, 1964) judgment,hﬁthe
formulaic expressions which all people use are fel£ to Be in
perfect accordance with reality, to be an adequate
representation of it" (p. 51). Appearances, however, must

sometimes have seemed, to individual minds, to conflict with

£
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A\<S;m thé;Sfaﬁdafd conception of them. Parry describes Achilles
as the one character in Homer who appears to recognize some

4 '

, ‘ , ,
anomalies ‘and contradictions. Parry (cited in Kirk, 1964)

e
-

comments on: o

s o

the awful d;gtance betwgen...gﬂe truth that
~society img&éés on men and what Achilles has seen
to be true %br himself...Aéhilles is thus the one
Homeric hero who does not éccept the common
languaée, and feels thatfitfdoég not correspond to
reality... Achilleé{itragedyé‘hig’finéi.iéblatign, 5
is‘ghat he c§ﬁ7in ﬁb/seﬁse,«i%ciud;ng‘that of-
llanéﬁagé}(ﬁﬁliké{,sayg-gahlet)“leave the society
. ,whi;:h has become abii'enf t5 him. (pp. 53-54)
Aéhilleé' ihsiéht,vwhich he exp;ésses in action but
"has no available words to express directly"“(Parry, p.:54),.f
shows awireness of4alternatives énd of ambiguities, gmf.
awareness which is at the source of any composing Or " ‘
thinking process. Had he words with which to articulafefﬁhe
ambiguities, "th; hinges of thought," as I.A. Richafdsfﬁt
(cited in Berthoff, 1981) calls them, Achilles could exﬁress;f
directly what he has grasped directly. The,heroic‘trééition;:
had been a legacy maintained by oral poets\for two or threé
hundred years during a time of complete*iiliteracy.ﬂ“ ;'
» Althougﬁ Homer had transformed the herqic characters;lﬁaking -

them at once less steréotyped and ﬁéré\gubtle, the heroic

tradition was-probably sométhing of an anachronism.
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Achilles' cilemma ma& represent a disillusion for which he '
lacked verbal means of expression. Such power was yet‘to
come. 1In the oral world‘of which Achilles was a member,
thosejparticular means were not yet available}

What was required as means in the language was ‘the.
invention of a new syntax which-could express experience in
an alternative way. With the lnvention of alphabetic |

"wrltlng around the 8th century.B.C. in Greece, such a syntax

waS~gradually developed. Slowly at first, but by about 500

%

=
B.C. at a rapidly accelerating pace, writing became common’
and\readingfwidespread. Writingkprovided an alternative to .
face to‘face”communication which; in itself, had broad
"social inplications{ Historically, the invention and use of
‘_urltlng offered later generatlons a record of Greek life and
thought durlng the extraordlnarlly fertlle cla531cal period.
What  has come to be called the Golden Age produced art,
~drama, phllOSOphy and hlstory whlch have had profound and
lastlng effects on, the course of Western civilization and
thought:' Such remarkable achlevements‘have prompted
scholars ever'slnce to Qearch,for'causes and explanations}
fUntil recently; these explanations have generally been
grounded in what we mlght call soélo political and economic’.
realltles. Over the past several decades, however, h
attention has been pa1d to a factorkthat had been more or
'less‘invisiblee the—impact‘of a ney technology, alphabetic .

writing.
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" Dizzied by the rapidity of technological innovation in

our own time, we know that technology affects what we do and

{
v

how we think and we try to analyze the nature of those

effects and what we judge to be their costs and benefits in

-

oﬁ#gifvégg’ It ngfas'ajgpnsequeqce of such analysis that
Piatd;iééﬁed his;éaﬁtiéné about the limitations of written
langdagéAaha théuaéng§ﬁ pf reducing the power of the memofy.
As a conéequéhce of analyzing written language in "thousands
of passages of Greek literature from Homer to Aristotle”
:{Havelock, 1986, p. 23) Eric Havelock, among others, has
advaﬁced the general hyéo?begis that changes in modes of
communication enable the development of neé-wa?s of looking
at the world; that is, new w;ysaoj thinkiné.k‘More
spedifically, He:érgues that tﬁgrSpread of alphabetic
Ehriting in Greece‘ﬁot only coihéi&éd with thelunf?ersally
acknowledged changes in thinking and ideas, but was
‘}nsprumental in their development._'For the purpose of this
Ehesis{ we need to understand the'réasons put forward for

this claim and to consider the implications for a concept of

literacy. ,

The Transition To Literacy

The principal sources I-shall draw on in this .section
..are ffém'the work of Eric Havelock. Havelock's original
liahaLyéis and conclusions are among the most widely cited *n

) d

the field of iiteracy studies. He has been specifically



concerned to characterize the development and effects of
A

literacy within the particular cultural context of classica
Greece. Between 1963 and 1988, Havelock produced a series
of historical studies each designed, as he says, "fo
demonstrate what may be cailed the growth of the early Greek
?,mind" (1§63, p- vii). He saw his approach to the task as a

.

_rédical depatture from the assumptions on which other

accounts had”aepénaed. He;analygédhand described in detail
the syntax and othefulinguistiq:feg£ures of the Homeric - -
 -epics aﬁd‘compared them with later literate works of

. classical Greece. Whereas.other studies of the Variatzons
in Greek vocabulary had tended tq arrange the words
analytically, Havelock's looked'at;yariatioés in meaning as
historically situatgd,aﬁd developed. A .

Basing his argume;t on the assumption that "direct
evidence of mental phenomena can lig only in linguistic
usage" (p. vii), Havelock (1963)‘interpreted differences
béfWeg% "oral" and written texts as iﬁdicativé‘of changes in
the p:;terns of language internalized in the mind. The
exélanation for the changes lay, he proposed, in the effects
of the invention of the alphabet and the general spread of
literacy. The use‘of writing affected;phe development of
new kﬁowledge in ways more profound thaﬁ simély affording a
means of recérding it. Although we may consider that\his

case is overstated, his thesis warrants attention, not-only

as a plausible explanation of significant changes in ways of

FES

”
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thinking but as a contribution to understanding the nature
of literacy as it developed in classical Greece.

It is not my purpose to argue for ;r against Haveiock's
case. Rather, my purpnse, as part of my investigation into
how classical studies may helb us to conceptualize }iteracy,
is to outline what seem to be the aspects of Havelock's
argument that are most compellinc for understanding the
particdlar character of Greek literacy. 1In what fallows,
therefore, I set a context forAinterpreting Havelock's
claims, outline his arguments, discuss the problems and.
questions that they raise; andtcahsider the implication§tfor
a concept of literacy. - ‘ Y

First, let us be clear about the intended applicatién
of Havelock's claims about the effectsréf wrltlng %LBQQe
referred above to his noting dlfferences ln oral and wrltten‘
syntax and usage. Havelock regards these changes aslf5 ’
de%ining a "cultural situation." As we have séen; until
about 700 B.C. that Greek sitgéﬁion was predominantly oral
and only gradually, as readiAé became common; did the miiigu
become literate. 1In te£ms offfhéﬁculture, theanorms-of
orality were gradually replaceézby the new Aofms of
.literacy. What Havelock claims'as effects of'iiteraCy,
\Héwéver, are effects within the culture. Literacy
conditioned the ‘meta-mind' in ﬁhe culture, or &hét we might

call the cultural consciousness. Whatever is part of any

culfure is there as a "given" to 'its members but will not
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necessarily be reflected in all of them as 1nd1v1dUals.
While every 1nd1v1dual mind w1ll necessarlly be affected by
literacy in a llterate culture (barrlng physical or mental
disability or completeksocial isolationj the nature,
quality, and degree of that llteracy mlght reflect only in
part what could be described as characterlstlc of, or T
" inherent in the whole. The point ls‘lmportant to thlsw)”
discussion since the clalms that are: made for the effects of
literacy cannot ‘be extrapolated to apply in a spec1f1c~sense
to all individuals in the culture.' | | ‘

A second point; relatedfto,tne above, lsthat Havelock
takes an historical.perSpective and is making comparisons
between texts which were produCed across a span of several
hundred years, and between forms of wrltlng ;nlch developed
over an even longer period. Tﬁé task is comparable to

looking at the development oﬁ%the novel from:Henry Fieldidg
, % S

in the 18th century to Margaret Atwood in the 20th. Careful
& . ‘ e

PN

study of the characteristics reveals changes over time which
the critical reader will seek-to eXplain according to a ,
theory about possible causes. The SLgnlflcant dlfference
between Havelock®'s study and that of the progress of the
novel is that his "texts" are both oral and written. The
word tekt as applied to oqral composition’is, of course,
something of a misnomer. kSUch composition becomes text Shly

after recording, the process.of which ddubtless affects some

of the meaning, removed as‘lt is from,the'context of

s o

L
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performance and given a merely visible arrangement. What we
may examine as text may be rather like "the inanimate corpse

. !
which remains after the vital gpark has fled” as Levi-Bruhl
says of written hYths., Corpses, however, do have all fheir
parts, if we are luéky, even if we cannot see them in

operationz« It seems legitimate therefore to compare

linguistic$§eatures of thgse transcriptions with those of
- genuine "written" composi£ibns, provided that they can be
regarded as otherwise %quival?nt.

That the texts derg originally composed orally does
not, as we know, impiy transience. The oral texts that
Haveloc%.compared with latef written ones were not the
transcribed oral langHAge of casual conversation or personal
interaction. Indega, it is érUcial to his thesis that the
texts he uses have a/particular status in the cultufe. The
texts of oral composition, such as the Homeric epics which
Havelock uses as his source, are those which have a
formalized place in the traditions of the culture. They had
multiple functions, as we noted earlier: they‘ﬁrgnsmitted
the traditions and beliefs that needed to be pgéserved in
the individual and collecgive memory and provided a
principal means by which individuals could intef;retland
understanéﬁ#heir soéiai experience. xWhile all thertexts he
studied were ‘those which embodied culturaliy valued /

kppwledge}‘they differed in the way “they were-composed and

transmitted: some depended on sound and the voice, others on

-
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sight and script." The perlod -after. 700 B. C was not the}ia
jflrst tlme the Greeks - had acceSS to a symbollc system for

wrltlng The Mycenaeans “used a syllabary w1th whlch they.

»”

recorded malnly admlnlstratlve, mllltary, and commerc1al

information. No extens1ve texts of dlscourse have been}’

tiffound and such compOSLng as is represented on the tabletsw'

'*class1f1es data and commemorates lmportant c1v1c or mllltary

hoccaslons. Drawlngs often accompanled the word lists and ltlfdfy

lsﬂsupposed thatritems could thus be:understood by non-v‘“‘

llterates as well as llterates. The prlncipaliuse of. the‘:{
”syllablc llteracy appears to have been to’ aSSlSt the memory:
'.by storlng the klnds of information-. whrch can be llsted

~_Some famlllarlty w1th the content is almost a

prerequ151te for understandlng pre alphabetlc wrltlng,vsnch‘
as syllabarles, srnce>the symbols do hot correspond dlrectlyi\;
- with the spoken words, creatlng amblgulty in the keadlnq and\

A

‘affectlng also the speed of readlng The reader of o~

syllabarles has to be addressed in recognlzable ldloms and
themes or else the meaning can neither-be recognlzed_or‘
accepted. What can be written andlunderstood'therefore is
much more limited than what can be spoken. iThe Greek
alphabet, in contrast, offered‘such“afprecise analysis of-
"sound that it was possible to represent oral language
~virtually as spoken. When read, the silent and visible }{

words could be recovered as sounds. That chelsounds of

lanquage could be almost exactly represented and that thus -
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f‘the language was?visible‘were the‘two characterlstiCs'of“y

5»Greek alphabetlc wrltlng whlch Were key factors 1n the'

-

o development of new ways of thlnkxng and/the development of

‘ﬂ°'new knowledge.?’

. The alphabet con51sted in symbols whlch alone——or, as -
:.proved necessary, ln combLnatlon—smade ltApOSSlbIE—fOI a
Zspeaker to reconstltute the sounds of Spoken language vlThe
~hor1g1nal Greek alphabetkof twenty three symbols was devrsed
h;llke all alphabets, ‘as' ‘an lnstrument of acoustlc | J
recognltlonf (Havelock 1974 pP. 55) to prompt recovery of
-ancient Greek. Wlth such a’ small number of symbols, not
.eVery sound had a correspondlng symbol - SO there waslsome ’j,
h onus on a reader to guess and thus some room for amblgulty
‘,Nonetheless, the alphabet ‘in’ the early form and as it was.
‘modlfled later by both Greeks and Romans, was a remarkably
eff1c1ent tool Havelock suggests that it had three
strengths Wthh helped to encourage its use and acqu191tlon‘§
'by a majorlty of the populatlon it prov1ded'coverage ofh_f
almost all. the dlstlnctlve sounds ih the language,lthep’
?relatlon of sound to symbol requlred almost no gues81ng or
choosrng by the reader, and the number of shapes dld not
overburden the memory - Once the symbols had been learned
they were lntegrated 1nto the 1nd1v1dual s mental apparatus
: They could be spontaneously prodUced, requlrlng attentlonx_
perhaps when, as inhspeaking we might be uncertainvof‘the

conventlonal pronunc1atlon of a word, the. wrlter was

Py
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nuncertaln of conventlonal spelllné |
Slnce.sound could be - unamblguouslp rendered and
rrecowered Unfamlllar 1deas could be wrltten down and
rthought about——an‘act1v1ty that ‘was hlghly’improbable under
'the former oral condlﬁions,'or w1th prevlous alphabets.. |
ThlS does not mean,'of course, that the language of the oral
culture had constltuted some klnd of mental bank of | |
.unchanglng statements The capac1ty to use any lanéuage
already 1ncludes an ablllty to 1nvent comblnatlons of wordsny
in sentences and to "produce/ understand an 1ndefln1te ‘
number of sentences"k(Taylor, 1980 p 289) 'Such

1nvent1veness is a. condltion of oral language expresslon.

ﬁ'kMax Black l968),‘1n The Labvrlnth of Lanquagi descrlbes the’
. process.‘: N | - o |
The secret [of llngulstlc 1nnovatlon, the capacrty
ﬁor'generatlng sentences, 1nvent1ng new words,
etc ] seems to re51de in somethlng no less «
fundamental than the apprehenslon of relatlonshlps
"~ in general b. We start w1th the,"structures"l
(sentences) whose meanlngs are. apprehended as
‘wholes. ' As we»begrngto analyzefthesevholophraseslr
,ihto’elementS‘that'can)he arranéed and.reconhinedl
we learn at the‘Same,time‘howato-reorganiée“themf
Thus analys1s and synthesls are 1nseparable ‘
aspects of the mastery of llngulstlc structure. to

be able to divide is necessarlly to know how to -
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g:accompllshed w1th1n and accordlng to the lnternallzed

>Ldemands of the rhythmlc flow. The capac1ty to‘develop novel

: The consequence of the capac1ty for reflectlon on the

“connect and vice versa. (p. ).~**

e

In condltlons of total orallty, fOr 1nstance,

wlnventlveness was evldent in the varlety of ways that

31mllar meanlngs could be stated 'In the example glven

i

_,earller about the death of Hector, we saw the use of exact

'repetltlon, rephraslng, and rearrangement all of Wthh were’x'

statement through wrltlng lS an’ extenSLOn of thlS oral

lnventlveness. It was prompted however,ﬂnot by what the

‘ear could hear 1n‘the language but What the: eye could see on

the page..

The VlSLblllty of wrltten language was as lmportant as

ease and accuracy of representatlon to the development of a

new. dlscourse. When language is’ wrltten down it has a

A

;phy51cal presence detached from the speaker. In a totaIly

S

oral’ world speakers and thelr language are rdentlfled w1th

%

each,other-—the~speakers‘are their words;nln a“llterate i

: morld speakers .can both be dlStlﬂgUlShed from~ the ob]ects

B

v';of thelr thought and see- themselves thlnklng In an oral
‘ 1world ,as Ong (1983) points out when the story is not belnq
'told} "all that ex13ts of 1t is the potentlal in certaln

- human;belngs to tell"rt"q(p.. ); When ‘the story is -

written, it exists both,inslde and outside minds andﬁJin the :

written form, is avallable to be read and reflected upon




| j}61’fl;;7?y
- ﬁeanlnguof the language which was afforded by ertlng gave.'v.
'm_rlse to the capac1ty foraéovel statéments.s These statements
"were not 31mply alternatlve ways of phras;hg ex1st1ng 1déas
but embodled alternatlve or new meanlngs and 1deas;n;1-‘ |
‘New language and new ldeas emerged Havelock suggests,
when ex1st1ng vocabulary was set jnto neW'contexts.;fNew"tjs ';;'
tcontexts tend to transform the familiar, allow1ng us to”see
f7potent1al1ty where none had been seen: before. *In.the cases ~
.of language, a new syntax establlshed new . relatlons of words.;
nand gave rise to new meanlngs That new syntax,’of course;
took fime to develop. Inltlally the alphabet was used to ‘pf47‘
transcribe the oral record and both these tran5cr1ptlons and
y _

" early texts are characterlzed by techniques borrowed from -
oral mod;s of composition. By'way of‘example of this
transitional period, Havelock (1986) cites a passage from {if’i
Hesiod on justice.  In Homer, the term justice (dike) occurs
but neéer,AHavelock claims, as the formal subject. of a‘
discourse. 'Although‘the passage shows that what Hesiod.
intends is a descriptiue definition,of;justice,”he has not
developed a syntax for such a definltion. The passage is _ .
“thus a compilation»of what Havelockgdescribes as "dynaﬁicf? //
situations in which justice singular or plural features asjdv
subject performing/or an object belng'performed‘on“ (pf
102).‘ In an example from Sophocles, the choruston the :

genius of man, Havelock notes that the description of

- features does not tell us what man is but what he does: '”A
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serles of man's properties as a spec1es is spelled out in

short narratives of things we do...These are_ not

deflnltlons, not . conceptuallzed abstractly But they

approach the language of definition, SO far as they are cast

in the present tense" (p. 104). - o

A quotation from Aristotle (Ahtlgone;a33é—33 c1ted in
Haveleek, 1986) more than a century later, also abnut the‘
‘érppetties of man, exemplifies the transformation to a.new :;
@ay‘ofheipressing ldeas: "Man alone,of anlmals pesSessesh 
dlscqurse ; As man is the best ef animals, so alsg sundered
from law and Justlce he [is] worst of all" (p. 105)
these statements, the word is figures as a means of llnklng
| . a subject to a class or property:?not an action. In 1ts
.fearller, oral contexts of usage, tg_gg had 31gn1f1ed
ciﬁpresenqe;fp0wer; situational status‘and the like. 1In its -
litefate,contentsfot.use, it signlfied a timeless relation
.F,Of abstractlons.f Thus-, to rephrase)an_ekample given ’
:/earller,,the new‘syntax could say ‘Honesty is the best
pollcy .as well as; “An honest man,always prosperst"
6Havelock 1986 p. 76). ’

| When what Wasrstored in the mind could be wrltten, it

eould then be:stored outside the mind, frelea51ng," Havelock
(1976)ksays;:"mental enerqgy" fotjotherukinds of intellectual
aetivlty uhich ultimately meant:a new;Logical or, to use

Bruner's (1986) term, a "paradigmatic" mode of discourse and

"ap immense expansion of knowledée available to the human
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mind" (ﬁeveiock, 1956{ p; 46).

| ' In a paradigmatic mode, invisible aostractions take
the form of categor%es,”classes,_principles, axioms and
relationships which are used to reorganise the wor%dags“
expefienced‘by.the senses and to remove eXperience'from
specific and concrete contexts Plato dlstlngulshes,:tor‘
tnstance, the'person who cannot talk of beauty except in
reference to particular examples of it and the pereon who
grasps the concept of beaoty in ieolation from any"tﬂetéhces
of it. The latter grasps the world as intelligibie, the

former as merely "sensible.” The one understands .the world

with concepts as distinct from images, and with abstractions

as distinct from concrete, v1suallsed events.

Havelock (1963) acknowledges Plato's debt to the "great
ploneeang effort“ (p 260) whxch preceded him, but points
out that lt was Plato who 1n31sted on the need foré

dissociation from the human lifeworld and for a conceptual

‘language to teplace the imagistic one of the poetic, oral

. &
mindzl It was part of Plato's achievement to discover and to

analyze exhaustively a "new frame of discourse andra new

klnd of VQcabulary Havelock (1963) suggests that Qhat

Plato lntends to accomolish;through tois discourse;ie
an awakenlnq whlch converts the psyche from the
many to the one, and from becomingness to
‘beingness; this...is equivalent to a conversﬁbn

from the image-world of the epic to the abstract



world of scientific description, and from the i : iy; -

voéabulary and syntax of narrativised events in

time towards the vocabulary of ‘equations and laws

ané formulas and topics which are outside

time....Platonismiat bottom'isfah appeal to

substitute a conceptual discourse for én imaglstic
{

one. As it becomes con&eptual, the syntax

changes, to connectsabstractions in timeless
I TR - " "
v

relations inégéad of countihg up events in a time
series; such discourse Yields the abstracted
objects of "intellection.” Plato can never
separate any discus;ion of these objects from the
acﬁivity of thinking that apprehends them. - They
aré'noeta or they are nothing. (pp. 261-262).
In the,d?velopment of this new diécourse, it was not
necessary to invent new words. As Havelock (1963) points
out‘gy way of example, words which can be translated as

—_

motion or body already existed but in the new syntax each

was "shorn of particularity and becomes stretched to the
dimehéions of a concept"” (p. 260). What Havelock seems to
imply, here and in his related examples, is that knowledge
of the mé;ning of these words ceased to depend on and derive
from the actual physical experience bf motion or body. Once
the words were used as concepts, or, in Plato's terms
"forms, " knoQing their meaning was to know them,‘not as -

transient concrete instances, kut as permanent. universals.
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The one was- an act of the lntellect the other of the
senses;’ the one entalled the apprehens10n of knowledge, the
other, bellef or oplnlon.ti,u J
The consequences of what we might crudely call the
”separatlon'of_mlnd and body;f,whlch was a productjof
Plato's'intellectual analysis;.profoundlyﬂaffected;the
develppmenf’of Western thoughtifor twormillenia;i Wehshallifr
consider softe’ lmpllcatlons of that analysxs for our l
understandlngKOf the development of llteracy in Chapter
Five. At thls.p01nt however,rI want to elaborate'on aTNJ
”hirelated hypothesis;' As was noted earller, maklng thought
:f.v151ble fostered the development of a new syntax, thus the
’capac1ty for;govel statements,'lt also detached what was:
said from the'person who saidilt "Q 1'to use'Havelock S
(1963) phrase,—lt made it posslble to dlstlngulsh "the

knower from the known" (p. 197)

In learnlng to. read and wrlte, 1nd1v1duals acqulred a

S

means by which they could stand 1n a new relatlon to
‘;knowledge which prev1ously had exlsted only; as Ong put it,
as'"potentlalltles" in human mlnds gﬂIn an oral culture as,
,1ndeed, in any culture when a thought ls verbally expressed
toianother, the meanlng‘and 1mport/of what»one has said are
apparent in the{résponse of listéners. When a thought is
e%pressed in writino, the writer canfdecide on and determine
“the meaning and lmport of what’ is wrltten Individuals may

articulate and,reflect, not only on thelr own thlnklng, but

By

RS
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{i/;ultufe, is historically developed.

deélt with here. Suffice it to say that what it means to be ~

3 - " k3
¥ L -
e

by extension, on "the thinkiﬁg’éfgbthers and on the

traditions of their own cultute: In visually separating

I

what was thought and said from the person who said it, -

" writing was a mechanism by means of which it eQentually

<+

became poésible to conceive of a body 6kanowledge which
exists independent of the persons who think and know.
One manifestation of this "separation of the knower

from the known" was the emergence of a new conception of

-

the individual personality as a distinct self. The
- ' w

expe#ience of self as individual depends on a psychological
éeparation from thevextérﬁal envindnment. It requires a

consciodsfrecanition thaf:the physical differences between

an indiQidual'human being and all other objects in the
© . world, animate or inanimate, have their inner counterparts

. which eqhally distinguish:the'one from the‘many;' Beyond

LY

‘that basic distinction is an immense diversity_of

7

conceptions which have preoccupied many minds and cannot be

~

-

a "self" changes from one cilture to another  and, within a

Ve

In Homeric language, Havelock (1984) claims, there

were né direct o; explicit words to éxpress a sense of'anlz
ihdividuai:consciouspgss;{,ﬁThe traditional oral vocabulary
dégb;ibing‘the opefatibns;of the_qb;;ciousnégs.ﬁad‘been r}éh'
but unspéciélized,:drawing no f;pe*distincﬁioﬁs“bépween the‘.;w

feelings on the one hand andzthinking on the dthef, between

Wa
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the emotions and the intellect, betweenysensation and

reflection" (p. 81). Although, he notes, "loosely

o

i

differentiated" operations of human consciousness couid be
addressed and invoked, these "[were] inside you or part of
;&Q in some way, and yet they were not you" (p 82). What
he ‘seems to mean by this is that such operatlona‘as "spirit,

- will, ;1sh desire, dec1slon, sense, heart,;m;nd, wish" (p.
8l1), were common to all persons and,although invoked in the
individual as situations demanded, were not indicative of
uniqueness. Havelock (1986) cites Ach%ltes asyanlexample of
a Greek<ha;o who, he says; "may“haQe.%ad'a “self' in our
sehSé‘éf the word, but he was not aware of it, and.if he had
beea,_he would not have behaved as a hero of the oralist
vocabulary, a speaker of utterances and a doer of deadsf (p.
114). 'julian giynes (1976) offers a similar view of
Achilles as an unself-conscious doer whoé"is obedient to his
godé" (p- 73).

New voéabulary was not necessary for the transition to
self—cohscibusness; existing vocabulary was modifiéd and its
meanings'thereby transformed. Havelock (1984) observes that
the words.which refer tab}hought, mind, and intellect, for
instance, developed by méans of the linguistic device of
adding the third personal pronoun tojtheir early pre-
conceptual and unwritten forms. The addition, sayngavelock
(1984), had the effect of "[emphasizing] the identity——the

very existence--of these new abstract subjects" (p. 80).

= N}
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The meanings of’%héTQbrds alsb,@ﬁ?eloped as they were used
in different coqﬁé&ﬁs. The word psyche, according ta
Jaynes' (1976; fe;ding, supportihg Bruno Snell (13960), of
its use in-The Iliad, meant simply "the property of

breathing or bleeding.i}.No one in any way .ever sees,

- B

decides, thinks, knows, fears, or remembers anything in his
psyche" (p. 271);'.Later, it came to mean life é% in life

force, according to Havelock's (1984) intefpretatidns and

‘eventually, through Socrates' dialectic, "My psyche becomes

~

me'; that is, my?Iife force becomes ‘my {own) self'(p. 85).

© Until the'%éératig\dialectic had accomplished its,historiqal

3

task, theiteims for self and pestn, and?the coﬁéept of

selfhood, did not- exist. Nor under conditions of oral
communication could they exist" (p. 83).
Writing, Havelock is claiming, was thé means of turning

the uhconsbiouslout to consciousness and looping it back in

~on itself with self-conscious use of language. "The

2
S

doctrine of the autonomous psyche is the counterpart of the
rejection of the oral culture...Such a discdvery of self
could only be of the thinking self" (Havelock, 1963, p.

199). That "thinking self,” confronted by his or her own

‘thoughts, ang released from the need to hold knowledge in

memory,LQ§§=ﬁow free to reconsider its own behaviour and
thought. "It could analyze and evaluate instéad of simply ‘
imitating. It could envision change and what "might persi
in an oral world, seek to adjust theiéresent to what Qas
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known from the past and to repeat it. ,g%z UEEY
» . - . :

E ‘Therefseems‘tofbe no set;ohs°disputing that?the

r

linguistic changes Jaynes:and Havelock documented did in

fact.occur and thatithe}’expfessed a new”%ﬁarenes§ of the

- i3
P

self. What lS less oertaln is the exact nature of the
IS ‘)‘ i Qg\ L

relatlon between the spread of llteracy and the development

of a new conpeptxandrne; Cap%CltleS fo%,1nd1v1dual*th1nk1ngf.
The particular.example of the psgche and, ha@ we Looked at‘
them, the examples of the other words that refer to acts of
mind, seem¥§p point td a concept that was as much a pfoduct @:
of the hlstdry,‘etHbs,ﬁlntentlons, and,’ ldﬁeﬁd ?of the greek
psYche, as it was 'a product of theht%chnology of writing.

The Greeks could not‘step'outside their ,culture and think or
Se what was not in .some form, alb&it embryonic, already |
present%as part of the a pigori culturaLlyhshaped mental
setfv It seems plauslble, however, to argue that the change
'would not have occurred without the a1d of writing. What ‘we
need_to recognlze in addltlonlls that‘how the Greeks chose

to use Writing and what they wrote about necessarily
reflected and -emerged out of existing ways of valuing,

-

interpreting and "understanding.

Conclusion

Over a period of roughly two hundred and fifty years,
new linguistic apparatus was developed with which to think

and thus to compose and make sense of the world. The
. -



70
acqusticiaccuracy‘of,thé symboliéxrepresentation of language
affo;dea by the Ggeek alphabe£ greafly enhanced the complex
implicatiéns and potenpialities of the visibility of
language. The‘alphabef, internalized as a system of
meaningless symbols, could be used without being thought
aboﬁ£.  It became a tool whose transparency served as a
w}ndow thrqugh wﬁich‘to reflect on language in the mind.

The visibility and permanence of written composition made
yesterday's fhought pfesent today in its exact past form and
ay&&lable for‘tomqrrow unchanged. Today's thought could be
éompared_with yesterdgy's—-word by word, sentence by
'sentence. .Released from the need to recall from memory, the

~ =
mind could reflectively classify and reorganize its own

l‘r thought.

Out of such mental processes emerged.a new prose syntax

.

~and a new language with potential for'new'patterns of -

organization and new relations.. With bfose),lggiéal‘fx
sééuences and causal connections could be expressed:without
recbdrse to human agents as subjects. In the composition of

. the oral epicf}the need to colonize the memory through

LN

vviCarioqs‘but nonetheless lived human experience meant that

such abstﬁacffrelationé could not be part of the rgcord;

what was to be remembered had to.be visualiied. It was only

-

when the record could be written that the composer,‘"rid of

the need to preserve experience vividly...was freer, to

reorganise it reflectively" (Havelock, 1963, p. 189). The

“,
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‘;%spgil of narrative” céuld be Eroken, therefore, only when
exéérience could be rearranged. in categories, a possibility
of4féarranging that had to awéit the invention oﬁxalphabetic »
1lwriting and prose syntax. 3
h With Plato, the transformation from oral tdxliterate‘
mind was fully accomplished. Plato is credited witH making
explicit the differences bétweeﬁ,the oral and literate
cultures and creating "a new kind of experience of the world
-.fbe refleétive, the scientific, -the technological}‘the
analytic" (Haveléck, p. 67). 1In Plato's terms, the use of
abgtract "conéeptual" language is equated with true |
’thinking, and literacy is tied to’rationality.x The new way
‘of thinking dealt with reality and led to knqy{edgé; the
spell of the mimetic performance in learningfwgs;;éplaced byff;
a di#lectic which developed analytic skill. B .
Literacy invggneralﬁpﬁtq beéémgﬁit%gdfihto3way5Hof
thinking that are"péféicﬁiarly é?i&éhé;iﬁ;Greék éhilqsophy,
history, and rhetqric‘of fﬂgjsecha?half:of fhe'Sth century
B.C. Havelock elévétes fationalify toia conditiohioﬁ miﬁd
distinct from and-superior to thé éral. His afguments |

reflect Plato's antipathy toward the meangfby*whiCh the B 1
culture was transmitted and by which it diséouraéed critiéaiw 7
thinking. Vico, however, invites ué to/qeé'the.rational asL:
growing out of the poetic, a modifiéation, to use his term,<

of the poetic which affords accéss to an‘éxpanded_view 6f

ourselves and the world but does not,”and indeed'cannot,

¢
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frejectvor substitute forlthe4§§itic.' Although Havelock has
1argued for a partlcular way in whlch that expan51on took

‘place in Greece, he has presented 1t as an accompllshment B

Lq‘opposed to and in replacement of what ex1sted before.w The

- non—llterate mlnd is’ thus set agalnst the llterate as both‘

prlmltlve and non- ratlonal | '
| The poeth mlnd made- sense'ln a sen81ble world byl

:analogy and metaphor.‘ The llterate, Havelock clalms, makes

&

sense through abstract concepts 1n an 1ntelllglble world.
Though we do lndeed have non-poetic means of maklng ’
connectlons andAestabllshlng relatlons, these.means

. themselves areistillllargelyrgoverned by metaphord\ Lakoff

and Johnson (1980), in thelr book Metaphors We llVe By,

argue w1th abundantllllustratlons that far from belng s1mply
a peripheral poetlc dev1ce, metaphors deeply 1nfluence the‘
connections we make, both‘culturally and 1nd1v1dually,=as we .
approach the world and express our experlence of 1t in our.
actlons. "Our ordlnary conceptual system, 1n terms”of whlch
~~.we-both thlnk and act is fundamentally metaphorlcal'ln ‘v
 natuyre... Metaphor is not just a matter of mere'gl N
words.. human thought processes are largely metaphorlcal
(pp.'3, 6),argue Lakoff and Johnson-h?if; L :l';' fj ~A

‘ Their evidence and arguments support the expan51onlst
view that Vico proposes.. As our experlence and knowledge of

: the world ekpands, we expand the range of thlngs in terms of.

-whlch we can understand and_experrence other thlqgss'tThe



process by whlch we structure and’ form that Understand;ng,
‘however, may not change. A conceptual grasp of the nature.“

‘70f "motlon,' for lnstance, probably requlres*and depends on

a- prlor 1mag1nat1ve grasp. However we may understand thet“"

y‘role of wrltlng, as a neW'technology of communlcatlon, 1nfv
the development of ways of thlnklng,rwe need to conSLder o

“'carefully the lmpllcatlons of theorles whlch lead us to

»

:’; oppose lmaglnatlon and the 1mag1native conSC1ousneSS to

reason and the 1ntellect.

The llteracy of anc1ent Greece gavthlse to the ,‘i‘:w

Western traditions in llterature, rellglon, hlstory, and
‘hsclenCe. On;what did it depend? It seems clear enough that
: the.spread‘of”writinggin Greede at leasf enabled ‘while it

‘did not’ﬁCtually cause¥— cause berng much too dlfflcult to

assume prec15ely 1n such human affalrs—-the growth of the

lntellect in the dlrectlons Havelock descrlbes. It'ls kess®

'clear that Havelock 1s correct 1n hls assumpt;bn that

because wrltlng reduced the burden on memory 1t ‘in a

SLgnlflcant sense replacedﬁmemory If wrltlng serves malnly

A‘).tv . .

as alternatlve storage, memory may perhaps no. longer e

functlon in the same way It seems more llkely that the

llterate 1mag1natlon, no less than the oTal, needs to depend

“on a rlchly populated memory -Empathetlc 1dentrf1cat10n~and
multlple v1carxous experlenCes may'be'neéessary .
prerequisites to. ach1ev1ng the separateness and crltlcal

thlnklng capac1ty assoc1ated w1th ratlonal capac1t1es of

¢

e

L
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mind. ’The fulfllment of those prerequ131tes would explain
9

,Plato s dlctum that "All learnLng is a form ); rememberlng

u s

CoL

V'Learnlng can only be a form of rememberlng, however, when. t H*7:*
‘experlence has been accumulated whlch prov1des rlch enough ; e

ground from whlch ldeas concepts,'and generallzatlons can

:be abstracted and named In- the case of Greece, the ground %H:;AQ
was’ there, accumulated over centurles down to the |

‘W;reflnements of Hdmer. ertlng served ‘as- the means for

jartlculatang what was known lmpllc1tly by making. that mlnd

v131ble and statlc on the" page.a‘z y ‘ij;g' f;h:i , C .

Havelock also seems totcredltwwrltlng wlth enabllng the
development of novel ;hlnklng, in contrast to what ?t 15

possible to think using formulalc,Oral»language. The'use»of

‘formulaic pattern is ccmmon to all languages evenatodav,75gf

‘both in*Speaking and in writing, iWe”must all recognlée:the
standard phraseolog& in:which muchibusiness, légal'dr: Z
vmllltary, economlc and educatlonal lnformatlon is stored . .
Its use, whlch always does constraln 1nd1v1dual tthklng,
hints’ at what it must have been llke,to depend;almosti
entirely on such forms of expressron, butris also a reminderm
that .no culture has a monopoly. Formulaic language serves
now as it did then to encapsulate the current wisdom without
surprising the minds’of elther speaker or listener.

The developments which Havelock characterizes were
, achievements of the culture. °They‘wereﬁachieved over a

period of several centurfes although they came to an intense



’flouerind“in the 5th century. From his characterization, we.

-

can’ draw no certaln 1mpllcatlons for the effects of writing

<

on the development of 1nd1v1dual mlnds in the culture. Nor,

- s - E—

from his’ work can we explalu what he describes ‘as the
“dormancy" in capa01ty for novel thought which set in after
Jthis~perlod of -high llteracy There remain, therefore,
unanswered questlons‘and a cluster of ambiguities about thevy
» &:role:that Qritlugfplayed in the development of that
Vparticularfliteracy, cothtiu the culture and the individual.
.jhere.are“further'questlonsrabout the inherent
f:‘characterlstlcs of_yritiug and their effects on thinking.
ilf~these characteristics of wrltlng themsélves have powerful
effects cn thinkingi thentwe'might‘expect to find similar
effects 1n any culture that has an alphabetlc scrlpt
Equally, we would not expect to flnd in cultures w1thout
wrltlng the concepts of self and the kinds of thlnklng
assocrated wrth writing and llteracy In all socretles aud
cultures, to. learn the language is to become 1mmersed in a'
distinct "form of life," to use Wlttgensteln s phrise, of
the'culture. As with all other activities that constitute‘a
E'forh of life, the ways in which language is conceived of and
usec cah Be very differeﬁt from one culture to another. 1In
looking at some aspects of the development of langquage in
Gfeece,Awe have/been‘considering the impact and effects of

literacy on the changes in syntax and thought within the

context of particular cultural conditions. From looking at

. .

75
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stﬁdies of other cultureé and.the(ways in which literacir
éppears to have affeéfed‘their la;guage and thinking
capacitigs, we shall be able to e;timate\fhe extent to w;ich
- the development of literacy in Greeéé;is comparable to or
has implicatiohs for other culture5¢\iin the qe%t chapter, I
turn, therefore to examine accOunts‘by;anthfépologistsgof
thinking and literacy deVelopmént in éfédominantly non-

Western cultures.

S o :

&
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v Chapter Three

Literate Capacities from an Anthropological ?erspective'

Introduction

<

Chapter Two drew largely on Eric Havelock s artlculatlon

‘of the "literacy hypothe51s” in order to 1nd1cate the

~tontribution class1cal studles have made to our understandlnq ’

-

of llteracy Havelock s claims, w1th certaln qnallflcatlons,
are in their general outllne 1nCrea51ngly accepted as helplng'
to ‘account for the development of new ways of thlnklnq, new
'forms of expression, and new forms of knowledge whlch were%
character;stic of Greek culture byvthe m1d fifth century B. C‘,
In thls chapter, we shall examlne, -from the perspectlve of
anthropologlsts, what krnd,of relatiOn-there appears to be‘
between ‘writing and ways of thlnklng, expre551on, and~
i knowledge. ~
| d‘ln;Greeca, literacy was associated'with the deyelopment of
N rational/scientific thought d critical detachment \with
paradlgmatic/abstra vg;;:ijcatlons of 1nformat10n and
'_experience,’and with a discursive syntax able to generate ando
preflect«alternative presentations of knowledoe. Havelock's
:theSlS, derived from a detailed analy31s of differences 1n the
comp051tlon of oral and written texts, draws attentlon to the
change in mode of communication and cultural transmission from
.the oral to the written and describes a causal relationship

between the change in mode and the change in linguistic forms,

uses, and capacities. That changes occurred, leading in
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classical Greece‘to;the development of;shch)organised’forms of
‘knowledge as philosophy, scfehce, religion and history ls
accepted by scholars of all disciplinesbas a matter of -
\Vhistorical fact. The role of writing and literacy in
affecting or effecting these changes, however, has so }ar'
‘.attracted no such consensus.

‘Kt the time Havelock published his seminal work, Preface

,to:élato in 1963,vhowever, similar claims were being made for

ﬁhe effects?of literacy by anthropologist, Jack Good? and
literary scholar, Ian Watt. In their article:.TheF‘

«Consequences of theracy (1963) and Goody's later book The

'-{;Domestlcatlon of the Savaqe Mind {1977), they lald the

‘foundatlons for an 1nyestlgatlon of the effects of literacy in
.o . ¥ . o

societies other than. the early Greek. Intrigued by their‘

clalms,lothers subsequently argued that 1if wrlﬁlng is 1ndeed a

-~

causal factor in the- developments Havelock anmﬁ_ .;§Cblb%,

,theh.one would obv1ously not find the characr:ristics
assoc1ated w1th llteracy 15 a non- llterate cdlture

The search for ev1dence of "a‘ba51c -difference in modes
of thought"” (p.nll) is the focus of the articles which

comprise Robin Horton & Ruth Finnegan's (1973) collection of

essays titled Modes of Thouqht and has been pursued dlrectly

in other, more recent anthropologlcal studles of the nature of
orality and literacy. 1In thls chapter, I draw on the research
of several of these scholars. *T shall use the findings from

their inquiries to address two telated questlons: one, what
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relatlon obtalns between the llterate mlnd .as describedlby

Ong and Havelock and the non lltcrate, and two, how«doesd

¥ox

wrltlng appear to functlon in- the development of new mental
capacities. . AR, L

\ P

Literacy or Orality? . - . SRR

Implled in the questlon "llteracy or. orallty7";and in
phrases like "the transition to llteracy ls the 1dea of
moving from one mode or - condltlon to another and leaVLng‘the
other behlnd Recent work 1n anthropology falls to o
, orroborate the full extent of the clalm‘made by Havelock
: l{. (1963 1976 1984 1986), and -more recently by Walter Ong
’/ﬁv (1983) that the acqu151tlon of llteracy entails radlcal
‘changes in cognltlve capacrtles Ong, for lnstance, has s
"baldly clalmed that "ertrng ls a technology that restructrues
,thought"i(1986 p23); that wrltlng 13 necessary "for the E

-

. reallzatlon of fuller human potentlal and for the evolutlon of

I

- cOnscrousness itself™ (1983b; p.2); and that, "Oncetwrltlng

takeslover,’?t appears to be the most crucial devglopment of

jall...maklng for the transformatlon of conscxousness and fﬂl;;‘

soclety (1986,,p.36). rDesplte the fact that both davelock and
Ong . devote nnch,gf their work to examlnlng thevoral condltlons';r
,out:ofuwhich literate capacities de;eloped the debate about

‘the claims has tended, as Goody (1987) p01nts out, to focus on

the dlstlnctlons rather than on the relatlons between tne oral

.and the llterate. Hence the charge that the literacy
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hypothes13 supposes a- great leap forward. xn capac1t1es,
‘changes which imply what Goody terms a "Grand chhotomy"

" between orality and llteracy. o ucl
M
Goody hlmself rejects 51mple contrastlve descrlptlons of

<

cultures. ,In The Domestlcatlon of the Savage Mlnd (1977), he

'

argues for examlnlng culturalachange and cultural differences
from within a developmental,framework.a He observes that most
class1facatlons of drfferences in thought ‘between cultures and
soc1etres do not state the nature of dlfferences as a
success1on of changeS'over tlme,‘each lnfluencrng the system

AN

ofdthought in specific ways" (p ).f Instead characterlstic
ways of behaving and thlnklngrwhlch aopear to have been‘ o
superseded by ‘new ways are set in. opp051tron to each other,
relationships between them are constructed whlch expressba}
before and an after. The standards for the "after" turn out
to be certain distingu1sh1ng featureS‘of modern Western
industrializeéfcultures. Since the "after{ features are what
it means te be adyanced, a cultdre‘with‘the contrasting
"before"tfeatures is by definition not'adyanCed.

,iﬁ the history of Western‘cnlture; ror e;ample, a
development is traced*from/mythological'to‘historical
ernlanation, from}beliefiin magicqfo belief in science and
:from concrete to abstract modes oghthoudht. Other cultures,
ones lacking the "after" features of our own, are set in

contrast along similarly dichotomous lines. They are given

such oppositionai labels as: conservatiye, traditional,



closed,‘magfcal/non-scientific or pre-rational, pre-logical,

participaﬁory, Smele and™ prlmltlve which contrast with the
labels denotlng contemporary Western culture. developed,
complex, detached, logical, rational, SClentlflC,uppen,

individual and creative.

Goody rejected‘the assumption that classifying cultureleQ‘ll

el @

in these terms could be useful in either descrlblng or
understanding them, He thought the labels too general to be
capable of explaining differences in thought; _Nor did he
accept Levi-Strauss? argument that these(oppositfons descnibed
two dlstlnct and alternative ways of looklng at and “
understanding the world, both fully developed and ex1st1ng in

parallel up to .the present. Were this the case Goody notes,

‘the so- called prlmltlve and the developed persons wOuld

least in theory, be unable to make sense of each other, yet
Goody‘sggyh‘eXperlence among trlbal people ln-Aerga and
elsewhere persuaded him *that this was not the casewand that
there is good reason for supbosing commonrground and a

contlnulty in the ways that thought develops Rejectlng the

lnotlon of dlchotomy, however, does not explaln observable

dlfferences ln the forms of expre55lon of oral and llterate

‘thought nor does it explain the relatlonshlp between them.

We will take up Goody s analy51s and explanatlon of the
dlfferences later in the chapter and- pursue here.support for
his insistence on a developmental view;of’the relationship

between them.
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A developmental view impliesg that, within a particular
culture, it is possible to tracé*fﬁé origi@sibf,ideas, beliefs

and sociai praqtices and see Whgther and how thg§ are affected
by changing conditions. As an ;béreach to culfgrél analysisf
it makes it possible to identify rather than simply ascribe
cultural characterigiics. The culture is mbre likely thereby
to be described 6n iﬁs own termg}:iqgtead of‘being’undeggtood
only in relatiqgito ;n importéd %nterpretive frame. Before
and: after comparison% can be maderwithin the deve.opment of
the culture. NeQ:éngitions may modify and transfqgm featureé
of the culture, bdéfessential elements, meanings, d;fpatterns
will be tracéabl; énd recognizable: water may be ﬁé;ted to
steam, but dgés €6t becomeﬂi£re.. In the developmen£ of Greek
concepts, éhéIPSQCHE‘thatyﬁaé ?reatﬂ and life became soul or
self, but ﬂbtfingér}ect.r'A deéelopment in the form in‘which
concepts were expfeééed could élso be t;;ced. In the~previous
chapter, I drew atfehtion.to Viéo's in%erpretation éf‘the
nature of the indi&iaual episodes and the individual,gersons
in the Hdméric ep}é§. Vico argﬁed,thét they came to represent
idealized insténces}of behavibur and character. Tofthe degree
that they were typés and generalizaﬁibﬁs, they werei
abstractions from multiple like or similar instances, even
though the ideas and concepts that they embodied were implicit‘
and do not Sgé? to have been ;:?bally expressible in the
compact form 6f abstract concepts. With the development of a .

£

new syntax, abstract concepts such as beauty and justice were
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named explicitly.~fhlthough distinguishable from them, the
abstract concepts‘can be seen as continuous with the abstract
episodes, though perhaps not merely an alternative or»-
quivalent mode"of eipression. |

Since'thebinvestigations déscribed below were into the
cultures of non—literate'societres, it was not possible, in
Vfact to'lookgat>them from a developmental point of view and
trace, as Haveiock attempted to do for the Greek culture, the
Ty

development of ways of thinking and understanding. What the

investigators concerned have done, therefore;fis to examine -

"

certain socral and linguistic practices in these societies in
order to determlne whether there is ev1dence of the klnds of
thinking-associated with llteracy and to what degree. The.
contrnu1t1es they notlce are not observable wrthln the single
cultural record, but contlnuitles w1th the record in other
cultures, nost notably, of course,fthe perspectlves of Western>:
literate’culture.d ‘What thlS means 1s that certa;n “
characteristcs are being looked for and given labels. If the:
characterlstlcs ascrlbed to thinking processes in literate
culture are present in the non-literate, vit would seem correct
to conclude that such processes are not 1nfluenCed by wrltlng.
In trying to understand‘the challenges'which are put
forward through comparisonsawith non—literate cultures, we
have to deal with somewhat confusing and conflated terms. It

is not clear what is being talked about: thinking processes in

the sense of the composing processes described earlier or
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thinking processes as the manipulation of internalized +4

structures and content f The former denotes a natural human
JCapaCity to.make sense'ofione thing in terms of another; the
latter g@ters to the eQiaehdé of what those things are,
evidenceimhich is partly apparent'in the structure and meaning

of language.; A further ‘alternative is that thinking processes

*
.

may refer to ‘the exercisiﬁg d?‘formal logic or to problem

solving, both of which are lgarned ways of proceeding to deal

‘o

_WWlth ideaS"or information.- The term "modes of thought" the
. title of Horton s 1973 collection, implies both thinking
hprocesses and content of thought that is, what ' is thought
about What Havelock and Ong mean by thinking procesSes is
falso not very clear but Havelock s case is bhilt on the

assumption ‘that "direct eVidence of-mental phenomena can lie
:uonly in. linguistic usage (1963, é.thl); He interprets
- changes in_language as anfindication of changes in thinking.
By thinking, he aopears to'mean,-not the how of composing but
the what that istcomposed with--the latter,iof course, being
accessible to us in the lahguage and comprised of -the
relations between”things that<the‘language enables thinkers to
" make. . | ; | -

The search for evidence of characteristics'of—literate

thought in non-literate societies iswa search for partiCUIar
kinds ot thinking which are desCribed as’ scientific, critical,

rational, abstract and so on. The point of this search, we

recall, is to determine whether it can be claimed that writing’

t



85
makes such thinking possible. We shall-need to take f@gg
acc;unt what is being referred to as thinking, but if it
appears that the thinking of non—litegaﬁ? peobie isﬂib‘;‘w
significant. respects continuous with the litéfate, then qlgims

about the effects or influence of writing will needatéfbe A

examined and clarified.

Rational/Scientific/Critical Thinking" L g

The concepts of rational, scientific and‘critica}faféZfo,
clggpered;together here because eath is impliqated iﬁ'the l}
otHers %hd because they tend to be used igﬁerégangeabiy iﬁﬁ5ﬁf
dichotomods characterisations-of litera;g“;s dis;;qctifrngE
non:literate thinking. Tﬁeyfére associéted‘wiﬁh;ﬁritih§ 
because written expressign? aé a Visib%q,staticf;%tifact, is_f
ameﬁable to sustained aﬁalytic'écrutin;wof itsucoﬁtents and4
mé;nings. Such critical activity is a hallmark of scientific
inquiry. Applied to phenomena in the'eﬁternal and:ﬁhysical
world, scientific enquiry has dé@élqpéd‘into scienﬁifié
disciplineé capaEle‘of generating modé;n scientificitheoriesf
The significanée éf rationalfééiéntifié thinking‘and its ‘
relation to pre; or nQn—sciénfific thinking is much discussed

in the essays which appear in Horton & Finnegqgan's collection,

Modes of Thought.

Most commonly, scientific theory is defined in contrast

to traditional, (i.e. non-literate), religious theory and thus

thinking. In his long essay, “Lgﬁy¥Bruh1, Durkheim;/aﬁd the



rh Durkheim's thesis on the relatlon betWeen rellglon and
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_ Scientific Revolution“,‘Robin Hortdnppresents and‘argnes for

4

science, observ1ng that the klnd of ev1dence brought forward

by Levy- Bruhl does not justlfy maklng sharp dlstlnctlons.f;ﬁezl7

ZCLtes Durkhelm s empha51s on the contlnu1t1es between

tradltlonal rellglous theory and modern sc1ent1f1c theofy"ﬁip.ﬁf

~

"282). Durkhelm suggests that in both, theoretlcal concepts

relating to "unobservableqentltles" form the ba31s of

interpretation of those entltles and llnk them in a causal

s = - R

fchaln. Rellglon, like sc1ence, attempts to connect thlngs

with each other, to establlsh 1nternal relatlons between them,

“to classify them and to systematlze them."t_V

The- essentlal ‘thing’ was . not to leave the mlnd id
enslaved to visible appearances,vbut to,teachvlt‘tof‘
dominate them -and touconnect what'the senses |
separated}-for from. the moment when men have an 1dea
that there are lnternal‘connectlons between thlngs,
science and phllosophy became p0551ble (p 260)
Durkhelm s treatment of thlnklng is of processes of maklng
sense, which he malntaLns are the same for lall people. What
differs between them is what is put into relatlon. He
equates, for instance, the Australian aborldinal s
establlshlng a relatlon between the sun and a blrd w1th our
saying that heat is a movement. "We choose them accordlng to

different criteria and for dlfferent reasons, but the

. processes by which.the mind puts them in connection do not
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différ essentially". What dlstlngulshes rellglous theory from :

sc1ent1flc, Durkhelm suggests, is that sc1ence 1ntroduces
elemehts oi cr1t1c1sm, dellberateness and object1v1ty whlch
are‘m1831ng‘rn‘rellglous thlnklng He claims that "scmentlflc;
thought 1s only a more perfect form of rellglous thought™” (p:i
264) . . L ; W
Agreement on the prOminence of critlcalhattitudes in
\*sclence comes also from- Karl Popper, says Horton, who stressed;“
that sc1ent1f1c thlnklng differs from tradltlonal not becausef
of .content .or loglcal structure but "rather in terms of the
presence or absence‘of critical Splrlt" (p 280). Polanyl,;
(crted in Horton &‘Flnnegan, 1973y, rernterpreting one_ofﬁ
Evans-Pritchard’ s (1937) accounts of Azande reasoning, asserts
contlnultles of loglc. "Afrlcan doctrlnes about supra sen31bled
entltles have much the same loglcal structure ds Western
?sclentlflc doctrlnes about theoretlcal entltles (p. 40)
Plerre Auger, - also ' a sc1entlst challenged the analy51s of
another anthropologlst Lev1 Strauss.i Auger showed, Horton
Tnotes, that the use of analogy whlch Lev1- Strauss 1dent1f1es
with prlmltlve thlnklng\ls in fact- Fcentral to the development
of sc1ent1f1c theory" (p. 280) . The dlstlnctlons which are
being made here relate not to the ways in whlch knowledge in
science and religion is constructed but how it.ls challenged.i
and thereby modified. Whlle critical capacitles and -
scepticism are acknowledged to be common to all human;beings,

Horton claims that the difference is a matter of "degree
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rather than kind* (p.*ZSG){‘ In like manner;hit oan be atguedﬂfjt;
- that the d}fﬁerenoe between the’abstract epiolepiéodes infi'%”gut
Homefﬁﬁﬁdﬁthe namesffor the ahétraét oonceptsatheyihad |
nar:atize1§ embodied Wae.also'a’mattefﬁof degree{not‘kind.
The questdon is then Qhether degree significantly‘affeots
thinking ,f s ;,u - } - o s 7

‘ L

In the context of comparlsons between rellq;ous and
scientlflc thinking, S. J. Tambiah argues that they are not
concerned ‘with the same intellectual tasks andwthus that the
Z,differenoes are;more‘siénificant than the eimiiarlgies.' While
not disagreeino W£th‘Hortonitha; the use of anaiogy and theory
~are common to both‘traoitional.;eligion{ano Qe;tern ecienoe,
he claims thatmthe purposeS‘and uses of analogj3are oifferent.
Analogy in traditional religion is used to pef;uaaeAand |
, co%ceptuaklze, whereas in science lt ls?"closely llnked to
predlctlon:and ver;flcatlon" (pD 195) In the former,g

11

propertiES are transferre to objects or pefsons by means of

Y

kY
-analogy; it is: means of coﬂnectlng what 1§ known."In*the

&
a

latter, analogy is a prOJectlng from what lS known to ;maglne

£

the unknown. While the one does not dlsplace the chér,'the
»use in science constltutes a means with Wthh to thlnk that
requlres a prlor act of making the analogy or modei expllclt‘
so that it can be thought aboutAand with. While Tamblah does
not directiy oonnect literacy with explicit analogies and
theories, he‘observes that "science (atrictly defined) is an
achievement pefhaps only offcertaih complex and literate

™

Y

N
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o e
civilizations” (p. 200). Not only is it that the theory needs
to be explicit in order, as a matter of logic, ‘to become a

subject of critical analysis, it also needs ﬁé;beffemembered

‘. B

and compared with other theories. éoody (1977t'éites
observers Qf African societies who note Africéh scepticism
toward "wiﬁchcraft, divination, and‘similar matters" (p. 43)
but, as he points out, the incidénce of scepticism does not
itself constitute a critical tradition which accumulates such
thought and allows it to be the subject of critical anlyéis
and reflectipﬁ. How are shifts from a religious to a

’ scientific consciousness to be accounted for? Withip
\Dh:kﬁeimﬂs theoretical framework, the causal factorS’woula,f»

yééfiﬁg}%rom social interaction. He.represents the
différénces, not as thinking of a different intelledtual order
altbéether,nbut as "prqqressive.specialization" and
ﬁperfectioningé bﬁ method"” (p. 264). What might havewled to

‘the specialization of science, however, neither Horton-in his

eésay, nor DUrkheim nor Tambiah make clear, ?;her than to
describe it as:afb;ééess of}evélutidh,kdévelqpéd’by
differentiation ana elaboration from the pr£ﬁ$tive_religious
basis. The features of thié(épecializatioﬂ/corresSbnd very
closely to thoseiassociated with literacy. Goody, indeed,
takes the view that without a’me?ns of recordingwgggptical
thoughts,wit is not;possible‘t6 develop a critical tradition.

Recalling the constraints which conditions of total orality

put on the ways of'organizing knowledge so that it can be held

e
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in the memory, it seems at the very least unlikely?that'euch a
tradition could deVelop without literacy. Even more unlikely,
perhaps, is that a critlcal tradition could develop without L
érigins in oral habits of scepticism and criticism. What
writing enabled, as a new technology of communication, waelthe
enhancement and expansion of these capacities. ~

Commonly.associatea with capacity for rational-scientifc

thinking is the capacity for what is referred to as abstract

thought. Although the capacity to abstractiiSiaJnatural human - -

analysis and abstract claSSification are - an outcome of i?-"
literacy. Only with the emergence of genuinely scientific |
thinking are abstract concepts rearranged into abstract forms.
Use by non-literate people of abstract forms of classification
have nevertheleSvaeen documentea and thus appear not to be
beyond their.mental capacities; Keith Basso (1980), for
example, has described a‘complicated word game played by non-
literate hpache children which requires the application of
abstract claSSificatory prinCiples.

Basso argues that decontextualised written lists
) reouire& (1) the application of one or more principles that
serve to define/(or identify) the boundaries of a
classificatory space’'and (2) the application of one or more
principlea;that serve to segment and order items within that
space (p. 77). The game he describes is apparently a

traditional one, played "ever since the world began" (p. 77).

capacity, Havelock and Ong, have claimed that abstract ) “~%ﬁgﬁgﬂ_
L e



91 .
It proceeds in the follow1ng way:
 An 1nst1gator/of the game calleﬂoet a. lexeme...whlch
"1s understood to dellmlt and represent a more
;tglnclu31ve semantlc domain (e. g anlmate sky
:deellers) A second player responds by caillng out
ffienpther lexeme, representative of a different doma1;\$i£¥?;w
';6[e.g. animate earth dwellers], which contains at
least one vocalic segment identical to a vocalic
segment contained in the first lexeme...Now it is
the instigator's turn, and he must identify a member
of the initial domain (i.e. "animate sky dwellers")

whose name contains at least one non-vocalic segment

identical to a non-vocalic segment contained in the

.

name produced‘by the second player...The second

player now follows suit, naming a member,qfnhiéri

domain'(i{e.,"enimateféarth dwellers") which shefes’

a non—vocalie Segment Qith the last namexvoieed by

his opponent .The 1nst1gator then returns to his

domain and searches for vocallc correspondences' the

second player does the same; then back to the second

players's domain for non-vocalic correspondencee and

'so on. (p. 77). |

In*his article, a review of Goody's work, Basso gave no
baékgrgﬁnd information that would assist in evaluating this
evidence which he uses to refute claims such as Goody's that

abstract classification has to await the invention of writing.



92

&

" Goody acknowledges that he lacks empirical'evidence of oral
classificatory tasks of this kind since he has no }inguistic
samples. He rests his argument on his formidabléiégbé;ience
with non-literate cultures, and on the groundéiéflthé ébsence
of any logical pecessity or occasion for such fé;kgi(p. 108).
;Even did such a list exist, he suggests, "it is unlikely to -
serve as a point of depdrture for an elaboration of the
system,‘nbriyet as énvé*plicit model for other types of
categorization and claésification" (p.'108). Basso'S'ekaﬁéié 
goes beyond illustrating evidence of continuity of thlnklng |
processes from non-literate to llterate to showing that

3

specific characteristics of the products may also have N
similarities. While the capacity exists and may find, a;‘
Basso documents, an occasion, purpose and means of expression,
that capacity is likely to remain latent rather than active
without a means of elaboration or systematization. What Goody
alludes to, but does not elaborate in his discussion is
equally to the point: Capacity does not develop without need
or occasion; but needs, other than those for’bodily |
nourishment, are lafgely degined by what is available. Once a
means becomes available, the need for its use develops in
response to recognition of itgﬁﬁbﬁentialities and,
correspondingly, so does the;ﬁaﬁgéity to use it.

A final characteristic,Saiébitypically associated with
rational/scientific/critical thinking- and thts not typically

with non-literate cultures, is what is rather roughly

-
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described as "opennesst—and "awareness of alternatiVes."‘vBoth
.Tamblah and Horton claim that scientific thlnklng encoureges a
search for and a greater sense of alternatlves and thus makes
societies and their th;nklng "open" in some sense;;;Goody,
however, reminds}ﬁsithst openness is not confinedfto ifterate
societies. In sinpie;cultures, religions systems‘show great.
adaptability and are vefy open ‘to change. Among the LoDagaa
"a whole set of deities, gods, shrlnes...change in emphasxs r'

-2 .

‘and in actuallty" (Goody,,1982 p 207)  The powers accorded

these deities Shlft when they dlsappoint or when some old cure&f[v

fails or a new remedy 1s found or proposed. Change occurs
: A

also as common sense dlctates.f;when the contexts change

(because of famine, rnya51on,'or dlsease) or when 1nd1v1dual
N . h
attitudes change (because of the recognition that the remedy

f

has_not.worked), the ideas and practices will themselves
chanée“‘(Goody,‘1977, p. 43). Such change, while it
straightforwardly refutes simplistic notions of conservatism
among non?literate people, seems nonetheless to be closer to
human social accommodation and adaptation than to conscious
speculation about imaginatively and/or scientificaliy
conceived possibilities. As Rene Dubos (1971) points out in
. ; .
his essay "The Pursuit of Signifrcance":
Throughout history, in'alldparts of the world,
populations have been compeiled to abandon their

homes and to resettle other lands, as a result

either of wars or natural disasters, or for economic
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or ideological reasons. But human adaptability is
(/38 great that displaced populations have us?ally
succeeded in recreating a home with ali@thg

connotations of the word even when the move had

taken them to entirely different physiga; and- human

surroundlngs" (p-. 535) t' -

s’»'*

That adaptablllty and capac1ty to change as needed is reactLVei’
behav10ur-and a natural human-tralt. People faced«W1th new
condltlons and- amblguous or contradictory sltuatlons will

change thelr 1deas and the way they live, whethermﬁuterate or =~ &'

non-literate., Recognition of the need to change leads, a
Goody says, to new attitudes and actions. Gdeleddes not

suggest that the change is more than that. It seems akln,

o

therefore, to Achilles' sense of ambiquities whlch he acted
upon but could not articulate. ,If articulated and detached
from actlon, ambrgultles may be critically examlned ‘and
resolved or;reddced-by the creation of new frameworks and
terms through which to transform the way of seeing and
experiencing the world. 1In what.Coody describes, the terms.do
not seem to be changed, nor, in thejinstances cited, are there
changes in the Underlying asgumptions ahout the relation of
human behaviour to that of the §6dsl° The capacitf*for making
change nonetheless exists.

While there are differences in the degree to which
certain characteristics of thinking are evident in differenti

cultural settings, the thinking processes, conceived as the
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,mechanics of thinking of different societies appear, to borrow

'Geertz (1983) imaginative phrase, to be "wondrously

>8ingular¢ The assertion of Similarity of kind seems mainly to -

,}‘«

fbe a very plauSible assertion about commonality of means of

;V'making sense of tbe world. /Indeed» it seems unlikely that in

iflthe long evolution of the human mind a change of the enormity

:required to transfo n

e

g

-

essential thinking processes would occur'

factors were at work
8

The further dichotomies that seemed to be convincing

» I3

descriptbons “of ways in wﬁ%ch oral and literate cultures are'
differentfhad to do Wlth features of the;means of transmission
of knowledge. In oral cultures, Havelock held, knowledge
could only be t£ansmitted by induCing an,almost hypnotic state

) .

of partiCipatidn in the listeners. The oral performance

required emotional engagement from both the poet Singer who Jh
had to relive the tales he was telling and. from the list:nei—t;
observers, but the poem was not ‘an expreSSion of his )
indiViduality. He learned it\and knew it as well as his owni
life story but it was not his. Rememhering the poem required .
the use of formulaic language'that wauldﬁasSist therpoet'§>
memory ano also imprint the content of the ﬁoemhon“thé minds

of listeners for whom its story had functional rather than
aesthetic value. In contrast, transmiSSion of knowledge in

literate cultures would be characterised by such features as

detachment, individual expression of ideas, distinctive syntax
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and concern for style and word;CEoice, and intellectual and’
aesthetic purpose. In the next section,‘we look to see
whether these features do in fact inhere éxclusively in
literate or non-literate cultures and thus whether the

accuraﬁ Iy;describexthe transmission of important texts in

non—liﬁeraté cultures other than the Greek,

«

The Transmission of Culture

In her eésaf, Literacy Versus Non—Liﬁé#hcy: The Great
Divide; Ruth Finnegan (1973) discusses théjﬁéiure and
funcﬁlohs of literature in non-literate socieﬁies and argues
that it_"can>a8ﬁ1éve the same range of things we expeq} from
wriﬁéghfiiterature, wifﬁ &ll;fhat this means for the mode of
thiﬁkingiih suéh’qontexts" (p. 143). Contrary t0~pqpuiar
beliéf;:séyélFinﬁegén, oral iite;ature is not excluéiﬁély‘rha%
functipnhlfiﬁ naturé.» It also meets emotioﬁal and aesthgtic 5i“
needs.'lﬁér'is there an§-neceé§é;y igvolvement of the kind ’g
Havelockdeégribes;s the complete emotionai identification of
poét and aﬁdience with tﬁé poem. Althougﬁ it is performed
face-to-face with an audience, oral poetry may still achieve
the kind of detachment associated with wriften literature.
Literary conventions, a special poetic language or use of

special dress or music would all serve to distinguish‘thé

5,

¥

literary performahce from ordinary conveféafiqn and thus imply
a kind of detachment. As hundreds of sampleé'collected from

Qral poets amply demonstrate, oral literature expresses truths

LA
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and insights which portray and illuminate the human conditionlf

and may reflect the individual vision of the poet. It is th@ﬁfl_gu
not dirferent in these respects from the written in its’ |
capacity tq comment on and reflect the culture.

Finnedannherseif offers examples to illustrate her claims
and they arewfurther supported by the studies of other
anthropologists. She describes_the Eskimo poet, for example,
as sitting apart, waiting for inspiration and attemptrng to.
become receptive by thinking "beautlful thougbts“ Dnriﬁg
performance, oral poets respond to the demands of an audlence ¢~f
and embellish andkclothe the famlllar skeletons of storles in‘?‘«
orlglnal ways, reveallng thelr personalltles and lndlvxdual
talents. : ‘ "<' d,v “;:n?;_w »

A hlgh‘respect for 1nd1v1dual contributions is evident in
both oral CompOSltlon and other Athabaskan social practlce.
Scollon & Scollon (1980) descrlbe a. method of composition
which involves the lnteractlon of the speager and audience.
Following a known formal structnre, speakeriand audience ‘

2

negotiate the specific content of the narrative to &.degree

that "avoids any unilateral attempt to make any one G e
partiezpant's sense of the situation or of the world \etiek';l
(Scollon & Scollon, p. 27). The interactive way that the .
narrative is built appears to make the use of formulaic

Iangdage unnecessary as the means of prompting the memory.

Individuals prompt each other.

Wallace Chafe (1985) contrasts the composition of
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ordinary talk with that of writing and ritual speech. In
talk, he says, speakers produce words and phrases at the rapid

rate of about six words every two seconds. Although the

potential choice is from a huge lex1con, the actual ch01ce 1n o

talk is much reduced by the demands of the social 1nteracti&n.tia
In writing, writers may not be llmlted by tlme and canrthus
draw on all the resources of language to whlch they have
access; they can refine their messages and search’ for‘
exactness of expression. Their language will thus tend to
exhibit a greater,variety of vocabulary and sentence o
structure; it wiiiibermore integrated, as opposed to
fragmentary, thanchnvetéation and contain fewer explicit
indications of awaienesshof;an audience or listener.

In his analysis of Seneca speech, ,Chafe*found diétinct

differences between the colloquial and’ the rltual uses of

—

lanquage and these conformed to the contrasts descrlbed above.»3:7f

Q:The ritual speech, moreover, was. dellvered as a monologue,
'idrather than as performatlve 1nteractlon with the audlence, and
<,thué audlence 1nvolvement as contributors and audlence J
identification in Havelock's mimetic sense dldlnotﬂooour.
Chafe's example suggests that detachment can be aChieved in an
‘oral culture, that the poet is not necessarily dependent on an
audience for responsive guidance, and that the language of
oral ritual reveals an integration of sentence structure more
| typical of the rehearsed thought of writing than of speaking.

Such attentiveness to language is noted also by A. Grimble,
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writing of the Gilbert Island poets. He desdribes\them as
having a passionate interest in form and style and “labourlnq

patiently after the perfect epithet"” (Grimble, c1ted 1n *12ﬂ:>

Finnegan, 1973, p.108). - ‘

Akinnaso anaiyzed Yoruba oral ritual, taped in 1§§i5qpéﬁ}5f::~*
Akinnaso (1981) claims: "the diviner's language was_etiil
relatlvely unaffected bx‘llteracy" (p-. ‘10). He notes the same
‘kinds of 51m11ar1t1es between the formal rltual language and
writing that Chafe’deecrltes, similar detachment of the
speaker from the audience,‘agd conscious attention to tﬂé;
linguistic structure of verses. The fact of a qualitative
difference in sentence structure in ritual‘language suggests
that the alphabetfieanet absolutely necessary‘to changes in '

) T ,_13‘ N

syntax.

Through such gQAﬁpiqé; we can identify e%milafittes'in
purpose and techniques of‘oral and writtenviiterature.
Finneganﬁeuggests that one can find as many or more -
differences within the literature ofllitetate culture than are
dietingufenahle in the contrast between nen-literate and
literate. The forms of Western literature;haye themsel&es :
developed and changes are apparent inihewleharacter'and -
individnality, for instance, are conceived and expressed.
’Emot%onal identification as a characteristic of eral
transmission is evident }n not too vestigial—a form in thej

mass experience of modern rock concerts and rock videos and it

seems not to be a universal characteristic of oral cultures;
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- While the Scollons' research does not suggest that respect for iiﬁ

individuals 1ncludes encouraging 1nd1v1dualism 1n the Western

sense of unique person, the expre551on of that.respect

nonetheless reflects that culture's unique social practices’

and world view. These particularities alert us to recognize

differences in style and values among non- literates as wé dowg
among literates, thus to reject any notion of homogeneitonr
of a monolithic model of eithe% orallty or literacy in
culture.‘7- ’ v 'j, R

Thatiis notrto‘imply, however, that there are no %
significant differences ‘in- the modes of expre551on of literatﬁ~"
and oral cultures. The change in syntax noted bnyhafe in his
analvsis,of Seneoa language, for 1nstance, does not appear to
be accompanied by new forms of organization which'iead away
from an essential;y narrative mode. . Nor does the fact that
poets respondﬁinfways which reveal their individual talents
and personality/necessafiiy indicate anything about their
concepts-of self'as individuals or about their self-

o ) _ -
consciousness. As Geertz (1983) explains, some conception of

what a person is, "as opposed to a rock, an'aninal, a
rainstorm or a god" is universal. Our Westerngnotionnof»the
individual, however, would seem, he suggests, ;a rather
peculiar idea within the context of the world's cultures" (p.
59). The Javanese, Moroccan and Balinese sense of self is
only half-realized and their idea "differs markedly not only

from our own but, no less dramatically and no less

L4
.
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1nstruct;ve1y, from one to the other“ (p. 59). The1r¥self— _
perception can thus be unéerstood only through undexstagglng
their view of themselves, not by means of our concept.

That an, observer bringing a particular frame of

reference may note individual differences, as it was also

possible to do in the case of the Homeric poets, does not mean

; that the .observer will or can 1nterpret that 1n3&y1dual
iiperformance in~the same way as the perpetrator or actor. The
‘“ffEsklmo poet may sit aside and walt for "bedutiful thoughts”,

A*l;but we must regardﬁgs\fpen questions what the Eskimo poet

means by that act1v1ty and how he perceives its expression, in

relat;on to hlmself as an individual volce. In the

'descrlptlons given earller of 1nd1v1dua1 roles in composltlon,

no claim was made that a Western concept was being 1mplied

Nevertheless, by clalmlng to perceive a sense of
1nd1v1duallty, despite the extreme complexity and cultural
nature of that concept, the authors assert a not very useful

undlfferentlated commonality. : “Q

Such“qualifications notwithstahding, what.emergessiﬁh‘
the context of discussions of rituals or economic exohan;es as
well as of linguistic expression, is evidence of apparent
continuities and similarities in thinking and means of
cultural transmission which make dichotomous descriptions of
literate and non-literate seem somewhat simplistic and more

importantly, not very useful for understanding differences

between cultureak Reduced to what lies behind or beﬂeath, to
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internal happenings and psychological processes, the mechanics
of thinking of different societies appear not to differ in any
significant way. It seems a limp conclusion to arrive at -

and by no means new Or original. It will permit us, however,

. to shift the discussion away from metaphysical speculations

and toward the more concrete and graspable forms of expression

" which distinguish societies and stages of mind from each

.~other.

Forms of expression, that is to say the visible and
audible expressions of thought, éiearly differ radically both
within and among cultures. Myth is not history, magic not
science, ritual not religion, and oral proverbial wisdom not
philosophy. Although each of the latter may have roots in the
former, and be the product of the same natural human thinking
processes, they are nonetheless distinctive represeﬁtéﬁidﬁs of
understanding. They clearly cannot be described as siﬁéle

outgrowths or elaborations without ignoring significant

differences in their functions, contexts of use, forms and

%

(fmethods of inquiry. But how, then, do we account for

prd

(
1

j

diversity and development in forms of expression and

~.understanding and thus of knowledge?

///,//”\\

S
Ry

{l ] .
Unqbrstandigg, Forms of Expression, and the Influence of

/Nfiting }

Goody's answer.in The Domestication of the Savage Mind,

is that the growth and development of knowledge was made

&
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possggle by the kinds of techniques and capacities developed

by means of writing. Having noted ‘that no particular social

or intellectual effects seem to follow from differences in

3
A

languages, Goody argues that "an examination of the&means of
communication,. aastudy of the technology of the intellect, can
throw further light on developments in the sphere of human
thinﬁihg"r(p. 10). For Goody, the attempt to explain-
transitions in the history of human societies required a ghift
from -the previous emphasis on means and modes of production to
the means and modes of communication. He suggests that

although processes of change Wthh produce identifiable

contrasts are nelther linear nor blnary, they ‘do have
"51gn1flcant breaklng points which one must be able to specify
if any plau51ble reasons are to be teased out for social
change? (Goody, 1986, p. X11). The 1nvent;on of writing and

the spread of literacy were mechaﬁisms'that constituted such

breaking points. The~consequences for thinking that Goody
(1977) associates with .writing are essentially the same as
those noted by Havelock and listed above. He connects writing
and especially alphabetic writing with "the development of
abstract concepts (p. 150), the development and growth of
knowledge (p. 48), changes in cognitive structures (p; 18, ,
160), increase in reflective thinking (p. 109) and changes in

the type and ability to recall (p. 111)".

Much of Goody's work in-The Domestication of the Savage

Mind argues that the origins of abétratt concepts are to be
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found™in the classifying and categorising which were involved
in producing lists and tables on the Sumeriépfﬁéblets.’ The

visible list, he points out, had a qualitatively different

af

impact on the mind from the heard list. The form of the
written list itself gave shape and set visible limits on a
seqﬁencehofqurds: lists have clear beéiﬁnings and endings énd
are diééonnééted from other lists as well as from the concrete |
contexts of use. Infdfﬁééion could be thought about in a new
way when it was abstracéea frqm a flow of activity. The
relationship of the words was no longer established
acoustically in an active, flowing context of behaviﬁéubuﬁf
spatially and visu&lly in a static scene. As the concept of
list changed, the range of possible thoughts changed too.
Words could be reordered according to various abstract
criteria. They could be regarded for their like and unlike
characteristics, compared and thought about for their meaning
or morphological similarity. The list offered alternatives
for ;eo;dering after the fact of recording. The existence af a
listﬁgf events, fgr!exéﬁple, Qritten down for some purpose as
they occurred, "means that they can be resorted according to
different criteria" (Goody, 1977, p. 87) at a later date.
Related to lists, tables reflected a changed concept of
the basis of relations among naturally dispargte items of
infopmétioﬁ.,fLike the list;zthey changéd Ehe:nature of
represénfétions cf the wdrld and r;pfééentéd'a further step in

classifying and establishing new relationships. 1In order to
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construct a table, one needs ro determine, for ihstance, the
meaning of abstracted segments of 1nformat10ﬂ or determine
similarities in characterlstlcs of words and then compare and

contrast and derlve sets of relatlonshlps amOng ltems\v
previously dlsparate and embedded ln concrete, active
contexts. Contrasts, analogies, and contradictions are
revealed in the preeess*of constructing the taBle. The task

is one which demands some analytrcal thlnklng and is closely

related to formal loglc, an essentlally llterate process of

e

reasonlng whlth departs from reliance on narrative and commOn .
sense, the hallmarks of traditional oral thought.

The visible arrangement has a dialectical eifect on
classification. It encourages hierarchization,. sharpening and

reflnlng of categorles, and formal operations of a graphic

klnd In making a‘neWtkind of mahipﬁlation possible, Goody

'(T977)'suggeéts tables affected the structure of memory:

the format of a table may itself be internalised as
part of visual memory...Once such essentially

graphic de&icee,;}have>been learned, they can be?, o

used to organiie informatlen‘ofra‘Wide-varlety aﬂdaflv

great quantity without tae use of,penrandigaberhe(p:l .

158) . R

What Goody is saying is that once the concept ofla table
is grasped, the idea of arranging and relating bits of

information in categories offers a mental construct or

thinking strategy to apply to a variety of assemblages of
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information. It provides an alternative way df:lgéking at

information. But additionally, the table acts reflexively to

_affect perception of the data. By rearranging, the table -

changes perceptlons and 1nterpretatlons. The form of the

table thus has -an heurlstlc function.  It 1s a way of forming

v

and dlrectlng perceptlon that motlvates a search for . . .,

information that the &qnstruct itself- postulates. As -

WlttgehStEln descrlbes 1 {cited in Richmond, 1986, p. 83);
concepts are W.}.the flxe rails along which our thinking
runs, and so our judgment and action goes according to them
too (1967: 374) and further, that "Concepts lead us‘to make
investigation; are the expggssion\of our interest, and dirééti
our intg:ést" (1974a:570)..
By‘péiierninéldéfavinra pafticul r way, the table éerves
as a code which when impgsed on perceptions makes |
"information" the mind retognizes and linderstands. The

pattern is, however, not s

£

dMuply a sta ic entity. It affects
later representations of parflcu ; items of data. - The 47;{
relations made apparent in the table extend the ways in which .
particular data may be seen and understood. The phenomenon is
a common one. We know of things in contexts of place, time,
and relations. ﬁheﬁ'something familiar is liffeg out of i;g
context, we may see it in a new way because it ﬁdw exists in -
relation to diffé:ént things which chénge how we perceiveiit ’

and thus how we remember it. The terms in which it can be

understood are expanded and visual memory is engaged in a new
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way. |
We recall that memory in an oral culture is typically

prompted by the formulaic and poetic structures of the
language and by the affective conditions of the context in
which the langgage is-spoken. Rhythm, metre and rhyme
structure the content so that it is recalled as sets and
patterns of sounds. Sensory awarenesses of scene and action,
reconstituted in the mind, furtnir stimulate the memory to
recall the activity of speaking;and thus of words spoken. 1In
contrast, the table.displayed items in a visual arrangement
that could also be reconstituted as a whole image in the mind,
one part serving as a trigger to remind of another in terms of
the known relation of the parts. Verbal memory was thus

structured by a_ statlc, abstract lmage which had no need to bet"

related to the act1v1ty of its orlglnal productlon in order togirf”'

be reconstltuted. That the list or table was an abstractlon,
or that the criteria for including items were themselves
abstract does not affect the nature of the task of
classrfylng, a task 1ntr1n51c to. all language use and not, as
we have seen in Basso's example, neces;ar;l; dependent on
wrltlng :

It seems likely, nevertheless, that writing in the first
instance makes it easier to reorder according to varying
criteria while making fewer demands on memory. Afﬁhough the .

process might be accomplished without writing, it could not be

formalised and systematized to develop new knowledge without
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writing. Suzanne Langer, in describing the genesis of art

forms, makes a dlstlnctlon which seems apropos here. She
labels 51ng—songﬂspeeph rhythmlc sounds and other’tonal forms
as "musical materi&ls" not music, and comments that they
arise casually and may "attain some degree of conventlonal
development before anyone seesjthem as.artist}efforms at’
all... They are musical materiele~butffheir uneeheeibus use is’
not art" (Lange;, 1980, p. 249). E

In a cbmbarable way, we may see the use of lists and
tables as being materials which became the means for conscious
development of certain kinds of understénding and knowledge.
Lists, for instance, served as archives of information which
made possible the development of knowledge in-history and
medicine. Goody speculates that the existence of kingflists,
annals and chronicles among the Sumerians and Babylonians made,
posegible the later:. piecing together of information to compiie”t'<
a history. By early 2000 B.C., according to Wiseman (cited iﬁ
Goody, p. 91), a Semitic epic linked together "events from the
Creation to the Deluge in a single account." Successive
revisions and reorganizations o% the simple records and
abstracting from the earlier epic forms, led eventually to
other forms of composition which constituted histotical
knowledge. Medical knowledge developed from early
Mesopotemian records which show collectioﬁé'of reéiées for
remedying eilments, and notes on symptoms and ptognoses.

Tﬁese, Goody (1977) notes, "were added to and changed over



time" (p. 144). Remedies recorded-on papyrus were elee
commented on and added to as Egyétian physicians gained
experience and knowledge. The process of recording and .
revising was a major step toward the rational scieﬁce of

medicine. .

The quantity and kind of knowledge whiqﬁ;caﬁ5beﬁ§f;.
accumulated depends entirely on the techniquee availableifefv
its preservation. Written documents have served that function
very adequately. The development of knowledge, however,
depends on more than accumulating a quantity of i%fefmation.:
It is not a matter of putting down layer upon layer of the
>sediments of thought. Development that includes and i
transforms accuﬁulated knowledge requires a critieal
perspective and forms of exgression which offer alternative

patterns of organization and representation. The eviZence.

o

citedvearl;er suggests that all human beings possess the
capaeiﬁy‘fofea critical perspective. Without alternative
forms of expression as means, however, a collection of
information can only be replicated in its existing form. To
say semething other than t:aditional forms allow,ffherefore,
requires a newifo?ﬁ{%fSuzanne;LangerﬂcommenFs of hyth; for
instance, tha£5 SR A

. It is the péimi;ive phase of metaphysical thought,

the first embodiment of general ideas. It can do no

- more than initiate and presentvthem; for it is a

non-discursive symbolism, it does not:.lend itself to

169
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analytic and genuinely abstractive techniques. The
highest development of which mytﬁ isrcapable is the

. exhibition of human life .and cosmic order that epic

. V-

poeéry reveals. -~ ﬁe cannot abstract and manipulate

its concepts any féither within the mythical

modé...Ideas'first adumbrated in fantastic-form

become real intellectual property only when

discursive lénguage rises to their expression. (p.

203). ' | .

Lange£'s argument here echoes Havelock's;iﬁéiéﬁénce that
truly abstract concepts required a prose syntax;éhd éanged
forms of expression. Ar%hival ingormation of thé list,
recipe, and table kind, while nécessary, does not of itself
lead to growth of knowledge., Its terms function principally
to denote or represent. They are useful and interesting to
reéders who know and understand the contexts of thé&ir use. 1In
o;der that the nature of the knowledge they repreéent be
contextualized and thus more generally intelligible, new forms
of expression are required. The forms which emerged in Greege

used a new syntax, as we saw. in the previoué chapter, which
, & T

e

permitted new kinds of explanation and were charééteristicallyﬁ A&

explicit.

Explicitness, suggésts Goody, was a condition of the
growth of knowledge of the kind assoéiated with the Western
rational-scientific cultural tradition. Without writing, new

relations established by new categories could not be



elaborated and usedias frameworks for the conscious

development of further categorles and thereby of new knowledge1?1°*

and understandlng ' ertﬁng "takes words out of thelr speech
context and places them, so abstracted in a unllateral A
relationship with words (concepts/morphemes, lexioal units,
possibly phrases)" (p. 104). The meaning of the words is
established by their use in the text. ‘The text exists in one
dimension as an autonomous, self-referential symbo}iopform.
It is what Ricoeur (198457¢aiis an "autonomous symboIiét'q
whole", which has become "detached from the practical level"”
(p. 57). Divorced from the interactive oral context, written
prose lanquage makes demands that are determined internally by
its structure. 1Its representation of the world is an v
alternative to what can be symbolized and articulated oraily,‘:
not merely the written equivalent. Byumeans of prose syntax;(w
new relations among words and their meanings could be
explicitly expressed, relatlons which the list and table begin
to establish but which prose Verbal explaaatlon deflnes
precisely. The revising and reorderlng applled to lists were
later applied to fully artlculated 1deas ln prose. Partly by
means of this process, alternative ways of understanding were
possible; new knowledge and a discipiinary tradition could be
established and developed.

It is important to note theiqdalification "could" in that

" last sentence and to note also that we are here considering

only the possible effects of alphabetic writing. The evidence
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from anthropological studies strongly suggests that diversity
of expression and cultural relatlons ‘characterises oral

'4#“"

cultures as it does literate. leenithat dlvers1ty,‘1t’seems
reasonable to assume that we could nnfwexpect to find a single
continuum of development from the oral to.the literate.
The characteristic of exp11c1tness that Goody
identifies as being crucial‘%n the development of Western
forms of disciplinang;knowledge is, indeed, not a
characteristic of ali-iiféégte forms or conventions. As
Nobuhiro Nagashima (1973) explains in his comparison of R¢§j:
Japanese and Western thinking, literacy does not lead ;
necess;fily to scientific-rational thought in the Western
mode. Contemporary Japanese thinking he says, is reflected in
"minimum-message" communication where there is no attempt to
be fully explicit or to represent méaning in an autonomous
téxt. Japanese literates of thegéndient and’Mgdiéval periodéw >
developed the minimum-message as .conventions which,néld down
to the present. Like the literacy36f Western éulnnfe,
minimum-message had its roots in the non-rational, -
'part1c1patory, symbollc mode of COmmunlcatlon in preliterate
folk society. The use of scrlpt conventlonallzed but dld not

essentially transform the form of communlcatlon.

Understanding of messages in Japanese always requires
/ S :

considerable background knowledge and experience of the

writer-speaker and the subject.



Conclusion ‘ o o

The charaéteristics of the relationrbetween the oral andd
literate minds appears to be determined by differences in
cultural contexts rather than by differences in processes of
thinking. The mental operations underlying the various forme:
of cultural expreSSion examined in this chapter seem’
remarkably conSistent. They include such generalized and
somewhat interdependent capacities as: perceiving, imagining,
analyZing, abstracting, generalizing, classirying,
analogiZing, feeling, remembering,mand learning. What the
presence of writing appears to have done is both respond to
and create new kinds of material in the external world to
which those capaCities can be applied %:oﬁ their
investigations of cognitive development pSycnologistsd
Bereiter & Scardamalia (1987)‘support such a conclusion. vTheyﬁ
suggest that "literate thinkers do not differ from "oral” infl
the mental operations they employ, but rather in what they are
aple to apply those operations to" (p.-16).

The differences in- the ways in which different cultures
understand the world depends in part on what is available in
the enVironment as the means of symboliZing and representing
and in part on recognition’of and'need for the uses of -
whatever means exist. The invention of writing led tc the
creation of forms of written expression which constituted

means or techniques for thinking, which could be internalized

and used in the construction of'understanding. ‘Once the means:
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of understanding and making knowledge was dependent to a

significant degree on what had been recorded in writing aﬁdmfigﬁsfs

thus available for critical scrutiny, the technical roléaoftg;“;

k\

writing, as a substftute for factual memory and as a st

artifact on which to exerc13e the mind's critical facultles;rw

. is prominent in an obvious way. Writing was necessary to;the%}wﬁ“‘“

extent that’ the new techniques for thinking, the products,il
were intimately relateditofwriting as the means by which they
were developed. Without'writing, those p;rticular techniques
could not éxié%; ii{

To think of writing«as either causal or not causal in
the development of new mental capacities aﬁd new ways of
understanding and thus in the processmor cultural change, is,
however,ato:misconstrue the process. Culgure, writ large,
symbolically mediates all relationships of human grouos’with
the internal and external worlds. The products of that
culture, including written discourse, constitute part of the.
external world which must be internalised in symboiic'form by
its members-. Natural and human events, such as earthquakes or
rapid lncreases 15 populatlon, may create or cause a,need for
new means to. medlate relatlonshlps. Once that ‘means exists,
it is enfolded lnto the culture and becomes part of the mental
apparatus with which ongoing and developlug,relatlonshlps are
mediated. Since any means, including writing, has to be

interiorized, to use Walter Ong's terms, 1t is also

necessarily dynamic. Human memory is not a storage space, a
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library, or a computer. It is part of what Vénderburq (1987)
calls the "dynamic organisation of the brain" (p. 90). The
means that becomes part of the mental apparatus must therefore

in some sense have effects and be a cause. From changes in

5,

the language within a culturé,.we can infer changes in ways of
thinking; that is, changigﬁinﬁghe way the mind articulates its
graép on the wérld constitute éhanges in the means available
for interpreting it. As Ongvpuﬁs it, "Without writing, the
literate mind would not and céuld not think as:it does" (1986,
p.24). . , ‘
Because the process of cultural change is so extremely
complex and depehdént,on such a multiplicity of realised and
ﬁnrealised potentiélitiés and diversity of social "structures,
the causes of change‘afé necessarily also complex and
multiplé. No single dimension of mediation is likely to
dominate. Politics, religion, economics, and technology all
interacé inﬁevolving patterns of ascendancy and decline.‘
Writing as a technology functions within thosewﬁatterns. The
emergence of literate cultures and literate minds in Western

Europe suggests that writing offered poténtial for

intellectual development that was responded to and could be

nurtured in existing socio-political contexts. This does'no£ w*;

°

mean we assume recognition at the time of what that potent?&%f-

might eventually give rise to in the culture. The comparison .
with the computer in our own age is again illustrative here.

The uses of computer ﬁfchnology are constantly being both

¥

By
.

%
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created and discovered and we can only imagine and speculate
about what it will mean to futufé géﬁeraFi9hS3)’Not knowing
does not stop the inquiry and;thé{dééelopﬁent‘which are
subject to the complex of ongoing, somewhat unf?reseeable,
.socio-historical forces. o .
An inquiry into thé effects of writing in Western cultu;é
fortunately does not require imaginafivevor speculative
projection into the annown.' What it does require Lsithat;we
try to trace the development of literate capacitieébﬁhéough a
multiplicity of interwové??evehtg and to discover the
conditionsxwhi;h lédﬁtd thé:ﬁseskof writing and literacy that
we have inherited. T:ééing any thread necessarily highlights
the thread and to some degree distorts its significance in
relation to its context. While acknowledging that to"pe;thé_
case, the search to be undéftaken in the next cha teriwillzr
uZderstanding

nonetheless enable us to grasp more securely an yu

of the particular nature of literacy in Western culture and

the conditions which produéed it.
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Chapter’ Four

bl Through Writing to Literacy:
A Cultural-Historical Record
Introduction
In the previous chapter, we examined what ,{fi

anthropologists have to say about the thinking processes or
mental operations of people ih3ﬁdq-literate sociefies.
Accgfaing to their observationé ;nd reports, we cannot
distinguish the mental operations of non-literate from

>

literate éeople.: ?rocesses of thinking appear to be
biologically determined rather than culturally. They are,*
&s Geertz (1983).says, "the pristine powers we all have in
common" (p. 151). We must conclude, therefore, that
cultural diffg;ences cannot be explained by differences in
thinking‘procésses brought abouf'fﬁrough writiqg. Nor, if
we acéept Nagashima'sreQidence, can we hold the view that
the aeyelopment of writing and literacy proceeds along an
invariaﬁt path toward Western modes of scientific-rational
~thought. This does not mean the search to understand the
effécts,of iiteracy has to be brought to an abrupt halt at a
dead end; But it does mean that we cannot think of literacy
in terms of inherent unvarying consequences and that we mﬁst
look elsewhere in order to underst%ﬁa‘the relation betweén

writing, thinking, and cultural phenomena. In this chapter,

therefore, I shall attempt to locate the meaning and: uses of
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.literacy within;oafticular socio-historical contexts.

Oniy very recently has the relevant historical
information about llteracy become avallable In tbe past,
historical studies of literacy tended to look at llteracy
quantitatively. They estimated the number-of persons who at
any one time were apparently able to read and write and |
documented such information as occupation, geographical
~distribution, and kind and level of education. More
recentIyyrhistorical studies such as Walter Ong's Orality

and Literacy (1983) reflect the new awareness that more is

entailed in being literate than the ability to encode and

e

decode a symbol system. Oralltv and theracv is a synthe51s -

of decades of Ong's own thinking about literacy and of
research and thought from a wide spectrum of disciplines.
Ong constructs a bicture of literacy developﬁent which
culminates in the rational-abstract-conceptual-critical
characteristics of literate competence we inherit teday,
characteristics which for ease of discussion I shall refer
to in this chapter as “critical literacy." Other historical

studies such as Brian Stock's The Implications of Literacy

and Michael Clanchy's From Memory to Written‘Record in

England 1066-1307 situate. llteracy in the soc1al contexts of

uses and practices at partlcular perlods._-They_prov1de
synchronic, detailed descriptions and analyses within which

and against which to interpret and understand Ong's



119
diachronic perspective. w
An attempt to trace the developmentJof any aspect of
human activity through a complex hlstorlcal landscape
necessarily lllumlnates that development and throws other
activity into shadow. As it lllumlnates, S0- 1t accords
significance. Because it identifies a course, it implies
continuity, difection, intention, and a ce;tain
inevitahflity. In his account of the development of
writing, for instance} Walter Ong uses phrasing like "what
writing accomplished" andiﬁ%%iting restructures
consciousgness" (1983). Awselective historical account can
appear to clai@ that critical literacy is the result of
writing. As I\have suggested, Ono's terms strongly bias
thinking in that direction. But writing is a human .
invention put to use inlhuman social settings. It doés not
of itself rupture a cultural landscape with the suddenness

of an earthquake. What distinguish one cultural group from

” ' . . . .
another are, to cite Geertz again, "the visions and versions

¢

that we socially construct";which include, of course, the
forms of literate expreséion. In certain of these settings,
particulag,cognitive potentialities of writing were

gradually and discriminately realized. Coexisting with

them, obviously, were multiple other, guite different social ~

settings in the same culture. These conditioned useéland

perceptions of writing in other and different ways, eome.of
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which led to what Clanchy (1979) ﬁasiQa}led "prgctical“
literacy and to what Illich (1987) terms "lay" iitéracy.

As we examine the historical record in 'this chapter, we
need to acknowledge those differencggfsinceithey must quify
any claims that imply an inevitable de‘v}-zlc'j'l'nruﬁe.‘a'n'c"‘,t';h'ig:d‘u;gh'i |
writing toward a critical literacy: ‘Noticinéﬁﬁﬁeﬁ?yv“ |
differences further allows us to see ﬁore clearly how the’ﬁ
nature of any literate activity is cqﬁpinpous with and
contingent upon the nature of partféuié;:géttings. jhe
principal purpose of this chapter;‘thévef, is ﬁéé'tpférgue
tﬁé¢cbﬁtingent nature af critical literacy. The purpose is
férihéééfigate and describe developments in the use of i
writing.through which have emerged, under particular
conditions, those intellectﬁal capacities we associate~§ith'
high literacy. The consequences of the influences of:
varying social settings will be the focus of the chapter
which follows. Those consequences will be referred to here,
therefore, only in order to help maintain a proper
perspective. | - ,.:”-

It will be my task in this chapter, then, to trace the
uses of the technology of writiné and the evolving
perceptions of literacy from the disintegration of the Roman
Empire down to the nineteenth century. Within the obvious

limits set by a chapter length survey of such complex

change, I select episodes and examples which, by
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illustrating changes in'the uses, practices, purposes,
perceptions, and beliefs about writing, will allow us to
draw conclusions about the role of writing in the
development of the unique forms of thought and expression

\

and kinds of knowledge generally associated with critical

literacy.

The Teohnoloqv of Writing

Theltitle of this chapter,-Throuqh Writing to Literacy,
was prompted by my bellef that™ there are important
distinctions to be made between llteracy and wrltlng
~ Although the technology of wrltlng dld not dlsappear, for
instance, the llterate'expre551on and intellectual
development of the relatlvely small'and homogeneous Greek
population of‘the‘Classical period was not maintained at the
same level in the centuries following Plato. Furthermore,
after the fail 6£ Rome, the bureaucratic structure and
communication netnorks collapsed, no longer needed among the
heterogeneous populatlons of thewigrmer empire. While the
literate achievements of the Greeks: were not lost, thelr
potencies lay dormant untll redlgcoveredfln the later Middle
Ages. 1In the interim, the;technology:ot writing was put to
use principallylfor clerfoal and administrative purposes.

Writing has commonly been conflated with literacy and

both are sometimes given the label of technology. Writing



is the ba51c functlon in the practlce of llteracy and
lmplles ltS correlatlve, readlng. ‘Writing thought of as the'L
technlcal system, however, lends itself to less amblguous
h”description than is presently possible with the term
j”literacy» A_dlstlnctlon 1s also useful, 1f the relatlons
between a. culture and 1ts llteracy are to be understood.
For the present purposes, therefore, I shall treat writing
not llteracy as the technology. I begin by considering the
senses 1n whlch wrltlng warrants being called a technology
and explaln what that seems to me to imply. !

53:Aftechnology is the application of technical method to
somezklnd of action. In writing, this involves the
‘application to spoken language of an artificially
constructed system of rules and elements, as exemplified in
the Greeh.vocalic alphabet and the syntax of prose.
Technology alsolinyolves the use of tools. Defining writlng;ﬁ
as a technology draws attentlon to its dependence on tools
such as pen, ink, paper, and more recently, on typewriters
and computers, and .to its material presence as visible
language. All technologies affect the nature of the task to
which they are applied and thus the way the tasks are
perceived.

Whether the task is a simple one like chopping food or

a complex chemical process of dyeing fabric, the technology

used affects not only how we do it but also how we describe
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. it, visualizemig;iand,conceptualize it. What used to be an

N\
~

o;act performed by the handiwith a knife, in‘fhe case of food
chopplng, for instance, has been: transformed by food
processors. Energy no longer'comes from the body to produce
small segment? from;}arge,‘but from a motor. A blade splnsv
in a cylinder andsgaigerpieces whirl about as the blade
flails them into fragments and flings them aside. What‘
constitutes chopplng g%anges with the introduction of such
technology. VWhen we Ehlnk abBut it, we do so 1in terms of
the various methods gf doing it. The technology has a :
material presence w1theWhlch and by means of which we. thlnk
about the task. The *technology en%ers é%r memory and shapes
our consciousness and perceptions.

In the case of wrltlng, the technology changes our
perceptions of language and coéﬁunlcatlon. The text as
materially present tranéforms the relation between oneself
and one's language and betw%eanneself and others. |
Communication is only ope use of verbal symbolization or
language. Most of the time we manipulate language in our
heads, along with other imaging, idédrder to transform
sensory data into‘the meaningful symbolic form that renders
our experience knowable. The technology of writing enables
us to confront and interact with our own thoughts as well as

with those of'others. It enables us to structure our

memories, thus our minds, with additional, different ways of
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organizing,'analyzing, and conceptualizing our experience.

These new ways are patterns, genres, forms and conventions

(ix,of lingUistic expreSSion, developed by means of the

Atechnology of‘writing They become habits of thpught
encouraged by the analytic process that writing entails.ﬂ
They may include such forms of logical procedure‘as
syllogistic reasoning which involves a particular’kind of
analysis using written verbal statements. The new 4
relationships and meanings these writteniforms embody arel
integrated into our consciousness and become internalized as
the ways in which we conceive of how to make an intelligible
woric;i‘Once internalized, they become tacit knowiedge, astii
Polanyi names it, and are used spOntaneously, as were the
poeticifimagistic forms of Vico's poetic man. They are the
means by which and through which we construct and perceive
our world. o |
The story of the applications of. the technology of.
writing is the story of how we arrived at what we. percelve
with. Historically, it begins with a period which could ‘be
broadly characterized as the use of writing to inscribe.
Existing texts were copied and recopied by hand. Spoken

language was encoded in writing. Reading was a process of

deciphering; writing a process mainly of recording.
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Applications of the Technology of Writing

Between the end of the Roman Empire and-£he_early
Middle Ages,‘the institution moig_ébia\éﬁd Qilling to mékéf_
use of the technology of writing and ts.méintainEA“litérate
cylture was thé Churéh. Afger tﬂe fallfef“Rome,"When theh’
fairly extensivetnetwork of schools established by.thé
Romans had collaéSed, only a smgll scribal class’of“priésts
had access to the surviving sééred texts. Kenneth Ciérk
(1969)‘£ells of a "boat load of 50 schdlagé" arriving at
Cork looking for a safe retreat. On the islands"gf .
Lindisfarne and Iona, a small group of Celtic.ﬁrigéfs helped
"keep Western civilization alive" by producing hiéﬁly
ornamented manuscripts of the gospel books. Roman
m;nuscripts wege als; preserved and copied in @onésteries
such as those in Tour and Touloufé in France (Clark, 1969).
For theféarlyJChurch; writing was useful and necegsary as_?
means 6f'reéofding, preserviﬁg and pLOSelyﬁizing the ’
teaching‘offthe gospels. Church autHority might be more‘
difficult to assert, however, if it main£ained'thglpqlicy‘§f
allowing democratic access to the tgxts."Literafe \
competence was thus limited to a small group of:priestiy
readers. For. most people in the society, writing'anywéy
appeared to serve no compelling individual needs.

In the firsé place, the existence of a written reéord

did not mean that many people were expected to be able to

read it.  Ihdeed those who "wrote" the texts were not
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necessarily able to read them themselves, but 51mp1y Copled ;‘t,;g

from SCIlptS.L As long as a few prlestly readers could
decipher it,heveryone else could listen. Secondly, what was
important was ‘to. recelve the: messages of the gospel as ,"
sanctloned by the Church and, moreover, to accept them',
uncondltlonally as the voice of God. * As the medlator
between the falthful and thelr Maker, the prlest spoke as
that v01ce.' The‘tac1t assumptlon was that the wrltten
version dlffered from the oral only in the medlum. That the_'
word was spoken, however, was as 1mportant as the messagesi |
it contalned about the Chrlstlan tradltlon'51nce part of,

that earIy tradltlon seems to have 1ncluded bellef in the

power as well as the truth of the living WOrd of the Spoken“'

rather than the . ertten.g Fer Chrlstlans, ech01ng Plato, the
written word d1d not and‘could not reflect or express
genuine truth and knowledge.’ Only common speech "the
living, surviving voice" (PB. 71), as Papias, Blshop of
" Hierapolis (in’Pattison, 1982) called it, could‘express
knowledge andltruth,‘ 1,‘7h» | | |

The cu;kom of "voicingk the text was aiso a practical
matter. Until spaces were made between written words, the -
reader had to read by sounding out combinatiOns of letters
in a sentence and listening, says Illich-(1987g, "to hear
whether they made sense" (p. 15). Writing<wae'equa11y‘

affected by the habit of not separating words. Scribes




could not read SLlently what they had to copy, they too had‘

to sound the words.r The usual practice, therefore, was to R

R "‘*'—*'_v

have’ one person reading aloud while several others inscribed
what they heard—-a dictating procedure still common, of " |
course, in many twentieth century classrooms and offices.-
Alternatively, the scribe mightvread aloud as much as he‘
could remember accurately and then transcribe from-memory.:
Writing was- thus a process of recording from llstening,uf

either to another or to oneself. Later, when 1t becameif

common to leave spaces between words the texts being copied

Qiost a
o

could be read 51lently and transcrlbed More radical

changes in the processes of reading and writing had to awalt

N

other technical . developments.

As well as being useful for its religious mission,v
“writing was also important to the Church in building a
bureaucratic structure. EffiCiency, however, demanded that
as the bureaucracy needed to administer the Church |
increased,_thevlanguagevof written expre331on‘be-
standardized. By the 5th century A.D. the Church,f
therefore, reverted to using formal correct fatin‘for
liturgical and Biblical texts and for all its hureaucratic
communication. The move to standardization initially made
it possible for clerics to communicate with each other‘fi

across national vernacular boundaries and thus to:copé‘With

life moxe easily as members of their .particular religious
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society. . Eventually, however, the wrltten forms
corresponded less and less cloSely to the spoken. Latin,
llke Engllsh today--but w1thout the beneflt of modern
networks . for translation--broke" down 1nto so many spoken
dialects that even those who had been taught to read and
write were ﬁh&pléVto underst;nddthe standardized written
forms. | Jcar_
Slnce’sbokenulanguage'contihued to dominate
communlcatlon during this perlod ‘the proliferation of
dialects in spoken Latin Only aggravated their estrangement
from the written forms. As well the obvious art1f1c1allty
of the written language dramatically separated it from the
spoken vernacular languages of the general populatlon. The
refinemehts in the wrltten language, which initially had
improved communication within the church and institutions to
which it was related ‘ewentually contributed‘ therefore, to
its breakdown. By the 9th century, it became Church policy
to enforce the use of formal correct Latln only in oratory
and written documents and to acknowledge that "the soc1ety
was rooted in speech" (Pattlson, 1982, p. 79).

The use of writing had always been restricted hecause'
the Church taught only limited numbers of persons to read
and write. The priestly scribal’ class was@respons1ble for.

doing the paperwork necessary for maintaining and developlng

not only Church business and organlzatlons but also for most
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other social 1nst1tut10ns. Even kings had to hire wrlters

to inscribe and readers to decode messages for them.- \

Although he learned to read, Charlemagne, for instanCe,

®

“‘fnever learned to write. Apparently he had wax tablets by

hlS bed to practlse on, but "sald he couldn t get the hang
Jof it" (Clark, 1969 P 17). Mayors and noblemen, as well as
many bishops and abbots were unable to read and wrlte.
Cippola (1969) cites the example of Count Baldwin II of
Guineadnho, he says, was "an ekeeptiOnally learned person
who naned‘a beautiful library, yet he never learned how to
;read-—helhad his books read by his clerici et magistri” (p.
20). - - e -f &
The new policy regarding the use of formal Latln:nas
occasioned in part by Charlemagne's administrative need for
a common language for those in pewer and in part by the
recognition expressed in the Council of Tours that’ordinary
people needed to hear Church teachings in langquage they
understood Charlemagne himself was very diligent in having
manuscrlpts collected and copied. Clark credits him with
startlng the process which preserved ancient llterature. In
England, Alfred the Great began what historian A.J. Mapp has
called "the greatest literary tradition in the occident."
Alfred is reputed to have taught himself to read at forty.

He himself translated into English such works as Pope

Gregory's Cura Pastoralis and sent a copy to every bishop
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and judge in his kingdom, with orders that' it must,bé*read.

He sponsored the'Agglo-Saxon\Chroniclé,*a,year-byéyear

history of England and arranged for the translation of a

wide‘range of books including Boethius' Consolation of

PhiloSOphv, and Bede's church history the Ecclesiastical

History of the English Natiqn.

Althpugh the translation of ancignt books and the
keeping of written records flourished during“this
Carolingian period, the "renaissance," as Stock refers to
it, was brief. Decline in both quality and quantity of A
records followed (Stock, 1983, :p. 17).? The Church continued
to hold onto the formalities of Latin which increasingly
came to be identified with what Pattison (1982) describes as
an "elitist, formal, rational, distant and esotgric...
spirit"A(p. 79). The Church also, up through £he‘10th
century, ébnfiﬁded to hold onto its monopoly on the
technology,of w:iﬁingrand thus kept to itself the power
which acéompaniéstrééord?keeping and cd&municatiﬁg. In what
was an essentially rural and agrarian economy, howeveri‘the
ordinafylb?rson certainly had neither the wherewithél nor
the needfto learn to read and write. y

Throughout this period, the mainfforms of writing had
limited ard specialized uses. Most were épecific to the
religious community and made it possible to get the work of

the Church done or they were adapted to the administrative

©
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needs of rulers. (Literary works, like the many heroic .
epics of the Anglo-Saxons, were transcribed int; writing bdg
these were part of an oral tradition like that of the
Homeric epics and not meant ti be read gilén£ly or in
private.) Reading and writing served also as means of
reinforcing and conserving approved procedures, tradifidﬁs,
and doctrine, mainly religious. Indeed, Clark (1969) ;ays
that St. Gregqry::who was himself a scholar, is thought to
have "destroyed many volumes of classical literature, even

whole libraries...And in this he was certainly not alone"

(p. 17). Written material, whether religious b; -

b3
.

bureaucratic, did not replace oral communication.- Written

>
-

forms supported communication by removing the need to depend

on memoril'ng text and expanded and impfoved communication
by standaji}xégg the language used to promulgate Church

doctrine, thus ;nifying congregations across national
boundaries. —-— |

a

The applications of writing during this f;;%t{period
occurred within a fairly homogeneous cultural la;éééape,
clearly defined and carefully preserved by!the practices,
beliefs and values of the Church. Between the 10th .and 14th
centuries, howevér, significant sgcial and éconcmic éhanges
took place in Europe. Tbe practices, pufposes'arhd-‘i

perceptions of writing changed and developed with them.

Reading became a prbcéss not only of deciphering and

:, )
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comprehending, but also interpreting; writing a process not

only of recording, but also analyzing. Texts began to be

seen not only as representing but as embodying knowledge,

The Shift to Textuality and Interpretation

Clanchy speculates that up until the end of the
eleventh century, a return to an oral world was still
possible, but by the end of the twelfth, a process had been
set in history that was irreversible. The technoltgy ofi”?
writing ceased to be the exclusive property of the CH&rcH:;
and the development of literate capacities reflected the
varied and proliferating social contexts of its use. 1In
particular, written forms became inc;easingly hbre.pracﬁiCal
and servea a gfogdé; rangejof purposes. The transformation
from dependence on oral commdqitation in the domain of
ardinary_public life began with an increase in the demand

and supply of written records.

The impetus for this increase came with an increase in

- the movement of people, the rise of commerce and towns, and

i

in England, the government's need for information and money.
From the 10th centuryvonward, written documents were used in
a broad range of legal and institﬁtional tasks. Clanchy
(1979) estimateg that between 1066 and ghe invasion of
William the Conqﬁeror to the end of the‘reign of Henry II

the output of the royal governmert increased more than
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tenfold. William the Conqueror initiated the Domesday Book,
an inventory of all people, animals and objects and the
geometric progression of its accumulationqaf informatiqn
continued into the 13th century. All kinds of  other réébrds
were also pfoduced. These included charters, cbntracts,
property transactions, title deeds, Chancery rolls,
collections of statistics, plea rolisifovu$e in éourt,
records of expengiture in large h;ﬁééﬁélds,ﬂénd records of
court proceedings. | -

As writing began to transform the way many

administrative tasks and social activities were carried out,

it also transﬁéfﬁédlthé}ﬁay_thoseractivities could be
berceived and tﬁoaéht agoaé. As has been the case in our
own time with the introduétionv§f computers, the use of the
technology affects how wé;perceive task%ﬁdone previously by

other, means. As potential applications of the technology

are reecognized and put to use, they:ineluctaﬁly/enter memory.

o

and are available as metaphoré for use by the imagination.

The computer, for instance, is transforming the ways we can

think about information storage and is becoming a mefaphor .-

for how we might conceive of our own minds and*memories.y In
the later Middle Ages, as the contexts for use of written
records expanded to include more and more aspects of iife,'
those records élso began to transform the ways people

thohgﬁf about information storage and similarly introduced

/

i
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metaphors for conceiving of human minds and memories. The
more common the use of written records, the more it became
customary to rely on the accuracy of what was written as an ,
alternative to relying on individual memory and on oral

testimony.

3

We have seen t??t up through the 1i0th century,”written‘f“
documents served mainly to support oral communication. Iﬁfﬁ
“order to be meaningful, the words had fo he élaimed as "the
_words of someone." The authority of thé speaker as the
source of  truth and knowledge greatly exceeded that of the
written reminder or the writer of it. The increase in types
of records did not initially change that perception, in part
because the writer was commonly not the originator of the
content of the writing. The writer as scribe practised a
trade like other craftsmen who were hired to perform such
tasks as building houses or boats. The writer required
"special mechanical skills simply to work with the materials
available” (Ong, 1983, p. 95) which probably took more time
and technical expertise to acquire than those who actually
needed written documents wanted to expendJOTAdevelop. The
personal word algo,had more credibility thathhe impersonal
document since-thé'décument might easily be untrue or
forged, as was not at all uncommon in the case of books and
charters in the 11lth and 12th centuries. Not only was

forgery a problem, but inadequate methods of reference made

A
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it very difficult to trace written docuﬁents and thus to use
them to substantiate any claims being made. Technical
advances and literate criteria for criticizing documents as
well as the expertise needed to apbly them came only later.
At this time, whaE/was written lacked in itself the
authority attached to what was spoken. The testimony of a
‘document often required the support of spoken testimony.
"Which was better evidence, for example, seeing a parchment
or héaring a man's word?" (p. 209) asks Clanchy (1979). He

cites Eadmer's description of the.conflict over an invective

&

in which "documents signed w1th the Pope's seal " the most
lmpressive produced in medieval Europe, were challenged in
derogatory terms by three bishops as "the skins of wethers,
blackened with ink and weighted with a little lump of lead"

(Clanchy, 1979, p.209). !

40

By 1300, however, the weight of authority.began to rest“lvl

- in texts. The truth of discourse was tested not by speech
but by documents. Clanchy (1979) reports court cases, for
‘;éxample, which show tﬁat "the ofal procedure of cﬁallenging
jurors had beccme in reality a written one"‘(p. 223). ‘

* Although the iacts had to be‘deliveréd 6rally, they had to
exist also in writing. Texts such as contracts and plea

rolls began to serve as evidence that could bé USed to
substltuté for the original oral record should the oral

record be lost or forgotten. Other kinds of documents were
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gradually assumeq to be accurate representations of- the .
intentions of wﬁbﬁever had prepared them. Thése would then
serve what Stock 21983) describes as a "dispositive role
which effectively superseded oral arrangementé“ (p. 7).
What became fact then was what had been written, suggesting
a recanitiOn and acceptance of the written form as having
come from a reliable source and thus believable, whether or
not it had beenycqnfirmed orally.

No doub£ thi$'§cceptancewas the consequence of a
number of faetof;; the most immeaiate, though not new of
course, beingyfhe fixed nature of writing. Time might faéél'}f
but not change the words on the page, unlike the effects of
time on human memory. Tﬁé"actual‘numpgplof people who could
read and write still répresented only ;;éﬁ;il“fraction of
the male population and equally small was the percentage of
people who had both the need for and access to the skills of
writing. The authority eventually accorded to texts was
probably, therefore, also related to the fact that thoseA
Yhosé social status reqdiréd them to use written documents

already had authority. Nct that the effects were felt any

less by those who could not,ﬁééd»and writé than by those wh6 ﬂv;Q

could. -Illiterate peasants taken to court would be subject
i

to the new methods of testing evidence. Their word might

not count against a contradictory written record. "Under

the literate regime, the oath pales before the manuscript;



137
it is no more the recall but the recOra;Wz(p. 18) says
Illichi(I987). In the afterlife as well, the influence of
the record would be felt. "Even the rudest peasant and
humblest charwoman can no more enter the church-portal
without learning that their names and their deeds appear in
the text of the Heavenly Book: wG6d, like the Landlord,
refers to the written account of a p;;t, which, in the
community, has been mercifully forgotten" (Illich, 1987, p.
17). \ |

As Stock and Clanchy document it, the shift to belief
in the authority of texts appears also toxﬁéﬁe 5een much
influenced by the state of flux5iﬁ:ianguage én&gby the way
texts were composed add%fheir meaning and significance
negntiated. The 11th»£6:13th centuries were a périoa when

written English and French wefe still in a fluid state of
development" (Clanchy, 1979, p. 261). Standards of written
English had been eroded by challenges from colloquial forms,
Stock says, because no public authority existed to uphold
particular conventions. The actual language used in written
records depended og;"the status of the peréoﬁs concerned and
the nature of the document and not on the language actually
spoken on the occasion" (Clanchy, 1979, p. 160). Records of
court proceedings, for instance, might be written in Latin
yet the actual spoken proceedings be conducted in English or

French. As spoken languages, French and English were almost
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in competition qpq‘iﬁ‘their %ritﬁeh forms, they competed for
status with Latin which still held pride of place by vi{;ue
of its antiquity;kﬁniversality,~and)ase;Eietiog with' N
scholarship. - “

As was noted earlier, written, or what Ong‘eeiis
"learned Latin," had splintered off from the spokehvby the
6th century A.D. The written was subsequently stahaafdized;'
the spoken developed in two directions: into the
recognizably ‘distinct Romance languages of whole
populations-;Spenish, Italian and so forth--and into the
Latin dialectszspoken by clerics. Although written Latin
was by no means dead in tﬁe sense we think of it today,
thousands of words being added over the centuries (Ong,
1983, p. 113), its life was somewhat protécted from the
pressures of the linguistie‘ﬁgrketplace. Insofar as it was
used in practical as distiect from scholarly contexts,

P
however, Latin;;like"Freneh and English, had a destabilizing
influence on usage. in both speaking and writing during this»
period. |

With multiple influences on‘the development and use of
lanquages by different groups in the soc1ety, ‘no single
group of characteristics adhered exclu51vely to wrltten and
spoken forms. There was no direct correspondence, for

instance, between the informal and the vernacular or the

standardized and the written. ’® As uge of the vernacular in
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texts became morgigomﬁén and in‘more sectors of:life}.a
situation develépéa in which tﬁére was a growing
interdependence of ora1~discourse with written texts:
Writing reflectéd both the non-standard vernacular
vocabulary and sentence:structure and also oral methods of
composition. Stock#notés that John of SalisBury in 1159,
for instance, talked of writing qg,hgproqess éf dictating'
and "penning," ﬁheuone done By him; thévother by his
secretary. Eadmét,‘in,wriﬁing his biography, wa;‘himself
dbing both things but he distinguishes between tﬁeﬁ}
r;cognizing that the composing tgchniques he drew on to
"dictate" derived frﬁm élassicafxfhéforic whereas the actual
penning was simply a physical act. His writing, like John
of Salisbury's, was a process of spontaneous composition and
an éxtension of his speaking, not a different means of
expression. What it did is provide for his reading
audiences an alternative to hearing as the mode of

communication. \
But just a§‘composing in writing was associated with
speaking, "readiné" was commonly associated with hearing
rather than with silent, visual scanning of*tékt:ﬂjﬁeaAeré
read af¥d to listeners. ~"The medieval recipient prepared
himself to listen to an utterance rather than to scrutinize

a document visually" (Clanchy, 1979, p. 214). The

interaction of verbal discourse with texts in these ways
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contributed to ‘their developing interdependence and appears
to have enabled their interpenetratiOn;-tovborrow StoCk‘sxv

useful tefm.‘iSince they’are recognizably close to spéééhuinj

ol

thelr methods of comp081t10n and could be 1dent1f1ed w1th .e;ﬁ
the speaker,‘lndlv dual acts of speaklng and erQ1ng couldrh
be percelved as 1nterchangeable and thus the written and
read word could be assumed‘to have meanlng and be glyen the
authority prev1ously accorded only the spoken word.

It was out of such interacting and 1nterdependent
socio-pol1tlcal-11ngu15tlc‘contexts that,concepts of wrltlng
were graduallf transformed. These new perceptions andf
beliefs were acquired rather than con301ously learned. . They
emerged unbldden from the contexts of use of the technology.
As characteristics of a new "literate mind,"athey appear to
be the outcome of adjustment‘or\accommodation to social and
economic tealities rather than of intellectual will. Stock
(1983), indeed, locates changes‘in\the petception~of WIiting
within a general framework of social.chandeiin a similar L
direction: - | “ o

If a generaiization is to be proposed,ﬁitfnouid

have to speak of a new system of exchange and

communication, equally effective in economic,

social, and cultural relations. Coinage appeared

in quantity; markets surfaced in nascent

commercial ‘centres; prices began more and more to
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be détéfmined by supply and demand; and hen
gradualiy aisfinguished‘between inherited status
and contractpalvobligatiOns. ~Money, in other ﬂ
words, or cOmmoditie; with a moneéary valueyg;at 
emerged as thégghiéf'forcé for objectifying%f;W#"
economic concerns, just asfjin the cultural ‘
sphere, the writtéh texf helped to isolate what
man thought ébout,from his processes of thinking.
(p. 85)
The application of the technology of &riting to linguistic
expression and its meanings appears, that is to say, to have
had similar effects to the application of monetary value to
goods and_serviées. As the use of money'drew attention ‘away
from an item's acﬁuél Va}qg to any»particular‘individual and

toward itself as an indiéatoi and eventually an arbiter of

-

value, so writingﬂsimilarly“drew attention to idself as an
indicator of thought‘an& eventually as a séurcé,of
authority;.‘ | 4 |

That is not to say that the authority of written
accoupts was automaticaliyxgccepted_and assumed. The degree
to whiéh they should be accepted as accurate representations
contiﬂued to bg determined by reference either to
corroborating oral or to other written testimony. Accounts
would thus be subject to some level of critical, comparative

analysis. In matters of administrative and commercial
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practice,'the analysis wasdngt”an abstract exercise. It
would occur within contexts of use and action and would lead
to decisions and judgments, which themselves might be
recorded end used for later reference to aesiet in dealing
with similar occasions or evehts. Illich (1987) mentiohs,
for instance, that "a m;nlature of 1226 preserves the first

picture of the . corrector, " a new off1c1al who leans over f:x

the shoulder of the scribe to certlfy the "identity between }
two charters"” (p. 18)»\ Such hablts of comparatlve analytlc’
activity were embedded in concrete practlces and, together’
with all the other socio- economic act1v1tles 1nveiv1ng
written records, constltuted a "practlcal llteracy" as
differentiated from the "high literacy" of those who were to
use'reading and wriﬁiﬁd:for intellegtual purposes.

_‘The purposes of pfectical literacy dnderlay
intellectual purposes across a broad cfoss—section of the
medieval population. The expansion of(praetical literacy
was, in one sense, a suceessful ﬁeans of enabling and
reacting to mejqr-sociel ehange. It made the change
manageable *and posSIbiefi{Understanding the change, however,
and being able to expiein fhe forces at work,Arequired
capacities to provide aﬁswers that satisfied changing
sensibilities. When old terms of explanation fail, new ways

need to be fourid. 1In the 12th and 13th centuries, the terms

in which the society had been understood were proving

i
R
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inadequate.- The‘social order was rooted in religion but the
Church no longer offered 'a sufficient degree of security and
satisfaction in the face of a sg?ead of Humanistie
knoWiedge, social and economid»disruptions end such
uncontrollable disasters as plagues and epldemlce. The
tenets and ethics of Church doctrine which posited a world
of Christian brotherhood stood in drametic cdhtrast,;for
instance, to the desperate economic realities of 12th
century textile workers' lives. According to Marc Qioeﬁii
(cited in Barbu, 1960), "thefcommunities of the textiieﬁa
workers were one of the favodfitefbreeding grohnds of
heresies" (p. ‘45).' ‘'As a group, they, and othet‘heretlcal
sects and revolutlonary movements, began to questlon the
Church's interpretation of the scrlptures: It was such hlgh.h
literacy,--the analytic- lnterpretlve work applled to
religious, legal, and historical documents--that laid. the
ground for the expan§1on and development of sc1ent1f1c,
rational, critical, and discursive knowledge.

Although the authority of the Church continued through
to the'Reformation, new intelleetual tools beganvte be"
developed‘during this period whicpichallenged“thet:ehthorit§
and which served as the means of developing'artetnatihes,to
the Church's interpretations, and.fater, during thei'
Reneissance, alternative explanatiens. These intelieetual

tools included techniques of analyziné and interpreting
, ‘ » o
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iWhiCh were devised for use with texts. As we have seeﬁi
writing ana*téxté\had begun increasingly to influence

- relations in évefyday activities. Texts also began to be
used, however, in the acquisition 6f knbwiedge‘in law,
theology and history and as the basis onJWhiéh methods of
explanation and interpretation could be developed.

The use of texts for these purposes had its origins in
exiéfiﬁé practices which were modified and transformed
because of new demands. As was true of the emerging
litgrate mind of ancient Gréece, as described by Havelock,
the";;;;textuality in Medievai Europe grew out of prior,
deeﬁﬁy embedded cultural conditions. In the case of Europe,
the t;adiﬁéons which had earlier permeated all aspects of
the c&ituré derived from the Church. It was ou; of such
interpretive habits associated with religious discourse that
new strategies and approaches to texts emerged.

The need for interpretation of the scriptures and the

importance of correct interpretation had long been clearly

recognized in the Church. St. Augustine's On Christian
Doéﬁrine (497-526), for instance, outlines criteria for
interpreting the figurative langUégé‘of the scriptures. It
is a qguide to exegesis which Specifies¢that the scriptures
'canrbe read and unaerstood in ferms of faith, hope and
charity and any other reading is quitevsimply wrong. By the

11th century, there were many heretical and reformed
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communities in the Church whose practices and beliefs A
appeared to contravene traditional doctrine. As a‘means of
clarifying what actually constitutes heresy, accounts of
individual here51es appeared in written form .and were
1nterpreted and dlstrlbuted to ordlnary bellevers in sermons
and missives. The behaviour of groups of heretlcs was also
documented and attempts made to explain the part1Cular
nature of the heresy in the context of the principles and

L
practices of the Church. - e

The texts in which these heresies ahd their counterl

F

doctrines were recorded 1n1t1ally had a’ status equlvalent
E - gt
to evidence—documents.; That is. to say, they supported the

oral record by conflrmlng and COntextuallzlng 1t But the
process of conflrmlng eventually also ;pvolved comparlng
written .accounts and searching for precedents‘whlch allowed\
rational,distinctione”to be made on thebhaeis of‘tektuai
evidence.’ These new”kinds.of rational distinctiohs replacedf‘
d}al, anecdotal comparlsons ‘'of experience whlch relled’on
memory. The texts which descrlbed and docuuented accounts
of heresy began to be 51gn1f1cant 1n resolvrng them. As
they accumulated written accounts provided an on901ng
record which was studled and dlscussed in situations removed
in time and space from the concrete actlvlty.of the original

context which they descrihed.

The process of such interpretive-analytic work was made
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possible in part by technical changes in the appearance of
texts. 1Illich (1987) points out that the potentialities of

writing as visibie language could not be realized until it

2

:_;could be read and understood simply by being seen and not

also vocallzed and read through Readers need cues which
help them to make sense of'utterances just as listeners do.
Such techniques as chapters with tltles, chapters divided by
subtitles, numberlng of chapters and verses, paragraphing,
marking quotations and summarlzlng ma%glnal glosses, madeblt’
possible to develop a table of contents and alphabetized
subject index. :All of these structural cues assisted
readers in the wcrk of studying the meaning of the text,‘of
critically examining it for its logic and arqument, and of
identifying inconsistency and contradiction., Indeed, they
made such scrutiny poss1ble._

In g1v1ng texts such serlous and rntense examlnatlon,
and by uslng them to arrive at what they percelved tcﬂbe"the
truth of events, scholars were treating the text ashén |
accurate, meaningful representation of actualities, a
substitute for experience. 1In this, their uses and beliefs
were parallel to the way written records weré handled in
practical contexts. Significantly more extensive and
developed, as well as more abstract, however, were the -

interpretive strategies being used in the analysis of

heretical text%s. In practical settings, the text's accuracy
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would be connected to a concrete sitgation and/to actid;.

In intellectual settings, the textlemboaied the reaiity.
Written words had meaning apart from actioﬁ and concrete
activity. Their meaning was connected to the meaning of
other words and dependent upon them, not on what they
referred to outside the text. The word on the page was
invested with meaning that could be studiqd‘éﬁd?ﬁhderstoéd‘}
without reference tO—ité author. Thevlogiéjiﬁheféﬁé in‘text
structure, in~tké“;ygthkvéhd.g:aﬁmar, was Sbiértaeépngtitute
alternative understandings ofvthé world;

In Havelock's familiar.terms, the activity of
interpreting texts "separated the knower from the known" and
permitted the contemplationvof meanings_ about the world that
were not embedded in concrete activitynbﬁt were entirely
symbolic. Indeed, the kinds of thinking and the assumptions
and beliefs about knowledge that Havelock associates with
writing in classical Greece begin to reemerge here in the
medieval context. Experience, examined by means of textual
logic, could be.separated or abstracted from actual
. occurrences. :Snbjective, lived experience could be and was
itself inf;rpreted gnd symbolically constructed as text.ffﬁt
could be discussed, further, in terms of rules and J
principles, tﬁus from theory and conscious organization, as
~art. )

The label attached to these new interpretive habits was
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the "scholastic method." It referred to "a set of

techniques for evaluating and reconciling opposed positions

,and'was not peculiar to any branch of knowledge; rather, the

methodology was generally approprlated as principles’ of

factual organizations" (Stock, 1983, p. 326). Transposed to

legal and historical work, the methodology included botn$

. gathering of facts and the presentation of them in

-~

discursive text.  Since therarrangement of the facts>was
according to criteria decided upon by the wrrter and would
follow from logical prinCiples, the methodoiogy also implied
interpretation.‘dSince what'Qas knowable in the context of
this interpretive work “was. iargely associated with the
accumulation of facts that were dlrectly or lndlrectly
derived from texts"‘(Stock 1983, p, 405), it seemed to
follow that the»way to‘develop’or‘rncreaserknowledge was by .
making texts, since interpretive analyses had shown them'
capable of embodying facts; not merely recording‘theﬁ; ‘
Bernard of Angers was ‘probably: one of ‘the flrst if not
the flrst durlng thls perlbd to produce text that was
1ntended to. 1ncrease knowledge, not srmply to record it. He
collected data-—ln thlS case storles of mlracles--
authentlcated them by examln;ng w1tnesSes, compared accOnnts
of the events, and then organized‘them into a‘coherent |
narrative which he then revised and edited. Tne‘way he

organized his material was dictated by how he interpreted
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what belonged with what, rather than by chroholodioalr
sequence, and by whatvhehthQQth mehorablevand significant.
(According to Stock, 1983,\the documentjheﬁbroduced, The
Miracula, was "an immediate and lastingrsuccess" (p- 64]f)
Although the use of writing technology and the .
existence of texts made it possible for Bernard to engage in
this kind of analytic reasoning, the contents of his work
and of other historical works etill depended on a blend of
the old oral and new written traditions. 1In hietorical
writing, for instance,‘the method of composition at\first
retained close ties with the epic narrative and allakinds of

\

unverifiable data such as dreams and poetic insights were

'

complled and admltted to the record, data whlch would later
become unacceptable. Not that even at the tlme, such data
was uncritically recelved. ‘Orderic Vltalls, writing a
history in the late eleventh century, is said to have
"detested ‘those who told inaccurate narratives" (p. 75). As
history developed into a dlsc1pllne, the nature of sources
and kinds of documenting which were recognized and included
were subject to certain kinds of crltlcal scrutiny. The
corollary of the bellef acted upon by. Bernard--that texts
could embody knowledge and be the means of advancing
'knowledge--was recognition of the role of self-

consciousness. Through engaging in a process that

"actualizes potential meanings" of words, readers
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articulated those meanings, thus making them conscious. 1In
acts of reconciliation of meapingg,‘they’turned to their own
understanding gﬁd'were\thus léd,to see truth as someth?ng
coming from inside and not extefﬁalité-phe mind of the
interpretef. As something igside, as éﬁock points od£ in
his analysis of me@ieval‘interpretive work, it had to be
inside individual minds and connected to consciousness.

In the late 11th century, the Dedascalicon of Hugh of
St. Victor fully articulated the relation between textpal
knowledge and self-consciousness. For Hugh, it was a‘matter
of how to attain human perfection. He aavahced the view
that human perfection is attainable thrdughﬁreflectively
conscious awareness. Hugh posited that the bridge between
imperfection and perfe&tion is the study of texts which
offer knowledge. In the process of consciously applying
knowledge, there is self-knowledge, and‘p§ knowing itself,
the self becomes more virtuous. Since‘fhé knowing is of the
mind, it is immatgrialﬁand invisible. Fér Hugh, knowing
also signified the immortal elements through which human
beings "truly eﬁist" (Stock, 19?3, p. 323). Understanding
and illumination were thus atfainéble from individual study
and creation of texts. _ﬁo longer; for instance, werée
priests and their voices needed as mediators for the
individual in his or her approach to God. The text p;bvided

the means to individual salvation. This was "rationality as
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inspired by literate pursuits" (p. 145) says Stock (1983).
The necessity of interpretation and g{ﬁ;ooking inward

« . . . he h
for knowledge and knowing is summed up in %( ﬁcontragt;ng
‘ x\\ ‘i“} \L e,
views of Abelard and Anselm, as described by Kenneth Clark:
% RIS

(1969), who comments:
At the centre...was the brilliant, enigmatic

figufe of. Peter Abelard, the invincible arguér, ~% ®

the magnetic teacher. The older medieval
philosophers like Anselm had said: "I must believe
in order that I may understand."” Abelard took the

opposite course: "I*must understand in order that

4

I ﬁay beldieve." He said: "By doubting @e come té

questioning, and by questioning we percei¥e the

truth.” (p. 44) . .

As Havelock (1963) had observed gf fhe'Ciassiégl Greek | =
experienééjlonéibefore, the trané&tion’t;’teituaiity  ;

( dégcribed here also seems to be‘?ccompaniéd4by thé?é%;s\ ’
deyglopment'of{a "consciousness w;ich:..discoversgﬁherreéson
for action in itself" (p- 199);’ In the 1lth glzth ’
‘éenturies,“the discovery that meaning can be foﬁﬁg?in'and

LY

" through the individual mind emerged from the finsights of
K h ¥ P

brilliant minds like'Abelard's'and 5& meang of the
: . : O .
"techniques developed to help interpret text;.

i

. : . F e .
Eventually the transformations 5chgeved by both

y became recognizable as

£

practical and~High literac
i . Ca

it R , .
, L St _
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characteristics of a new literate mentality which ;Qi;

Vi

constitutéa a cultural phenomenon. It bespoke a climai;;iﬁi
which texts served increasingly as the means of mediatinéﬁﬁ';
individual and social interaction. Not that eve{y oné‘coﬁ?a
read or write, nor cared personally about acqﬁifiﬁ% tﬁe |
skills. It appears, from what Stock and Clahch§idéscribe of
the changes which took place in the later medieval period,
“that not the technology per se nor the acquisition of skills
to use it, but the presence of texts, the nature ofvtheir
contents, and the social coutext of religious dissehters ied
to new pérceptions of what constitutes knowledge.
The way and exfent to which individuals were affected
by new percéptions degended>on the nature of their
involvement with literat;‘communities. Among clerics and

1

?heir faithful ana among the heretical groups, only a few

. individuals might actually read the text, but others
partipated in interpreting it. Participation in such
"textdal communities brought with it the;perceptions and
methods of analysis associated with texts. Participants
were immersed in settings which afforded particular kinds of
demonstrations about the meaning and value of texfs and thus
literacy. They could become literate in their attitudes and
beliéfs about texts without having the technical skills
needed to géin direct access to them.

g

Clanchy (1979) cites John of Salisbury who "emphasizes
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that an- illiterate prince can participate in wisdomjthough
the medium of the priest's voice. The prince is not
excluded by being illiterate” (p. 219). Ifgis’hbt apparent,
of course, from such assertions'what kinds of.texts are
b?ing "read." Hearing the Bible and hearing Aquinas would
be very different kinds of experience: on the one hand a’
written record of a predominantly oral composition; on the
other, a tekt originally composed in Qriting. Nonetheless,
John of Salisbury's é;éﬁﬁie suggests that the prince was not
hampered by his lack of skills. Acquaintance with the
language and patterns of thoﬁght characteristic of texts and
with the new ideas which texts introduced, enabled the
prince to think analytigglly and to articulate underlying
principles; his high sdéiér;Status enabled him to translate
what he thought into action. The alternative view of the
world that he could construct from reading,‘could be
realized in some fashion, not in another text of his making,
but in social realities of his making. :

From the evidence of new approaches to organizing and
using written information, it seems that scholasticism, as
"a search for new intellectual tools," was successful in-
bringing about needed changes in the tools. The changes
enabled scholars better to grasp and explain ambiguities.
The presence of texts as meaningful embodiments of knowledge

provided a new perception of an objective, intelligible
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realityvthat was the product of new-methods of
classification of knowledge and an alternative to‘sensed
experienee.AfThe‘relation of individuals to the process of
making and developing knowlgdge, their stance toward
knomledge,‘indeed their Qorld view, was transformed by tﬁat
shift in pereeption.',As:the nucleus of a paradigmatic |
shift, the interpretive-analytic study,of texts enabled‘
scholars to develop knowledge in ways not possible earller."

But w1thout ready means of dlssemlnatlng texts, the
spread of llterate attltudes was necessarlly restricted.
The conditions which accompanied the next_ehlfp in uses.and
perceptions of writing, texts, and literacy'imclude Aﬁﬁéw
technology, the printing press, and another period of social
upheavala, With the invention of the prlntlng press, we
enter the modern era of literacy.

P

The Printing Press as an Instrument of Change: The shift to

Print and Exélanatorv Discourse

The modern era of literacy began when the
potentialities of the printing press were recognized and
exploited, but the needs it reséended“to arose out of the
socio-cultural conditions in 15th and 16th century Europe.
Traditional medieval patterns of life and belief had broken

down and a lively and long period of search and adjustment

ensued. England during the 16th centurf has been described
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as "a cauldronuseething uith economic unrest and.social_' |
passion" (Barbu,'lQGO,jp;156). Great changes'in classr

structure, the centralization‘of.political power,'the growth

\of an urban population, the increase of commercial and- .

financial capital, the exoansion .of trade, the'exploration‘

of the seas, and the spectacular rise of the mlddle classes, .

all contrlbuted to what Barbu descrlbes as "a degree of,
moblllty often verglng on 1nstablllty" (p-. 151) The degree\
of soc1al upheaval created condltlons 31mllar to those faCed'
in the towns in the 11th and 12th centurles. Durlng that
late medleval perlod however, belief 1n the explanatlons
~and codes of behav;our upheld by the church was the nOrmq

By the 16th century, that bellef had been shaken and there:”
was a clear need for new 1deas about the world and new’
techniques for gaining a flrm grasp on it. The meanSFby‘
which new ideas could be developed could only'arise out of
existing cultural realities and existing technologies. :With:
the printing press, the technology became available_that
couldgfully exploit the value and trust accorded to the
inttéﬁ word.

In the—latter half of the 15th century,‘many new ideas
began to circulate in written form,rthroughvprinting shops
uhich sprang up all over Europe. Within approximately th'
decades between the 1460*srand'1480's, printing shops

located in cities had opened up as the new centres of text.

(]
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“‘“p;oduction. The-printing.Shop; says Eisenstein (1985),

‘f;vprovided'a new.éetting for.intellectual‘activity. _Printing

shops were mofe)sensiti?e ;egistefs,of.political)'economic,
religious and cultural developmeﬁts than any other kind of’
shop in early modern Europe" (pp. 24-25). They printed what
people wanted to read and what others wanted to write, on
matters both mqﬁdéﬁgand écholarly-  An¢ient Greek texts,
brought into and trAhslated in‘Italy*after the fall of
Constantinople in 1453, gained currency through the print
shops. As copies accumul;ted and multiplied, ehese‘téxts
were the means both of distributing and preserving classical
knowledge. They revived interest, in ﬁathematics, in
Aristdgie's Poetics and.logic and in a classical Gréek\
understanding of;th; relationship between human beings‘and'
the natural world. The output of copy was Euéh‘ihat ’
scholars all over Europe were able to stuéy the~aiternétive
constructions oflunderstanding and of ways~of7relating to
the world which.these teggg;pyesented and to uée them in
developing nekanoﬁlédge; |

Massive expansion of the accessible sources of
information aided the éccumulation of archives of.exact and
detailed records. By standardizing layouts on the page and
standardizing language, printed text facilitated |

- -

cataléguing, Cross-referencing, and indexing, all of which. -

assisted processes of textual analysis. Printed data could

P . &
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be stored, copied exactly, distributed widely, and u;ed as
the basis of comparison with other accounts or with other
kinds of phenomena. Instead of hav1ng to rely on correctly-
understandlngyverbal descrlptlons,;scholars in the physicél
and natural sciences and in geography, for example, weré
able to use exactly duplicated versions of maps; charts,
~ tables, -and diagrams. Both verbal and visual déta céﬁld be
replicated easiiy'and checked for accuracy. Wofds‘qould be
checked against the actual objects they named téigscértain
their reflection of the reality. Print made it poséib}e to
produce detailed afid precise verbal explanationé Aﬂdrboth
visual and verbalxdescri§tions based on actual observation.
Although exact observationiis obviously not dependent on
print or.wfiting, the development of modern science, Ong
(1983) suggests, depended §n'the uses of priﬂ%:

What is distincﬁive of medern science is the
conjuncture of exact obséf&atigﬁfand eiact .
‘-verballzatlon, exactly worded descrlpblong éf >
’carefully observed complex objects ané
processes,...Technical prints and technicdi
verbalization reinforced and inspired each other. -

The resulting hypervisualized noetic world was

brand new. (p. 127)

Eisenstein (1979) suggests how difficult it is today to_;;'

imagine earlier cultures where relatively few persons had 
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eQé: seen a physically;acCufate bicturé of anything (p. 64).
Exéét and detailed observation with' correspondingly exact
,Qerbai descrip?ioh is one of the—ways in which we can sort
out Qha#xwe see and think.  We name and connect and
ﬂ'establishirelatiohé. Priﬁt set“ﬁp wHolIy new opportunities
and éxpeCtatlons for making sﬁéﬂ cbnnecfions and for
empirica1 s£udies of the world. It was only in the 16th
century, fo; ihstanée,\that mameakers began to exclude
Pérédiée, perhaps begause they had come to value empirical
truth,gpdéhgd not been able to asééitain an exact location
(Daniel‘l:, 1986, p. 153). l

| :kfhe‘intellectual tools necessary for rational-
scientific ihqﬁiry had begun to be developed, as we have
seen, in the interpretive work of medieval scholars. Print
acéelerated the potentialities of this work by encouraging
the standardization of¥£he language that appeared in texts.
Because the texts could be widely shared and their codes
agreed upon, linquistic meanings were also standardized. It
became possible, fherefore, and indeed necessary, to
construct ever-expanding networks of concepts and ideas
through texts in order to assert the authority of particular
collectﬁons of facts. It was possible thus to create, in
Bruner'é phrase, "possible" worlds fhat‘existed only |
symbolically and were not tied to an immgdiate, present,

o

concrete context. Expansion of krrowledge in science,
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however, did not mean merely a vast accumulation of )
interconnected information and concepts. Although the? 
development of rational-scientific knowledge depended on the
existence of printed texts and on techniques for the
rearrangement of information in conceptual categéries and
classifications, most cruciail;, it depended on a néw mental
disposition to search for understanding through logiéalv
e*planation.

®

What had to exist, .in addition to a facilitating
technology, were an infuitivgly fel% and recognized need and
an emerging view or_theorx‘with which to look at the?world
by means of the technology. Among séieﬁtists, the
charac£eristics éf print may have reinforced but they did o
not produce, for instance, the revolutionary notiondthat the -
world is intelligible'and the uniyerse harmonious. .That
view was reflected in what BronoWski (1978)Adescribés as the
felt sense that Pytha&g;as' phrase "the music of thé‘
spheres" accurately deécribéd the harmony in the universe.

ro- S
It was apparent in the work of peopge like Kepler, Qho,
Bronowski (1978) says: "triédito fif the five Plato%ic
solids into the orbits of the 'solar system because he
naturally felt that all these;£hin93!must go thetHer" (p-
28); and infthe writing of thinkeréwlike Marsilioﬁficind,
secretary to Cosimo de'Medici, who sensed that/the world is

intelligible and wrote of the sun that it was "fit" to be
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the centre of the universe. 1In 1487, Pico della Mirandola

argued in his series of theses QOf the biqni;y of Man that
the destiny of human béiné§ i;/ﬁ¢Fcontrolled by the
movement éf planets but, unlikéwbgher species( human beings
control themselves and they do so with their minds by means
of thought. Around 1550, Pomponazzi (cited in Bronowéki,

1978) in his book Of lncantations firmly rejected any kind

of magic. He says:
It is quite possible to justify any experience by

natural causes and natural causes only....There is

]

no point in introducing supernatural agents. &t is

ridiculous as well as frivolous to abandon the

evidence of natural reason and to search for

\

things that are neither probable nor natural. (p.

s

33). :

Such ideas formed‘fhe basis of new ratioﬁal attitudes
which were able to be expressed and developed by means of
new technology, #he pr}?tigg‘prgss. Suppo;ted,by |
.éncyclopedic documentation and‘e#aét repfoduction of
séurces, the scientific disciplines constructed the bases of
all their véribus’specializations. They created edifices of
scientific-literate knowledge which have come to depend much
more on all the resources that the standardizations of print

could extend to written discourse than on the actualities of

natural or physically observed phenomena. : The process of
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accumulating and verifying scientific knowledge depends on
writing and on print. As Bruno Latour (lgégi succingt;y
puts it, "Many things can be done with ...paﬁér;that cannot
be done with the world" (p4T226). The gathen}ﬁ§$ﬁf
auénérity for‘;cientific knowledgé is not agsimple mqﬁtef'of
referring to empirical reality. It iswa“mﬁtter of
nccumulations of data given literate expression. The
disciplines have been built up through acéumuiations of
evidence presented.in convincing terms. These include
networks of previously accepted "facts" and concepts which
gain credence by being incorporated as "givens" in
subsequent inquiries. Quoting Latour (1987) again, "...a
fact is what is collectively stab;lised from the midst of
controversies, [which]...does not make it qualitatively
different from fiction..;.Each claim comes to the future
author with its history, that is with itself plus all the
papers that did something with %} or to it" (p. 42).

As a discipline, science accepts those findings which
are constructed and coded ;ccofding'to a clearly defined
complex of conventions. Scientific texts thus become one of
the instruments by means of which subséquentvscientific
study can be carried out. Without writing and print, such
self-contextualized, or at least diéﬁipline—contextualized

products, could obviously not exist. What is significant

about the texts is that they are constitutive of what it



means to think in a rational—scientific-conceptuai way in
science. ‘ E -

fhe search for loglcal explanatlons based on the
rational analyses possible through wrltlng was not confined
to phenomena of the natural world, ertlng was also used to
explore, deflne,‘and explaln the attributes of ;nle1duals
and social groups.‘ The 16th and 17th centuries were
characterizedtby-increasing differentiationvofhsocial groups
by education,hoccupation, religious and political
affiliation, and economic status;y To the degree that any of
these groups was able to define 1tself xn relatlon to sets
of beliefs and practices and in contrast to others, 1t Was' "
able to construct a common perspectivesand set that
perspective in critical opp051tlon to others. The more?
there are of those "others,' the greater the potentlal for
critical oppos1tlon and for more sharply drawn selﬁE .
definitions.

« Medieval scholars had brought to their interpretiVeA'
work a common belief that human lifetshouldgbe entirely
oriented towards the spiritual values of Christian faith.
In this respectﬁ the medieval- cultural climate wasi |
homogeneous. Even the challenglng and 1nterpret1ng of -
religious texts occurred within the framework of an assumed
and accepted faith. Scholars exercising their critical

capacities to produce individual interpretations "shared in

> S

ey
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the power of texts," to borgé@ia‘phrase from Scholes (1985),

but did not create alternati§éé which could stand as
oppoesing exblanations of phenomena from a different~cf£££éal
perspective. The text produced "against text" stands
separate’ as "a new construction, recontextualizing knowledge
aﬁdhgpus exhibiting and representing it in new ways or new
forms, according%to new classifications and arraﬁgements.

The feminist world view in our own time, for instance, has

generatzd considerable critical,wprk:and the production of

£

"texts against texts"--new explanations and ﬁew metéphors

which szer ways of understanding our shared sociél “
experience th;t are alternatives to the explanations of
patriarghy. In the period which includes the Renaissance,
the Scientific Revolution, and the Reformation, critical,
explanatory discourse of that kind was able t; arise'when
alternatives to the traditional Christian world GiéW‘had
been sufficiently conceptualized and articulated.

¥ The traditional Christian view was challenged when
mathematiciané and scientists rejected mggigkinvfavour of
empirical gv{dence and céq;g—eﬁfect rela£i§gs as means of
explaining natural phenoméha. No less sﬁbﬁect”totcritiéél
scrutiny than the natural worId,>religiogé‘texts{ﬁéréﬁ35‘
equally the object of new theory énd new percéptioﬁé;A The
alternative texts which became availablé through printing,

.

suggests Eisenstein, were both a prerequisite for and an
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aspect 1n the Lutheran revolt. ~When ;§ther translated h
Bible into Germap {he gave people a chance to read the4
scrlpture for themselves whlch meant making sense of 1t for
othemselves.‘ Churchmen welcomed ‘the increased access to
:dBlbles and’ other rellglous tracts that %rlntlng afforded
them and thelr parlshloners. The4technology was v1ewed as;a
"God—given'weapon",by‘Christ;an leaders who sought to set
their perspectives against‘those of the Musllm Turks}and
attempt,to COnvert or overcOme them. The presence of the

text, however,.also changed relations between the prlest and

his parlsh " As was the case in the spiritual practlce of
L4

-

the medieval~heretics; the text interposed_itself as an.
alternative means through which the faithful might-
understand and reach God.

Uncertainty was compounded by the existence and- .«
distribution of polyglot editions of the Bible. As these
became more available and more closely studied, lt became
more difficult'to determine what might be the literal truth
of the dos;el.. The dissoriance created by alternative
versions of a text once thought'of as the divine,
unalterable'word of God, led not only to,frightened
rebellion‘andﬂthe forming of new rellgious communlties, but
‘also ‘to thoughtful inquiry. It fostered, if not demanded,
criticalzattitudes; As Smith (1986{; describes lt: "Where

knowledge had been a matter of search, it became a matter

B
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for research" (p. 177). A tradition of research was

established'in both science and religion. LIt led to
increasing aifferentiatioha;f\areas of inqﬁiry in sciencg;L?“ér
and of piaétices and beliefs in religion.

The progressive differentiation of the external world
b? science was matched by progressive_differeniiation‘of B
social groups and éventually‘bfnthe individual. Inéuiry
into social gfoﬁps and their!ch;racteristics feflectéd bothﬁu
the actual_incgeased social diversity of those groups and a
new awarenesgabf the diversity. 1Individuals were led to
perceive themselves and were perceived as members of social
groups and what was appropriéte for one group was not
appropriate for‘aiT, in work;,so@ial relations, or religious
observances. Anne Ferry (19841 cbmments, for instance, that
‘whereas‘ig“the early 16th century prayers were
differentiated according to occasions and spiritual
circumsgangés} by the middle of the century Thomas Becon's
prayer book‘{sépérates prayers aécording to the status of
the petitioners: magistrates,\clergy,‘subjects, masters,
servants..." (p;38) and so forth. Furéhér exemplifying the
search for definitions of relations was the ranéékgf books
available in the 16th century that fall into the categofy of
memoirs and handbooks fofr individuals to consult aboutl

éppropriate ways to . behave and think. The Books of

Improvement which appeared during this period address

=
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themselVGS‘toipartgcﬂlgr éroups. They include manuals of
conversatien, Christian dictionaries Yhich "not only
outlined the ultimate ideals of Christian life but also
prescribea4detailed rules. for the individual's conduct"’
(Barbh,/1960g.p. 197), and books of behaviodr such as The

Complete Gentleman by Henry Peaeham.which, according to, L.

Wright (cited»in Barbu, 1960), emphasized "the cultivation
of the qualltles that make the gentleman an accompllshed

Versatlle personallty, as well as a capable servant of the
state" (p. 196).- The lnd;yldual was systematically gu%ded
in th to conduct the cpmmoﬁ'events of 1ife aed te éohform
with what was approprlate.)‘From the’fGth centdry onward ‘»

groups used the printing press to produce and dlstrlbute

texts which constructed exp11c1t 1nterpretat10ns and >

~ .

‘explanations of their perspectlves and ways of
understanding. Such texts prov1ded a M1rror 1nto whlcp
individuals»could.loek for deflqltlon‘of-themselves as‘.
members of a group. Steries‘ef individual lives,'fo; .
instaﬁce, tendgd to describe adtivifiestgpd‘experiences‘
which revealed the public-self*as en'exampie that - ‘ K
illustrated‘pruths and prineip)e/ oféeﬁitﬁese embediedvih
proverbs orptbe‘Bible. Thevind%¥i§§al,life written about
thus served as ap instanee of cateéeriesspf spcialiy‘
approved and acknowledged bepaQieﬁr}epdiEEliefs?= By

detaching their theories about the gbrkd~frbm action in it,

T
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these social groups could also study themsel&éé}ffq’the
broadest sense, in relation to others. They thefeby
objectified themselves and their experience and created
opportunities for reassembling and thus transforming it in
their consciousness. The texts served therefore, as means,
something to think with about the self, to make sense with.

One of the characteristics associated with Western
literate culture is the development of individual
consciousness. "The evgiﬁéioﬁ of consciousness throughout
human histofy"is marked, " says.Ong (1983), "by growth in
articulate atteﬁtion to the interior of the individual

person as distanced——ﬁhough not necessarily separated --from

the communal structures in which each person is necessarily* -

enveloped" (p. 178). Thbse communal structures offer tﬂe
individual sets of interésts, beliefs and values'ané“Qhat
Barbu (1Q60)i£qfﬁs a "typehof méﬁtal organisation |
characteristic of their historical period” (p. ). In his
historical account, Richard éoe describes the emergence of
autobiography as the expression ofldeQeloped, not therefore
essential or inﬁrinsic, self-awa;eﬁgss of individuality.
The articulation of the interior self/”which constitutes a
type of mental organization, is enabled, according to Coe
(1984), by communal éﬁrquures which have developed the
social ideals of democracy ané-eduglity. "In feudal,
hierarcbical or tribal societiéé;..the individual® --~

-9 P
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adult...derives his significance in the majority of
instances not from his own qualities, still less from his
own “uniqueness' as an identity, but rather from his family,
his class, his &otem, or the deeds of his remoter ancestors”
(p.16).

The essays of Montaigne were a step toward the
articulation of the interior self, in the sense that they
marked the defining of individual experience within the
common. Montaigne is not the first person known to have

paid attention to his inner self. Augustine's Confessions

(399 A.D.) were a cahdid'exploration of his childhood and
perggnal life not matched in any llterature that surV1ves
untll the memoirs of Benvenuto Celllnl (1558 66) But the 
form through which Montalgne thought and commnnlcated was
tone which has become the standard for humanlst scholarshlp;-
the essay. The essay is a test of ideas. Its dlscourse
proceeds from the assumption that displaiing a line of
thinking and arguing an idea by always looking at the other
side of every question will assist in approaching‘truth.

The truth, according to Montaigne, éoulg/only be truth as
realized by a detached and disciplined yet intensely:; |
personal and emotionally involved consciousness. ' He matched
the explanations and theories he identified in his society
against the explicitly expressed text of his own experiéhce.

Although Montaigne wrote about himself and asserted the
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importance of eeIf-knewledge as a guide to the conduct of

one's life, the consciousness he articulates is not uniquely

individual. As‘Ferry,Cl983)ﬂdescribes it; Montaigne;e self

S

is not "exclusivelyjbrivate or inward" (p- 45)..4, he

suggests that, instead, -it appears to be awareness of how - -&°

one is in the world rather than awareness of a continuous

inner life which parallels in private the life lived
outwardly. She'points out that Montalgne "for all his
awareness of human dlfferences ..dld'not...formulate a

conception of an intrinsic self" (Ferry, 1983‘vp. 45) .

ate

During the 16th century, the total Engllsh Vocabulary

almost doubled, but there were few terms or‘changes'ln‘

existing words to describe an inward experience. 1In John

Locke's An Essay Concerning HumaQ”Uhderstandinq, published

in 1689, the vocabulary appeared for the first time that

referred to a kind of inward experience or inner life that

was distinct. from the outer, and could be concealed.
Shakespeare'had'earlier-rendered the experience but not

named it. w%A‘Af'.,«_}?erry (1983)'commente, "When we watch the

figure of Hamlet moving through the play, we are made to P

believe that he has thoughts and feelings dlstlnct from what

he shows when he gestures, acts, speaks, or stands silent"

(p. 3). The metaphors of inward and outer are themselves

metaphors that arise from literate awareness. They seem to

be connected with an alphabetic-literate awareness that is
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- Bound to the exact fepf&duction of verbal thought in
Qisible, soundfabie‘words on a page?éxghe intent to
rationalize, which was a feature of intellectual inquiry
thréughout the i7tﬁ century, fostered distance and
detachment and allowedfconcéptualjdevelopment 6f a menﬁal
life that seeﬁéd to be distinct from and diffgrentiated from
the emotional and‘physical. Being human came to be equated
‘'with being rational; beiﬁg rational was associated with the
exercise of BhéTs.mental faculties in isolation from one;s
body. |

“ .-‘Thfoughout the 17th to 19th»centufies; human experience
. contiﬁued.éo be rationalized‘and:defined as forms of writing
énd kinds of publications prblife;ated. The iméetus which
the printing press had given to the‘dévelopment of new modes
of inquiry and new concepts, aid not immediately lead,
however, to the development of ne@ genres of literary
expression, to the departure from Lq;in.as the language of
international:scholarship, no; to a ﬁénolithigaang universal
literacy. Of nearly 6000 books in the Bodleiah Library in
1605, for instancé, only 36 were in Enéiféh. Apart from |
commercial records, which greatly increésed‘and did téke AQV
forms, nearly half ghqx?ooks printed in Enéiénd ﬁere o

religious up until about 1640 (Thomas, 1986).
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The range of literate competencies, howeVer,’wigh
respect to the scripts and languages used as weli{agﬁié_the
forms of discourse, appears to haye béen quite asAa;éparate
and, according to Eisenstein,fééite as subject to the |
demands of the market place as{iﬁ_i; at present in our own
culture. A hieraréhy éf,reading énd writing skills-was
apparent in the Tudor and early Stuart, periods in England.
At its base was the ability to read the printed word;inégﬁ;; 
the ability to read and write written script; and finéily; |
the highest level, knowledge of Latin--the lahguage of
interna@}onal séholarship}flaw; medicine, and ‘
administration. A person who could read the two most common
forms of type in printedrdocuments might be quite incapablé
of decipherid; handwritten script. Only those
who could write it were able to read it. And, fairly
obviously, only those who knew Latin had access to
séholarship and professional knowledge. "Early modern
England, therefore, was a “partially literate society’
(Cressy 1980:17) in which there coexisted people living at
very different levels of intellectual sophistication" says
Thomas” (1986, p. 103).
Yet that sophistiéatioh”was not exclusively related to
levels of literacy defined:in,simple terms as ability to

read and write. Thomas points out evidence from a variety

of sources indicating that people in technical and
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administrative occupations, océu;ations that would seem to
require high ability--mayorf, qovez;}rs|?f grammar Bchools,
businessmen, éozzticians, artists and meohanics--were
successful and competent though unable to read and write.

In the political %nd rellglous upheavals of the 17th century‘»
"the written word had been extensively employed to 1nfluence"
public opinion, and every public controversy was accompanléd
by printed propaganda" (p. 112). Nonetheless, Thomas also
observes thatjthe technical skills of reading andnwriting ~
were not a condition of part1c1patlon ln the controversy.
Illlteracy was as closely assoc1ated w1th rellglous Non-
Conformlty and polltlcal act1v1sm as literacy.

‘ Although it is not p0531ble torsay prec1sely how many
‘ people could read and %flte, the numbers appear’ to have
increased dramatlcally between 1650 and 1750 in England and
¢
Europe. Only 25% of males are estlmatedvto have been
literate in Scotland in 1643; but that number had risen to
78% a century later. 1In the religious diaries of 141 17th

. century men,'Spufford (1979) found detailed accounts of

" educational practice which showed that people oanil
- occupational levels came into contact with printiand'that
many people were able to read but not write (citedlin
Kaestle, 1985, p. 24). No doubt the increaSing”ueejof «
vernacular languages, euen by scholafs, both responded to

and created demand for more widespread ability to read.
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Expansion in trade also created a need for literacy. Moré
open sea navigation, for instance, meant a need for more‘
1iterate sea-men. "Map-makiné,~clockfmaking, and the
manufacturing of precision instruments rested on a growing
supply of literate craftsmen" (Clpolla,.1969 p- 49)

While it may be true, as Th@mas argues, that

1nd1v1duals could compensate for their own lack of skllls by -

A
'v

seeking help from others andethereby not’ be "cut off from
the culture of the Written werd" (p. 107{, practical utlllty
demanded as it does today that people become what we now
call "funct;onally llterate,' that 1s, acquire some |
rudlmentary Skllls Wthh would enable them to _do their jobs-
-fill out forms, dec1pher accounts; recond purchases and s0 -

on.- Illlterate businessmen not only ran the risk -of being

; cheated; but aleo had more difficulty functioning in an

expanding market echomy. It was also the casefthat as jobs
became more specialized and technical and as‘tne variety of‘
reading matter greatly expanded being literate 1ncrea81ngly
meant belng*able to read and wrlte for oneself, at least at
some level or in some contexts.

The perlod from the 17th century down to the present,

‘indeed, 1is characterlzed by w1despread literacy and highly

_differentiated texts, by highly differentiated applications

of writing and uses of literacy and, consequently, by.a

broader spectrum of literate activities and capacities.
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Within this spectrum are those aotivities which opened a

path toward high literacy: the accumulation and development
of dlSClpllnary knowledge in rational-abstract- conceptual-
scientific forms. and Ehe artlculatlon of 1nd1v1d al

consciousness in literary forms, as exempllfled respectively
, ) s

in specialized scholarly and literary texts whose common

general purpose is to reveal and explain the culture and its

<

members to themselves.

. -
[y

The other literate activities “in the spectrum include

all those forms of recording and documentiﬁg which catalogue

and describe a society's socio-politic¢al and economio life
’and whibﬁ*mﬁintain and support that life. TheSeﬂtextual
forms serve principally to communlcate 1deae>and 1nformat10n
for use w1th1n and across groups of readers and are faotual—
documentary in character. In contrast to the relatively
transient value assigned to the factual¥doegmentary}tegts,
the literary-scholarly have been given an authoritative and
permanent status in the culture. But factual-documentary
texts, particularly the journals and periodicals of the 17th
and-18th centuries, offer very interesting insights into the
de;elopment of literate attitudes.ijhé}nere described in
some detail oelow because they{eerved to establish new
relations between readers and writers. They reveal patterns

of interaction among readers, writers and texts which

contributed to the making of a culture dominated by literate
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forms 6%;é%pnession.515ucb patterns also underlay the
developméﬁtégf knowlgage in the sciences and humanities
albeit with;;n import§6£ difference: ,jn the disciplines,
discussion and critical analysis comﬁ;nly appeared only as
writtéﬂ discourse. The éircula&ion of texts and ideas was
_thus in them less democratic. The development of periodical
literature further also very élegrly demonstrates the ways
in whighLW{iting was used to‘;egonceptualize‘gocial
realitieé and to éénstrﬁét”aifernative ways.éf perceiving
and understandingﬁtééﬁf:f

The intellectual.aétivity thagiin the early days of the
printing press centred in“the éfihtﬁéhops‘shifted! in the
17th century, to coﬁfeehoﬁses and Saions. Ihdiviaual
coffeghouses tehded to'beffr§dhéﬁtea by people who were of
like mind pdlitically-of who were members éf the same
profe;sion. So, the poets and critics went to one venue,
clergy tovanother, scholars and acadeﬁicians kept each.otﬁer
company, and Tories and Whigs kept théir haunts separate.

In lively conversatidn, the issues of the Qaywwére
discussed, argued and clafified. "By the’léQOfsy the
English postal service, the London coffee houses,*énd tHe
new periodicals had combined to form a wide;ing network of
public discourse" (p. 25). Two features of that discourse’

have particular relevance for'this illustration: the

circulation of material to read and the interchangeable
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5.0 . Lo
roles of readers and wrikters. o NG
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The notipn of "circulation" is a metaphor‘for the
connections‘and chains of communication along which flow
language and ideas. It was used by Arthur Young in Travels-'
in France and for him it meant "an intricatelx prepared
system of channeis through whicn people, things or wrlting'f
connect’ and move. Its economic and phy51olog1c91 senses
always adhereg to its use to descrlbe patterns of readlng and
writing. Clrculatlon secreté&s the readlng hablt from every
pore"qlp. 32). Tne perlodlcal consbltuted such a. channel in
the system of circulation. It ‘represented a means,of idea
exchange not restricted, as werettreatises in'ietin or
scientificlesseys,*to a very limited audience,‘but e
accessible;tena broad cross-section of the poppLatien.%

Literate;practiees during this period were not :
homologous withdeeiel class and poﬁer., People ‘were brought
together as readers and wrlters with cOmmon 1nterests whlch‘
in the journal superseded their social elass dlfferences.
Klancher cites as an example the audlence of "gentlemen"” for

Gentleman's Maqa21ne who were constltuted not only from the

class of landed gentry but as well from among'theknpper,
clergy, professionals, well-educated manufacturers end;r
merchants. The periodical'functioned,,says Klancher, to
bring together peeple of different social rank and develdp

among them some shared values and attitudes. The audience

e
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. forla particularﬁperiodical was ;hus formed into a new;klnd
,of community typically based on their work intgrests, ‘Thet.
style and»format of the publication wasiadapted to fit its
particular audience.

A2 Bﬁt the perlodical was not so much a vehicle carrying
‘égeas to‘that audlence'as;a framework within which\
activities'of reading andfwriting were carried out ahd which
was contoured by what Klancher (1987) calls a:"habltual
energy, a mode of receptlon “and comprehen51on" (pa_hrj.
'Clrculatlon was thus a transforming, 1nteract1ve‘process.
Cohes1veness in the connectlons was continually relnforced

«,"Each journal offered itself as a tlghtly knlt communlty of

?readers and wrlters who revolve between readlng roles and -

‘wrltlng roles" (p. 18) All readers Were potentlal wrlters h\W/JC

¢

or performers and 1n that role there was a se%se of thelr N
submlttlngvthemselves to anlaudlence llke themSelves for:“
their rational ’crltlcal response Merely to read was not.
to part1c1pate in the llfe of the journal ‘ ertlng, in thls »
context, appeared to}be both democratlc and communal, "the
very opp051te, the Bee argues,dof clerical language, that
dlctatorlal dlscourse cast down from the pulpit" (Klancher,
p; 23)i 7ﬁot, 6f course, that 1t could be democratic in the
sense of open.to absolutely anyone. The’most basic

requirement of that was missing--universal literacy. But it

was open to those who had the technical skills and who
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pegéeived themselves to be part of the community to whom and
for whom the periodical spoke.

The perlodlca} appears at thls time to have been
democratic, not oﬁlyrln its communality, but also in its
tendency to widen the circle of its readership in what
Klancher calls the previously "anonymous marketplace." The
periodical created a shared language and styie. The readers.
as participants in its creation identified with it and..
further, took it as their reflection and fepresentatieﬁ.

- The periodical thus described and defined its readers to
themselves and had a "coloniziqé" function in‘bfinging in
other readers who assimilaﬁedfigs definitioﬁSViqto fhéir_dﬁp‘”
self-perception. "All works of ehe‘mind céntain within L
themselves the imege of the readers{for;whom they are L
intended, " Sartre has remarked. CenQereely, readers in some
measure may become the 1mage reflected to thém or by -
identifying the mlsperceptlons, reshape the image by | .
rewrltlng it in a closer llkeness.' "Hence the perlodlcel
wrlter both names and colonlzes the soc1al group to whom he
writes, drawing ihto the publlc those stlll unlncorporated_f?k
into the univefse.ef public discourse" (giancherJ 1981,1@,‘
25). The periodical‘cfeated a sociaI‘werld which did not

yet exist but whieh could be imagined and thus engendered

into existence by those who were able to participate in its

production.
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What literacy meant in this context of lnterchangeable

~

readln -writing roles 1ncluded use of the kinds of dlscourse‘”’

beirig developed in the perlodlcal and equally importantly
the adoptlon of attltudes about the uses of readlng and
writing. 1In the Mlddle Ages, dlalogue appears to have:fi;‘;}
occurred orally, with the text‘as the embodied knowledge:t;
belng 1nterpreted in -communities of readers.- By the 17th
century, dlalogue appears to have occurred hy means of and
w1th1n texts, in addltlon to any‘lnterpretlve oral
discussion_ which arose out of the contents of the texts
Sartre's (1988) observation that‘"One read because he couldﬁ
write; w1th a little luck he mlght have been able to wrlte {}h
f'what he read" (p. 86) conjures up ‘images of an ldyll”of
literate;exchange in which all who had the technlcal skllls
.were assumed and’expected to have a vorce; ever?cne'uas a

H

'subject, an actor as well as spectator. ;
fThe'language of that discourse was intended and needed
to be essentially transparent to any reader. The intimacy
~of the.readereﬁriter relationship, however, encountered a
dramatlc challenge at the end of the 18th century when the
French Revolutlon stirred up passionate feelings and fierce
confllct of opinion in England. The intense debatej

generated a lively network of radical "corresponding

societies" which met in London taverns and in the pages of

pamphlets and periodicals. Thomas Paine's The Rights of
{
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Man, for instance, is estimated to have reached about

200,000 readers and to have injected a political "style of
thinking and expression different to what had been customary
in Englaﬂd" (Chamber;, cited in Klancher, 1987, p. 27).

Political upheaval and public réaction and perceptions
expressed in written fbrﬁs transformed the relation between
writers and readers. In the 17th century, the periodiéal
‘served as a new mediua of social discourse. It fostered
sélf-cogécious awéféﬁess among its participants of
themselves as members of a particular audience but wagmable
at the same time to assimilate‘others. ‘Aft;f 1790;;fééding
; §qdiéﬁbes as sotiai#grpuﬁsnbecame moreuhigﬁly diffefgnfi?téq
froﬁ’each gtherltiThgif individual character was d%;inédxby
the ways in which they were distiAguished from dthefs;
Reading audiences constiﬁptga new cultural groups with
consequent cultural bouhdgries which, claims Klancher; "were
imagined first of all ih fexfsf ip. 44). The relaﬁive
Céhesi&eness of the activer17th century reading audiénce
had, however, disintegraéédiﬁy the earl§‘i9th century..

With readers who are no longer potential writers;

but now only consumers, the Bee's communal

exchénge of reading and writi29 in the texts

alternate society has vanished. The Metropolitan

acknowledges the now distanced reader as an 3

'embodied historical process. (Klancher, 1987, p.

=
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Language begame a commodity in the most mun?ane sense.
As writers becameé distanced from readers, they increasinglf‘
saw their function as representing audiencesﬁio themselves,
of being’mirroré‘éndithus having -power to influence the |
self—iméée‘Qf that audience and indeed their attitﬁdes,
values;and‘ﬁehaQiour; Writefs feit they wege;addressing /
readers in a diréét; personal way.“Thé }esééhggApf théﬂ
audience, unseénband:unheard; had té be imaéi;ed ahég~$ N
anticipated by the writer, at least in part*iifﬁé;éééshelwas
to communicate. ‘Whaﬁfthis iﬁplies is an 1ﬁenﬁif§ingibf;
writer and reader aqd,.conversely, readér WithRWrit;rQﬁ
through the text; ‘At the p;int when what is Qrittég is
taken a further step and is assumed t§ be pi%allel;ﬁofif not
equated with experience, apd,when individual and éoci;i
experience to a significah%Aéééree érglmediated by wrfling,
the technology of wfitinj caﬂfbéﬁéaéd;’in Ong's té};é, to be

A

fully interiorized..

4

“Conclusion

. The purpose of thé chapter has been to trace the
development of writing and a literate tradition in Western
culture by exaﬁining the meaning and uses of literacy within
éartiéulér socio-historical contexts. Thd;e co;texts have

illustrated how written texts have become means of making
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sense of the world and shown the relationship between kinds
of thinking and kinds of texts. Writing, wefhgve seen, has‘
been the esééntial technology in the construction of
ration;i;écientific—conceptual knowledge. The historical
record reveals that through various forms of written
ekbression{ Western culture built vehicles for tHought and

understanding which have come to dominate and inevitably

bias our‘”'éerceptions. "How w&e ~‘W§rue is how we
construcf;" és‘AﬁniBerthoff1(1?‘ ) says. As the kinds of
critical-ana’ytic thinking achieved through writing permeéfe
practices and affect beliefs in the culture,“ﬁhey begdme
part of how tﬁe mind thinks and thus consffﬁés and thus
constructs. | /

The legacy of writing iniﬁéétern culture is comprised
of sets of understaﬁdinjé which arg‘constituted\Py‘texté.
. These setsﬂbﬁJunderstandings have been developed inﬁrespoﬁée
to a complex\of interacting f;cﬁérs and must be recognized
as historically achieved and particular to their historicai
contexts. They are not, therefore, merely outcomes of the
technology of writing. They are outcomes of thé technology
as used by particular individuals and groﬁbsvdf people for
particular purposes in particular contexts; Written texts,
moreover, need to be conceived as means or techniques or

strategies. They are not merely archives to be consulted or

substitutes for human memory. Those original uses have not

.
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disappeared, of codf§e, but have been extended and expanded
as texts themselvesdbecame more available, mor;-standardized
and more depended upon and peoﬁle learned new ways to read
and use them. |

Conceived as means, téxts“and the making ofithem is a
process of rethinking, reconceptua}izing, and rearranging
the wogld Qe»fivg in.;,They are an instrument with which we
have andwﬁayuﬁrénsfdrﬁ_;he,culture wé:inhgrit and the"
conditions into which we are socializéd;‘fFIOm the
historical record, we can infer that onceyghch;properties as
trutﬁj knowledge and rationality are attached to the Writfen
word;ife;ts are used to make sense of the world as ié fs‘
known in the present; éhe&ﬁtherefore necessarily undergo
constant changes in their forms or genres, ip their patterns
of organization of ideas and in thé concepts they elaborate

and constitute. They are used to enable thinking‘énd to

‘“maffect thinking. The notion of preserved in text and of
. ’ ~» :

§

texts as static distorts the value of texts as constructions

that live in the literéte imagination, accessible for
present and futuré acts of creating and constructing
alternative views of human experience.

At no time over the long period surveyed here, however,
could use of the skills of reading and writing be described

in monolithic terms.. Nor was the literacy resulting from

their use either experienced or expressed uniformly. It was
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always possible to locate literate capacities within
particular and thus differing contexts and to characterize
them by reference to attributes of those contexts. The
achievement of creative, constructive, critical literacy is

one of the outcsﬁee of the application of;the_technology of

-1 writing. Like other uses of literacy, it occurred in

-Tparticular ccntextS‘and is associated with particular
purposes and practices. How purposes andcpractices are
differentiated and‘how theyAaffect the nature of literacy
has been a matter of some,consequence to soclologlsts.,flt
'Hw111 be task of tﬁ% next chapter to eXamlne the ways in:
which . soclal contexts affect the: way therate forms of

;

expre851on\are used, and how those u9es 1n turn affect the
A

meaninéfand value of literacy to partiCular groups. -
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Chapter Five

Socioloqicai Perspectivesf

on the Development of Literacy

&

I#ﬁfoduction
The previous chapter traced the evolvihg uses and
péfdeptions of writing in Western culture. As a
technological innovation, *writing was a useful substitute
for face to face communication and made poséiblé constantly
expandiné netwo:ksvfor sharing|information and ideas across
tihe and spécé;ﬁléver time, writing increaéingly served
intellectual pﬁféosesflﬁitgwas e#ploited as a means both of
‘articulating the world énd.bf.mékiﬁg sense of it thrbu§ﬁ 
rational analysis and textual iﬁterpretati' | Literacy{
emerged as a distinctive méans of éomprehending and‘rélhgingg
to the world. 'Texts of many kiﬁdsicaﬁé.to dominate the ways
of m;diating, perceiving and inte?éfgfing relationships
between human beings and their nééufél and social worlds.
They were, simultaneocusly, a means by which all aépects of
that culture couId bé perpetually ekaminea,-artiqulated iﬁ
greéﬁerland greaﬁé::détail, rethoughtv;nd ﬁrans%érméd.
Through'writing;"tﬁg}efore, were-achieved habits df mind and
social practice which are constitutive of a construcEivé,
critical literacy serving speculative as well as archival

and documentary purpcses. %

Sociologists and some social historians take issue
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with‘sucaeaeecriptions of the;development of literacy on the
grounds that they impute;eeesel attributes to literacy.

What literacy is and:§%etreffects it may have, they argue,
are not inherent in the technologies of writing. %&%is,

rather, the social contexts for the development of iiteracy,

contexts which include the existing economiefand belitical

conditions controlling eccess to and qse;ﬁf the‘Skille of
reading and writing, as well as estebiiéhed traditions,
habits, and beliefs about language:ese, which determina the
nature and effecte_of literacy in a culture. Whatever a

particular historical account may suggest,ebqutﬁthe“%““*a

capacities writing appears to have releasedﬁin Western

culture, questions will still need to be aHSWEred therefore

o

about their meaning and generallzablllty aEross the spectrum
of social groups in that broadly "litérate"(gﬁlture.

In the preVious chapter, we saw that et every period of

ut

majér‘%ran51tlon in the uses and perceptlons “of, wrltlng, the
effects were not experienced elther con81stently or

o

identically by greups or individuale_iﬁ*the:culfure. The
historical record’thus fully supports the sociological

argument that writing cannot be treated as a causal variable

which operates irrespective of particular complexes of

social factors. At the same time, that record seems to

suppert the claim that the development of literacy has both

coincided with and contributed to the development of Western

Aoy,
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thought and culture. As we examine 'the sociological

v

v

perspectiVeg,VWe;ﬁéed-soméhow to resolve the unnecessary
oppositioﬁiwﬁicﬁ has been created by competing claims about
causal factors. Séciologists have tendéd to substitute
socio-political influences for whét is termed the "literacy
hypothesis" as the explanation of cultural differences.
Instead, we might structure the argumént différentIy to
expreés a perhéps more accurate and more viable relation.
An historic&ivclaim fdr the role of literacy in the

developméﬁt of thought and culture still leaves unanswered

" the further question: How do social conditions affect the

'

nature of literacy? 1If we approach the dominant
sociological perspectives as responses to that question, we
can then consider the implications that follow from the
evidence they offer. .Does it lead us (a) to rethink the
relation between constructive, critical literacy and writing.
and (b) to conceptualize literacy to accommodate the various
social purposes for which writing -and texts é’é'iﬁvféét,
used? §

In this chapter, therefqre; ?e investigate challeisgs
to the literacy hypoﬁhesis éhd:étgdies of the/sjféﬁfggzg)
literacy among differing social groups within the dominant
literate culture. The accounts of anthropologists among

non-literate people demonstrated, among othek things, that

we cannot explain differences in thbught in é@rms of
\

AN

)
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. thinking précesses. From the cultural history, we
‘discovered that differences in thought can be understood aé
outcomes of aevelopments in forms of expression.and in
attitudes toward writing. Sociélogists will help us to
account for the fact that the presence of a highlx developed

technology does not guarantee the emergence of constructive,

critical literacy among all social,grohpé.

The Literacy Myth

-~

In the view of sociologists, the literacy hypothesis
does not explain the development of literacy. The term
serves as an umbrella phrase for the cluster of claims about
the effects of literacy with which we are already familiar
from the work of Goody, Havelock, and Ong. 'Goody'ébattempt,
for instance, to interpret cultural differences in terms of
a change in mode of communication from predominantly oral to
predominantly written has generated an ongoing search for
alternative socio-cultural‘e;planations. Whereas the
literacy hypothesis offered a pfimarily technological
explanation that differentiated groups by the degree to

which they had been intellectually empowered by the

LPIPR

technology of literacy, sociological perspectives embed the -
source of difference in social values and organization. The
explanation is couched in terms of choices ing made

"according to perceived needs and rewards which are

o —
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themselves a product of social values and conditions,
including levels of access to texts:

_~ The claims associated with the literacy hypgthesis‘are
labelled the "literacy myth" by social histqr;éh; Harvey
Graff. As Graff (1988) describes it, the:mffh is that:

literacy has been intimatel§ tied to éostﬁi
Enlight;nment, "liberal"‘éocial theories and
expectations of the role of literacy and schooling
in socioeconomic development, social order, and
individual progress...Writings about the imputed
"consequences, " "implications," or "concomitants"
of literacy have assigned to literacy's
acquisition a trhly daunting number of cognitive,
affective, beha&ioral, and attitudiﬂal effects:
These characteristics ﬁsually include attitudes
ranging from empathy, innbvativehess, achievement-
orientation, "cosmopoliteness," information-and
media-awareness, national identification,
technological acceptané;, rationality, and
commipment to democracy, to opportunism, lineérity
of thought and behaviour, or urban residence" (pp.
82-83). »

~
It is partly a consequence of associating literacy with

such a broad range of characteristics, arguéABrian Street

(1984) and Graff, that a great variety of ajencies all over
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the world have embarked upon literacy programs. These
agencies work at local, national and international levels
and repfesent a broad range of political, religious and
economic interests. Their programs both asggmg.and proclaim .
that literacy will enhance>the economic and political life | (/%\
of the state and the infellectual life of the individual and
that literacy will lead to modernization, social mobility, o
prosperity and progress. The model that serves as a
reference point has, of course, been constgycted of certain

features of industrialized Western culture. .ii A

Street, in his book, Literacy ih Theory and Practiceg i
argues directly against views tht predictable effects -
follow from inherent chéracteristic; of literacy. Hé claims
that programs which equate mastery of the skills of reading
and writing with those effects are treating -the technology
of iiteracy as an agent in a social process. Within the
collective term of technology, Street recognizes the
material énd technical aspects of w;iting. The "material"
aspects include the physical equipment used in writing or
printing——pené, parchment, printing presses, and so forth.
The "technical” aspects include textual forms with their
distinguishing conventions and the reading and writing
skills needed for thei{_@astery. Both material and

technical aspects are essential constituents of literacy \

but, says Street (1984), "we cannot predict the social
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concomitants of a given literacy practice from a description
of the particuler technological concomitants" (p. 97).

The teehnoiogical concomitants have comprised a great
variety of materials- over the éehturies. Surfaces for
writing on have ranged:from wet clay, scraped animal skrns,
wax tablets, and tree bark thrOUgh paper‘%o electronic
screens; tools for 1nscr1blng include pen knives, goose
quills, brushes, the printing press, typewriters, and
keyboards. Many of the early tools reQuired expertise
possessed by only a few people, so the act of writing, as we
saw was the case throUgh the Middle Ages, was often separate
from the. act of compoeing. "Writing;“ as Clanchy (1979)
says, "was certainly seen as an act of endurance in which

“the whole bodyglabours‘"v(p 99) ' .

Although the tools clearly affected the speed with | g
which someone could write and thus the ambunt one individual
might produce, Street argues that other f;etors determined
their effect on the developmentgof,literacy. He cites
‘Clanchy's observation that quill'pens were so expensive in
medieval England their use was:restricted to those who could
afford them. Although the printing press is commonly
associated with the spread of literacy and thus with the
outcomes claimed in the autonomous model, Street reminds us

that in Fiji the printing press was used by missionaries to

control the kinds of knowledge disseminated. Similarly in
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, France, according to Cressy, was the prin;bgééﬁress used to

control the "unlettered masses." The matefialg QVéiléble;-;g*

in other words, indicate neither the»pgfpoéeiho%?fgﬁéﬁioniof3{i ’g
the literacy. o o | » | T
The technical aspects of literacy iﬁblﬁdé the formsvof
liperate products and the skills of reading and‘writing.
Street argues that neither the characteristics of the forms
nor the effects of the decoding‘skills”of reading and
writing are inherent to literacy. Two of the formal
éharacteristics he singles out for attention are the fixity
'and explicitneés gf written language. As noted in previous
-chapters, an outcome of the fixity of writing is that
documents can be subject to more brecise‘critiéal reflection
than is possibie with speech. Two versions of documents can
be placed alongside each other,‘for instance, and compared
for accuracy.. Whilegnog denying the obvious--that visual
scanning of a text ;ffords'a more precise basis of
comparison than dependence on memory-—Séreet points to the s
early medieval custom of requiring spoken oaths and livingv
witnesses to confirm the truth of written documents. The
fact that documents can be cdmpared becomes significant,
therefore, only when those making the comparison tréat
documents as the site of truth. Such«beliefs are decided

socially, he says, not by the characteristics of the

technology. They are “a product of their own society's
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ideology of literacy" (1984, p. 117).

A second characteristic of certain literate forms is
their tendency toyexpl;citﬁess. Goody suggested that
explicitness in writing produces language which can-be
understood and interpreted outside its context of use. Such
a feature makes it, in a sense, context and culture-free, ,
since wéitten discourse, as distinct from written lists,
must incorporafgﬂits own context to a significant degree,
,,particularly wﬁén,&;iting to distant and public audiences.
Stfeef_argues that such glaims impute to_literacy an
intrinsic capacity for decontextualized thought and thus
intellectual advances. 1In fact, he says, explicitness is
merely a convention, cultufally developed to meet the needs
of particular social structures. Explicitness is not’
intrinsic ﬁo the medium. For-evidence, he compares the
Qifféring degrees of explicitn?ss requifed of personal
*iétters and academic articles. 1In the former, much
cantextual information can be omitted because it will be

2

»'common to both writer and reader; in the latter, .extensive

—

contextual detail may be required in order that the audience.
unknown to the writer is able‘to understand what is\being
" said. It is the functions the writing is to serve and the
needs~of users that determine its characteristics and in

g
terms of which the characteristics are best understood. "To

take literaéy out/6?ﬂ2§§\very context that enabled it to
A

J
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aevelop explicitness...is to reify the technical aspédﬁéabfh_ff
a more complex and integrated practice" sayé Street (1554,;f'€fkff
p. 89). / ' ' ‘

The ability to read and write any kinds of texfs
presupposes the acquisiﬁion of certain skills. In writing,
the sounds of words must be conve?ted into the symbols of’an
alphabet and, in reading, the task is reversed, the symbols
are»converted into sounds. The acquisition of these skill;,
however, does not lead necessarily to any particular
cognitive competencies, eithérAin the individual or in the
culture. The example of literacy in Greece must be taken as.
a special case, he says, and the forms and consequences of
Greek literacy perceived as afising from that particular
cultural context. He notes, for instance, that the
characteristics of classical Greek historical sensibility
and objectivity, as evidenced in the shift from myth to
higtory and attributed by Goody to thé powers which literacy
released, were unlikely to have been shared generally
throughout the society, were probably confined to scholars,
and anyway are unprovable. )

He cites, by way of support for his;sképpicism, an
anal?sis by Ellen-aﬁd-Néél Wood (1978) of G;eek politiéal
and historical writing. The Woods offer a new |

interpretation of Socratic political thought, descriuing it

as "an intellectually'sophisticated and ingenious
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\justification_for counter-revolution in democracy and the
maintenance of the status quo in oligarchy” (p. 56). By
relating that political theory to the social contexts in
which it was written, the Woods "try to establish that their
political theorieé are essentially partisan in origin, and
ideological in éoéﬁent}"(p. 56). In so doing, they then
conclude that later éléssicists uncritically accepted the
~Greek historians' claims to objectivity, not on account of
inherent textual qualities but more from social class
sympathy since similar problems of social change
characterized their own society. The differentiating of
myth from history on the basis“éf history's "objectivity" is
thus undermined along with claims that literacy is the hinge
on which théiaifferentiation depends. Streetvﬁakes the
further comment thaf‘techhology cannot accbunt for the kinds
of challenges to received opinion that were made by Greek
historians. "The conditions in w;ich this challenge become
significant are social ones rather than “technological'...
An analysis...would involve study of political and
ideological structures rather than technologies" (p. 56).
Street's argument is appropriately aimed at simplistic
notions that the introduction of a technoloéy Qill bring
about specific kinds of change. He draws our attention to
the historical fact that existing institutions and practices

assimilated writing technology and used it for their own
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purposes. None of his argument runs counter to whatAQe have
seen from the hlstorlcal record It seems extremely 1lke1y
that social class sympathy has a great deal tqvgp<w;th
acceptance of views a;d_that a new sensibilitjﬁigsréétricted
to particular social groups. In an examination Sf!éffects
of a technology, however, we are conéidering what has been
accomplished with it And,thﬁs what we have inherited.
Pérhﬁpgjbecaus? he construétsﬂhfé argument in feaction to an
autonéﬁdéé model of literacy,{éfreet tends to underestimate
the influence of teéhnology. \In his view, technological
characteristics and competencies are of little consequence
as predictors of the flow of influence of literate forms and
practices in social contexts. It would seem difficult to
deny, however, that rapid social and economic change are
made possible by technological advances in communication and
thap;societies which wish to gain access to written
inforﬁétl&n they have not themselves developed must acquire
the requisite skills. As John Oxenham (1980)‘n0tes, "Only
those who are literate can buy, direct or at any rate work
with the range of technologies whichlare changing the
wealth, organisation and operation of their societies; and
which will sooner or later pervasively affect the currently
non-literate éroup" (p. 95). The technologies of literacy,
both material and technical, affect the conduct of social

interaction and certainly cannot be lightly disregarded as a
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actor in tﬁéfpfomotioﬁféhddeveldpmenf'of literééy.‘u -
Although‘Strééﬁgﬁéi;£éins that "the teéhndiogy is

/Atself shapéﬁ and defined within the culture" (p. 113),
<\g£3nchy.(1979),.;hose work Street cites extensively in
support of his thesis, acknowledges the influence of the
technologyﬁiﬁself on how it is used. He obserQeg thaé "a
particuléfifééhndl¢gy of writing shapes énd defines the uses
| ,Of litegacyinlafrééionqgf culture" (p. 88). Likewise
Cibolla }1969), in his historical sufﬁéy;,draws attention ta
the reflexive nature of all technology in his comment that
while a society's values may affect the kind\of techniques
it develops or fails to develop, “the.state of technolbgy
has obvious effects on values" (p- 109). In discountingthe
characteristics of the technologY?‘Strget also fails to = '

- .

acknowlque the ways in which thékfools‘we use Eecome‘
metgphofs for how we think, no? only of the tasksfio which
we apply them but also how we think of other, related tasks.
As we have alreadyihoted in the case-of food processors and
computers, technology does change the way we percejve tasks
and conceptualize them. New technologypopens out ;éw
possibilities fortextending~and transforming existing
practices. At the same time, it constrains what we do. 1In
the case of .computers, for instance, Bowers (1988) argues

cogently that the microcomputer shapes thinking. He

observes that-"the binary logic that so strongly amplifies
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the sense'of_objective fa¢£; and)data-based thinkinéjgéfVes,
at the?saﬁeﬁtime/ to redﬁ@éafhé}importance of meaning;
ambiguiéy;:ahd.perspecti;é"%(p;r44).

Thé poinﬁ we need tb fecognize here is that no either-
or argﬁmént;accurately portrays the social reality. .
Alfhough the nature of the means of recording and
representing does not, of itself, determine what will be
recordéd,iby whom, or for what purpose, the means are not
therefore unrelated to either the uses or the effe;ts.
Explaining development only. in terms of social context,
however, misrepresents the complex interrelation of the
techﬁology with the culture. It runs the risk of replacing
technological with socio-political determinism. We wilif
need then, to conceptualize our understanding of the role‘of_
context in a way that avoids determinism. In the sectionsj
to follow, we sﬁall conSideriéhevtheoretical issues that
arise out of the‘methodsof:reseércﬁrand the objects of
attention common to sociologicaifgtﬁaies and then examine

actual findings of some studies.

Literacy and chial Contsxt

Ethnography is a means of study very commonly used by 3
sociologists to investigate and report on social phenomena.

It is a means of mapping social contexts in all their

details and particularities in-an attempt to capture lived
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experience. John Szwed (1981) argues that ethnographies are
nee&ed to understand literacy because "the stunning fact is
that we do not fully know what literacy is" (p. 30). Szwed
advocates that we find out what peqple actually do with
texts outside of school and what their liﬁeracy needs are.
Such investigation, he suggests, will probaply reveal that
"absolutes are few in questions of literacy, and fhgt the
roles of individuals a;d their places within social groups
are preeminent in determining botﬁ what is read and written
and what is necessary to reading and writing" (p. 305). We
should use ethnographic studies, he says, to find out the
litefacy needs of students becaﬁse the "relationship between
the school and the outside world...must be observed,
studied, and highlighted" (p. 3085. Szwed implies that if
we know what uses literécy has in particular kinds of
community, then those uses can be reflected in sghqol.

It is important to be aware, however, that étﬁ ographic
descriptions of literacy practices and perceived Iizzracy
needs will always refer to patterns found amo jroups and
to conditions in the past. Reacting to tﬁése conditions as
if they are in the present and can be extrapolated to the
future ignores the dialogic, dynamic nature of human
interdétion in social contexts. Thﬁs, while it is
instructive to describe contexts ethnographically, acting on

the information they reveal, as if it reliably indicates the
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future, is a risk at best.;‘When used td anticipate
individual behaviour, it is plainly unjustified.

As'eduéétors, we must assume that we can act upon the
:present and are not simply carried along.in a tide. While
the ethnographer who documenﬁs\present practices does not f
claim to be a futurologist, fﬁé attempt to anticipate from
studies of the present the needs of individuals in the
future places him or her in their camp. Szwed's language;
which is not untypical in the field, substitutes the
determinism of technology for the determinism of social role
and status. ‘He describes a structure which he appears to
assume is fixed in time and space, with no capacity for
change and rearrangement. He further proposes that by
documenting the present uses of literacy, we can arrive at
déscriptions which will answer the question, "what is
literacy?"

Ironically, of course, associating literacy with social
contexts must mean that there is no fixity Or. permanency of
its characteristics becéuse a human social conﬁé&fiis always
in a state of flux and to some degree unstable. It may also.
mean that we need to think in terms of plurality of
literacies, each particular to a social setting. 1In that
cas, we would need to know whether these.iiteracies would
characterize individuals who have the particular capacities,

or would refer to the cultural conditions into which



= 201
indi;iduals will be initiated or; indeed both. In a recent
ethnographic study of literacy in a veterinary institution,
Catherine Schryer (1989) nbtes that "specific information
and language practices are Eéquired to be recognized as a
literate veterinarian” (p. 10). 1In that institution, as in
all social contexts, the information and the language

%

practices are present as conditions. Schryer %?entifies the
assimilation by the individual of the base of E%owledge and
an ability to express it in éppropriate ways as constituting
literacy. As she describes it, it is not part of that
literacy to be able to develop knowledge in thé field.
Rather, those who are being initiated into veterinary
practice see themsg%?é% as conduits between the knowledge
and its applicatioﬁfi

What seems to be missing in accounts of literacy which
suggest that it cannot be understood apart from the social
context, in itself an uncontentious claim, is a way to
understand the role of literacy in the flux of human
activity. What we see is that the context tends to be
inaccurately portrayed as a static structure, the features
of which are impressed upon indiViduals and reproduced ad
infinitum. We need, thereforek axwgy to objectify the
detalils of contextual features witﬁaut at the same time

freezing them. Frederick Erickson (1988) arques for

understanding dependence on context as a relation between



the individual and the context.

202

All "literacies,” then, are radically constituted

by their contexts of use. This is not the

opposite of context independence; that is, it is

not context dependency or field dependenbe.

Rather it is a fundamentally different notion of

the relations between an individual's intellectual

capabilities and the specific material and social

situations in which those capabilities are

employed. To call these capabilities practices is

to say that an individual's ability to think is

dialogically defined, that is, constituted by

other people in particular forms of social

(a)

relationship, (b) the physical objects (utensils,

tools) and symbols (words, numbers) with which
individual interacts, directly or vicariously,

doing thef thinking. (p. 210)

What an individual is able to do and to think,’

is saying, depends on thelrelationships'that inhere

the

in

Erickson

in the

social context and on the tools it makes available for use.

In relationships, power is a dominant feature, affecting

individual attitudes and performance. 1In Literacy,

Schooling and Revolution, Colin Lankshear (1987)

convincingly argues that because all social structures

involve relations of power, patterns of literacy practice
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are "intimately related" to power. Power relations affect
the way learning tasks are perceived and defined and thus
responded to. Studies of how context affects performance,
for instance, havetshown thgt when indiviauals are N
themselves able to define Qf shape the problem tovke solved,
they are better able to display competence than when the
problem is defined and shaped by someone else. In the
latter situation, they are put in what amounts to a testing
situation, operating according to someone else's , .
construction and required to fulfil their requirements;
Erickson (1988) reports' on studies by Scribner and Jacob,
for example, in which wérkers with limited reading ability
wers able to read work orders when they were at liberty to
-figure out their own way of doing i;,é Yet the same werkers
would have been unable to compleﬁéleQuivalent reading tasks

on a school-type reading test that required what Erickson

’
7

callsbthev"canéniéal form” (p. 214) of reading gféctice.
In schéél, relations of power between students and
teachers seem to have significant effects oh what studgnts
are able to do. Lankshear notes that the pedagogical
practices which enable students to develop a critical,
personally powerful literacy are typically reserved for
students who are successful in school. These students
usually come from middle class homes where habits of

literacy are close to those valued in school. Mechanical
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deégding tasks and restricted opportunities for self-

expressjon constitute the pedagogy applied to students with

llmlted ablllty to use langua”e in school-valued ways.

eThus, following Erlcksgn s desi ation, the tools that they
are given to'wgﬁk with theﬁéelves offer limited potential,
and with a pédagogy that affords only limited opportunities
for self-expression in §cbool, these students are also the
ones least likely to b;égrticulating their understanding of
subject matter in their own words. The tracking systems and
remedial classes which they enter in elementary school tend
to ensure that the‘pattern of their literacy development is
maintained through their school life. They are thqs;&lways
in a relatioh with teachers and texts wherein théiriéfdblems
and their goals are shaped and deflned by someone else.

Their use of texts, and thus their literacy, is consequently
being developed in relationships and with a technology- that
are uﬁlikely to foster theif critical, constructivé
capacities.

Of the many investigations into uses of texts in recent
decades, the ethnographic studies of Shirley Brice Heath
(1982) and Richard Hoggart (1957) and the empirical research
of Dorothy E. Smith (1973) aetail the nature of the
influence of texts. Shirley Brice Heath documents a ten-

year investigation and explains how uses of texts differ

according to what communities and families perceive they
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need and will gain from texts. Richard Hoggart offers a
detailed accouﬂt of changes in working ciass literacy, "in
pérticular és they are being encouraged by mass
publications"” (p. 11). Dorothy Smith analyzes the structure
of documents that come to constitute what she calls
"documentary reality,” the power of which étems in part from
its invisibiiity. In the next section, we l;ok at the work

of these scholars as illustrations of the ways in which

context "radically constitutes" literacy.

Literacy and the Uses of Texts

The focus on uses of texts in this section will direct
our attention to observabie linguistic and social behaviour
with texts. As instruments of communication, like
techniques of spoken langﬁage, the meaning and use of texts
is defined and learned in social situations. The purposes
texts serve will thus be seen to vary from groug to group
and within groups, according to a complex of factors.
Insofar as causes are assumed fo;ﬁany behaviour with texts,
they are social rather than technical. That shift in
perspective allows us to describe and understand the socio-
cultural conditions within which individuals come to value
and get meaning from texts. It is the purpose of this
section to identify the main features of those conditions

which appear to affect the development of literacy in
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particular cultural settings;

The uses of text53

?Heath (1982) uses the term "literacy events" to inclﬁde
all those sltuations in which written language has a
function, whether or not all the participants can, do, or
need to actually read and write in that situaiion. She
cites as a literacy event, for example, instances like that
'of a Girl Guide selling cookies to raise funds. The girl
hands out a written description of the cookie project, but
also describez it orally which Heath says makes the spoken
communicatibn "take precedence" over the written in this
case. She explains that it is important "to know.what the
framing éituations for literacy events are in a vafiéty of
contexts, for situations may‘di%fer markedly from each other
and may, in’fact, contradict such traditional expectations
of literacy as those taught in school or in job training
programs" (p. 45). in designéting all uses of written
language as uses of literacy, Heath was able to document the
multiple ways in which written forms function in actﬁal
communicative contexts outside of school.

Within the community of Trackton, a black, working-

" class neighbourhood in a small town of 10,000, the most
commonly used texts are labels, brochures, bills, and forms
which everywhere define and explain products and services in.

a consumer society. Outside the community, Trackton
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residents are affected by the uéé{qf;such texts as the Bible
and religious tracts in church ahd by policy statements,
applications, news clippings.and such~like in work settings.
For the most part, their use of these texts occurs within an
oral framework: ?Childfen fead signs aloud for fun and peer
competition and to identify places they know and are going
to. Adults negotiate with the content of written texts to
supply needed directions or %nformation, as a reference
during activity which may de?end on it. But, says Heath,
°"they have not opportunity to attend directly to the written
materials through any active use of their own literacy
skills; instead they must ré§pond in appropriate speech
events which are expected to surround interpretation of
these written materials" (p. 110).

» Reading in Tracktgn is'rarély a solitéry and silent

ocdupation and few people read extended pieces of discourse.

N -

Trackton adults do not buy books or magazines for themselves

or their children. -Children and adults read aloud and in *

3

groups the short factual, informationgl‘kinds of texts that

are part of their active, daily livesfand usually when what

is being read will immediately be put to use. Reading

prices, addressees, instructions, and TV listings have

immediate practical consequences for action. Newspaper

articles and community circulars are read,K aloud among family

]

groups and neighbours who collectiveli discuss‘the meaning

&
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and relevance of the content. Such written texts often
serve as the basis for acéouﬁts of related personal
experiences. The process of-arriving at a meaning includes
some merging of reader experiéﬂcé into the content of tﬁex%%'
text. There is little sense‘of recognizing and using the
text as a source of autonomous, context-free meaning}. The
text is included aé a speaker in a conversation and its
contents are recontextualized and evaluated by the
éxperience of the other speakers. Depending on its
relevance, new information from the,written source will
become part of the working knowlédge“df‘the readers. |

Trackton residents write for two main purposes: to
replace memory for such items as telebhone numbers and
addresses, and to substitute for an oral message where
absence or distance'prevents personal contact. Thus they
write letters to ﬁrieéds and notes to teachers. Less
frequently, writing would be necessary for various financial
matters, like signatures on forms and the like, and for
church records--bulletins, reports, and so forth. Rarely
does anyone have to produce pieces of extended connected
writing, except, Heath (1983) notes, for "those school-
children who diligently try to complete their homework
assignments" (p. 198).

Residents of Roadville, a white working-class

neighbourhood in a town, surround themselves with a great
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.Qariety of reading matter. Like the Trackton community,
they read the printea materials7ihftheir daily lives, but
additionally they buy books éndrmagazines and talk about the
importance of reading as an acﬁi&ity for its own sake.
Whereas in Trackton, texts are used as sources of
information for.acfion( in Roadville texts from newspapers
and bulletiné,gre clipped and saved, but they "are not
‘enough to:préﬁp£ Roadville family members to action...there
are no.possigle secondary reinforcements to help them take
the steps from!actually ;ossessing ma;y of .the reading
materials® that are in their homes, to reading them, to
following up on the writteﬁ messages” (p. 222). The issues
raised in the réading are not discussed Qutside ;he féﬁily
nor,dges the knowledge from it appear to affect‘eithe:f  
behaviour or beliefs. |

Despite these limits on the amount‘and éffécts of - 7:;”
reading, the Roadville éommunity st;ongl? assert the vaiﬁé
and importance of reéding. Children's books are used for
bedtime reading and are read aloud, usually by mothers,
thréugh the preschoq; yéérs. yUp until aboﬁt age three, the
child ig encoyraged to participate both verbally and
physicaily.in the readihg. They imitate sounds and actions,
ask questions, and name 6bjects in pictures. After threé}

children are taught to listen quietly and to respond in

directed ways to the reading, whether it is at home or
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‘Sdhday Schqéi; Roadville adults buy newspapers and
mégazinesffor Fbémselves but appear to look at these
individually‘and to store them rather than make use of them .-
as Trackton‘adﬁlts in a éocial exchange to compare what they
read witﬁ‘ﬁheir own ék;E%ience and jointly arrive at
| héahings.iA |

Of~w£iting in Roadville, Shirley Brice Heath saysllhat
iﬁris éipfiyate affair, a matter of individual choice that,
unlike reéding, neither requires nor obtains any particular
encouragement in the community. As in Trackton, the
principal uses of writing'éré‘éo trigger the memory and, to
substitute for personal contact. Most writing thus consists
Vof brief phrases or single words whether on a list for
shopping or a job completion form’at‘work. \The longest
connectedrtext appears in letters which are written in an
essentially conversational style and assume a reader who is
fully cognizant of the writer's context. The language and
conventions to be followed in all writtén férms are known
and clqsely observed. When children writeﬂthéy typically do
so because required by parents or teachers andrthey_aré}
giﬁen clear guidelines on what they can and should igclude
in such writing as letters, thank you notes, and school
assignments. Roadville residents write when necessary to
communicate 6r to fulfil employment or social obligations,

but writing is not valued of itself.
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The acquiasition of literacy. .

The way texts are used in both Trackton and RoédViiléf,‘
affects the manner in which literacy is transmittedinn! ££5§
children in each community. The principal differencé,vn
briefly summed up, is that Trackton children acquire
literacy and Roadville children are taught it. The
difference reflects both perceptions of the nature of:nl{v;
literate language and characteristics of the social |
relations and has considenable impact on the quality and
permanency of the literacy. |

The flow of experience in Trackton is not held up for.

2

examination and articulation in language. Chiiaren are
expected to listen and watch and learn from their elders,
and to pidf;uﬁ what they can so that they can get on in the
world. Adults make few linguistic concessions to make their
meaning more accessible to chiid;enf«ﬁrney answer questions
and correct errors or misin &r@ation, but do not "teach” in
the sense ofi%ointing out eitﬁgg with questions or
statements, aéking for repetition and rehearsal, providing

\rJ
additional examples, or, simplifying. The relationship in

—

—

ithis situation is egalitarian. Concepts are implicit in
‘situations and children must, by themselves, an§logize and
develop their understanding without the assistance of
Jarticulated distinctions or similarities between events or

objects or emotio@s. Children are expected to "come to
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know;".v _

Whafbthey come to know about literacy, therefore, is
learned from observing and eventually from participating in
the way adults use texts. 'Like the adults, they take what
is learned from texts and contextualize it in their own
experience. Without paying particular attention to the way
7some£hing is written or talking about language as an
artifact exiétiné ih its'an fight, children spontaneously
incorporate neQ terms of phfasés from texts into their
spoken language. :They fémembef‘printed words as visual
images in physical cﬁhtéitgﬁandgassociate the word with the
reason for wanting to read.it,‘:ih examining the effects of
this kind of memory for words;‘Héath noted that many
children initially had difficulty recognizing wgrdsﬂoutside
the familiar context or written in different scfipt.  They
succeeded, howeQér;7when common or distinguishiﬁg;féétures
were pointed out to‘khéﬁ} The way literacy is acquired in
Trackton has consequences for its use and development:

Trackton children had learned before school that

>, they could read to learn, and they had developed

X,
~

‘expectancies of print. The graphic ahd evéryday
life context's of writing were often critical to

their interﬁrefation of the meaning of pfint,ffor
print to them ﬁaé\hot isolated bits and pieqes of

lines and circles, but messages with varying
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integg&l structures, purposes, and uses (p. 195).

ACfé;; sets of situations and actors, children

léarn the domaihﬁﬁéf applications of a particular

word,!phrase;ﬂ§f §et of actions, and tﬁé ﬁeanings

- conveyed ég}oss these are often neitﬁéf literal

nor predictable. (Heath, 1983, p. 84)

The manner in which children acquire literg@jtiﬁ“’
Trackton reflects beliefs -that words are usediiﬁ;éﬁntexts
for action rather than in isolation for reflection. 1In ‘
Trackton, says Heath, "words are actioqﬁ(§;;é33).';$he _;;;;f‘
written word itself has no particular éughority.;glf is 5§éh?w
for "negotiétion and manipulationﬂ{>it "opénS’aiternativesbti*'
is fqh;ﬁging and changeable." All words, both spoken and
wr;;tén'éet similar treatment. They are "tools performérs
usé to create images of themselves and the world they see"ifgﬂi{'
v - (p. 235). o ‘ ‘
%St?ﬁw‘ It is more accufaté to say tha;’iiﬁéracy is taught and
-~ Learned in Roadville:than that it'isrécquired. In 3
@%Eéadvi%le, as weJ§§§ ébove, readiné is regarded as‘iﬁportant
\to success in school and life. Children are read}fbfin

their pfeschool years and are required to write iﬁ certain
socially approved ways. Parents pointvout words, namei!?;
objects and events depicted in books and in the envirdﬁﬁént,

ask questions, and draw attention to conventions of print

and composition. They simplify the language they use with
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young children and respond to what children say with

conscious repetition and extension of the child's language.-

N .
N

Parents thus do not depend on the child'shéwﬁ
motivations to learn and pafticipase in the adult world nor
- trust that the child is a meaning—maker'Who will "come to
know." They believe further that they can and should
ianﬁgncé*whgt and how the child learns and grows. Both
"parents and the community present the woflq to the child as
structured and ordered by fixed sets of roles and rules for
behaving and speaking. They also present themselves as
authorities who aré positioned to.instruct. Children learn
" that it is important to say the right thing-at the right
time. They memorize statements and labels and when to apply
them and are praised for being able to show off their
knowledgerinrverbatim performances. "Such expectations
discourage the potential recognition of alternatives--both
alternative choices of what it is one is to learn and
alternative ways of saying what one has learned" (p. 144).

The Roadville approéch to literacy teaching draws
attention to the skills of literacy and to langquage as
artifact, but does not provide a model for integrating what
is learned from the text or interpreting it within the
context of one's own experience or knowledge. In Roadville,
the written word is an expression of authorityfﬁhich needs

to be understood and thus explained, but is not open to
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multiple interpretations which might challengg{;stablished
patterns of thought and belief. It is not thus a flexible
tool which opens alternatives as in Trackton.

The contrast in uses and ways of acquiring literacy in
these two communities appears to have effects not only on
the development of literacy but also on the maintenance of
literacy habiﬁs. In Trackton, written materials function as
an integral part of.social interactions. Although they
require the mastery of some techﬁicél skills, t%eir meanings
and uses are not distinguished'from other forms of language
and fhey are given no special authority. In Roadville,
written language is treated as a source of ékfernal
authorityQ It is a technical system to be learned in
specified ways for defined purposes which are distinct from
the uses and forms of spoken language. Tg be maintained,
literacy habits must be practised and be*igg something. A
group whiéh has little need for reading arffd writing in the
conduct of their daily lives will have little desire to
maintain or develop proficiency. Heath (1986) notes that
literacy events occur in Trackton much more frequently than
in Roadville and consequently their literacy habits are
better maintained. But, as she also points out: "Written
materials are ho£ a major source of new information fof

either community, and neither group writes to distribute

ideas beyond their own primary group" (p. 305).
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Both Trackton and Roadvil{echUid,be characterized as

literate communities sihce all adults can read andwwiite.°h

But the uses of llteracy Heath describes in these two

communltles do not appear to include the characteristics

associated with constructive, cq}LiﬁiE}iiteracy.

Newspapers, brochures and Bible tracts™alike are integrated

into oral patterns of commﬁnication and Heath (1982)

observes that "no amount of books suddenly poured inte the

community...would have mede an appreciable difference*l(p.

111). Her careful documentation and anaiysis suggestshthat

what literacy is is only marginally related to the

technology and has much more to do with beliefs about

written language. Richard Hoggart's less formal study of

working class communities in England brought him to a - o

similar conclusion, but he argue®.that the kinds of texts

used do make a difference to those beliefs and perceptions.
¥Although the members of the working class in Hoggart'é

account read a great deal, he concludes that they don't

treat wha£ they read as real. ' They read mass-produced

-‘material for enterﬁainment and for its fentasy value. They iy

see newspapers as providing'an escape, not as offering an

alternative view of reality. They ha;e,rhe says "a cheerful

cynicism” (1957) p. 197) about the picture of life presented

to them in the populanxfapers and magazines they read. They

know that real life is different and they percelve art, as
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it appears in the startlingly illustrated weekly magazines
and newspapers, as "not only é temporary escape...[butf a
commercial racket, a money making game at botfom"vand Fhe
producers of it as "just writing for the money" (p. 197).

The human and personal approach, characteristic of

Jliterature as direct communication, attracts readers, but,

~ny form of genuine belief, there sounds an echo frq@ a,
bottomless unbelief" (p. 228). Hoggart commenggigléb on the
fact that reading about people must serve as dir*ec-t‘(""”~
communication. The meaning is not in the words as the
medium of representation but in the words as communication
about the writer. Thus, levels of complexity or artfulness
in construction are ignored or registered as impe@i@gnts to
comprehension. The text must be able to be turnéa:into talk
about the person. "Outside the personal life, they will
believe almost nothfng consciously" (p. 150), he says.
Reading and writing are not to be taken seriously, '
therefore. Writing is not perceived as a means by which
individuals can transform their own understanding or grasp
of experience and writers are thus not perceived as engaging
in struggles to articulate a personally felt world.

If the work of a good contemporary writer is

brought to the notice of most adults, they will

not only find it difficult to follow his approach

e

T e

says Hoggart, "at the back of the mind, in matters inviting’f&*"



218

to life, but will readily and firmly assume that

he is, like the rest, though in some strange and

unamusing way they have not quite got the hang of,

"on the make,"” "just writing for the money” (p.

197). |

Hoggart, in his discussion of texts, focuses not only
on their uses but on their characteristics. What he
observes of their ﬁses corresponds closely to Heath's
descriptions of how people in the Trackton community embed
what they read in oral contexts. But he arques further that
the reasons feading and writing serve the purposes they do
‘are influenced in part by the nature of.the texts
themselves. He notes, for instance, that the material most
commonly read in the popular newspapers and magazines
portrayé

| a region where nothing real ever happens, a

twilight of haif-responses automatically given.

"Meaningless and niggliqg“ curiosity is more and

more appealéd to. But less and less is there a

sense of the fibre of life. And this, for the

readers, is perhaps the worst effect of all. It

is not péssible that people could positively,

could actively eﬁjoy this; therelis nothing for

them to be engaged with, to be positively reacfing

to. Since nothing is demanded of the reader,
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nothing can be given by the reader. We are in a

pallid half-light of the emotions...only the

constant trickle 6f tinned-milk-and-water which

staves off the pangs of a positive hunger and

denies the satisfactions of a solidly—filling meal

(1957, p. 195).

That the effects of this writing are not necessarily
harmful, Hoggart attributes to the healthy disbelief of the
vreaaers and to the capacity of the working class to
compartméntalize their lives, separating real life from
entertainment. At the same time, he suggests, these
perceptions, attitudes, and beliefs about reading and
writing make them unable to use literacy as a means of
developing their own non-"highbrow" wisdom. The popular
modern newspapers and magazines which purporf to speak for
their’audignce, says Hoggart, "do not contribute to a
sounder popular art put discourage it. They make their
audience less likely to arrive at a wisdom derived from an
inner, felt discrimination in their sense of people and
their attitude to experience" (p. 277). |

In both these studies, we see that the form of the
"tools" as represented in thé texts, the social forms of
relations among the people using them, and the béliefS‘and
perceptions of the texts, all interact to constitute the

kinds of literate abilities of which any individual in that
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context is capable. 1In these particular contexts, those
literate abilities were limited. Furthermore, the seven
types of uses of literacy which Heath (1986) identifies do
not include, she says, the "critical, aesthetic,
organizatiohal, and recreational [uses] usually highlighted
in séhool-oriented discussions of literacy uses" (p. 29).
We need, she says, "to recognize that the extent to which
physiologically normal individuals learn to read and write
depends greatly on the role literacy plays in their
families, communities, and jobs" (p. 31). And, without
driving social purposes, theré is no motivation for
extending and developing those literate habits.

What implications are to be drawn from such

observations? 1In Protean Shapes in Literacy Events, Heath

(1988) notes that "in large complex societies such as the
United States... Literacy no longer has many of the
traditional uses associated with it...Television and other
media haQe removed the need to rely on reading..."” (p; 369).
She observes that changes in the needs for literacy in
modern society cause changes in the nature of the literacy
and employers "do not see school-rewarded reading and
writing skills as marketable" (p. 369). She cites research
findings which indicate that employers seek the "capability
of learning ‘on one's own'...not for the literacy skills

4

generally associated with school tasks" (p. 369). She
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concludes that: "The current staLexéf literacy research
suggests, therefore, éxpanding definitions, measures,
methods, and materials behind literacy teaching to
incofporate not only school—based;skiiis, uéeé, and
functions of literacy, but also' the counterparts aqd
modifications of these in out-of-school cénteits“v(p. 370) .-
The implication we seem to be led to reach is that 'in some
way the needs of the marketplaée and thé literacy practices
current in the community need to be feflected in the

literacy goals of the school curriculum.

Literacy Choices

Shirley Brice Heath's and John S;wed's response to the
problem of helping children @ake{a’transiﬁion from the
literacy of the home to the literacy of the school and to
the enduring problem that, as Erickson (1988) puts it, "the
various activities of schools are organized so tha; class
position is in most instances maintained from one generation
to the next" (p. 208), is to recommend strengthenigg the
viéible connections between school and.community uses of
literacy and to adjust the curriculum to reflect lité;aCy
changes in society at large. Bringing the community culture
into the school, they suggest, will create a bridge from one

to the other. But if a new literacy is to be acquired in

school by such means, existing community values and uses
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cannot simply be transposed in order more effectively to
meet the perceived demands of those communities. Those uses
are part‘ff the problem as welifag part of the solution.
Elsa Roberts Auerbac57(1989), proposes a program design
which would intend a transformation, a program ig which both
local community concerns and broader cultural practices
would inform curriculum development. She argues that

the teacher's role is to connect what happens

inside the classroom to what happens outside so

that literacy can become a meaningful tool for

addressing the issues in students’ lives.;.~The

goal then is to inérease the social significance

of literacy in family life by incorporating

cultural forms and social issues into the content

of literacy (p. 165).
Without such a goal, bringing the community into the
classroom encourages preservaticn of the status quo. Henry
A. Giroux (1988) critiques what such an accommodation might
mean at the social level, as distincﬁ from what its effects
might be for -individuals. He challenges the pedagogy
following from the simple bridging concépt on the grounds
that it does not encourage using literate capacities to "be
present and active in the struggle for reclaiming one's
voice, history, and future" (p. 65). 1In Giroux's view,

" existing cultural experience should always be the object of
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critical exéﬁination. When the culture and experience
students bring to school are "seen as strengths rather than
deficits...[they are not used in}... developing a critical
pedagogy of litgracy" (p. 63). The descriptions of cultural
practice are instead aéted upon as if the participants’in
that practice are not engaged in continually remaking and
redefining their culture to themselves. Giroux's caution is
&n appropriate one, albeit difficult for whife middle class
teachers, tge dominant group, to translate into egalitarian
practice with classes of black working-class students. Such
logistics notwithstanding, what Giroux draws attention to is "
the imperative to use iiteracy as a means of cultural.
transformation. Who accomplishes such transformation,
however, hinges crucially not only on relations of powef, as
noted above, but also on our perceptions of what culture is

®
and where it is to be found. 1In The Predicament of Culture,

James Clifford (1988) suggests that "We should attempt to
;ﬁink of cultures not as organically unified or
ﬁtréditionally continuous but rather as negotiated, present
processes" (p. 273). 1In a literate culture, muéﬁ of that
negotiation is done through written records in which &i%ﬂ
experience is continually being intgrpreted and
reinterpreted.AwSome of those records, as we sawdfrom the

historical account in the previous chapter, constitute in

large part what tends to be called culture since they are
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1T

'1Qreserved to embody valued knowledge. They are treated as,
the cultural inheritance deserving of transmission. -

™
Culture, however, is in its individual members as well as in

preserved, valued knowledge.

All human beings embody culture? culture may be
thought' of as the entire way-of-life of a distinguishable
group of people in the present,‘asﬁﬁell as the residues of
history--that is, of all that is brought to the present from
the past. The notion of transmisgsion-.objectifies culture
and assumes it is principally a posséssion. Culture
thought of as 5negotiated, present processes" focuses on it
as a way of being, constituti&é’of who we are. Geertz
(1983) observes that "we begin to see that to ;et out to
deconstruct Yeats' imagery, absorb oneself in black holes,
or meaéugé>the effect of schooling on economic achievement
is not just to take up a technical task but to take on a
cultural frame that defines a great part of one's
life...those roles we think to occupy turn out to be minds
we find ourselves to have" (p. 155). On these vier, our
culture is in each of us; it is not experienced or perceived -
as unchanging, and neither are aLI its characteristics
shared equally by all those who are its members.

Individuals, understanding thggselves as cultural
beings, need to realize, says Carole tarpenter (1989), that

"identification with a culture should be recognized not as

1
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*what'; béﬁﬂas *when.' Under what circumstances does the
secondﬁggneration Portuguese-Canadiaﬁ girl identify as a
YOung woman rather than as Portuguese and reépénd to the
demands of her peg;rg;oﬁp>ins£ead‘of her parents?” While it
is commonly acknoﬁlgdged ﬁhat a m&dern society is made up of
diveréé cultural‘gréupé, it ié less apparent that that
divérsity is also present in indi&iduals who will identify
with various distinguishable groﬁps!over'their lifetimes..
If we think of cultures as "negotiated, present processes,”
we cahﬁrespond to their actual ‘open-endedness and locate
ourselves within them as individuals capable of transforming
them. Capable, perhaps, but only able to do so if we assume
to ourselves, or are given, the necessary power, both
téchnical and_social. S

The ethnographies reviewed here alerted us to fé-;w
perceive patterns of social interaction and the role offw o
technology in culture; In the context of thinking a}a‘éjilt*.*-‘:'}L
having power to transform culture and in relation to v
Giroux's arqument, however, it is impbrtant to notice who is
the "us" in that sentence. . Producing'aﬁlethnography
involves a negotiation with the culture being examined and
results in new perceptions of it. That negotiation is
actually done, not by its members who are the subjects of

the ethnography, as in the case of the residents of Trackton

~and Roadville, but By a third party. The transition to a
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new understanding occurs only for an "us" or "we"; that is,
for the writer and the readers, not for those whose lives
are the subject matter, unless, of course, they read about

themselves. Unless they write about themselves, theawrltten

~arecord produced by a writer and voice from out81de the

communlty may come to represent that communlty, to embody
it, at least,in those aspects which are described in the
wrlttenfrecord, and finally to stand as the cultural..
conditlon, In a literate culture, what is not written‘isf
very{likely not heard and not valued, and thus will beﬁv’
marginal to what is constitutive of the cultural condltion.

Possessing and being possessed by a critical literacy.

~is.one of the principal means by which people can continue

to sustain and negotiate their culture. Bringing the
community and its culture into the classroom, in Auerbach's
sense, affirms their existence. To interrogate that culture
in Giroux's sense aids in its redefinition. The social
forms and practices that are used in the process of that
redefinition ought to include those documents which Dorothy

Smith (1974) points to as the mediators of what we know"

\about our contemporary society and about ourselves. There

Q}e influential records in our contemporary culture which
a nelther held up as embodiments of it nor subjected to a
negotiating process, yet are in significant respects more

A
intimately related to daily experience of it. Through the
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~ethnographic descriptions of Heath and Hoggart, é; looked ag
how groups choose to use and interpret texts. We tu;n now |
.to look at u;es of texts from a different vantage point and

'{ﬁ£hqugh a different analytic lens. Dorothy Smith has made a

&

particular ééudy of £hé documents produced and used by
institutiggs7'gbyernment departments and businesses to
_sﬁaﬁaaraize the organization, administration and managemeht
of the affairs of the society. Her‘analyses invite us to
recognize how the form and construction of certain kinds of
texts exercises an implicit yet significant level of control
over how they are read and interpreted and affects the roles
and minds we ﬁight find éurselves to have.

Taking as a starting point .the fact that much of what
we know about our community and society in general is not
known at first hand but by means of the various documents
which presént it to us and us to it, Smith examines the
construction of those documents and their effects. She
concludes that "socially organized practices of reporting
and recording wo;k upon what actually happens or has
happened %o c;eate a reality in documentary form, and though

\
they are decisive to its charactel, their traces are not

visible in it" (1974, p. 257). 1In a way that is generally
unacknowledged, the documents' forms and classifications

construct an analysis of experience which not only

determines the way that experience can be interpreted, but
, Y
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also biases the conduct of an activity toward the features -
made visible by the analysis and establishes what can;bef}i
regarded as facts within a particular orgaﬂizational
structure. One of Smith's examples of this process involves
a comparison of two accounts, one personal and one official,
of a confrontation between police and street people. In the
personal account, the teller gives his individual rendering
of the event as a discrete occurrence which he witnessed

from a phys;cally £1xed observatlon p01nt In the official

s Y e

account the event is structured by what is known from
previous records and by the organizational procedures which
direct the gathering of information and{allow it to be at a

remove from its individual human sources. The technical

rocess of constructing an account includes what Smith
P g (

describes as "structuring effects which are ‘“inserted' into
actuality,asifeatures of its o}izﬁization" (p. 261). The
resulting organization of the nt is not present in the
actual event but becomes what is known about'it. The
participants are defined by the categories used to interpret
the event, not by their own subjective'representation of it:
that lnterpretatlon ten?s to be marglnallzed and rendered
irrelevant. The documentary reality under such
circumstances comes to constitute the reality and excludes
the representation of those for whom the event was a lived;

-~

experience. .
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The coﬁ@éﬁueﬁées of th;t exclusion are particularly
well understood by people for whom the imposed conceptuala
categories are not invisible nor intelligible. The Inuit
have strpongly asserted that they feel offended when they are
described by others and presented with self-images they
regard as untrue and inaccurate. Yet until the early
1970's, the image of the Inuit was rqpresentea:in writing
almost éntirely by non-Inuit. The Inuit's response has been.
to write their own stories and to construct a new sense of
t?emselves which comes from thei;‘éwn labéiling, as their
cul ﬁre moves— from the stone age into the technological. 1In
researching the ]literate traditioﬁ of the Canadian Inuit,
which began with reading and writing in Inuktitut over a
hundred yearé ago, R;bin Gédaléf (1981) commeﬁ£ed that
"writing is perceived by the Inuit as a means of ensuring
cultural survival and to maintain family relafionships,
develop political autonomy, and encourage cuitgrél
survival... As Inuit became aware of their unique h%storical
position, they began to write about their own personal
expegiences, realizing that only in each person's individual
response could the response of a people be captured" (p. 9).
The writer, says Sartre (1949), ‘“presents [society] with
its image; he calls upon it to assume it or to change

itself. At any rate, it changes; it loses the equilibrium

which 1ts ignorance had given it...the transition to the

A
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mediate which can be brought about only by a negation of the
immediate is a perpetual revolution" (p. 81). It is this
revolution whicg'the Inuit themselves recognizeféﬁaﬁforh

which they, and indeed all people need to struggle.

Conclusion
Cultgfe;'subject‘to perpetual transformation, Myron
Tuman (1987) suggeéﬁé, "should not be equated with our
condition--the artifacts and ideas which surround us.
Rather, culture needs to be identified with the active
spirit within us that first crgatéd this world and is
_féontinually seeking to remakel{t?{(p. 136). -In Western
culture,,{he association of literacy with that remaking is
still strong. As we have seen, however, the power to use it
is unevenly distributed. That unevenness derives from the
several interrelated factors we have been considering: the
presence or absence of technology and technical skills; the
pattefns of use of texts and the manner of acqﬁisition/of_ ¥
literacy; the\relations of power between learners and o
teachers g;yiﬁg access to literacy; and the perceptions o%
the relation between culture and its members. All these
}'various factorg constitute forces in the environment which
affect the uséévand meaning of literacy.
In this chapter, we have examined the nature of those

forces as described by sociologists and seen the effects of
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differences in processes which.themselves are set in motion
according to éocially perceived wishes and needs. What this
evidence indicates.is that the relation between critical,
constructive literacy and writing is established in contexts
where there is a perceived need or Qill for such literacy
and where the processes of literacy acquisition are
conducive to its development. That litéfacies in fact
develop diversely in response to diverse social contexts and
that writing and texts are used for multiple social purposes
lmééns that educators must make value judgments. They must
choose what reading and writing are to be used for in
schools and what kind of literacy will thus be nurtured. 1In
making the judgment, however, they need to consider not only
societal demands for particular literate cagg;}ties and the
indeterminate character of the outcomes of literacy for
individuals; they need also to consider the psychological
effects of becoming literate.

Educatign‘in most Western cultures aims,to foster the
intellectual'development of the individual. While schools
probably accomplish other ends more successfully, their
raison d'etre is not simply to keep children out of the

.. labour market ‘nor prepare them f9r it, but to develop their
mental capacities. How and whether literacy affects those
mental capacities and exactly what isgientailed

psychologically for the individual in becomzng literate are
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matters which educators need to take into account in making
decisions about literacy practices in the context of the
school culture. 1In the penultimate chapter of this
invéstigation, we look, therefore, into what psychologists

' \

can contribute to our understanding of the nature and

effects of literacy.
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Chapter Six :

Liferacv and the»Individual Mind

Introduction .

L)

Since one of the main concerns of this thesis is to
investigate the relations between literacy, thinking
processes and the products of thought, the preceding
chapters have necessariiy alluded to psychological aspects
of literacy developme?t and practice. ™ The strong claims
about the cognitive effects of litefacy which derive from
studies of orality and literacy in classical Greece havé"
been tempered by eyidence from anthropologists which
confirms a universality of thinking processes despite
immensely diverse forms of cultural ekpression. The attempt
to trace literacy through periods of European history, while
it can only highlignt the discernible segments of a thread,
nevertheless confirms in a broad sense the connections
between literacy and the developmentkof particular kinds of ' -
thought in Western culture. That account also confirms a
pattern of development toward increasingly abstract forms of
thought which are related in rather obvious ways to literate
modes of expression.

The historical record nonetheless also shows that
literate practices and the emerging literate forms of
expression were inextricably bound up in a“densely textured
cultural fabric. Studies of literacy within our own and

other cultures confirmed the shaping impact of socio-
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cultural conditions. Those studies not only complicated and
in significant ways made irrelevant the notion of effects of
literacy, but also raised questions about how claims for
effects must be qualified in order to shift attention to the
kinds of social conditions which foster literacy.

In this chapter, we shall'examine the contribution made
by psychologists to the discussion. Psychologists
interested in literacy and its effects on thoughf have, like
many of the scholars in the other disciplines, taken as —
their point of departure the descriptiong of historically
achieved literate capacities that contéast literate with
oral thought. Literate thought, we recall, is defined as
decontextualized, abstractly éequential,(rational, linear,
and objective. Equipped with a battery of measuring
devices, the psychologists' approach has been to test for
evidence of the thinking‘patterns which characterize the
contemporary canon of literate expression in Western culture
cr to determine how these thinking patterns appear to
develop.

The field of coggitive psychology, which, according to
Shuell (1986), represents the mainstream of thinking in both
psychology and education, includes a rapidly expanding
literature on the various relations among language, meaning,
thinking, higher order reasoning, and writing and their role
in the development of cognitive skills. The focus of

attention in cognitive psychology is typically on thought
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processes and mental activities. These are metacognitive
processes such as planning and setting goals, active
selection of stimuli and attempts to ofganiza disparate *
materials or data. For the purposes of t2his chapter, I
shall draw generally on the knowledge in this field but
particularly from those whbse work has focused on the
relations Setween literacy and cognition.

Of these, Alexander Luria in the Soviet Union and
Sylvia Scribner and Michael Cole in Liberia document the
performance of individuals in non-literate or partly
literate societies on particular kinds of cognitive-tasks.
Their work shows a connection with more recent cognitive
psychology in its attention to metacognition, classification
and logical thought, élthough it is based on the outcomes of
those processes in task performanée as evidence of mental

-

literate capacities. David Olson, Carl Bereiter and Marlene
Scardamalia describe tﬁosé literate capacities iﬂ~some
aetaii.. Working within the framework of educational
purposes in teaching literacy, they éuggest what is entailed
in acquiring literate capacities. Collectively, the work of
these scholars represents the range of study relevant to
this part of the thesis. They focus on literacy as integral
to cognitive develcpment and investigate at the level of the
individual the grounds for claims about the nature of
literacy.

A discussion of the effects of literacy on the
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indi?idual mind would be incomplete, however, without some
attention tq}the neurological functioning of the brain and
to alterna;ive views of human understanding. Research in
the field ié still new and findings tentative; no one can
yet speak with certainty about how the brain works. I
intend, therefore, only to draw attention to some intriguing
hypotheses about the neurophysiological effects of the
alphabet and to comment on the implications of the
accompanying perceptual shift for the structure of memory
and the use of imagination. Although not psychological in

the strict disciplinary sense, the theoretical work of Mark

Johnson on modes of classification amd the use of metaphor

+

contextualizes the psychological issues in an enriching
framework.

In the first part of the‘chapter, I will.describe and
comment on the investigation and results of the work of the
above-mentioned psychologists. The second part will place
their work in a broad framework, including the neurological
functioning of the brain, and will argue the need for an
inclusive psychological approach which takes account of the
interactive and interdependent relationship between orality

and literacy.

The Psychology of lLiteracy

An inquiry into the psychological effects of literacy

presupposes an existing literacy in the culture, some means
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by which that literacy can be transmitted and acquired, and
some subjects by whom it‘is agquired. Whatever form the\
literate techniques and practices take in a given social
setting, they constitute the "existing literacy". The
effects of that literacy, present as a cultural given in the
society, muéffdepend on the éggfééteristics of the literacy(
on the processes through which it is acquired and on the
attitudes, perceptions, and intellectual caéacities of thev
subjects. An; sf&ay of the effects of literacy on_

individuals needs to take account of these three interacting

factors.

@

There is no biological law that determines the nature
and form of non-physical human éharacteristiqs. We become
psychologically human ih social contexts. We know that |
human infants, for instance, when deprived of a stimulating
social environment do not behave in human ways. They do not
react either phyéically or emotionally in ways that allow
them to express wants, form relationships, seek attention or
even exercise control of movements despitg being
biologically pfogrammed to do so. One of the many tasks
which Alexander Luria (1979) set himself was to learn how
"natural processes like physical maturation and sensory
mechanisms become intertwined with culturally determined
processes to produce the psychological functions of adults"

(p- 43). One of those culturally determined processes was

‘abstract, formally logical thought.
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\ All human social environments provide multiple means
for encouraging interaction and communication among people.
The satpral sociality of human beings is both elicited angéﬁ?
given its particular nature by the sorial environment into
which it emerges. That social nature of people, says Luria,

3

"comes to be their psychological nature as well" (p. 45).
Thus, he argues, the available forms:éf expféssion willv"
determine the possible forms of thought. iIiiiterate and
literate people will think differently because their social
environments equip them with different ways of "operating”
on information. These differences are not in mental
processes which, as we have already seen from the work of
anthropologisfs, are probably typical of the species, but
are éifferences in ways of categérizing or classifying.
Luria cites the English etymologist-psychologist W.H.R.
RiVérs, who suggested that people in primitive cultures
*generalize the facts of Fhe external world into different
categories" (p. 59). 1In ;tudying the inhabitants of remote
hamlets and nomad camps in Uzbekistan and Khirgizia in
Central Asia, Luria hoped to trace the changes and describe
éhe differences in thought among people exposed in varying
‘degrees to social change and the introduction of literacy.
The tasks he set his subjects involved abstract
classification and syllogistic reasoning. He found that

they did not classify the objects he selected according to.

common attributes. Instead, they assembled the objects
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according to their functions in the environment, aligning
them to concrete contexts and relationship of use rather
than establishing abstract relationships based on their
inherent characteristics. An illiterate peasant, for
instance, was given the example of a group including 3

_!Kédqlts and one child. To the-suggestion that the child did

- not belong in the group, he replied, "“Oh, but the boy must

;4stay with the others! All three of them are working, you
see, and if they have to keep runni%@ out to fetch things,
| they'll never get the job done, but the boy can do the
'running for them ...'" (1979, p. 70).
When invited to reason syllogistically from statements
given by the interviewer, the subjects also connected the
words to their practical éxperience. They responded on the

basis of that experience, not to the meaning of the words

i T

themselves. Thus, to the syllogism: Cotton can grow only
where it is hot and dry; in England it is cold and damp.

Can cotton grow there? the villager replied, "I've only
been in the Kashgar country. I don't know beyond that"r(p.
78). Luria concludes that the theoretical thinking of these
subjects was limited. They trusted their personal
experience but would not accept prémises outside of. that
experience. Since he had not been out of Kashgar, the
peasant could not say anything about cotton-growing in
England. Thus, he showed that he did not understand this

use of syllogism and perhaps, as Luria implies, that he was

%
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not able to think from the logic of language toward
generalizations. Since the syllogism depends oh a purely
verbal analysis and verbal logic, understanding the meaning
of‘the words and their relation is what is required, not
their meaningfulpegs to an individual accustomed to taking

into account more or other information than the words in

W

order to answer the question.

Educated?snhjects, on the other hand, and also those
who were only marginally literate but who had had contact
with a changed economic system, responded to the same tasks

quite differently. They reasoned from the information given_

whether or not it was consistent w1thror'COuld be confirmed

by their personal experience. Their response was akin to,

o

"Well, I haven't seen it but 1f you say that well then
»hthis must be so'. Luria sums up the outcome”of&these
experinents with the comment that "In all cases we found
that changes in the practical forms of activigyj and
'especially the reorganization of activity hased onpformal
" schooling, produced qnalitatiVe'changes in the’thought
processes of the individuals stndied" (p- 80).

Luria's work has been criticized as inconclusive:
because he did not provide details of the actual
experiments. His own reports include only illustrative
anecdotes from the actual data he collected. His cognitive:ff

tasks were similar in abstraction and means of presentation

to those used by Piaget in testing young children and are
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probably vulnerable to the same kinds of attack. Margaret
Donaldson (1978), for instance; has shown that performance
on such tasks dependé crucially on ability to interpret the
situation appropriately and on familiarity with the -7

intentions of the speakers which are not normal "speéking"

intentions. What she:points out about children's learning;. } f5

is relevant here: "You cannot master any formal system
unless you have learned to take at least some steps beyond
the bounds of human sense" (p. 82). The performance of

Luria's subjects, non-literate and unschooled in the habit

of reasoning from word meanings apart from their meaningful
&

contextmsof use, was characterized by their use of "human

sense".
Luria's subjects, in their social uses of language, did
not hdve occasion, it seems, to rearrange their world into

L3

conceptual categories that did not correspond to the

concrete relationships embedded in and integral to living iQ;~‘1f

»

that world. When the social situation changed and new forms
of information processing, including categorical relatiors,
were introduced, as in the new communal and town life, thef

transition to their use was readily accomplished, according

to Luria. Individual literacy, in the gense of ability to

read and write, appeared to be less necessary in being able
to categorize than participatiod in activities where
categorical relations were used. In such situations of uke,

the supporting concrete context gave meaning to the

e
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categoriesﬂwhichfﬁas not available in the experimental

situations described earlier. It appears then, that it was

not a matter of lack of capacity; butAabsénce,of‘neéd,' -

LN

T

occasion, and available means of expression.

a

Luria's observations remind us of the evidence from the

cultural history that non-literates in a literate

M

environment learn literate modes of thought, even if they

are personally not capabié of reading and writing. They

2

learn ‘and can use the terms of reference and conventions of
explanation applicable to the situation. Of course, such
capacities may not include nor imply ability to goibeyond
_what”is given in the context. Participation invol§e§\
adaptation and accommodation; it does not imply the

‘metacogni%iVe capacity,;angciated with literacy, to reflect

on one's own thought and to develop new knowledge and ideas.

In the introduction to tpeir‘gbok, &he Psychology of
Literacy (198la), Scribner and Cole criticize Luria's work
as beiné inadequately designed to distinguish effects of
: schooling, literacy, and participation in new socio-economic
tétructures. In their own work in Liberia, wherg'fhey

LT e

studied three comparison‘groups,fﬁhey wanted to make those

3

gistinctions and clarify their influence. They defiﬁed‘
literacy as possession of a wriEiﬁg system and litéfétéS"és;i:
those peopie who were able to read)and write with that J
system. Taking as their criteria for determining the

effecfs of literacy the characteristics of literate thought

o
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)generated by cultural analysis, they investigated the

. "
-

litergﬁe Vai in Liberia and compared them with schooled
(English) literates, non-literates, and -Arabic literates.

As a conceptual framework for their study, they assumed
the following causal sequence: writing leads to changes in
the individual mind which leads to cultural change. If
literacy leads to cultural change, it can be accomplished
only by individuals within the_pulture. According to the
_ qgusal sequence, the individual in a culture is at once the
‘object—recipient of cultural modes and the proponent of

them, as transfo:med“through his or her experience.;‘in this
case, the giveh éuitural practice Scrigﬁer & Cole Qere N
interested in was writing. The cultural analysis of
literacy effects, they argued, must be upheld by
psychological analysis for it to be tenable. They thdught
it necessary therefore to. "demonstrate an association
between antecedent lite;acy practices and consequent
cognitive performancg; and to do so under analytic
conditions that would clearly estéblish?lite%écy as a causal
factor” (p. 19). They proceeded by establiéhing what these
antecedent practices were and testing for consequent
individual cognitive performance.

After nearly a decade of study among the Vai, Scribner
and Cole were able to describe in detail the nature and
abparent effects of the tHree scripts used by this small

(12,000 people), largely agricultural, West African society.
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In this group, oniy 28% of the adult male population were
literate in one of the scripts, a majority in Vai, next in
Arabic and least in English. Each script was used for
different purposes in different contexts. Vai, a syllabary
of approximately 200 phonetic characters, was used
principally for personal communication and public
information between people in different locations. Arabic
is also é syllabary and its use was principally religious.
English was the language of politics and economics in the
towns. Each script was learned differently: Vai was
acquired informally in a kind of peer tutor arrangement in
the village and took between two weeks and two months to
learn; Arabic was learned by rote memorization with almost
no attention to understanding its meaning; English was

learned in school.

From their study, Scribner and Cole drew conclusions

which have implications for understanding literacy. They
found that "specific uses promote specific skills" (1981b.
p. 86). Although looking for generalized effects of

literacy on mental ability, they found that Arabic literates
tho have to memorize large passages of the Qur'an did better
in other memorization tasks than Vai literates; that Vai
literates who wrote letters more frequently than Arab
literates did bettéf;£han the latter on communication tasks;
and that English schoqled literates could yse,;bgtract

categories for classification whereas Vai literates could
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- « not. Schooled literates, furthermore, were much better able
to explain their linguistic choices than any other group, ,

which Scribner and Cole attribute to that kind of

o

b

explanation's being required in school. They were ablé;to
produce what Olson has termed "essayist" text i.e. text
which is characteristically explicit and fully{elaborated to
commﬁniéate with an unknown reader. Schooliﬁ§1élso improved
performance on syllogistic reasoning and verbal
explanations. Scribner and Cole concluded;‘therefore, that
“knowledge of reading and writing does not have the same
intellectual consequences as schooling"” (198la, p. 25) and
that Vai literacy is literacy

...without education because it does not open

doors to vicarious experience, new bodies of

1knowledge or new ways or thinking about major life
problems. ZAt best, Vai script literacy can be

said to engage individuals with familiar topics in

new ways (19813,3;. 238).

Vai literacy, however, although unschooled, as in the
}nétitution, is not therefore "untaught." The script still
has'go be learned as an artificial code. The difference is
both in the way it is taught and what is taught--different,
that is, from how Scribner and Cole perceive writing to be
taught in English schools. Vai is learned in contexts of

use and its meaning and value given informally within the

community of users. English literacy, on the other hand, is
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schooled literacy and includes the use of knowledge which is
encoded in texts and connects learners to worlds and ideas
which may be unrelated to the worlds and ideas they
encounter in their immediate lives,ﬁﬁln each of these cases
of literacy learning, literacy ser&éd4particular functions
in particular contexts, and the consequent skills were also
particular. The acquisition of literacy had no general
cognitive effects. Scribner & Cole conclude that "... a
monolithic model of what writing is and what is leads to ...
appears in the light of comparative'éata to fail to give%
full justice to the multiplicity of values, uses, and
conseqﬁences which characterise writing as social pfactice"
(1981b, p. 86). |

Scribner and Cole's work confirms what we have already
begun to see in a different context and by diffe;egpﬁ@eans
of analysis. As Street, Heath, and Hoggart‘also‘;EQQ;d in
their ethnographies, the nature and effects of literacy
depend on the amalgam of conditions in which writing is used
and ;nclude its uses, the forms of fexts produced, the means
of ACqﬁisition and the beliefs and perceptiohs of written
language. It is perhape not insignificant that it should be
schooling in English which appeared to have greater
cognitive eff:cts among the Vai. Scribrer and Cole's
conclusion raises the question of whether Vvai taught in

school would have the same effects as English. They

describe Vali texts in terms which suggest even school use
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would not develop the thinking associated with alphabetic
literacy. Vai is a syllabary which functions according to
different syntactic relations from those possible with a
vocalic alphabet. Meaning is determined by reference to
known contexts, rather than being fully articulated in the
written text. Unlike phonetic scripts, syllabaries
representractuél sound patterns in spoken language.

| Syllabaries are therefore like complexes in

representing what does exist rather than what

might. Phonetic systems, however, deal with the

possible rather than the real by dividing

naturally occurring sounds inpo compénent parts-

vowels and consonants-that exist as abstractions

or theoretical possibilities. (Tuman, 1987, p.

105). W
The evidence from other scripts such as Japanese and Arabic
indicates that the patterns of thought, the ways of |
classifying and brganizing information, are distinctive
across cultuggs. Script is regarded as integral to the
world view expressed in the Thai language. Buddhistg »
priests, for instance, have firmly rejected changes to
simplify the script on the grounds that the graphic
configuratibn of the symbols expresses thé interrelatedﬁgfsj
of the verbal ideas. It‘would be impossible, they ekplaih,

to express the same meaning in another script. The Chinese -

character for the English word "crisis” will perhaps heip

e
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illustrate the priests' point, albeit in a different

language and script. The character for the word "crisis" is

composed of two connected parts, one of which signifies
danger, the other opportﬁnity. Whereas in English we define

crisis as the turning point, in Chinese the turning point is

=

implied by embodying two contrasting consequences.

As well as these two influential factors--the nature of
the script _and the nature of the texts-—thefgﬁis‘the
additional factor of means of transmission éﬁdiaééuisition.

The variable Scribner and Cole select as significant is

schooling. Literacy acééired and practised in the society

at large is differént from literacy learned at school. They
believe‘that schooled writing, characterized by the essayist
text model, is isolated from and unconnected to the literacy
of the séciety, gxcept among academics and professionals.
Yetéit is ;rincipa}ly the essayist text model with which
"literate" modes of thought a?f associated. They conclude
that claims for effects of literacy, confined to such
narrowly conceived literate practices, not only undervalue
other literate practices and whatever cognitive effects they
hay‘have, but also overestimate "the intellectual sﬁiils

that the essayist text “necessarily' entails" (1981b, p.

76). In making this comparison, they fail to acknowledge

that some uses of reading and writing are not intended to

«“

serve as ways of constructing understanding or of doing what

- their own writing accomplishes in describing and analysing

& i =



249
Vai iite;acy: enable us to see Vai literacy through the
framework of their interpretations. In their view, all uses
of the technology of writing seeﬁ_to qualify ggkliterate
practices aﬁd literacy itself is equated with tge skills of
encoding and decoding script. The conceptual base for their
comparison thus does not allow them to explain differences
in literacy historically or developmentally, nor to
characterize }iteracy as an outcome of particular uses of
reading and writing wﬁich achieve qualitatively different
_effects from other‘uses. Other psychological studies of the
acquisition of literacy assume, in contrast, that a
debelopﬁental process leadé to the achieveﬁent of "essayist"
litefacy and that it does entail distinctive intellectual
skills.

The psychological capacities associated with literacy

David Olson anq research partners Marlene Scardamalia &
Carl Bereiter, working in the context of contemporary North
American literate culture, are attempting to define what
constitute literate mental capacities and to describe what
is involved in their acquisition. Unlike Scribner and Cole,
they are not preoccupied with the assessing the grounds for
attributing causal effects of literacy on thought. They
focus rather on the skills that distinguish written from
spoken language production, thus on the evidence and on the

effects of the thinking processes that underlie literacy.
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Their work begins to answer the question: what
psychological processes are involved in becoming literate?
Literate, that is, defined as ability to produce and
understand explicit and abstractly organized text, what
Olson (1977) has termédﬁ"essayist—text".

Underlying their research fs the assumption that being
and becoming literate is not merely a matter of possessing
the skills of encoding and decodiné spoken sounds as visible
symbols. It is clear, further, that the literate capacities
they deem necessary to understand and create autonomous
written discourse, as opposed to written lists or even
personél letters, do not follow in any direct way from
acquisition of those skills. 1In their view, the skills
needed for higher literacy are of a different order
altogether. Two essential requirements of that literacy,
according to Olson (1986) are firstly, "the treatment of
text as an autonomous representation of meaning," that is, -

the ability to treat lanquage as an object; secondly, and

o

following from it, the ability to distinquish what is said
from what is meant in order to understand that written
‘language says what it means.

The ability to think about langhage certainly requires
‘an objectifying of it, which in turn leads to a shift in
perceptions about the location of meaning. It will be

recalled that that kind of shift was noted by Stock and

Clanchy in the later Middle Ages and by Havelock in his
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analysis afuéyntactical changes ianreek texts. As we saw
eérlier in this chapter, the peasants whom Luria interviewed
did not treat words themselves as meaningful objeéts; for
the peasants, words referred to meaning in their experié;ce
and resided in them as speakers. Words appear not to exist
-independent of speake?s for non-literates, nor separate from
action. s

More problematic is the other part of Olson's claim:
that meaning is in lanquage, separate from action, and that
thereforé we can create autonomous texts. He argues that
understanding the implications of the autonomy of the text
is essential in the development of school literacy or high
liéeracy. For Olson, the two are equivalent since he claims
that schools teach and insist upon the logical, as distinct
from social, useés of lanquage. The logical, autonomous text
adheres to quite different conventions f{om spoken language.
Whereas in spoken language what is said, in the literal
sense, may not be what is meant, in written language what is
said is what is meant. “Consequently, when children learn
to read, they are not reading to recover the intentions of
the speaker as they do when listening to talk, but rather
trying to recover the meanings of_words, sentences and
texts” (1989, p. 192). Olson is not simply referring to
young readers in the beginning stages here but also to

mature readers of non-literary texts.

In oral contexts, words are interpreted in relation to
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their concrete contexts: situational knowledge, personal
knowlsdge of individuais, tone of voice and so on, commuﬁi-

e
cate, as do words, the meaning of such statements as "Ik:far

—

talking", which Olson says in the context of the classrqom

&
has the intended meaning of "Be quiet." The written form,

suggests Olson, is the literate-essayist-textual construc-
tion chafacteristic of scientific, philosophical writing.
Its inténtions or meanings cannot be grasped using oral
interpretive strategies. He says that théir propositions
are truth-governed, not audience-directed. They can
therefore be read and interpreted within the confines of ¢
their inner linguistic logic. Scientific and philosophical
texts use explicit languags and complex syntactic structures
to show relationships. According to Olson, they thus
represent reality fully and accurately. They are to be
comprehended on their own terms since they intend to be
unambiquous and thus not concealﬂintentionsiand mean
something other.than they say. Olson's point seems to be
that literates understand that the logic of written language
’imposes certain interpretations or meanings. Non-literates,
on the other hand, do not. Non-literates do not recognize
meaning independent 5% use in concrete contexts thus do not
distinguish what is said from what is meant ~ whatever is
meant 1s reported ss what‘@as said.

Olson's perspective on literacy takes a sE;ong view of

the differences between the spoken and the written. What

15
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written text means,'andﬁgow it means,rhave to be learned.
It involves the acquisition of a literate as distinct from
an oral orientation to language. That orientatiég, he has
recently argued, may be acquired as much from the oral
practices of literate parents as from the actual activities
of reading And writing. Young children become bétter
readers when they learn to talk about what they are hearing
read to them or talk about what they themselves say,
particularly if they use the "cognitive verbs" Olson regards
as so important in literacy development.

In his analyses of children's informal talk and its
relationship to learned skilléiiﬁ reéding and writing, Olson
has paid particular attention to the "cognitive verb;". The.
use of such verbs as "think", "believef, "wonder", "decide",
"remember"; "doubt” and "expect", indicates, he suggests,
that the child is able to diffefentiate form from content.
Such verbs indicate, for instance, how the propositional
content of a sentence is to be understood. They help to
differentiate literal from intended meanings and if .
indicated in talk, that differentiation can be transferredi
to interpretation of textt Théir use further suggests that:
the child is gfésping

part Sf a system of concepts for decontextualizing

language and thought. Basic to this system are

the verbs that mark an understanding of the

relation between speaker's meaning and sentence
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meaning (Olson, 1977), that is between what a word
fér sentence means rather than what one means by /
“it" (1985, p. 268). |
From this last Etatement, one might infer that Olson

~

has simply had the teacher's common experience of informing

S . .-

a child that the puElic,~di¢ti6nary meaning of a word is
rather different from tﬁe meaning he or she appears to R
assume. I.think, however,~something rather more probleﬁéﬁié}g
is at work here and®that there are good reasons for not |
accepting Olson's interpretation‘of the problems children
have in acquiring literacy, althougb we may accept thaé.
those problems exist. Olson také& £He‘position that
sentences may mean something independent?df the intended
meaning of the speaker-writer. 1In the;ca;e of scientific

" writing, the‘intended meaning should usuallyﬁbe'iéentical
with the apparent sentence meaning, since in this writing,
he has suggested, rhetorical concerns do not appljnor at
least are fully subordinated if not suppressed (Olson:
1977)f While it is obviously true that readers are ableto
findrmeaning in texts witho;t the intgrvention inﬁn
authors' explanation, Olson's insistence on distingquishing
that meaning;from the:aﬁthor's intentions and on a view of
text as autonomous, encourages an unjustified belief in the
objective authority of that text.

In school, such belief is reflected in the kinds of

comprehension questions and study questions children are



asked to answer with reference to texts, questions which

"treat the text as source of answers, not source of author
knowiedge;‘meanings and “ideas. Whate;er the content of the
text, howevef directly or indireétly the voice and

iﬁtentions of the writer are heard, however much or little
insight and{}ﬁtérpretation are needed (e.g. more in
literature?ﬁléss in biology), all texts are products of

' human miﬁa§; Uses of texts which ignore authorship are L

little mcfe than substitutes for the oral transmission and

recitation of informatién that characterizes the Vai Arabic
/literacy Scribner & Cole describe, withoutfthe benefits to
memory that Arabic literacy tends to promdfe./;The fact that

/’

o
such reading and answering is in a languazi/ihe reader knows

and comprehends, unlike the Arabic text fi ifs listeners,%?;f.
is not significént if those wfitten words are not expected
to have an impact on the perceptions and understanding of
the reader. Studies of both adults and students who ha&e <
learned oniy to decode and encode the writing system report
that for many the discovery that written .words have megning
is a revelation. ."I didn't know it was supposed to‘ﬁé%n
something, i.e. to me," is not an unusual response to text.
Because written texts are stationary, visible,- and full
of expliéit self-context, they offér the learner-thinker-
reader an opportunity for reflection not possible in spoken ;?’

language. But the thoughtful, and I would argque, literate

reader must approach the text, not as a transparent window
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on objective knowledge, but as the expression of a human
mind not unlike his or her own. An inquiring, negotiating
stance toward the perceived author uttering the words, an
author with intentions and meanings to convey, propels the
reader to engage with the meaning of the text, not merely
receive it. The text might usefqlly be regarded as
utterance, which for the convenience of tge reader, is held
still. - It is, nonetheless, the product of the mind of a
writer, a person who is using the conventions of discourse
acceptable in his or her discipline or genre and doing so
always with a rhetorical’purpose, claims about the
objectivity of scientific writing notwithsténding (Segal,
1988; Latour, 1987; Bazerman, 1988). The cognitive verbs
Olson suggests are so important in“development of literacy
. are precisely the verbs that must bevpresupposed by the
| reader to underlie the text. They may function in the
child's spoken language to differentiaéé‘literal from
intended meaning, but in their everyday, acquired, uncon-
scious use they point to the speaker-author as the meaning-
maker. - ‘

Similarly troublesome is Olson's implication that
learners must adopt strategies toward written language that
relocate the source of meaning away from themselves and in
the text. ﬁe acknowledges the learner as meaning-maker in

spoken language exchange, noting from his experiments that

the child responds to the meaning of what is said rather
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than taking the words literally. 1In their response to

1

.written lanquage, however, Olson impiies the learner must
-learn to be a receiver of made meaning. He speaks of
"honouring” the "conventionalized" meaning, Presumably he

means By‘this the meaning accepted withia a particular

discourse. Thus, what the word "force" means in physics and -

what it means to the layperson are different but both are;f

conventionalized. He does rot explain, however, how that

meaning can avoid being interpreted and thus transformed,

however minimally, by being paraphrased, - paraphrase being‘

the only means other than direct repetition of "saying.what.;'

was said." Comparisons of several adults' restétementﬁok =
"conventionalized" meaning in a passééé>ofitext‘would show
the effects of reader perceptléns and ch01ce, desplte 1ntent
to accurately represent the text.“ The more lmportant p01nt
however, is the stance Olson takes toward the relatlon:
between the reader and thektext, giving the text’too much
authority and the reader too little.

The experiments Olson reports on in his various
articles cite examples of‘student'respdﬁges.to spoken and
written language. The examples are alf vefy brief and Olson
(1986) appears to draw 9@mclu51ons about the' say/mean
distinction based on the use or omission of single words,
e.g. "flower"” instead of "blue flower™ in;con;retefcontexts

where the child speaks about a flower ii;ibly in hand.

There are at least two nroblems with this kind of
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experiment. First, the need for preciéé description is
clearly missing since both participants in the dialogue can
plainly see the colour of the flower. How many of us
rhapsodize descriptively about a sunset to someone standing
and looking beside us? Second, a response in the context of .
conversation is being interpreted to apply to what happens
in a response to written language. The two situations do
not make equivalent demands and are thus not comparable nor
are thewobservations transferable. < There is considerable
evidence from studies of pre-school children's listening

that ﬁﬁéizare very particular about the actual words used in

‘a story, for instance,faha will correct the reader who omits

R

‘or pgraphrgées. Olson.seeerto take his own findingé rather
’toq litefglly in the effort to distance himself and his
judgement from what he takes to be the "conventionalized"
meéning.

These reservations aside, Olson's work reminds us of
"the sﬁeciali%ed nature of wriﬁten language and that texts
exist in time and space, separated and separable from the
physica{jpresence‘Of the author as speaker. Becomiﬁg
literate aoes, in part, involve being able to make and
Qerive meaning from texts, using knoyledge of "how lipggistic
contexts arewconstructed to provide the cues necesséff-for
él%?r communication. But literacy also involves being able
~to creéte texts with the necessary textual characte;}sﬁics.

That task requires both knowledge of textuality and §kills
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in its application in composing. Composition of written

text, accordingAto cogni?&ve psychologists Carl Bereiter and
Marlene Sc;;damalia (1982), requires that the individual be
able "to activate andlseafah appropriate memory stores”
without the ;id oY a conversation partner or a concrete
interactive céntext and thus on "revamping the language‘
product®on system so that it canh function autonoﬁously" (p-
3). The kinds of‘inquiry Be;eitgr and Scardamalia have
undertaken intends to def¥ne and describe the cogﬁitive
skills reqn;%édiby writing and }éading.
In their artiqig,_"An'A;;ainable Version Sf ﬁigh ~
Literacy: Approachéﬁjtéé&éééﬁi@g:Highgx-Oﬁder Skills in
oo ET ‘ . )

Reading and Writing" (198713, Bereiter and Scardamalia

characterize high literacy by its use of the high-order

- B -
N e

.cognitive skills with which we are already familiar. The

%

intent of their work is, li%e Olson's, not to demonstrate
£

the cogni%ive effects of literaéy but to-investigate ways in .

>

which. those cognitive effects can be achieved in the

-

individual... From their own studies of learners in school

and from such evidence as Scribner and Cole's research among

the Vai, they conclude that Having a system of writing does

~

not necessarily lead to literacy characterized by the high-

order cognitive skills with which it is associated in our

culture. It 1s also apparent that no a%sumptions can be

made from the presence of high literacy in the culture about

the levels of literacy among individuals. 1In this article
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and their much cited 1982 article "From Conversatioﬁ to
Composition: The Role of Instrﬁction in a Developmental
Process," they argue for a‘ new conceptual fgamework and a
strgtegic approaéh to teaching the cognitive skills
necessary to literacy. These cognitive skillsy they
suggest, underlie the "literéﬁe mode of tgought" thch
enables a literate thinker to

éonstruct a mental{model’of a situatidn indicated

by the text and then derive implications fromLtQ§§l‘
model (Johnson-Laird 1983). The oral thinkef a
is similarly able to derive impliégtions from
mental models, but they are mental models based on
concrete situations rather than text propositions"

(1987, p. 16).
The problem for educators is to enable the "low;literate,
oral thinker" to get "from one mode of thought to the
other". The obstacles in the wayFof this crossing; apart
from the multitude of socio-political issues which were
described in the previous chapter, include first, the nature
of reading and writing acts; and second,ﬁthe difficﬁlty'of
identifying the méntal operations of literate thinkers.

What distinguishes literate expression from oral,
suggest Bereiter and Scardamalia, is not simply the mode but
more importantly’the context for its production. It is in

the nature of writing that it is something one does alone,

social theories of composing notwithstanding.” Whereas in
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conbersation, a continﬁous stream gfqexpr;ssiop can be
_maintéined by cues from a responding partner, in writing the
writer must be self-cuing inworder to generate exﬁended
discourse. Writers must be able to read their own tegi as
if it were another voice prompting them to generate more,
providing feedback and activating mental séarches fqr
knowledge. Writers must “dlso be able to construct purpéses~
for their writing either during the composing process or |
before, whereas in /onversation no explicit goal of the
exchanges is needed Jnaintain continuity and involvement.
Reading oné's own writing in tgis way is, of course, not
automaticyand depends on an interacting complex of factors
that include the writer's intentions and involvement in the
piece, knowledge of the subject matter, purposes-of the
writing, and the availability of a rebertoire of strategies
and techniques. It is the last which Bereiter and
Scardamalia (1982) have éttempted to define and which they
have translated into teaching strategies.

The difficulty,r%owever, is to identify the mental
operations of literate thinkers. Bereiter & Scardamalia's
methodology proceeds from reasoning that literate thinkers
will ‘be good readers and writers and that what goes on in
their minds is accessible to analysis through the technique
of think-aloud protocols. They-compare what experts ana

novices say they are doing as they read or write. . Their

spoken—aioud thoughts are recorded, transcribed and analyzed

s
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for evidence of stratejies./‘By looking "at whathéxperés

know and at what tHey:gg that novices do not’do or do
differehtly\ér do iess often" (p- 17),%Berei;er and
Séardamalia (1987)-claim to have dist;&guished skills and
Vstratégies tHat éharactefize fhe mofe competent readefs and
writers. d

TheyAclaBsify these "consistently emerging" skills and
strategies into four types: |

l..pgpblem—solvinq, fix~up or back-up strategies.'

These are strategies whi§h come into play when the readef,‘
“in the exampie they givey,bas probleﬁé with comprehenéid;.
Théy’iﬁclude: restating’the text in simpler or more familiar
terms, bdck-tracking to the site of needed information,
setfing up 'watchers" for needed relational information, and
formulating comprehension difficulties as/problem;:to be

solved.

2. Self-requlatory procedures. These i1nclude

checking, planning, monitoring, testing, revising, and

evaluating. They are the means by which readers and writers

consciously take note of what they are doing and whether it
meets their intended criteria. Bereiter and Scardamalia
call them "good mental housekeeping" procedures.

3. Executive structures. These are not very clearly

defined but seem to include a holistic or synthetic
awareness of the elements that will interrelate in the -

achievement of a goal and the ability to control them to

w
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move toward that goal. Thus there is conceptual knowledge
of the subject matter being read or written about and in the
case of writers, the ability by experts "to follow a
knowledge transforming model, in which there is an
intefactive solving of content-related and rhetorical
problems in the pursuit of goals to be achieved through the
composition" (p. 18). |

4. Intentional learning procedures. Bereiter and

e

Scardamalia define intentional learning as "effort invested
in learning over and above the effort devoted to achieving
other goals Qf‘an activity" (p. 19). Intentional learning
might also be expressed as "owning" the learning in the
sense of the learner's having found the intrinsic value of
something and some Qersonal meaning in it. As procedures,
intentional learning is characterized, say Bereiter &
Scardamalia, by such activities as delibérate reflection on
the significance, applicability, meaning, and value of an
activity. Learning is not simply performance of a task but
has consequences for the mind of the learner which the
learner seems to recognize. |

Of these four types of strategies, Bereiter and
Scardamalia judge the first two to be most amenable to
teaching and have deviéed strategifs which follow quite
directly from their descriptions. They report that students
enjoy a sense of confidence and control in having a strategy

to apply and that the resulting reading and writing is
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improved. The element which gets short shrift in their
analysis is the impact of what they call the "knowledge
base". Knowledge, as they refer to it, seems to correspond
to food in the body's digestive system: as matter on which
cognitive skillé can act to accomplish its transformation;
knowledge is cohtent and cognitive activity shapes it into.s "
forms.

It is not clear how much significance Bereiter ang
Scardamaliafattach to such knowledge in the development of
high litefacy. They,recognizéxthat, historically, high
literacy was achieved by some individuals, an elite, by
immersion in a highly literate environment,-that is to say
one in which they "read the words of the greatest writers
“and thinkers" (1987, p. 16), and which set expectations of
high literacy fdr its members. In describing problem-
solving stratég}és,gthey acknowledge that extensive
knowledge of a subject usﬁally includes not only its facts
and concepts but also "a repertoire of abstract-problem
types and ready-made solutions” which normally can be
applied as a matter of routine to new problems or
situations. Bereiter and Scardamalia comment also that
difficulties may occur with using the self-regulatory_m'
procedures when knowledge of a subject or un@érstandiﬁg of

its concepts is too inadequate to permit the procedural

self-awareness they require. @

-

——

They make a strong case, further, for the importance of
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intentional learning in high liF?racy, arguing(that wﬁere
there is willingness to go beyShdrmeeting e/iequirements
of a specified task, the way is open also’to achieving
knowledge beyond those fequirements. An environment that
supports such intentional learning might be one like that of
prgfessiona} academics, they suggest, there is an
e*pectation of "growth beyond wherever one happens to be"
(p- 26). The area of "growth" is in knowledge but it is not
at all clear how the knowledge is to be acquired in the
first place if it haé to be there before the literate
cognitive skills can be applied to it and if the knowledge
and the skills together are not constitutive of high
literacy as well as being the meéﬁs to achieving it.

In one sense, of course, it is impossible to think of
teaching or‘using cognitive skill without knowledge. One
éannot compare without comparing something. On the other
hand, if skill is given prominence over knowledge and is
perceiyed as the object rather than the means, then the
subjéét‘matter that is compared and why ceases to be
important. Bereiter and Scardamalia advance thé view that
in most schools, and out in the world, learning is
"adaptive." What is learned is enough knowledge to get
along, but not more. "But if high literacy implies
development beybnd what is required for adaptation to

environmental conditions, then it is not clear where the

knowledge demands would come from that would motivate the
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progress in literacy" (1987, p. 22). This is a rather

curious statement, particularly in light of ‘their emphasis

on the importance of intentional learning. It is

u

consistent, however, with an undue emphasis on skills rather

than knowledge and is a matter to which we shall need tQ;%

3 s .
return in the next chapter.” -

’
%

Confined within a cognitive construct that assumes a

linear progression and transition from one point to another,

é oz
- %

Bereiter and Scardamalia offer a concept of literacy as
bleakly ahstract as the cog%itive skills that serve it.

Their 1ntu1tlon that 1fsomethJ.ng more than cognitive skllls

w!o A
e

is lnvolved" (p. -25) leads ﬁhem;to env131on a

&

"préféssiéﬁalism among'students" that corresponds in its
pu;po;eg togéhét of the academiqvﬁilieu. The means they
p;opose; Hoqgéé;—~"teaching the hiéhér-order cognitive
skills tH;t will enable chiidren fg adapt to a school
cdlture in which inpentipnaitiearning‘is the norm... [(with)
children in the ﬁ%fﬁal;éubpéft of one aﬁother's learning
efforts"l(p. 25)—;confbrms to fhéir technical, abstract
appraisal. , g “\ C L ’ -

By formulating a modelvéfﬂménfal strategies, they make
these“strategies'accessible to‘éonsciéus use. Knowledge of
some strategies and even their pOSSlble appllcatlons,
however, sheds light on only one aspect--and quite p0331bly

a trivial oné--of the complex nature of literacy and the

thinking of a literate mind. Protocol analysis, the
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principal technique for making conscious-and thereby
identifying determining these strategies, is able to reveal
only what thg»compliant subﬁect articulates. Critiques of
this appfégchigcknowledge that protocols are a "reasonably
reliable form of evidence about the otherwise unobservable
ﬁ%ntal processes *behiﬁdi or ‘beneath' the observable act of
writing" (North, 1987, p. 260). The ways in which they are
used’ and analyééd, however, regeals a strong bias as to what
counts as relevant to the prodhction of a piece of writing.

Flower & Hayes (1980) who, like Bereiter & Scardamalia
have used protocols to discover composing processes,
acknowledge the paucity of the data they offer:

Many processes occurrduring the performance of a

task that the subject can't or doesn't report.

The psychologist's task in analyzing a protocol is

to take the‘incomplete record that the protocol

provides together with his knowledge of the nature

of the task and of human capabilitieé and to infer

from these a model of the underlying psychological

- processes by which fhe subject performs the task.

(p- 9)- |

Admitting these ;imitations, however, does not prevent
Flower & Hayes, likeiBereiter & Scardamaiia, from applying
‘their model in the development of teaching practice and thus
greatly oversimplifying and distorting what is involved in
developing literate thoqght. Thinking, as Cooper and

9
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Holzman (1983)'pornt out, tends to ber"diffuse, highL&l
branched, and visual, not 91mply verbal" (p} 290); ;It“has .
reflective, associative, metaphorlc, lntuitive and
1mag1nat1ve aspects, yet‘protocols appear ‘to record

"v1rtualfy nothing other than that which is to the p01nt"

(p.- 290), and only that whlch can be represented as aspects

- of consc10us, goal dlrected problem*solVLng.‘ ' '.,

The abstractness of models of higher-order cognitive
skills applied to knowledge corresponds in:subtle:ways to,
the abstractness of alphabets applled -to language——what one

can expect the Skllls or the writing system to yleld dependsv

-crucially on a host of other influential if not determining

factors. 1In the case of writing systems, as Scribner and

- Cole so clearly demonstrated in the example of the Vai, the

alphabet and the skills of readlng and writing were alone
1ncapable of transformlng the spoken language and “the hablts
of oral thought into habits assocxated with llteracy. In
the cgse of applying cognitive skills to knowledge, the
nature of that knowledge; and the ways in which it 1is
acquired; understood and used, will affect the character -of
the literacy, irrespective of the skills applied at some,
point during the shaping of its expreesion.

The notion that high literacy can be "achieved" throudhg

teaching cognitive strategies needs to be approached with

5

considerable caution. Being literate does, in part, mean we

are capable of "disembedded analytic thought" as Bereiter



' ’ - AR 269
and Scardamalia say, but as human beings living in a e
concrete world of felt experience, we should be mindful thaﬁ’
"disembedded" presupposes a prior condition of being

"embedded" and that "dis" acquires its particular meaning

only throughl&ttachﬁfnt. ‘Tﬂz‘tendency of psychology as a

discipline is to eggmiﬁéAcognitive skills through a lens

*

which isolates evidence of metacognitive processes, abstract

FEs

classification, and logical thought as these are conceived
within the tradition of Western philosophy. In the

LI, .
interests of securing that evidence, traditional

experimental methodology suppresses the experiential

contexts for literate activities, thus the bedding fro

which rationality emerges. By Qirtgally ignoring
imagination and peréeption, itjaffirms a polarized, Great
Divide view .of human«éognitiéﬁ, é;pressed in metaphors of
'Erossing and transition, and in distinctions between orality o
and literacy which have questionable meaning or usefulness
to us today, at least in Western culture which is saturated
with literacy and irreversibly so.

In the next section of this chapter, we shall look at

B

aspects of that "behding". Derrick de Kerckhove
hypéthesizeé about the effects of visual, alphabetié modes
of’cémmunication on neurophysiological proéessing. He
specuiates that the perceptual ghift facilitated linear,

analytic thought. Less speculative and more securely

grounded in empirical evidence is the theory proposed by

-
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Lakoff and Johnson about the way we categorize-and make use

of metaphor. They oppose the traditional ob&eétivist view
of thought as logical, abstracgwgﬁd diéembodied with an &
experientialist view of thought and reason'aé;émbodied and
fimaginative, with‘gestalt properties and ecological
structure. As they describe it, their view "incorpo;ates
what was ?ight about the traditional view of c;tegorization,
meaning and reason;>while accounting faor the empirical data
on categorization" (Léioff, 1987, p, xv). I shall argue .
that that view also’helps us tdjunderstand the}nature of the.
® S - .

relationship between orality and literacy and the

development of literacy. ) .

Embedding Analytic Literacy

fn tryiﬁqrto undersﬁaﬁd the distincti&e forms of
thought that have developed in literate cultures, a number
of scholars have attributed to the Greek vocalic alphabetic
a significant influence on neurophysiological processes.
iyAlthough scientists themselves have difficulty determining
‘where biology ends and psycholoéy‘begins, scientific
inquiry(?operating non—metaphysicélly, proceeds. on the
ass%mption tha;ﬂbrain precedes mind.. Between the g;oth and

@

functioning of the brain and the unceasing generation of

©
“

mind, howe&er, is\a complex interrelation that is only
beginniné to.be understood and described by science.

As research proceeds from both the inside and the
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outside, as it were, the relationship between the brain and

the mind becomes at once clearer, and more com@ “Although

stilltmysterious and awesome, the nat uality of’

the mind donetheless appears to depend cr"' ;;men the -
deverbpment of the physical structure of the braln.‘:whrie
a}l human beings are equ1pped W1th a genotyplcal structure
that has potentlar,for growth and deyelopmentﬁ 1nd1v1duals
vary enormously iawthedegree.to?whighthat ;otential is

realized. Not onl§;does this mean~that highly intelligent

people have developed more highly differentiated patterns of

neurons and ganglia than not-so-intelligent people; it also

(implies that the brain shapes and forms itself unceasingly

in response to the multiplicity of stlmull with which lt is
bombarded. The resulting psychologlcal systems consrstﬁln
eomplexes formed by individual psychologlcal experiences,
actions, emotions, purposes, wishes ahd hopes. “The
formation of defiaite psychical eySte@s is related in part
to the ontogenetic development of the'mind. It therefore

also shows; as does that.developmeﬁt;aa specifically
[/

-historical component” (Lewin, p. 58L - Whatever exerts an

effect on neurophy51olog1cal processes, that is to say, will

also affect~development in the‘strgcture of the,mlnd.
Derrick de Kerckhove, a directdr.with David Olson of

therMcLuhan’Program in Toronto, elaborates and extends a

thesis, which we encountered earlier in Havelock's work,

about the neurophysioclogical effects of the Greek.vocalic

x
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alphabet on the structure of the mind. The uniéhe “.>:
characteristic of the Greek vocalic alphabet, as wasg;"
discussed earlier, 1s that both vowels and consonants are
represented symbolically and abstractly. It is a code that
parallels the sound propertiés of human speech rather than

H

creates a reminder of them as do_ideogfaphs. ..

The physical act of decipherinéf;lphabetized words, de
Kerckhove (1987) reminds us, is a process of visually
analyzing the letters in sequence and then synthesizing them
into words. Readlng requires recognltlon of both the visual
features of 1nd1V1dual symbols and oﬁ thelr contiguous
sequence but the more "urgent" thing "may bedto recognize
the sequence of the letters to effgct.their combination" (p{k
f]d)fwhich can be accomplished quidﬁiyiandbaccurately when
xthey are read from left to rlght gﬁéiKeerhove theorizes
therefore, ‘that the left to right dlrectlonallty of the
orthography of alphabetic writing encourages perceptual
analysis prior to synthesis and isfsqﬁehow related to or at
least correlates with the developmehﬁlof linear, analytic
forms of thought.

Eiperiments to determine the differences in ways of
processing other scripts agpear to confirm that correlation.
As de Kerckhove explains (p. 62), orthographies for
syllabaries and ideographs are written horizontally from
right to left or vertically. To determine their meaning,

the reader discriminates among possible combinations of
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éggfacters to deciéher what fits the graphemic and semantic
contexts. The context provides clues as to the appropriate
f;rm of the word. 1In speaking, the word is pronounced in a
way that indicatesvits meaning. Thus the symbol cluster
“KTB' is said as KaTaBa when it means "he has written" and
the same cluster as KiTaB when it means "book", i.e. that
which is written. (Actual vocalization during reading is
usually necessary-only when the words or sentences are
difficult or unfamiliar té the reader). De Kerckhov points
out that understanding texts in syllabic scripts requires
both visual discrimipation and‘contéfiual knowledg;. Since
the right hemisphere is associated with visual-spatial
processing, syllabic sc;ipts are logically written from
righ£ to left. Sympbols written from left to right as;in
alphabetic scripts need to be grasped in sequence. They are
therefore logically processed in the left hemisphere which
is associated with linearity and analysis. T?e linear
sequences of letters, argues de Kerckhove, train the bgain
"to use sequential analysig as a:brime organizer of A
information"'(p. 60). '

Luria‘'s (1982) work with aphasic patients supports de
Kerckhove's hypéthesiS'ﬁﬁ:showing tha£ neurobky;iological
processing affects the;w&yrianguage is u;ed and understood.,
Luria describes in som;’détéil the various strategieg he

used to help aphasic patients compensate for loss of

particular brain functions. His work assumes that there is. -

¥
a
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a "brain basig bf langqage—related behaviour" (p. 168), that
there are neurologic;l{gases to the psychology of language.
In semantic aphasia, ééf instance, disturbance of spatial
functions, affects ability to grasp relations between
elements of grammatically complex constructions. To the
question "Where is my sister's friend?" a patient repiied,
"I know where there is a sister i?ﬁ a friend, but I don't
know who belongs to whom" (p. 147). Sé@étegies to assist in
the kind of synthesis required in understanding the
relations in the sentence included their analysis inﬁgi
simpler parts which could be perceived separately andtéhus
processed differently.

In the example given above, Luria shows the outcome of
brain ?ﬁ§gessing. In another example, he explains-how he
affectédEﬁotofﬁprocessing by introducihg/a mediatiAQ”fbfh to
a normally au£6matic process--articulation of sounds in
speakinéi He used written letters as part of a program to
help‘patients suffering from afferent motor aphasia to
recove; theif articulation of sounds. The use of the
rQritten letters, hé says, -
leads to the radical reconstruééion of the entire
functional system of articulation so that it is
carr;ed out by completely different mechanisms.
Such reconstruction, using a complex, culturally
mediated, external system of signs, is one

@

illustration of the principle that higher
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functions can be used to replace lower ones (p.

146).

Luria's purpose in those cases was to make coriscious
and thus bring under control mechanisms that in normal
- bersons function automatically. Consciousness of proéesses

>:changes the way those processes are organized in the brain
which implies that psychological changes have
neurophysiological effects. o

‘In his studies of the development of children's b
lanquage, Luria noted the difficulty children have in
remembering their own words from spontaneous talk;;i
Following Vyggtsky, he "adopted the fundamental prgbosition
that a change in the goal of a task inevitably iééds to a
significantﬂchange in the structure of éhe psychqlog;cal
processesfﬁhﬁch carry it out" (p. 172). A changé~ih;fhe
structure of the activity, from spontaneous talk to elicited
speech, for example, "not only changes the task and the
| structure of the speech process but also changes fhe
functional systems of the brain that supports the
activities" (p. 172).

If we apply Luria's work to De Kerckhove:s‘reasoning ’
aboﬁt-the'effects of the vocalic alphabet, we would expect
that when the goal of the activity is to determine sequence,
different psychological processes a;e in use from when the

goal or requirement is to discriminate and synthesize. The

outcome of the different processes, following de Kerckhove,
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is a tendency toward analytic processing and analytic
thought in the one case and syﬁthetic processing and
context-dependent thought in the other.-

In light of what was noted above about tbe way the
brain appears to develop in response to stimuli, it seems
plausible to hypothesize that new forms of language
processing and different forms of visual processing wopld
have some effect on the development of different partaﬂof

the brain. But the Greek alphabet, as Egan (1988) notes,

was an "unintuitive, analytic achievement" [my emphasis].

As a technology, it was developed from experience with
existing alphabets. Abstract analytic thought and 7
cumulatlve kn0wledge proceeded by means of the alphabet
rather than because of lt.f'To suppose that the alphabet of
itself restructures the brain and mind and that that
restructuring leads to a particular form of thought would
not account for the mentality wpich was able to create’ it.
Human intentions, elicited, shaped and mgdified by culture
and language, -play a significant'role in affecting the
expression which a newly emerged psxchological“capacity has
the potential to enable. Throagh tgevcomplex interaction of
those intentions with the new psychologieal capacity )
afforded by the alphabet, emerged a new means of
communication and new discourse. ,

We might wonder what cognitive strategies were employed

to achieve this new alphabet and new discourse and speculate
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about the social needs to which it responded. As 5ell, we
might view the Greeks' achievement as a leap of imagination
and wonder about the mental models or images from which they
were able to draw such daring implications. However it came
about, we know they discovered an immensely liberating torm‘
of communication through which they coula and through which
they did learn to distance themselves from the immediacy of
felt experience, reflect upon it, speculate, imagine, and
theorize. The legacy of that leap of imagination includes
concepts of mind and reason which in;iet, as Johnson (1987)
puts it, updn "a gap between our cognitive, conceptual,
formal, or rational side in contrast with our bodily,
perqeptual mateflal emotional eide" (p. 11). The concepts
of mlnd body separation have been reinforced in the Western
phllosophlcal tradition over the ‘past two thousand years and
emerge, as we have 'seen, in current discussions of the
centrast between oral and literate traditions.

What ‘we have seen described as a dichotomy was
expressed in such coatrasts between oral and literate as:
cencrete/situational - abstract; empathetic/participatory -
ctitieal/distaneedjyassociative/eynthetic - linear/
analytic; and imagistic - imaginative. In.preQious
éhaéte%s, we have been developing a concept‘of literacyi
which situates it historically and socially. We recognize

that becoming literate does not.mean we acquire new thinking

proceeses, but it does mean, as the psychologists' work
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suggests, that we‘adop%?a new relation to language and to
our own thought. The psychologists' research seeks out the
meaning and effects of various kinds of interaction with
written forms of language both to‘ﬁmdersfand literacy and to
foster it. What is being sought is the capacity for the
habits of thought and expression that can be described as ..

linear, analytic, critical, and explicit. The cognitive

models approach taken by Bereiter and Scardamalia succeeds, .

as they acknowledge, only in teaching the more mechanical of
the skills. - Producing holistic awareness and intentiégs}is
more difficult, perhaps becauée they cannot be appliea, but
must come from Qithin the person of the writer.

In order to find ways to bridgeﬁguch gaps, goigain
access to and for the person within;'Q; probably need an

alternative way of looking. 1In The Body in the Mind (1987),

Mark Johnson.proposes&an alternative which argues that what
he calls "metaphprical projection" of imége schemata
expfaihs the‘wé?‘we grasp the'world';hd construct -
‘relationships within it. 1In the remaining'pa;t of thiérl
chapter, I want to sketch out the central features of his
gheory and then indicate how I think it applies to a concepi
of what is involyed in beqpminé literate. Although not. a
psychological theory, nor a theory of liéeracy development,
Johnson's thesig‘addresses closely‘related issuesa from a |
different perspective; it can be used in understanding the

ways in which the oral and bodily coalesce with and form the
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ground out of which the litérate miﬁd dan grow.

The opp&sition John;on argues is between an
experientialist, integrated body-mind view of. rationality
and understanding and the positivistic views associated with
some philosophy and most science in the Western tradition.
Contrary to Plato and Aristotle, Johnson asserts the power
of imagination and our capacity for metaphor as the means by
which we ordef our exéerience and transform the concrete

into the rational and conceptual. Imagination, he suggests,

is neither merely mimicry nor merely the empirical base for

wrl s

fﬁébst;;ct—conéeptual thought. Imagination is the means, as a
"basic image-schematic capacity." Of course, Johnson is not
(the first to assign imagination a centrél role in cognition
and as Egan & Nadaner (1988) point out%igitheir recent book,

Education and Imagination, the function of imagination in

.thoughtiis currently being given serious attention by
cognitive psychologists. It remains true, however, that our
major theories of meaning, understanding, and reasbning
virtually ignore imagination, or regard it as a special kind
‘of intelligence. Johnson, in contrast, argues its pervasive
energy in all rational thought and meaning-making.

Johnson builds his thesis around the two concepts of
image schemata gnd metaphoricélnprojections. He defines.an
image schema as "a recurring Aynamic pattern of our
percepthal interactjions and motor programs that gives

——

coherence and stngiijre to our experience" (p. xv). These

Pal
.,
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patterns live in the mind as abstract, pre-verbal
structures. They express relationships grasped through
hypgdily experience. They both constitute meaning and enable
;Gé to make meaning by giving order and structure to
experience, expegiégée being defined by Johnson as
"everything which makes us human - oﬁr bodily, social,
linguistic, and intellectual being combined inlcbmplex
interactions that make up our understanding of the world"
(p. xvi). "

Since events and things in the world become meaningful
for us only when we see them in relation to some scheme,
network or system, the meanings we can make will be
influenced by the nature apd\properties of the image schema
in our minds in:cbntinuousAinteractionrwith what is in our
environment, largely conceived to inéihde cultﬁfe, history,
institutions and language as well as the naturai world.
Image schemata are not arbitrary or accidental. They have a
basis in éqnérete,mphysical, bodily experience. We
experience the environment with our bodies: we handle
objects, we move abbg; in space and timg,(wé perceive and
%ntg&gqtvwxgh,othega? .These bodily exbéfiences involve

"recufring%%gtterns" which take'shape in the memoryrln the -
. . . 1";;‘&; T v gy - ‘ ) 7 .
fogm of gestalt structures of wholes in relation to parts

? v

and which are themselvés‘irreducible.

Johnson cites by way of‘example some of the various

waysmin which bodily experience of force or balance giveé
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rise to image-schematic structures. We may experiehce;force
as compulsion - being‘pushed along a path by wind, water or
other people; blockage - being obstructed by sémething in
our way; or attraction - feeling drawn to another person or
object. These forces are represented as image-patterns
which exist prelingquistically as part of meaning and
understanding structufes of force. ;Thrépgh acts of
balancing, the meaning of ‘balance'iéimilarly begins to
emerge. We have physical experience of balanéipg, of the

relative distribution of forces and weights. These

experiences become abstract mental structures of the pattefg;“

of relationships, in this case a pattern of axes, forces and
weights whf%h constitute the meaﬁiné of bélaﬁce. Althoggh
experienced bodily as physical énd gravitational féfceé; the
meaning, he proposes, is schematically, not sggiifically '
structured in our minds. -  £
Image schemata do not have meaﬁ;ng any more ﬁ%;n words
in Fhe dictionary can be conceivedAté have meaning. They
are rather, somewhat like words, the lenses with which we
interpret and perceive other like and unlike éétivity. By

means of metaphor, what Johnson calls the process of*

"metaphoric projection”, image schemata are projected onto ]

our experience and, by providing structure and
relationships, enable us to interpret and understand that
experience. Johnson illustrates the process of metaphorical

projection of image-schematic structures with an example of
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how schemata of balance affect our visual perception.of
weights and forces in painting. 7

Drawing on Arnheim (1974) he explains that balance in
painting might be achieved through colour relationships or
arrangements of fighres. The balance, however, "is not '
objectiveiy”iﬁ the visual configuration but... exists only
in our perceptual activity" (p. 99). Our senses ofvbalaﬁce
are thus projected from image-schemata of physical
experience onto non-physical experience. We recognize,
know, experience, and understand balance 1in painting not
physically but psyéhologically although the source of our
understanding lies in the bodily experience. That
recognition of balance may be implicit and tacit. We
recognize balance and similarly imbalance but may be unable
to articulate what it is that is present or absent..a~ We \J
react spontaneously from the image schemata :of phyéicalo
experiencel

So. far, Johnson's theory is an explanation of how we
create 6fder and‘meaﬁing in our experience at a;non—
propgsitional,levei‘ He argﬁés further, hqwever; that
through image—schémata and mééaphgric;brojéekioﬁg'we‘reaqu 
and make inferences; Uéing tge "bélanée",example,'he
suggests thgf in our understanding of balance, we hold a | -
jsiﬂgle image.schéma: "a symmeériéal arrangement of force

 vectors relative to an axis"(p. 97). He points out that

although our concrete experience always includes relations

i
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among physical objects and weights "these same relatioﬁs
obtain for abstract objects related by the BALAMCéischema.
It is thus the experience of balance with its attendant
properties, that has given rise té our mathematical concept
of the "equélity of magnitudes".:.Balance, therefore,
appears to be the bodily basis of the mathematical notion of
equivalence" (p. 98). . " B

In order to'answer ?ritics who argque that feaéoning
based on metaphors is arbitrary and unstructured, and thus
not really reasoning, qunéon explains how the internal
structure of metaphors constrains understanding and
rationality and geﬁerates "definite inferential patterns" (p.
127). To illustrate, he analyses éspects of a‘particular
case of scientific research done b& Hans Selye, the founder
of modern stress résearch. When Selye began his research,
the metaphor he thought with was the body-as;machine
metaphor that he had acquired in mééical school. That
metaphor dominated his perception and understanding of the
ways .in which various functions of the body relate to each
other and his consequent d%agnosis, treatment and
theorizing.

In trying to reconcile disparate phenomena that this

métaphor could not acéomﬂ;date or explain, Selye shifted to
a different metaphor body-as-homeostatic-organism which

structured the phenomena in different ways and led him to an

understanding of the disparate phenomena. The body-as-
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machine metaphor ruled out entailmenté which could be
inferred by the new metaphor of body—as-homeostaticj
organism. Not only new inferences, of course, but alsqﬁhew
questions, new éategoriestof ideas and information, and new
relationships were opened up with the introduction of a new
metaphor. New ways of seeing brought ipto focus previously
unnoticed phenomena and made possible the generation of new
ideas. Metaphor, consciously conceived, was thus both
consiitut;ve of meaning agnd a tool fbr the creation of
meaning.

Johnsoﬁ's purpose is to "develop a constructive theory
of imagination and understanding...in which what is
typically regarded as “bodily' works its way up into the
"éonceptual" and the "rational" Hy means-of imagination" (p.
xx1). He examines our current ways of thinkinq;and in
making comparisons with dominant views of cégnition draws .on
fhe historical-iegord. ,It.ig not part of his purpose,
however, to ééécribé>the deQelopment of the human mind or to
search for the historical origins of "the body-in-the-mind. |
In what follows, however, I sh;il outline what I see to be
the connécgions betﬁépn his contemporary theory and the
historical record,

t

Parables before érgumehts

In treating metaphor as a spontaneous and thus primary

means of interpreting experience and making meaning, Johnson
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echoes Vico'§ theory, Qiscussed in CﬁéﬁterAi, that earlxﬁ
human beings metaphorically projected their bodily :
experience onto the external world. Vico, it will be
remembered, deécribed a developing human mind and
CCQﬁ;éibusness that began with the poetic. 1In what Vico
célled the next "heroic" stage of consciousness, particular
poetic images are enlarged into maxims, fables and in their
highest form, the epic poetry of Homer.

The Homeric stories of idealized characters and events
structured all knowledge of the social and natural worlds
and were the means by which it might'be classified. As
myths they were abstract structures in . the sense that they
referred not to particular persons or events but to
exémglars. In narrative form, they function as the
équivalents to the abstract structures which Johnéon denotes
image-schemata. (Johnson has not explored the implications
»of literate genres but agreed that they would function in
this way). They establish relations in the socio-cultural
milieu that can be metaphoricaily projected onto personal
experience and ‘used to interpret and reason about that
experience. |

The event-based nature of the myths limited capacity to
reason;'ﬁowever, because it was not possible to érticulate
the general ideas that they embodied and thus deal with
those ideas conceptually, separated from the specific

contexts 1in whiéh,they were mythically embodied. Thus, as
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we saw earlier, goéahé;s and justice could be describ@égonly
by reference to the acts of a person who was judged géad and
just. As Suzanne Langer writes of the myth, "It is the
primitive phase of metéphysical thought...it is a non-
discursive symbolism, it does not lend itself to analytic
and genuinely ébstractive techniques" (1942, p. 200).

Historically, the next step according to Vico, is to
abstract and express in prose the abstract ideas which had
been buried in the concrete details ;f the epics.' The
invention and spréad of alphabetic writing is associated‘
with prosaic, discursive language, a changed@syntax through
which abstract ideas could be expressed without reference to
tHeir‘concrete contexts. "Ideas first adﬁmbrated in
fantastic form become real intellectual property only when
discursive lanéuage rises to their eXpression" (Langer, p.
201). Additionally, the visible form of language seemed to
change, as we have seen, our géi;tién to self and:£65Whét
was understood as mind. Voiceaglénguage that was o
indistinguishable from itSﬁépeaker became visible language
and thus distinguishable. ' The capacity for individual
thought and action was greatly enhanced. V Jaynes makes the
point rather neatly: "And once the word of god was silent,
written on dumb clay‘tabléfs;df incised into speechless
stone, the god's commands or the king's directives could be
turned to or avoided by one's own efforts" (p. 208)1“

As writiné.enabled individual, conceptual and abstract

TN
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thought, so tqo it/g;abled what we call.imaginativ; thought.
The two are inseparable. The creation of an abstract
conceptual language enormously expanded the potential for
metaphorical projection across domains of knowledge and
experience. Imagination supplied the énergy and the means.
Although he gives an account of image-schematic structures
andrmetaéhériéélxpiojection which is, as he says
"indépénaéntibflg theory of imagination" (p. 140), Johnson
seémsitofimpl? that the imagination is the force responsible
forfall metaphoric projection, both conscious and |
unconscious. With the invention of writing and the later
development‘bf discursive litéféféﬁf6rﬁs, imagination,
through metéphbrical and logical re;soning, is the means by
which we generate novel orders of things and new categories.
‘As Johnson puts it, "imégination is a free, non-rule
governed activity by which we achieve new structure in our
experience and can remold existing patterns to generate
novel meaning" (p. 165).

Metaphor;‘in the sense used here, asitﬁé4ﬁeans by which
we "project structure across categoriesito esfégiish new
- connections and organizations of meaning" (Johnson, p. 171)
Aot l? undeflies but gives rise to a vast network qf
litejgéwmeaniﬁgs. It is thus not méfeiy,a means of
figurative expression unrelated to wﬁat could otherwise be

expressed propositionally. The capacity for metaphor, far

from being an achievement of a reflective consciousness is a
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primary means of making meaning. It acts upon ali forms of
expressiqn in a culture - social, econg;ic and ‘
intellectual - including, of course, what was expressed in
writing. If as de Kerckhove says, alphabetic writing

encouraged a linear, anal%ﬁic approach to thinking apout
experience, the metaph5£ié§1 étpjections which included the
linear—-analytic woul&iﬁéﬁéiiméiicatiqns for ways of
percei;ing relations and drawing inferences. As we saw in
the example of Hans Selye' reasoning, the entailments it was
possible to infer from the body as machine metaphor were

different from those of the body-as-homeostatic-organism.

'The”déyelopment of countless imaginative structures of

”Lndérétanding that derive from & metaphoric separation of

mind and body, itself an outcome of literacy, accounts in

part féf the development of knowledge which we charqctgfise

4

as’scientific, ;atignal, and abstract.
We are thuéiback‘to the beginning - to a descriétion of
gharacteristiés we associate with literété,thought. At this
point, however, we can assert those charaeteristics without
having to assume cultural differences in thought processes
to account for differences in expression, nor assume a
discontinuity between concrete, bodily expérience and mental
life. We might also at this poipt reconsider whether
literacy has any causal relation to the development of
particular kinds of knowledge. Given the description of the

way we come to understanding and make meaning through

N
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metaphorical projection (and no doubt other means of -
structural progectlon yet to be deflned 1nclud1ng narrative

and metonymlc), we may perhaps approach the matter

1nd1rectly

In hls explanatlon of the effects of lists and tables

on thought, Goody suggested that these forms 1ntr0duced new;ﬂ,x

relations among things and changed the way they were and
could be thought about. With Johnson's theory, we cahhnow
see that the table creates a structure which is \
metaphorlcally linked to an 1mage schema of contalners The
1magejschema of contalners, as thlngS'Wthh hold other
things; which separate and exclude, can be metaphorically
projected onto the visual image of the table form and
generate expectations of that form. That is, the boxes need
to be filled;, they are thoﬁght’of as empty or full.
Although fuil'ahd empty‘refer,°in concrete experience, to
physical presence or absence of objects in containers, they
are also used to refer to abstractions like the words in
spaces on a page that are demarcated by lines. Those

visible spaces translate further into mental space.

Following Sweetser (cited in Johnson), the physical becomes

a metaphor for the non-physical - "we use the language ofjlv:'J

the external world to apply to the internal mental world,
which is metaphorically structured as parallel to that
external world"” (p. 50).

The mental spaces referred to in relation to the spaces

1



- St 290,

in the visual image of the table become more/absfract when

  ;fapplied to constructions in language which are pure;ypxggbal '

- _and which have neither visual counterpart nor concrete

" ‘reference. We can conclude that the forms produced by

writing, as part of that external world, become available
for metaphorical projecfion into the mental world. The

process is not unidirectional, of ccurse. The projection is

©w

not only from thgfexternal into the mental. Indeed, the
external is commoni§;ignored as we know from our unconsc%oﬁg‘j
use of the metaphors that derive from bodily experience. C
The projection is also onto the mental within that mental
world. Tﬁaﬁjwé;are able to reason from abstract

propositioﬁé, Qi£hout reference to ﬁhe concrete image or
experience is evidence of this mental activity, activity so
prized by classical theory that its birth injtbg womb of
bodily knowledge, without which it cannot ekist;,hqs been
rejected‘for moge thaﬁ two miliennia.

Conclusion

, €
We can conclude, adapting Johnson's theory, that image-

schemata and metaphorical préjections do not function
exclusively in a pre-verbal realm of experience. There is
no Great Divide separating, on the one hand, knowledge and
understanding based on bodily experience.frgm, on the other,
knowledge and understanding based on abstraetipropositions.

Neither, I suggest, is there a Great Divide between orality
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and literacy There is instead an essential dynamic
l;contlnu1ty which cannot be characterlzed Smely as a

,contlnuum, a linear lmage--we speak of “along"ra continuum--
H’that lmplles progression and thus a from- to hlerarchlcal
path as well as an unbroken course. In the case of;aﬁehr
orality-literacy continuum, literacy is eonceived ae an
extension of or de?eiopment from orality, dependent upon the
prior oral or arising from, but clearly differentiated from
it.

We might argue instead, however, that the continuity is
not in the substance but in the relations which link
immensely varied forms of expression. To return, yet again,
to Johnson's example of balance: the continuity of relation
is fairly obvious from the scheme of balance as physically®
experienced and expressed, in say riding a bicycle, to, its
expression as visual objects in painting, and to its
extremely abstract expression as matheﬁefieel formulae. At
the same time, there are equally obvious differences in the
characteristics of the expression. It is these differences‘
to which we attach such importance. Thus we label as
physical and concrete the experience of riding a bicycle,
and as intelleétuelrend;ebst;act the experience of
understanding mathematic;l'férmulae.

Johnson's theory invites us to see such differences not

along a line from-to but as related at a most fundamental

meaning level, a level which cannot be dispensed with unless
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we-cﬁoose to ignore the reality of what Johnson has, in a
different context, aptly described as our "bodily, cultural,
lingﬁispic and historical situatedness in, and' tdoward, our
world" (p.'l38). A focus on underlying relationgﬂ;ather .

than on differences in expression suggests, instea&gof the

continuum, Great-Divide, or transition models, organic

images of networks of veins, arteries and capillaries, of
- S T - [ SN p «

thickly wo%én:téktures or, indeedi:éffzhe physiology of the

7/
/
(-

brain itself with its neurons and QAhglia sprouting
synapses. It is probable that ro sinéle image suffices
since the>dynamic activity of metaphorical projection is
human ;nd not uni-directional. Whatever we do or say is
mirrored back to our minds by our own reflective ,
consciousness or in the doings and sayings of others. Nof,
perhaps more importantly, are the gharacterispics of the
expression predictable aé in the naturaliworld. 2Th¢fpower
of metaphor, driven by the imagination, is its céﬁécity to
create possible worlds, worlds that have no direcé}'i
counterpart in the actual world of concrete experienée énd
which are not directly predictable, although conceivable
because they are recognizable extensions of the metaphor.
The efEectg of writing on the reflective process and on
our capacity £o‘¢reate new knowledge and possible worlds
have been discussed in olher contexts and are consistent

with that part of Johnson's theory which explains our

capacity to generate new idias, new meanings, and new
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knowiedge. What is added here is the i&sight that our
understanding grows from and is intimately connected to
bodily~e;periencé whether that ;ﬁgefstanding be of things,

@ even£§ or ideas. When we connect.Johnson's-theory to the

historico-cultural development ofiilperacy, we see that the

-

characteristics associated W%th ofélity:which literate -
capacities are thought to supersede aré actually necessary,
prior to, and enabling of the literate.
In wfiting about the relation betweén the emergeyce of
new kinds of mental activitydand their effect on e&;¢ure)
 Julian Jaynes comments that "The matter and technic7éf
earlier ages of civilizations survive into the new eras
uneroded, dragging with them the older outworn forms in
which the new mentality must live (p. 320). 1In individuals
also, the achievement of new characteristics does not imply-
that those characteristiﬁg are like a dye which transférms
the "mattef and technic" of previcus stages of deveiopment
or maﬁurity. “Luria has claimed that the effect of writihg if“
on the brain's functional syséem is to'replace graphi§ r =

images in thought "by certain accepted ideas about the

% meanings of words...{so that] thinking becomes verbal and

wi:""‘7}iabjlogical and graphic images are relegated to the periphery of
e
consciousness" (p. 183). It seems more likely, however,
that there is never a.time in life and thought when image-

structures become redundant or peripheral. Conscious

knowledge and understanding can only be achieved through the
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processes of thought that include inoge-schcmuté;imetaphor,‘
imagining;Aand reasoning toward abstract”conceoto:

Johnson's theory, as it applies to understandlng, can
be uued to account for differences in forms of expression by
rootlng them in the metaphors which underlle the language
and culture and which are themselves a reflection of the
historical, economic, social, institutional, and .
technological realities of that culture. That is to say,.
simply, that a culture without machines could not have a
body as machine metaphor. It does not imply that the
culture determines, through its countless metaphors, the
conterit and shape of its participants' thouctt. Culture, as
Geertz tells us, is a context "not a power to which social
events, behaviours, institutions, or‘processes can be
causally attributed" (1984, p. 4235) Nor is it a power to
which individual thought and behaviour can be causally
attributed. Becoming llterate in a literate culture is a /N

matter of becoming literate. It requires, that is, that

eacn individual develop .a literate consciousness by
acquiring the necessary skills and knowledge in an enabling
social context. From the interweaving of Johnson's theory,
the hiétotico-cultural record, and the research of
psychologists and sociologists, we see the complexity and
the contingent nature of literate competencies agq\the
manner of their acquisition. 1In the next and final -chapter,

we shall consider some examples of a compatible pedagogy.

b
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Chapter Seven

Encouraging Literacy in the Classroom

Achieving Practice Conqruent with Theory

e
5

Introduction R v

At the beginningibf'ﬁﬁis thesis, I noted that the term
"literacy" has only in the lést decade become common in
educational literature and that the umbrella gegl of
literacy was implicit rather than*E;plicit in teachers’
efforts to teach reading and writing. For the various ‘
reasons described earlier, literacy has become a much more.
problemapic and complex concept. Igfis no longer associatéa
only, or?even principally, with acqﬁgring technical skill in
encoding and decoding language or with the materials and
technologies of writing and reading. Those skills and the
availability of materials and technologies continue to be
the raw material;‘without them, there is no literagy.,?But.,
they no longer define literacy; they have become;iﬁgﬁhef;"
the prerequisites of other forms of literacy. .q "?

In their classroom practice, educators are responéible
for encouraging to the full thé intellectual and imaginative
capacities of fheir;studentg. They sélect'ﬁaterials and
methodologies which are responsively séﬁsitive to the
consciousness of their students and the worid £Eey inhabit.

>

In deciding on a form of literacy to encourage, they will
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need to recognize that,thefe are alternatives and that each
alternative has different implications for teaching
practice. .Few teachers intentionally restrain children's
learning; few would argue in favour of practices which
systematically and programmatically prevent children from
becoming fuliy literate. That such practices do continue in
schools and do stand in the way of learning and literacy
‘developmentyﬁé well documeﬁted (de Castell, Luke, and Luke,
1989; Goodlad, 1984; Goodman, 1986b, 1988; Smith, 1986). It
is also the case, however, that teachef; are making changeé
and introducing alternative practices that, in important
ways, reflect current views of literacy and language
development. They encourage young children to experiment
with written language as they do when they are learning
spoken language. They themselves, correspondingly, .
understand attempts to compose in writing as approximations
to be acknowledged rather than as failures to be corrected.
Attention to writing across the curriculum has reminded
teachers of all subjects that understanding the discourse of
a discipline is integral to learning its facﬁﬁal content and
to understanding its concepts. 1In writing iﬁétruction,
there is a shift in attention to the processes of
composition both before and as well as attention to the
product. There is growing awareness of the impact of social
interaction and of the value of coiiébbrative learning -

processes in literacy development.
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These shifts in praétice, however, are currently
occurring in contexts where they are as likely to be
neutralized as nurtured. New practices may be attempted
because-they are seen to offer effective alternative
methods. They may be merely added on to an existing .
teaching repertoi:e and used within an existing concepfual
framework. As such, they offer a choice of strategy which
makes for vériéty in‘téaching but is unlikely to reflect the

transformation in understanding about learning and teaching

from which they have been derived. Or, new practices may
follow from and be congruent with new theories about what is
involved in becoming literate. They are then not merely
Talternatives but constitutive of the theory and inseparable
from it. On the one hand, the purpose of new teaching
, -
practices is subverted when its_}ﬁeoretical basis does not
underlie their use. The practiéés lose their impact because
they are domesticated within the existing school framework.
On the other, the purpose is congruent with the practice.
éhanged beliefs lead to changeé iﬁ the framework which then
supports the new practice.

Change in practice, in and of itself, lacks sufficient
pe:suasive power without the articulation of corresponding
theory. The disciplinary perspectives which this thesis
examines enable us to see more clearly that a strong

theoretical basis exists for encouraging certain kinds of

practices over others. 1In what follows, we shall briefly



o 298

: e
consider examples of practice which would be compatible with

the synoptic reading of disciplinary perspectives we have
undertaken. These>practices, I am. suggesting, are both
compatible with what we ‘have learned and, further, they.
appear likely to foster a critical-transformative literacy.
We shall look specifically at practices relating to: early
oral and literate language development; the uses of texts
and the teaching of reading; the uses and functions of
talking and writing in school; and the social contexts for

e

literacy development. . ‘ oL

Early Oral and Literate lLanguage Deve}qggent

Apart from its artifacts which have both material and -
symbolic meaning and value, an oral culture must be hela
together and transmitted mainly through the spoken word.
From the example of the Greeks which we examined in some _

detail and from the examples documented by anthropologists,

; “"it is clear that oral transmission did not imply oral

recitation, nor indeed oral memorization, of information
about the culture. It bore no resemblance to Mr. '
Gradgrind's dispensing of ianrmation about the genus horse.
The Greeks_arew on natural human capacities to abstract and
make meaning. The listener-learner acquired cultural
knowledge through particiéaiion in the vicarious experience

embodied in the epics and dramatized in performance. That o

cultural knowledge could live in the individual imagination

P
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and be available for translating and interpreting actual
experience in the world. It was acquired%f; similar ways
and had similar effects to the ways we unconsciously and
naturally acquire all kinds of knowledge that enables us to
become recognizable members of a particular social group.

'’  Young children in all cultures attend creatively to
oral language in their[énvi;onment, make hypotheses about
it, experiment with it;cand learn to use it in socially
appropriate ways with remarkable speed. They unconsciously
draw‘on’their innate ability to abstract, categorize and
synthesize in order to make sense. In speaking, they
integra£e within themselves their felt sense of the context
and its meaning and gradually are able to express their
grasp and their intentions in words, phrases and sentences

"which,are understood and responded to by others. As Polanyi
(cited in Brown, 1988) describes it, the child begins by
"dwelling in the particulars" (p. 7). Then, he or she makes
sense through)"aﬁ act of comprehension which consists‘in
merging our;égareness of a set of particulars into our focal
awareness of their joint significance. Such an act is
necessarily personal™ (p. 7). The child does not need to
have or to follow rules, although every child seems
naturally to recognize and seek patterns and regularities in
language. What is significant, of course, is-that all
children, unless impaired, succeed in masterinérthe language

in which they are immersed so long as they are given freedom
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and opportunity to learn it. There is good reason: to
believe ihat thé process of learning written language heed
not bedéignificantly different from that process of learning
spbken’language.

In some of the socio-cultural settings we examined in
earlier chapters, literacy was acquired by natural
participation in an activi£y requiring the skills of
literacy. The onus waé on tﬁé}individual to figure out hdw‘,"
'to participate. As Shirley érice Heath observed of the /
Tréékton adults who served as teachers, they were responsive
to questions but did not adjust the level or nature of their
conversagion to accommodage the children's‘understanding.
They had learned from experience that the children would
puzzle their way through, attending at different tiﬁeéjto
different aspectcs of the complex language acts they observed
and eventually comprehending the whole. The implication for
teaching, from both Polanyi's theory and Heath's research,
is that children can and will successfully develop o
strategies for making sense of.language. Teachers do not
need, therefore, to control attention to the particulars,
nor to sequence, them in a certain order, nor to cut langquage
into tiny pieces to make it more digestible. fhg learner
can and will do that naturally if given the opportunity to
experiment 1n an eécouraging environment and with language

presented "whole," as is always the case with non-school

uses of spoken language.
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The characteristics which conséithe,such an
environment for very young children‘}qfthe primary school
are well documented in educational liférature and I review
them only briefly here. Children are immersed in‘£he
written word, aurally and visually. They a;gipresented with
mqltiple demonstrations‘of what reading and;writing are for
rand how they can Be_enjoyed. Teachers read aloud, léok at
bodks with children, point to words and pictures, invite
talk and speculation, and provide- time fér independent
reading. Children learn to write by being allowed to
experiment with making symbols and by telling their own
stories, in drawing and talking as well as in writing. The
teacher iﬁ such a setting[;ssnot a teacher in the
traditional sense of teller. She is, instead, "salient as
an example" (Biesele, 1986, p. 163) in a literate
environment. She shows in all her ifteractions with the
children and with texts what it means tg be literate and how
she values literacy.

Important messages are transmitted to children by sucg
enabling environments at the beginning of their school
lives.égThey lea{n that written language is meaningful in
the same way that spoken language 1is meaningful.quhey learn
that they can use writing.to express their own thoughts and
meanings. Indeed, there seems to be a gquite straightforward

relationship between the way children are taught to read and

write and what they understand reading and writing are for.
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In an interesting comparative study of similar groups of
children, Diane DeFord (i981) collected writiné samples from
three classrooms over a three to six month period. 1In one
clasé, phonics was the dominant mode and focus of
instruction in reading; in a second clégs, flash{gagds to
develop sight vocabularjﬁéés the domin;;t mcde. :Iﬁ both
cases, children's independent writing reflectedehat they
had been formally taught in reading. The children in the
phonics class made words with letter sound patterns: "I had
a gag," "I had a dad," "I had a catth 1pﬂ£he
Skills-Look/Say class, children generatéa sentences by
substituting known words in known sentence patterns: "Bill
can run," "Jill can run," "I am Lad," "I am Jill."

In the third class, the teacher based her work on
principles of whole language. The writing in this class was
qguite different from the others.' One child,‘whoéé'work was
typical of thevgroup, took on the role of reporter of the
Iran hostage cfiéis and wrote: "Iran is fighting the U.S.
19 bombers went down. We only have 3 bombers down....We
have droped 9 bombs over Iran the hostges have bean ther to
long..." (Deford, 1981, p. 655). 1In this case, as in those
described above, the child's writing reflected the way he
had been taught to read and write: by looking for meaning,
hypothesizing, and telling stories in his own words. In

other words, the children in thig class had been encouraged

to learn about written languaée in much the same way as
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they, and all of us, learn about spoken lénguage: they -
discovered its<purposés and méde sense of it using
strategiéﬁfthe§ themselves developed.

Evidence from research into children's practices
indicates very strongly that when children are taught to use
particular strategies in reading and writing, they all too
readily give up the strategies they have developed
independently. They accede to the authority of the teacher
when their own ways are not acknowledged or confirmed.,
Harste reports, for instance, that children who at ages
three, four and five had used a wide variety of s tegies
for figuring out words, confined themselves to sounding out
after just twenty days of being taught phonics. Rather than
teach in anticipation of what childrgn might or might not
need help with, a responsive teacher waits and watches. She
notices when children experiment. -

She_recognizes, for instance, that a sudden eruption of
éépital letters on all nouns, and perhaps verbs as well,
means the child has noticed and made a generalization about
the use of capital letters. She COngratulages the child and
might ask, "What made you choose to give those words the
capital.  letters?"” She does not show disprasure with all the
unconventional uses, any more than a mother would refuse to
respond to a toddler's monosyllabic sentences. Instead, she
acknowledges the accomplishment and watches for the next

step. During reading, she might draw attention to
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capitalized names and help the child make the conpection‘iv
between what he or she did in writing wifﬁ what the author
of the book has done. She thereby dem&ﬁsfrééés that books
are sources not only of ideas for storiééAbut also of ways
of presenting them. At the same time, she affirms thex
chila's learning.

In enabling environments of that kind, young children
acquire the necessary technical skills of encoding and
decoding language but more importantly, they acquire
attitudes and understandings about written language which
have implications for future literacy development. while
nurturing early years appear to be critical, the application
of particular teaching techniques has so far produced'no
such consistent results. As Frank Smith has frequently
pointed out, there is no evidence that one method iéibéfter
than any other or that one épprogch works for all learners.
We all know stories of four Xeaf»élds;who have sat down at
the dinner table one night and readAnewspaéer headlines
aloud to an astonished family, just as we know of adults who
only‘haltingly sound out simple words. Early experience
lays the ground for mature literacy and, as I indicated
earlier, the educational literature offers much well
documented research describing what that ground should be
like.

VRather more problematic, howe&%r, are the relations

between the skills of reading, writing, thinkiﬂg, and
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learning, as they are taught and experienced in school, and
the acquisition of knowledge. These relations become an
issue in teaching from the intermediate levels of schooling
upWard when children are expected to acquire the knowledge

and skills that will enable them to develop- as individual

4

human beings and as active participants and renewers of the
culture. The cultural knowledge théy are ihtended to learn
through the school curriculum will come principally from
texts. The kindsrbfirélation children have with those texts
will have significant consequences fér their literécyh

- development.

Uses of Texts and the Teaching of Reading

_Texts come to be used and valued according to the
purposes they are seen to serve in any given social context.
In the early Middle Ages, texts were used ﬁainly for
administrative and religious purposes, thus were valued
particularly by those in authdrity. With time and
increasing economic and social divers;ty, the uses of texts
proliferated among all segments of the population and,
correspondingly, the value assigned to them varied. But
uses and forms tend not so much to die out or be replaced as
to be appropriated for specialized conditions ér gserve as a
step toward newly develoéeé alternatives. The diversity of
forms and multiplicity of uses which characterize the place

of texts in contemporary Western culture raise issues for
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their educational purpose and use in schools. That is to
say, given thé widenrange of possible types and‘Purposes,
what kinds of texts shoald be used;fﬁéw éhould they be used,
and for whaf/purposes? What makes educational sense?

We live in a time when some written forms of expression
are increasingly competindlﬁifh, if not being superseded by,
visual»media. Ours is an age characterised by what Walter
Ong (1983) has termed "secéndary orality." Arguments for
the use of literate forms must therefore contend with the
realities of what appear to be non-literate, or as Suzanne
de Castell (1990) has termed it, "post-literate," means of
expression. I cannot attempt to deal here with the
implications »>f post-literacy. Nevertheless, the
implications to be drawn from this thesis for uses éf:£exts
and the teaching of reading are suggested here with that
context in mind. |

An assertion of this Fhesis is that a function of
literacy has been theadévélgpment of multiple forms of
textual expression, thus multiple ways of understanding‘the
world and interpreting hum&&hexperience. That development
was achieved as an outcome of certain kinds of relation of
readers with texts which themselves evolved. It was
apparent in the path we traced through the cultural history
that the way texts were used and valued wasé%ontinually
transformed in different social contexts. For several

hundred years following the decline of the Roman Empire,
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much period writing was used mainly as a means of indirect
communication and appea§s~to'have been similar in pattern to
speech. Reading‘involved:deciphefing the code and
recovering the language-as it had been spoken. Later on,
texts came to be séen as embodying £ruth and knowledge-and
were regardéé és objects to be interpreted. Unambiguous
speech became transformed into ambiguous text. During the
Reformation, critical tekts emerged from interpretive
readings and were identified Qitb authors speaking from
éositions that articulated alternative ways of seeing
commonly experienced phenomena. Reading itself became a
critical activity. As we look back on that development, it
is apparent that.each mode of reading coustituted a step or
stage upon whicﬁ later approaches tc texts depended. At
this time, to be fuliy literate mean; being able; as and
when it is necessary, to decipher, interpret, and criticize
taxt,

Becoming literate, until the introduction of
compulsory schooling with its aim of universal literacy,
usually meant being immersed in the literate fbrms of
expression which accumulated aroﬁnd particular human
pursuits--whether they were literary, scientific,
commercial, political, or>indeed, as in the Middle Aées,
heretical. Outside of school, such pursuits occur in
contexts that give them meaning and concreteness. Multiple

and distinctive forms of literate expression flow out of
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those éoAtexés as they are experienced, known, and
interpreted by individual”participants. In séhools, such
pursuits and their contexts are }ntended to be simulated
through the curriculum so that'childfen may be prepared for
their actual participation later on as adults. In schools, -
however,  -the forms of literate expressién are seldom very
varied. 1Indeed, the principél literate evidence of the
pursuit is ofwen only a textbook--often indeed, only a
single text--and the!téacher's interpretation of it. The
verbalizations-pf the learner are expected at least to
approximate those of that textbook if ﬁot.repeat them. The
relation of the reader to the text is thus commonly that .of
code-translator and consumer. Rarely is the learner calleak
upon to interpret or criticize. In the code-translation
relation, what is not required and what is missing for the
learner is participation in éil that lies beneath the text
_and that contributed to its being made. 1In order to develop
complex literacy, teaching practice must somehow enable the
student to enter and experience.a context for the text and
its subject matter in order to uﬁderstand it, and further,
to integrate it within his or her own consciousness. From
that integratioﬂ, this thesis implies, a critical,
transformative literacy can develop.

What constitutes a context for aiﬁéﬁﬁ?; From the point
of view of the individual learner-reaaér,bpafflof the

context for léarning something new will be that individual's
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past and present, concrete or vicarious experierice: a
science experiment or an account of the discovery of DNA; a

tour;of Dachau or The Diary of Anne Frank. The older the

students are, the more they are éxpected'to think without
the provision or reinforcement of concrete points of
reférence. As time and dpportunities in school for concrete
experience diminish, texts become incréasingly important.
They provide, as Madeleine Grumet (1988) describes it,
v"virtual not actual e#perience...a field of symbols,
abstragt in the sciences, particular in the arts, for
contact with the world" (p..}Z). ) : ¢
Whether texts constitute all or part of Ehe cbptext,
the nature and quality of the text itself has significant
consequences for the effects of ‘that contact--for the
breadth, variety, and characteristics of the mental
landscape of the reader-learner. We“maﬁ recall in this
context the findings and conclusions of Scribner and Cole
(1977) about Vai literaéy. They noted that beingxable to
read and write Vai,did not produce the cognitiverskilis
associated Qith:élpﬂabetic litéracy. They concluded that
since Vai literaoy was literacy "without education,"” the-
cognitive effects claimed for literacy were in fact effects
of schooling. é& education, they meant that the contents of
literate expression were not constructed so as to "open
doors to vicarious experience, new bodies of knowledgewa

new ways of thinking about major life problems" (p. 238) or
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to conceptual, analytical thought. That is to say, the
texts themselves did not demonstrate the kinds of cognitive
activity associated with alphabetic literacy. Schooling,
they suggest, teaches relations to text requiring formal
abstract, analytical thinking. = Schooled literates are
differentiated from Vairliteraﬁesiby°the kinds of thinking
processes they develop. .The ihplication for teaching is
that to éngender criticalylitéracy, teachers will want to
select texts whicb aré cébdble of providing an experience of
it and to teach in a manner consistent with the relation
between reader and text that they intend to foster.

Texts ﬁSELEépéble of providiné that experience are,
ffomithe éerspective of litéracy development, impoverished;
impoverished texts will not furnish minds with the necessary
material and relations that can live in the imaginatiqn as
"virtual exﬁériencé;?éf literate activity. 1In this
category, I would put those texts which almost eliminate the
possibility of interpretation by reducing vocabulary,
sentence length, conceptual content and ambiguity to minimal
levels in pursuit of ease of decoding éﬁa'éomprehension.
Such characteristics have been common in Basal readers
(Goo@man, 1986a) and in elémentary social studies and
science texté. They attempt to makezﬁﬁeir contents
accessible on a linguigtic level rathéf than compose those

contents to appeal to the learner's mode of understanding

(see Egan, i988; 1989). Basal readers with carefully

Foown
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controlled vocébhlarx and sentences and their accompanying
workbooks have focused on teaching reading skills to be

AR
épplied, someday, to real reading rather than allow children

learn to read through reading. Typical science and social

studies texts, particularly when used as the principal

source of subject knowledge not merely its verbal "

abstraction, are wholly inadequate to stimulate theﬁ?:
_“1imagination and build a mentéi landscape. Concepts are
presented as facts to be memorized. The text offers no
elaborated contexts from which to derive concepts and in
which to locate facts. The reader's interpretive and higher
order comprehension skills are unnecessary. |
Texts which are comélex and capable of being
interpreted rather than merély consumed, not only convey
information or facts but, more importantly for literacy

development, they themselves teach the ways of structuring,

~

patterning énd:félating features of that information. -

Reading theorists and researchers have shown that through

reading and listening to genuinely literary texts, for

instance; readers acquire tacit knowledge of narrative G

structure anériiterary‘discourse ( Meek, 1982; Wells, 1982;
Heath, 1983). Other research suggests that children do not
need simplified versions of stories they want to read and
indeed, that versions which do not match their expectations
of stories are in fact more difficult for them to

*understand, even when they have undergone some

-



o

312.
simplification treatment (Fox, 1985; Simon, 1988).

Texts which are unintelligible to the reader are no
more conducive to literacy develépment, of course, than
impoverishéd ones. Intelligibility, however, has to do with
a complex'of factors comprising all the features of the
text, the knowledge, intentions, attitudes and experience of
the reader, and the relationships and purposes in the
reading situation. It is the latter, reader characteristics

and reading situation which have commonly been ignored in

the making of sche [ textboks. 1In consequence, as noted

above, in su Jsettings as the elementary school, texts have

been greatly simplified. 1In ther settings, such as the

J
secondqf?fgzgsaii texts are
sources bof facts :hd\gpprQA i

:ed almost exclusively as
riate disciplinary terminology.
Schoéol textbooks have 56£ been expected to teach the
discourse of the discipline nor represent the structures of
thought necessary for its pf&gﬁction. The teaching methods
which follow from the epistemological stance of such texts
tend to reflect the nature of the text: methods. rely on
memorization rather than on approaches which develop
understanding. They tend not to encourage proces§es of
‘knowledge construction which depend on the interiorization
of knowledge.

How texts are read, beyond literal decoding, includes
the purposes ;et for reading. To aéﬁié@e literacy, one of

those g%rposes of reading is to make meaning for ourselves



by means of the ways of grasping the world that is 8hown to |
us in texts, juét as we also observe and listen to make
meaning of the world by means of the ways it ié shown to us
in talk and action. Expecting the reader to make meaning
presupposes intentional learning. As Bereiter and '
Scardamalia (1987) have noted, activating learners'
intentions is important in developing high literacy.
Teaching practice needs therefore to take account of ways to
engage student intentions. One indication of intention is
that the learner has guestions to bring t&TfeEding.

Genuine guestions, questions that arise from curiosity,

A4

indicate a need and desire to know or understand as well as
the existence of a mental framework ;ithin which to locate
answers. Such questions are quite distinct from questions
to test understanding that are constructed by the teacher or
present in the text or téacheré' manual or composed:by
students to test each other. Théy indicate attitudes and,
as Neil Postman (1985) puts it, "To ask [questions] 1ig té
break the spell” (p. 161). They are genuine questions in
the sense that they arise from éuriosity ‘about a subject.
Students about to read and or learn about a topic might thus.
be invited to reflect on what they already know and think .
about the topic and to raise questions on the basis of those
reflections. While the reading and learning will and ought
to raise new gquestions, the fact that the learner approaches

material with his or her own gquestions helps to make the
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reading purposeful. Both the questions and the subsequent
rsearch for information or ideas‘must, however, be seen to be
genuine. The teacher who invites questions but in fact

disregards them turns a principle of theory-based practice . .

'into a technique.

S

When concrete experience is seen to be needed as parlkgng

of the context for learning( students are eﬁgdéed in what
are referred to as "hands-on", experiential kinds of

learning. Hands-on activities do construct a context for

- knowledge being pursued, but they §ay accomplish only part

' ©of the contextualizing task. They reflect the truth that we

femember by doing. They tend to ignore, however, the
equally significant truth, that, as/ Ibsen put it,{fit is not
our experience that matters, but Kow we understand it."
Children engaging in experience of knowledge by doing .
science experiments, depicting historical scenes in
dioramas, or actin§ out scenes from novels, will indeed
temember what they did. The meaning of the experieqqe and
how it is understood, however, are all too readily '
appropriated from the child when the text or the teacheT
provide the language for it. When children copy notes from
the board, fill blanks on worksheets, or answer factual
guestions, they record decontextualized information which
they may later be required to recall. The tasks of

observing, selecting, connecting, and ordering what is worth

recalling have been done by the teacher or text. The
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student's spontaneous observing, abstracting, reflecting,
and verbalizing of the aqtivify are nullified as part of
what counts in class.

Supplying the language is supplying a means of
understanding an experience. Supplying only one expression
of understanding from a single inadequate text may well
impede, not foster, literacy development. It may thwart
learners from bringing their own language and understanding
to thé experience and may encourage dependence on the
authority of that fext. To fulfil needs for‘a‘critical
literacy, texts must not be treated as repositories of
truths to be acquired, nor as mere sources ofs facts and
terminology. Texts offer interpretations and images that
may extend our vision of the real and the possible; they are
' means with which to think about the world. Students must be
exposed to multiple examples of ways éfselecting,
organizing and expressing a common body of information.
Teachers workinghon a topic like photosynthesis, for
instance, might select four or five explanatory accounts for
students to read. Because each will approach the topic
somewhat differently, each offers an alternative lens
thpough which to examine the same phenomena. Further, each
“i;?an ékample of alternative discourse choices. Each thus

illustrates the latitude in expression conventional for the

subject and form, a latitude often not realized by students ;7 

confined to the use of a single text.
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Although the use of several texts attests tobthé
existence of intelligible and acceptable alternative
presentations, the texts must also be read as authors'
‘compositioné and thus as subjects for interprefation.
Teaching practices will invite students to notice
similarities and differences, to speculate about the reason
for autho?s' choices in details or sequence, to comment on
imégeégor ideas qfféctively expressed, to question what they
da not understand, and to cdmpare what the texts say witﬁ
‘:';hat they have noticed or experienced themselves. In so
doing, they may extend and transform their understanding of
themselves and the world by means of the text. Mbulelo

Mzamane (1982), in Children of Soweto, illustrates the

constructive power of such interaction with texts in his

account of reading Afrikaans texts in school:
Pakade also taught us to rélate literature to our
everyday experiences and to our conditions as
Affiegﬁs. We applied what we read to assess the
attitudes of others towards us and their own |
assumptions;ébout themselves. It amazed me to
discover just how much of a writer's most hidden
prejudices can filter through essentially litérary
material, like the angle from which he chooses to
approach his subject, the thoughts and words he
puts into his characters, even through the

unspoken word, the suppressed thought, the
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invgpted emotions. We had the feeling of
'iﬁfiltratinéfdeep into enemy territory and came

back with our heads bulging with new insights.

The most ridiculous African characters in

Afrikaans novels were made to look what they

really were, lampoons in Very‘poor taste...Always

the African character in these novels, whether in

exotic tribal regalia or ill-fitting Western

costume, came through as a being with whom we had

nothing in common, except the colour of our skins

(p- 6-7){

Such interpretive activity with texts requireg the
student to explore the discourse features of the text as
well as its factual or conceptual content. Such active
rather than passive reading helps to achieve literacy
through what Fromme calls a being rather than having mode of

learning; it corresponds to Geertz's (1983) observation

cited earlier that "to set out to deconstruct Yeats'

imagery, absorb oneself in black holes...is to take on a
cultural frame....Those roles we think to occupy turp out to
be minds we find ourselves to have" (p. 155). That is, it

encourages the process by'Whiéh individual minds are
populated by the ideas anc concepts particular.to textual
forms of cultural knowlédge. That knowledge is not only
retrievable as items of information, equivalent ts a having

mode of knowing; it is also a framework or landscape in
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which those ideas live and develop, thus have their being
andwconstitute ways of comprehending. .

| As we think back over the multiple examoles of
processee of literacy aoquisition that have been offered in
the historical accounts and in the eociological and
psychological studies referred to in this thesis, we see
that the interiorization of literacy is not distinct from
the interiorization of knowledge. Acquiring the knowledge
has meant, additionally, acquiring the modes of discourse.
The characteristics of the discourse can probably be
acquired mainly through reading, but habits of critical
assessment and reflection on the knowledge which the
discourse embodies are unlikely to occur sponraheously. One
of the ways in which knowledge can be transformed is through

its expression in certain kinds of talk and writing.

Talk and the Development of Literacy

When we thihk about becoming literate, we refer to
developing abilities to read and write. Both of these
activities are commonly done alone and in silence. -Indeed,
the solitariness and silence of reading and wrifiné are
among the conditions which fostered a literate relation to
the world. Talk with others, however, has a critical role
to play in their development. It is not simply that
historically and developmentally spoken language precedes
written, and, from the standpoint of pedagogy, offers us a

model for learning the written. Despite the implications of
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phrases likei*transition to literacy," the relationship
between the oral and visual for the purposes of literacy
development appears to be neither linear nor hierarchical.
In this section, we shal} examine what implicatons we can
take from thé thesis for the characteristics of interaction
between the oral and visual and consider how that
interaction translates in the classroom into usesléftéalk
for literaéf development. |

As literatenﬁerégns, we are at. a disadvantage when we
try to imagine oral language without writing. We have
difficulty thinking about a word simply as a sound, so
accustomed are we to its visual, alphabetic representation.
We have to remind ourselves that language is a pattern of
. sounds which an alphabet merely transcribes. Although we
know’that to read a word, we have to sound it out, we have
to remind ourselves that we sound it out to recover its
meaniqg. The word "bird," for instance, brings an image to
mind oﬁl§>§hen it is said; its visual coﬁfiguration of
letters bears no resemblance to the QEject to which it .°
refers. Even the meaning, we have to remind ourselves, is
not in the word and its sound, but in the human mind,
individual and collective. The Greek alphabet, with its
precise analysis of sounds made it possible to produce a
visual representation of spoken language and thus of

thought. Paradoxically, its exactness, intensified in its

effects by such developments as standardization of print and
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distinctively literate conventions, has distanced written
symbols from théir origin as sounds and from the source of
their meaning. Thus,‘ye are able tOjgglk about spoken and
written language as if "spoken" and "written" designate
alternative modes of gipre351on of a system that ex1sts

outside of that expression. Convenient as it may be to make

a distinction, it obscures the oral foundations of literacy.

To recall the nature of those foundations and their relation ;;x

-

to literacy, we begin with a brief look back to the
characteristics of oral transmissién of culture. 1In the

e
oral culture of ancient Greece, partiéipatory enactments
were the means by which cultural knowledge was transmitted.
Pérformances dramatized cultural knowledge, beliefs and
values in rhythm, rhyme and story, embeddinglin the oral
consciousness the narratives that would hold the society
together. For the learners, the participatory experience
was a pleasurable one. It appealed, asvg;saw in Chapter
One, to all the seﬁsés{\ it was a holistic experience, a
harmony of body and mind; it bound listeners together,
immersing them in unifying sound. Learning meant "achieving
close, empathetic, communal identification with the known"
(Ong, 1983, p. 46). Using souné iﬁ song and chant and
inducing such empathetic identification were effective ways
of teaching. They continue to be pa;t of teachers’
practical repertoires: primary chiidren love to chant

rhymes and every teacher knows that singsong repetitions
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help memorization. Storieé cast spells; choruses of carols
make u; weep. Through mask and mime, we slip into ofﬂéff
bodies, glimpse other minds. While these techniques
'persist, théy tend to be at the edges of the curriculum.
Story, song and drama in school(é;eumore commonly seen as
modes of performance or as diséén;aBié additions to serious
teaching than understood as having powerful psychological

effects conducive to learning. (For a fuller discussion,

see Egan, Primary Understanding, 1988.)

From the perspective of literacy development, however,
it is not only the particular form 6£l;xpression that isJ
significant in the mode of teaching in an oral culture. Q;
Although students might enjoy ;earning about the hqmgg
skeleton through songs like "Dem Bdﬁeé}" for instagqg;;;hey
are unlikely thereby to acquire conventional biological'
knowledge and discourse.‘ To enable learning and foster
literacy, we can d;aw on the characteristics of oral
transmission in other forms of expressidn and for purposes
which will involve texts. From Chapter One, we recall that
the oral mode of transmission was characteristically
empathetic and participatory rather than objectively
dist;nced. It engaged the emotions. It encouraged an
identification of listener and speaker. As Ong (1983)
observed, it was redundant or copious because "repetition of
the just-said, keeps both speaker and hearer surely on the

track" (p. 40). It "never exists in a simply verbal

)
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conte%f, as a written yord does. Spoken words are always
modificationé of a total existential situation, which al@ays
éngages the body" (p. 40)~*' It was thus situational, not .
abstract. It was spontaheously composed. These
characteristics indicate a relation to what is being learned
which did not simply die out with the spread of writing and
the increase in use of texts. Transposed onto texts, the
habiés and characteristics of orality were and continue to
be essential to the interiorization, as Ong (1983) calls it,
and development of literacy: they reclaim the source of

¢
meaning and the sound of language from the abstrgction and
silence of text; they assert a continuity rather than a
dichotomy between implicit, tacit, situational kno&ledge and
TVPexplicit textual knowledge. .

In face to face encounters, both speaker and listener
are bound in a context resonant with social and affective
messages which affi eaning. As we speak, we react and
communicate with our senses as well with our minds; we feel

and transmit emotions and attitudes. As others respond to

4

us, we not only learn what they think and feel from their
explicit expression:Sﬁt we unconsciously form our sense of
ourselves and construct our own meaning. Talk, therefore,
engages us in an immediate, concrete, participatory,
emotionally charged experience that is full of meaning.
Although usually spontaneous and thus impfovised, talking

with others is a form of drama; through talking, we enact

322
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what we are thinking. While talk is not normally linkéd to
deliberate effgrt to teach something, those who participate
in the drama of talk are learning. What is learned and what
remembered will depeﬁ&ﬁén features of the drama which are‘;ii
impliciﬁ: the intensity of the talk, the emotional tenor,
the degree of commitment to its subject matter, and thé
kinds»of responses it eligits.' As teachers who want toiz.”;
transmit kno&ledge and must therefore influence what is

learned, we need to encourage the kinds of talk productive

of the kinds of learning and thinking we wish to encguf?gq.

Any situation of talk contextualizes the subject—mdtter‘,f‘ﬁ"

of that talk for its participants, establishing mental
images of the patterns of the relationship between speakers
and between spéakers and the subject matter. What kind of
talk encourages critical, transformgpive literacy? 1In the
previous section, we considered £ﬁé;limitati ns of learning
from a single text. Reliance on teachers' Yectures
similarly restricts learning by restricting, or even
preventing, the use of talk to dramatize learning. The
teacher's lecture is a single voice. When teachers stand in
front of the class and deliver their version of the text, in
their own words, they do what learners need to do: they say
what has made sense to them; they construct patterns; they
rearrange and reshape to explain the material in a Aifferent
way. By offering an alternative to the text, they present

the material from two angles. Perhaps their alternative
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~will be better attuned to what stundents are likely to P
Junderstand. But)theidelivery pattern in which teachers talk

wand’students listen locates the authoritY~df.the teacher in
¥ B - d

the . substance of what he or she knows. The teacher medlates

between student and text,»she 1ntervenes to- explaln, to fill
| out the text with examples and 1llustratlons, speaking for

' *the text and ;s the text.’ Students use talk to report arid
recall in response to. teachers questicns. On the one hand,
~the teacher performs for thevstudents; on the other, the
students for the teacher. fhelexchange follows avnarketing-
commodity schema: performance for attention and knowledge
for grades; and a container schema: knowledge of the
subject fitdeithin certain boundaries and is quantifiable.
Students are not thereby engaged in the kind of talk about
the material which reflects the inquiring and exploratory
stance essential to critical literacy. Neither what the
teacher does by such means nor what the students do makes
explicit the provisional nature of knowing. _ -

In order to foster literacy, more talk in the classroom
needs to resenhle a genuine dialogue about the material to
be learned. In dialogue, there will be no single voice
‘presenting fully digestedgand ordered facts,xccnceptsvor
ideas.'~In draiogue, the discussion bears no resemblance to
barren teacher-led, question-answer sessions which too often

pass for discussion in English and history classes. The

discussion is exploratory and inquiring, as much a search
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for questiongfasifor answers. It is multi-layered and
multi—textureé,-woven from interpolated and connected
fragments. It develops and moves responsively to what has
already been voiced, acknowledging by elaborating and
extending. It is driven by its participants' grasp of
emerging ideas and thoughts and by their intentional
participafion in its development. Through such dialogue,
ideas are listened to and debated. Students are ca%%gd upon
to think about and rethink what they have said. 1In

- e

expressing views and challenging those of others, they
define to themselves what they think and understand. They
identify gaps in their logidfér factual knowledge; they
rearrangé what they previously knew in light of what they
have learnéd. -
Teacher-lectures tend, like texts, to bypass the
process by which meaning is made. Teachers do not reveal
their own processes of coming to know, with all their half-
starts, false trails, uncertainties, tentativenessi‘sudden
insights and persistent:searching. TheyVShare what they
have learned, not how they learned, nor what it means to
learn. They exploit the potentials of orality to |
demonstrate a container messaée about texts: that books
.have knowledge. -In oral cultures, thé containgr was a ﬁuman
being who could pass on his knowledge only througn pe?sonal
contact. To learn was to be in infimate relation with what

he knew. When teachers present themselves as alternative
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"texts, they may be able to fostef an intimate ‘felation
between the students and what they know but are unlikely to
foster literate habits and attitudes. Students' answers to
guestions are dips into the container to pick the right
package. They play the "guess what the teacher wants" game
to which sociologists have drawn attention in‘recent decades
(Barnes, 1971, 1976; Stubbs, 1980, 1983). It is a game well
learned and learned early in school partly becauge it is
situzgéd in a concrete, oral context which implicitly
affirms it. It demonstrates patterns from which
participants will derive meanings for their relationship to
school and textual discoursev Talkuwhich dramatizes
-learning thqughid%aldgue demonstrates differ%nt patterns.
The situatioﬁ>of éﬁch dialogque, withnits expl&ratory,

intentioned talk constitutes a rich sensory experience with

a narrative structure. There are characters, a plot, a line

of development, however wavering, a setting, a mood, a theme
or main idea and perhaps even some Kind of closure. It is
thus the kind of experience that can live in the memory. A
single feature of the images or the narrative can help to
recall specific details of the discussion itselfﬁ what was
said, who said it,-how and why it was said, and what it
meant.

Perhaps most significantly for the acquisition of
disqiplinary knowledge, dialogue enables students to use new

g >

terminology and discourse structures in the course of
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meaning-making activity. Spoken words beldng to us, are of
us, and come out of us. When students’integrate into their
own language the discourse of the knowledge they are trying
to acquire and they spontaneously compose that discourse to
explaih>or clarify ideas, they are bound to their own words
in a concrete-affective as well as abstract-rational
relation. ’Through dialogue, they become identified with the
words and the word; with them. They, as speake:g, are
affirmed as the source of meaning when theigﬁﬁafas are open
to negofiation and they can respond with "Well, what I mean

>
is..." andv"No, but..." and rephraseri?gtend and elaborate
on whatnthey have séid. In so doing, fhey develop an
intimafe relation with the words and ideas.they are in the
process of making their own: "I speak the world; I own it".
In the context of the classroom, they also offer their
listeners alternative ways of expressing ideas and
understanding of the same topic as do alternative texts.

In trying to encourage this talking to learn in the
classroom, teachers know that at first students will
probably use new discourse clumsily and inappropriately.

But demonstrating the dialogue is particularly important in
school for students whose age or experience prevents their
having become accustomed to Learnihg from text in the way

they unconsciously learn from lived experience.' They will

internalize as new schema the characteristics of

interpretive and critical activity as enacted in talk: thé
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concrete realityhﬁill be int§rnalized as psychologicgl
reality. 1In its movement, the concrete activity resembles
the process of composing by an individual writer and enacts
that process és a reflective search out of which texts
emerge and meaning is made. It dramatizes the fact that, as
Ong (1977) puts it, "writing is permanently and ineluctably

grounded [in orality]" (p. 77).

Writing and the Development of Literacy

Since reading. and speaking contribute so significantly

to the development of literacy, and certain literate habits
of thought can be acquired without the technical skills of
writing, it might seem that the actual act of writing could
be by-passed as unhecessary or at.least left to those few
who choose to do it, whose so-called "learning style" is
verbal, or who seem to have a talent with words. 1In the
preceding sections on the role of talk and text in
development of literacy, we looked at the kinds of pracéices
that enable us to be sscialized into literacy. 1In this\
section, we consider the implications of the thesis for how
writing can be underst;od, used, and taughtrin order to
foster the development of individual literate capacities.
It was appafént in the path we traceg through the
cultural history that the wa; writing was used and valued

was continually being transformed. But of the many uses and

purpoiSiL/Eiggaﬁly none has entirely disappeared. Like the
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Sumerians, we still write things down to-help ou@i@éﬁpries
and keep records: we make lists of people, goods and dates
and transactions. Like Herodotus, we write about the world
~and human experience of it: we write to remember and to
recall; like Augustine and Montaigne, we write to explain
"and clarify; and, like the clerics and philosophers, the
scientists and poets, we wri;e to compose and construct a
view of the world. What thié thesis implieé, however, is
that this last use of writing is indispensable to the
individual's acquisition of a critical, transformative
litéféc?. It also seems apparent that for the individual to
become literate, it is notlgnough to read and talk about
others" Féxts. The evélutibﬁ‘b% literacy has depended not
on ;eaders but on writers.

We recall that with the advent of/print came the
increased availability of texts and the spread of literacy.
The ‘conversations of the cloister, laboratory, publishing
house, and coffee shop were relocated in texts. 1In the
early days of journals and periodicals, as well as of texts
in the emerging science-related disciplines, the feaders of
one issue were likely to be writers in theg next. AWriters
engaging with other writers in formal and‘pﬁblic
conversations about matters of mutual interest, developed a
critical discourse around those matters. The obvipus point

to be noted here is that the active participants in those

conversations, the writers not the readers, developed a
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multiplicity of textual forms; writers, not readers, .
developed the highly specialized knowiedge and discourse of
the scholarly disciplines. By writing, individuals
participated in the exchange and development of new systems
of thought and ideas in texts. As readers, they had to
understand and interpret what they read; as writers, they
had to examine what they themselves thought in relation to
what they knew and what they had read. As they wrote, they
artjculated and reflected upon and thus in a sense
discaﬁéréd their own visions and versions as they made them.
They recomposed, rearranged, reordered, modified, added,
deleted; as Pat D'Arcy (1990) would put it; they re-
presehted in new form and thus transformed what they knew;
they both learned and made knowledge through writing.

From the evidence presented to us by sociologists ana
psychologists, as well as the evidence that we have from our
everyday experience of writing, we know that being aple to
encode language and follow conventions of style and usage
are only the first steps toward entering the intertextual
conversation that is implied in a transformative, critical -
concept of literacy. While it is apparen£ from the
explosion of knowledge in many fields over this century that -
certain people have become - literate in this sense, it is -
aiéo the case that common practice in school has not
encouraged this literacy. Writing inischool is most

commonly associated with demonstrating learning. Writing
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usually occurs after learning is“éssumed to have taken
place. It serves to inform the teacher é?d the s%udent of
what is known. .It serves thereby as a tes; of both teaching
and learni;g. Used to refer to such purposes the word
"writing" actually refers to the "what is;written"“and thus
available for scrutiny, not to the activity of composiné
which produced it. Students write reports, answers'éé;essay
questions, summaries, and literary analyseé and teachers
evaluate them. Writing that is used almost exclusively for
the purpose of testing what is known encourages a mechanical
view of writing and what we might call a "duhp-truck" view
of learning: students go from class to class picking up
loads of chemistry, physics, literature and history which
they off-load at the end of term and promptly forgét.
Whatever they have learned is as eésii;idiscarded’as
clothes. It seldom changes the way they see the world. It
tends to be learning as having,‘not learning ashbeing.
Writing merely records rather than constituteé what has-been
learned. The written product is an end product; it closes
“ather than opens the door to thought, reflection, and
transformation of understanding.

Underlying the use of writing to record what is known
is the assumption that writing, or the text, is only an
outward expression of what has already been learned‘or

thought. The implicétion‘to be drawn from this thesis,

however, is that the activity of writing, like talking, can
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be a composing process which intertextual conversations have

developed into a learhing process. It is a means by which

the writer can constitute his or her ideas and understanding

in visible linguistic form and can remove them, because
written, from the immediate consequences of action and
thereby have them available as possibilities to consider and
reflect upon. In speaking and interacting with other
persons in the world; we spontaneously and often
unconsciously change our minds about matters both trivial
and significant. We pick up information or cues that lead
us to revise what we say or think or do. Whether we
transfer a similar responsive, reflective process to our
writing depends largely on our view of what writing is for
and where it comes from. As suggested above, writing linked

to a dump-truck view of learnihg tends to be a mechanical

and arduous task. In school, it seems mainly a means to .-

-

save time since teachers cannot interview all students
individually to check on what they know. For the students,
writing in a mechanical way to transcribe what they remember

i

of what they have read or been told may aid the memory or

. serve as a route to a grade. It is not a creative,

generative act. The writing does not appear to come from or
be constructed by the mind or person of the writer. It is
not understood as a representation of that person's
experience and understanding o%rthe subject.

What teaching writing in a manner that attends to

2
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process has accomplished is to Erovide a structure which
encourages a change in that view. Research in composition
over thé‘past two or three decades has’-drawn attentidn to
the processes that writers commonly go through when they .are
producing a text. It is perhaps not coincidence that we can
see rodgh parallels between the steps or Ftages individuél
writers describe and the historical development of uses of
writing. Prior to actual composition, a prewri€ing stage
occurs in the writing process‘where notes are taken, ideas
recorded, and data gathered. Ité purposes and
characteristics correspond to the predomiﬁéhgly récording
and transcribing period in the centuries following the |
dissolution of the Roman Empire. The drafting stage
corresponds roughly to the interpretive period of the later
Middle Ages. Data are examined for what they mean and for
their possiblé relations. They are drafﬁed into a form
which represents a tentative statement Qf understanding.

The rev;sibn stage corresponds to the period during and
fdllowing the Reformation and Renaissance when texts were
not only interpreted but criticized froﬁlﬁithin particular
frames of reference. Established views were challenged and
revised in light of new information, knowledge and
experience and were re-presented in new forms. Although
Scribner and Cole (1977) questioned the need'téwrecapitulate

in the individual the capacities historically achieved in

the culture, research on composing indicates that writers do
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indeed move through these stages, although not necessarily
or even usually in a strict linear progression.
The role of the teacher in this process is to

demonstrate how it is done and what it means. Teachefsiwill
need, as they are increasingly doing in respogsefto the
burgeoning research on composing, to be conscious of
attitudes and strategies which enab}g students to use
writing creativély>and generatively. By all?wing time for a
' piece of writing to be developed and accommodating a
gequence that Includes prewrit-i g,idraffing, response,
revision, and editing, they acknowledge the author engaged
in an activity of making. For the stgéent, the process
includes assuming authorship and looking back on what he or
she has written by entering it into the public domain of the
classroom. It prompts an inquiring, questioning, probing
and speculative attitudes fowa:d what is written. It
demonstrates that writing is a means of opening, not SZOSing
5ff discussion«énd thought. |

If process is understood as techniques rather than
attitudes, however, it can becope eméty and figid. Marching
throﬁgh required steps of the process over a week with
preparation or prewriting on Monaay to editing on Friday, at
best liberates the student from the muse syndrome and at
worst trivializes and devitalizes the'complex activity of

composing. In order to becomé literate, students need to be

able to use the advantages that writing affords them over



335
speaking and to respond as‘actiVely to their own texts as I
have suggested above tﬁgﬁgﬁhey respond to the texts of
othérs. They nged to write in order to separate themselves
from what is in their minds and to realize their
understanding in concrete, Visiblerform on the page or
screen. Thus displayed, it becomes available to them for
- qontemplation. It becomes an object in a textuallférm which
cén!be linked to others' texts and inserted, when shared, in
an ever-expanding network of ideas. Since drafting is a way
of impgsing a prelim?nary‘order and pattern on what one
knows, is learningtér~haévexperienced,‘and thereby
discovering significance and discovering méaning, it would
seem that writing for this purpose ought to have a prominent
place in the school curriculum. Such writing is exploratory
and tentative, open to dialogue and reflection. As a piece
of text and a product;,%t may be added to,lbuilt on, changed
and rethought, and perhaps revised and rewritteh in light of
what is learned from other sources: texts, experience, and
readers. Writing mighﬁ be used therefore at the beginning
of units of study.l Students write what they know about a |
topic and thus bring to their conscious awareness the
defails and ideas that they associate with a topic.they are

about to study. They set out their understanding in order
to grasp it. Sudh writing is empowering because it draws
the learner's attention to what is in his or her own mind;

it is spontaneous and is made with the language of the
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individual learner. Used as a means of learning, writing
will be seen by both writer and reader as a representation
of what the individual makes of newly acquired informetion.
What is written will be seen as a display of thinking in
visible, static form. "How do I know what I think until I
see what I say?" asked E. M. Forster. The key words here
are "see what I sey""because they imply conscious regard and
X )
attribute authorship to the one who says. The writer looks
at his own words, as a reflection of his own minq: VIf the
writer attends as a reader to the meaning and implications
of the thinking on the page, he or she will interact with
the wordswand'ideas, pickiﬁg up anomalies, inconsistencies,
inaccuracies and so forth that invite rethinking and
revision and thus remaking toward a new understanding. What
is implied here, is that the written composition of learners
needs to be approached from a pefspectlve similar to that
suggested above in the dlSCUSSlOD Bf the ways of reading =«
texts. That is, it must be seen as provisional and full of
potential meaning. The writer, in reflective dialogue with
others or self, will edd to, build on, and extend what he or
she has written and in the process make something new which
can contribute to the intertextual conversation being
eﬁacted in.t;e classroom. .
” <%

‘The implication for practice is that teachers must

v

acknowledge the making of meaning as an ongoing process

which, as we have seen, they have power and authorlty to
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extend and develop or to close off. In teaching students
‘;trategies to use as they make meaning in writing, teachers
need to understand that they are slowing down and making
conscious a process which occurs naturally. Prewriting
st;ategies Iigé’brainstormingt;}istihgf and webbing, for
instance;‘aré”ways of drawing 6n fﬁé writer”s inductive

powers of reasoning. They articulate and make conscious the

"dwelling in the particulars" which precede acts of

comprehension and pattern-maﬂing and- generalizing. Allowiqg&

response to drafts and modelling ways of talking about

drafts renders the text as dynamic, whereas, as we noted

earlier, grading and correcting conventions renders them as - -

inert. Teachers must therefore engage actively with the
potential meéning in students' texts. If they refuse to-do
this, they may well impede the student's ability 4o develop
a transformative literacy. The teacher who looks in a
student text to find her own ideas repeated, if in different
words, is saying to the student, "Give me back what I gave
you. The meaning is not in you but?ﬁn me and I am checking
that you can express my meanipg;correctly."

As the writer becoﬁéS'cahscious of pracess, he or she
is well placed to grasp thé conventional and contingept
nature of particular discourse forms. Evéry real writer
sé%ives against what is giyén and, transforms it. All
writing in this sense makés soﬁething new. Through writing,

teachers can help students to learn fromgexperience how

AN

(
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texts work and how they are made and thereby beAéqﬁingé%té'JJJ
read others' texts more critically and skeptiéélly. Wfitihé;
can give new meaning and EUrpose to analysis of texts. It : 
'actaalizeéﬁahd makésvcsncrete in action the value and-
purpose of paying attention to the strategies and techniques
of writers. It also establishes a relation of collegiality
and apprenticeship which assumes the learner is capable of
becoming skilled. It demystifies the process of text |
construction.

Understanding what a writer has done and Whyjis a
matter of academic interest when the analysis isvp;rely
descriptive. It may be fun, like solving a crossword
puzzle, but has few obvidus consequences either for
appreciation or pleasure in reading. Indeed, the common
approaches to literary analysis so beloved of English
teachers seem to be most successful in discouraging students
from reading independently, not in enébling them to do sb‘
with confidence and from choice. BAnalysis can become more
meaningful, however, when tied to writing. Identifying a
writer's techniques and strategies and the effects they
produce on a reader is a way of learning how one might
handle one's own material, ideas, and experience. What
other writers have done become possibilities to\modify and
adapt in new ways. All writers know this, of course. They
trace their roots and influences on their thinking and work.

Students, however, as we have noted, rarely regard
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’Fbemselves ds writers in the creative sense. They can be
ehcou;aged to do so:by teaching approaches whiqh invite them
to look in theirréeading for ideas to borrow foE their own
work. |

What we think of as reading matter in school needs to
be broadly interpreted to include the range of written | ‘
expressipn to which we are daily expoé%d. Schools too often"
limit reading and writing to a few acgdemic forms. While
writing which requires suppéfting arguments and examples or
extended critical analysis is intellectually demanding and
may thus desefve emphasis, other forms are also demanding
and also assist literacy developﬁent. For instance,
students might read advertisements, travel articles,
manuals, news stories, encyclopedia entries, movie reviews,
record‘album notes, bumper stickers and so on and then write
to adapt, critique, apply,‘analyze, compare, imitate, argue
with; represent in a different form, or evaluate what they
have read. They'might also write about a topic in different
forms or from differeﬁt points of view in order both to

experience the alternatives and to consider and compafe theil
‘effects of the differences oﬁthow one understands and'
interprets the subject matter.

However well-intentioned teachers may be in introducing
processes, varying assignments, and assuming‘different

attitﬁdes:toward students' writing, the kinds of writing':fi‘

assignments théy require may, as James Moffett (1989)
- s

L\") "..
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reminds us, sugvert the Qalue of writing in developing ﬁ
thinking and understanding. We arrive at understanding
through both inductive and deductive.reasoning. Assignments
to write may invite students to generafe material through
recall from memory or throdgh investigation. By gathering
and setting out and then determining.pattern, meaning, and
order in the data they have assembled, students. reason
inductiveiy towardithemes and general ideas. Assignments
which propose central ideas and themes in the form of
statements or questions invite deductive thinking. They act
as a lens through which to éxamihe and interpret material.
Both kinds of assignméht.are important as journeys that
allow the student to arrive at understanding and new
insights by bringing experience, facts, exaﬁples and ideas
into a new and fully realiééd relation.

How the teacher responds to what is written will, as we
have“géen, influence how writing is conceptualized. Teacher
or text assfanmencs which require deductive thinking and
writing, however, tend to advance the aim of using writing
to socialize into a domain of discourse and knowledge rather
than to transform that knowledge. While it may be true that
one cannot transform what one does not know intimately,
overemphasizing one form of rea;oning over the other through
chcice ofvwritinq assignments acts as a powerful méghs of’)
control and as a barrier to the development of individual

literacy. Writers who transform are writers who can select

u

}";
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and wrestle with alternatives and possibilities, who can
make choices and create sometﬁiﬁéfﬁsw and different.
Advocates of teaching practices which alls@;siddenﬁs some
choice in both their reading andiwriting assignmsnts
recognize that means are not separate from ends: the ways
in which literacy is learned will affect the nature of that
literacy. We cannot expect writing to be a powerfsl means
of making sense of the world unless we enable students to
experience writing to make sense. By balancing inductive
with deducti&e writing assignments, we may enhance
opportunities for that experience.

We have developed, in the culture, ways to make sense
of the world through writing about it. We have also, and
;erhaps simultaneously, used writing to help make sense of
ourselves. Writing displays the individual mind on the
page; it has brought us into intimate relation with our own
thinking and has influenced, over time, our sense of self as
distinct from others. Asiong (1983) describes it, "The
evolution of consciousness through human history isﬁyarkfd
by growth in articulate attention to the interior of Eﬂé
individual person.... Wiiting introduces division and
‘ alienation” (p. 178). While writing alone is probably not
responsible for introducihg division and alienation, it can
be a means of achieving separateness which encourages us to

orient ourselves to our social world as individuals instead

of as members of a group. Theé losses following from tﬁat,l
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orientation are, argquably, compensated by certain individual

and social gains. As individual selves, for instance, we

acquire sﬁrategies that help us recreate our view of

ourselves and become what we can imagine and construct. As

John Dixon puts it (1967), "Writing is a way cf building a

ééfséﬁal world and giving an individ&él, rather than a

stereotyped, shape to our day-by-day experience" (p. 12).

As individual social beings, we gain means to reflect upon,

challenge énqupqu;fe into a spectrum of social realities

that lie be?badabﬁr immediate experience, and thereby

imagine and construct alternatives. To a degree not

accessible to’%eople in a non-literate culture, we can

symbolically detach ourselves from the present and actual

and imagine what is not--talkingﬁbqars,‘for‘insﬁance, or A

what might be--world peace. l )
Teachers can encourage the érowth of sense of(self

thrddgh the kinds of writing and ways of responding

described earlier. Certain forms and purposes of writing,

however, lend themselves particularly to shaping our sense

of self. Accounts of events in our live;;iWritten as

personal narratives, are valuable for instance, in ordering

and interpreting our own experience. "There is no plot line

in the bewildering compléf}ty of our lives but tha£ whichﬁwe

find and make for ourselves," says Lucy Calkins (1986, p. 3)

an observation confirmed by authors such as John Cheever,

who notes "When I began to write, I found this was the best
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way to make sense out of my life." Personal narrativeg
introduce coherence to events and\embody meaning. They go
‘beyond thé personal anecdote recounted orally; they allow us .
to see the stbry itself as distinct from an audience
respgnse t? it. The story becémes an interpretivellens
thréugh which we see ourselves in the past and with which we
can imagine new alternatives for the future.

In writing assignments, teéchers can invite students to
try on and freely disca;d opinions, ideas, and personas.
Writing, as a symbolic activity in the chiefly symbolic
world of school, does not commit students éo action in the
world. When literate adults make use of their literacy they
act in and ubog the world. They fill out forms, make
proposals, draft requlations, produce scripts and so on.

The effects of their writing both defines them in a social
role and é?ies them a degree of control‘over events in which

they are involved. The writing of students need have no

such consequencesgforgaction in the world and,
3

o

ol
correspondingly, it des not entail the same kinds of

responsibility. "School is not the real world, and so,"
observes Madeleine Grumet (1988), "it shares the property
that Marianne Moore attributes to poetry: “imaginary gardens
with real toads in them'...[where] the child's fantasies can
flower in the fictive ground of the curriculum" (p. 162).
Children's writing, however, can still be a means of gaining

control in the sense of gaininq‘é'grasp on their own
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experience, beliefs and thoughts.

Throygh writing, students can safely e#periment with
opiniorfs, ideas, and personas: take a stance on racial
intolerance, for example, justify an affirmative action
policy, or describe a day in the life of the school
principal. The dynamics of adolescent social relati;ns
commonly prevent the living out of desired self-perceptions.
In writing, adolescents can begin to articulate and;ybfé’
freely assert that self. They can thus give expression to
thoughts and feelings which might otherwise not become
present to their conscig;sness. Of course, others may give
expression to those fgelings. As we read, we rejoice to
find lanqguage that constitutes what had been previously
seemed inexpressible. We identify with and recognize
language that gives voice to our experience. By connecting
with and articulating differences between what we héar or
" read and what we know, we define ourselves. We transform
and individualize when we speak for ourselves; by writing,
we can develop and fully constitute our individual
understanding.

However persuasive these practices as means;for
developing a complex literacy, they are not merely technical
formulae or recipes. As Bereiter and Scardamalia nqted in
their experimental work, students can subvert andiﬁéﬁéfalize
any ﬁé;ching strategies. Acts of learning and composing are

not achieved by mechanically conforming to a set of
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proceduresf Going "beyond wherever one happens to be"
(1987, p- 267}fé§ﬁires intentional learning, active meaning-
making. The intentions, attitudes, beliefs, and values
which will hurture and develop a complex literacy must be
inherent in the social contexts of literacy learning; that
is, in the pattern of relations which illustrate the meaning
and uses of literacy in the classroom. It is to the

‘implications of the thesis for the characteristics of that

social context that we now turn. "

Literacy and Social Context

Throughout the investigation in this thesis, it has
been very clear that social context, broadly conceived to
include the socio-economic and political activity of a
culture and of social groups within that cuiture, affects
the nature and development of literacy. A social context
for literacy learning includes all the meaningi, beliefs,
values, attitudes, habits, purposes, and uses ahich
characterise the literacy available to an ié%ividual wi%hin
a partiqq}arg§ocial or cultural group. The preceding ,
sections of this chapter have described approaches to -talk,
Jtexts, and writing which constitute means for creating a
soci;l contékt for school-based literacy learning which is
likely to foster a critical, transformative literacy. Mucg

of what we need to attend to in the social éontext\e{‘thN

classroom, with respect to the features salient to literacy
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learning, has thereby been implied in what has gone before.
In this section, we shall consider what the thesis implies
about the characteristics of relations among learners in the
social context of the classroom for the achievement of
critical-transformative literacy.

In the world outside school, literacy practices are
social practices that arise within the context of aspects of
life for particular social groups or communities.
Individuals in these groups feel a sense of membership.

' Their social identity is partly constituted by having in
common with the group certain attributes which help to
define and distinguish them from other grodﬁg} Where forms
6f literate practice are an attribute, individuals may
engage in those practices more or less untonsciously or,
when they choose membership, willingly. That is, they will
participate because participating 'is how one acquires,
asserts aﬂh maintains one's membership. Energy and
motivation for participation are activéted by feeling and
knowing one is a member of the group and by valuing that
membership for one's sense of identity.

In school, class groups of students commonly lack
shared experience of a culture within which they have
developed their sense of community membership and individual
identity. Classes tend to be socially and culturally
diverse. Students in a typical North American High School

~do not enter with a common set of habits, assumptions or
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attitudes toward learning and literacy. The culture of the
school is not merely an institutionalized extension of the
culture of the social and ethnic groups to which individﬁal
students may belong. Membership in the school culture is
not given to all by birth or geography but has to be
acquired and interiorized. Of course, a whole complex of
factors--which it is not my intent to deal with here--
influence individual commitment;to seeking and maintaining
membership in the culture or cultures represented by a
school. What matters for us as teachers is to identify ways
in which we can create cénéitions which will enable students
from diverse backgrounds to feel like members of a literacy
learning community in the classroom and value thaf
membership for their sense of identity.

The notion of the classroom as a iearning community
does not fit with the patterns of authority traditional in
schools nor with a dump-truck view of learning. It is
consistent, however, with the views and practices associated
with literacy learning which we have examined in this
chapter. 1In a community, members share a commitment to
common general gogls; they are emotionally connected to each
other; they cooperate rather than compete and are thus
positively interdependent; they are all participants.

In the many instances‘wé have seen exemplified in historical
and ethnoéraphic accounts of literacy development, uses of

literacy develop, no matter what the purpose, within

o~

-



348

communities of people who eollaborafe for common interests
and goals. . The textile workers of the Middle Ages, the
pamphleteers in 18th century France and the families in
Roadville and Trackton participated as greups in the use of
iiteracy. In the classroom, a community in Fhis sense is
fostered when students work collaboratively anq
cooperatively toward shared goals.

Empirica} educationai'research indicates thet'what is
currently termed "cooperative learniné“ is as effective for
student learniﬁg in school as it is for learning outside of
school. 1In a culture whefe the contents and processes of
formal school Ie%;ning (in respect of intellectual demands--
the social consequences of cempetition rat?er than
cooperation are’another matter) are coextensiQe with non-
school leaining, the need for cooperative approaches'may‘
indeed be less. We know, however, that for a range of
reasons beyond the scope of tﬁis section to address, that
that is not the case for most of our students. They need
opportunities to experience demonstrations of how to think'
through ideas collaboratively. Unless we believe that
knowledge exists independent of human minds and that
children are empty vessels whose intellect progreeses from a
state of ignorance toward knowledge, we will make frequentl
use of cooperative approaches to learﬁing. _Aecording to
Roger and David Johnson (Brandt, 1987), research in

cooperative learning is the "oldest research tradition in
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American social psychology....There is probably more
evidence vdlidating the use of cooperative learning than
there is for any other aspect of education (p. 16).

In a éooperative learning situation, interaction and
sharing of ideas among}sﬁhdents are encouraged, not viewed
as cheating, as is ofgéﬁ‘gﬁe.case in a classroom where
students' successful achievement depends on competing with
others. As Michael Holzman (1986) points out, "On;y in
schools are people who fail to decode a text not h;lped by
those around them" (p. 30). fTéééhers may structure class-
work so that students not only feel an obligation to help
each other but perceive that they "sinﬁ/or swim together,"
to borrow Johnson and Johnson's iﬁage. Organized into small
grdups, for instance, studénts may discués a topic, read and
comﬁent on each other's writing, negotiate a process for
making or doing something, plan a presentation, analyze a
poem, or simply help each other with problems. They will
nurture each other's literate capacities as they talk about
books together, read parts aloud.to each other, accept each
other's.fecommendations for reading and compare their
responses. In order to engage in such activities seriously
and to accépt ideas and judgments from their peers, however,
students have to be acculturated to a pattern of relations
which distributes authority in the classroom community among

all participants, not accords it only to the teacher.

'”““\\&‘Teaching in classrooms which endeavour to. be learning
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communities is no lonéer dominated byhtéggﬁérs%j:}4 : f€;¥%’k
gb!esentations. ?he teaqher demonstrates what werh3§é seeni;¥
to be literate attitudes‘and habits and structures lessonsii%

so that students erfact those habits and attitudes themselves;l

in the classroom. Dialoque was a key concept in many of the
approaches suggested earlier in this chapter. In genuine
dialogic situations, there is exchange based on due
consideration of others' ideas. Teachers who_encourage
dialoque avoid the "quess what's in my mind" kiné of games.
They listen carefully to what students have to say,
recognize when conﬁections and concepts Are being grasped at

and help by naming -and—describing what they hear. - They hold

off closure in order to invite the elaborating which leads

b

to individual understanding. - Teachers promote what Anne
Haas Dyson (1989) describes as the "flowing" K of language

among people: "one must promote in them a sense of

PR

collegiality--a feeling of commynity, of being invbi&éd with
each other and with common ends" (p- 8).

The te%éhér's relation with students in thislsetging is
complex. It does not deny his or her maturé knowledge'ahd
experience and responsibilities as an educator. To suppose
that those characteristics should be disguised would be both
disingenuous and diphonest.g»A sense of community cahnobﬂbe
fostered, however, unless everyone involved is seen to share

in the common enterprise--to be wvulnerable to the pressures,

susceptiblé to the enthusiasms and responsible for the
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failures as well aé the successes. Teacﬁers who, for
instance, write to their own assignments alongside their

: @
students from time to time and invite: students' comments and-
suggestions allow themselves to be vulnerable. They do not,
of course, deliberately write awkwardly‘orﬂinfimipationgéﬁv

their students. What they show is that writing involves

PREAN

A

‘thiqking through whét you want to say, making choices,;
reflecting and revising to be more accu;gté or more
effective. In so doing, they ‘teach by mod?iling a writer's
inner dialogue with the text and they pérticipaté in the
community of yriters. Perhaps equally impogtantly, they
'show that they value writing and find it ﬁe;sonally
satisfying and useful.

¢ fThe teacher in a community of- learners does not need to:
_pretendfto know everythiné. In fact, it can gometimes. be
saiutaf? for: teachers not té”ﬁhow orrbe familiar with'some
material th;t/will be used or investigated in'é&ass. With
her Grade Five students, for inétance, one teéche; spent
many ﬁonthsrinvestigating marine ﬁammalé. The depth and

extent of the children's research gave them an exhaustive

knowledge that went far beyond what the teacher or, 1ndeed,"39’ 

spokespeople for "Save the Whales" groups weré able to
offer. The teacher in that context was genuinely learning
with the children and able to share their intense ehthusiasm
as well as help them t; write very sophisticated and

detailed accounts of the lives of marine mammals ¢

s

(?
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(Chittenden, 1978). By placing themselves in the position
of learner from time to time, teachers may also demonstrate
arriving at their individual understanding in a clarifyingy
dialogue with the group. 1In this way, they are teaching
while‘participating in a collegial way with students.

Teachers can further promote a sense of community Sy
inviting students to participate in decisions and choices
about aspects of the curriculum and scheduling of
activities. Students thus have an opportunity to exercise
judgments which have consequences for themselves-and;the
classroom community. They begome jointly responsible and
have a shared commitment to wﬂat they choose. The teacher
does not thereby abdicate respomsibility. Rather, the
teacher aéknowledges that jué%mgnts'are»being madé and that
he or she doesgnoﬁ have all the ;nswers or éll the ideas
and, perhaps most importantly, assumes that as participants
who are constantly learning, stﬁdénts will creatively use
what they kno& in ordef to further that learning. 1In a
ninth grqdé world history class, for instance, the teacher
(Winterer-Papatassos, 1988) consulted students about their
year-end project. One student suggested constructing a
history for a land mass inserted into the European continent
or for an imagined fsland in the Mediterranean; It turned
out that this was a brilliant way to draw on and synthesize
a broad base of historical knowledge about Europe. That

B

students took part in generating and making choices in their

S -@‘ \% i
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work also enhanced the sense of community.

A sense of commdnity devel'ops when members of a gréqp
share a commitment to common goals&? Sharing presupposes
understanding and exchange. It isjwhen members of the group
exchange meanings that they can develop - understanding of
each other and of what their shared goals entail. 1In the
classroom, as we have already noted, students come from
'socially diverse backgrounds; they bring with them diverse
sets of meanings, values and beliefs. They can exchange
those meanings with each other both directly and indirectly.
In small groups, they have opportunities to articulate their
individual experience and‘ideas and compare with others.
Valuable as such»exchange is, it is not sufficient. Until
recently, fo;»ékémple, literature study at all levels of
schpoling was almost exclusively confined tb works b;“ﬂen;
women's writing was miniﬁglly represented, if at all. Girls
responding to Hemingway'giview éf the world had to do so as
individuals with single voices és if no cultural points of
reference existed with wﬁich they could be identified and
thus not be-dismissed as idiosyncratic. Girls in such:
situations are vastly outnumbered and prevented from full
Earticipation. Not OﬂlY'dO they as individuals need to hear
their expé;iénce given'language with which théyfcan
identify}ftﬁéy need tolbe able to share that Iahguage with
their community. Similarfy'do students need to be

represented from cultural entities differing on bases other .
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than gender--lanqguage, nationality, ethnicity, religion, and
so on. To do otherwise is to deny genuine participation to
all. *

When the social context is constructed to encourage a
sense of community, the place of the teacher, as we have
seen, becomes more complex. The teacher{%gza'knowledgeable
person in the learning‘;émmunity, is ablé toAdehénstrate
what it means to be knowledgeable, and further, is charged
with responsibility for evaluafihg the growing knowledge and
capacities of the other members of the learning community,
the apprentices--the students. Implications for evaluation
follow from the notion of commdhity. What counts as fiéfing
the intents and standards of the enterprise in which members
are eﬁgaged is known and understood by all. There are
criteria fof judging worth and worthiness. The teacher, as
the most experiénced person, will understand those criteria
best and be able to articulate them. It does not behove the
teacher, however, to withhold that knowledge and thereby
make evaluation seem to be arbitrary or mysterious.

Students can be involved in deciding on the bases for making
Judgments about their work. Knowing what counts helps to
reduce students' fear of failure and encourages them to take
the risks necessary for growth.

Students at all levels show themselves capable, fori;
instance, of identifying and naming chéracteristics which

distinguish good from poor writing. When working together,
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they can establish what characteristics they are aiming for |
and rate themselves on the degree to which they achieved |
them. As well, they may add things they discover, but had
not thought of in advance. The educational purpose of
evaluation{‘after all}.i§fﬁ9t only to mark boundaries or set
ceilings but‘to nelpwidentify what has been accomplished and
what one needs to or wants to do next. Work may also need
to be evaluated for such non-learning purposes as reporting
a grade to parents or administrators. For this pnrpoaﬁ

also, the students' judgments can be taken into account. 1In

recent years, many educators have written: about the negative.
effects of competltlve gradlng in the classroom and many
schemes developed to help teachers adapt their perspectives
and strategies for, evaluatlon to, conform with their

educational purooses. It‘lS not my purpose to review them .
here nor to debate the forest of issues that evaluation_and
grading raise in school. Suffice it to say that as ﬁéﬁbe£§*
of the learning community, students need to know which
evaluation strategieslare being used and for what purposes.
The patterne offinteraction and theAkinds'of relation
described here largely constitute the principle eiements in
the social context which seem important for literacy
development. At the most concrete level, however, the use
of physical space deserves at least a brief mention. The

logistics of interaction among students require flexible

seating arangements. Rows of desks bolted to the floor, all
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facing toward a podium, are not cdnducive to a sense of
collegiality. We become intimate, not by staring‘at others’
backs, but by reading the expressions on their faces and
hearing their voices directed to us. _How we choose to
position ourselves physically in relation to others is
qiways a statement about our psychological relation as well.
While position can certainly deceive, it can do so only
because we make assumptions based on the meapipg we attach
to it. If students are positioned so that the&ucannot see
and hear eéch other, they are unlikely to think they are
supposed to listen. Unless they listen, they cannot work
cooperatively. Of course, the nature of interaction and the
tone of relationships are not determined by seating
arrangements, but allowing them to be consistent with what
is intended is in fact supported by research in group
dynamics and, as well, makes ordinary sense.

when we attempt to define a social context for literacy
development, we see the need to accommodate all learners in
a community that allows them to be active members. We
acknowledge the fact that "A society is open to modification
and change«..bf those alive within it, and most effectively
by those who belong to it centrally and securely and yet
hold new and siightly different views from the ones
dominantly accepted" (p. 9) as Niblett (1970) has observed.
Being active means asserting difference and generating

constructive tension, not being socialized to passivity and
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compliance. In establishing contexts for exchanging
meanings and arriving at individual interpretations, we thus
establish the groundsﬁwifkln which individuals can develop
in all their particularity while acknowledging the

importance of groups to their sense of identity.

e

-,

Conclusion: .Toward a Conceptual Framework

ﬁ . LR .
In this final chapter, I have outlined some of the

implications for classroom practice that educators might
derive from this thesis. For ease-of discussion, I proposed

implications in terms of .particular aspects of language use,

Y

- sequentially bringing into focal awareness, as PolaﬁYi terms

it, the implications for early language development, for
uses of talk, reading and writing, and finally, for the
characteristics of the social context of literacy learﬂing.
Thé suggested practices are not intended to be recipes for
lessons but illustrations of social patterns and social
attitudes which seem to be conducive to literacy learning.
As such, they portray the learning community of the
classroom as a social situation which is itself the source
of learning. .That source includes the processes, contents,
%and pugposes whichlare éonsistent with the theoretical
perspectives elaborated in this thesis. They reflect the
assumptionthat human consciousness is shaped by social
‘interaction or more precisely, as Vygotsky (1978) describes”

it: "Every functiof in the child's cultural development

*

4
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appears twice: first on the social level and later in the
individual level... All the higher functions oriéigéte as
actual relations between human individuals" (p. 57). The
-general implication to be drawn.from the thesis is that
there is a: necessary ;elationsﬂip between the contents and
processes of that'Q;éial.relation and the nature of the
literacy: means and ends are inseparable. I wish to
conclude with a brief discussion éf how we might construe
that relationship.

The historical record suggests that under certain
conditions societies develop a relation to the world through
reading and writing. Mediatéd by texts and textual- forms of
knowledge, that relation immensely expands the resources
available to the individual and soqial imagination. . Through
writing, individuals may'devélép critical awareness and
personal knqw}edge,.thus power to renew the culture and to
transform_theJCharacter of that literate relation.v
Particuiér f;rms of social intergction seem to encourage
that development. Through the éociéi interaction,
particular cultural knowledge becomes accessible to
integration within the individual consciousness wherein is
forged the individual's expression of culturally developed
forms éf that knowledge. Théihébits, skillgfwand forms of
expression associated,%ifh literacy are thus cu}Fure and
context specific and @él fixed. They are not essential,

but, as Clifford (1988) remarks of individual identity,

4
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conjunctural. Indeed, the disciplinary perspectives *

examined in this thesis lead us; I suggest, to locate & .
_'& %5

literacy in the dynamic interaction of tecKnical o

competencfes, culturalftextnal knowledge, social'conge#ts,,f?

.

R

. - 3 . -
and individual consciousness. The particulars we have been

vlooking at comprise the~ aggregate of the faetors influenCing

literacy development As factors, their forms and con%éntgh
are, as°§emhave seen, variable. But when%constitgted%in
particular ways and brought into dynamic relation,’they are
capable of fostering critical, transforngiive literacy.

For the teacher in the classroom; the challenge is‘§o$ -

hold a view of that dynamic whole in mind while executing

the’ particulars in pracbicex zprithe purposes'ofﬁliteéacy
¥

'development, this means that the teacher needs to be wor#ing

from’within a coherent conceptual frameWork whick is both

inclusive and comprehensive. One of the purpoges of the

=

thesis, it will be recalled, was to articulate a

. distinctively educational perspective #n literacy. -8lich a

‘

perspective should dﬁsarm the appeal of an atheoretical
eclecticism in teaching practice while exposing the
limitations inherent in practice informed by a single
disciplinary theory. Certain sociological perspectives, for
instance, tend to overestimate the effects of soci?l forces
and underestimate the subversive power of human agency.
Psychological perspectives typically concentrate on

developing cognitive capacities while neglecting the
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affective, imaginative, and intentional dimensions of
consciousness. Historical analfses establish relationships
among events in time which inform the present but, as
accounts of the past, are not intended to be interpretations
of the present. Whiie disciplinary théé%iés on literacy
develdpment” offer us a choice of lenses through which to
look at practice, they must be subordinate to educational
purposes. Methodologies, n; less than éheories, also need
to be subordinate to educational purposes. Teachers need to
be guided by their sense of what they are attempting to
accompliéh; that is, by their understanding of what literacy
and being }iterafe should mean for their students. The
theories‘they déaw upon‘and the methodologies' they use will
follow from tHatvﬁurpose and be congruent with it.

Teachers, after all, need to be as intentioned in their
teaching_as studeﬁts in’their £earning; in heithe{’does
mechan%Lal performancé lead to literate practice.w By
articuiating and interiorizing a conceptual framework,
teachers have a means with which to critically examine
practice and theory and a basis on which to act. When we
are concerned with literacy development, we cannot confine
ourselves to occasional lessons on the timetable; thinking
}iteracy must be our way of thinking. We will be
insistently responsive to wha£ we intend to encourage: "a
veritable fireworks of‘particulars"--in a phrase

i "

appropriated from James Brittom (1985, p. 76)-~-from the



361
emerging iitefate relationship between individual sEudenfs
aﬁd the culture to which we strive to give them access. We
will hold a clear view of what it means to be literate as a
way of being and relating to the world, while recogp%zing

that what it means is always provisional or it is not

literacy."



\_> 362

Akinnaso, F. N. (1981). The literate writes and the non-
literate chants: Written language and ritual
communication in sociolinguistic perspective. In W.
Frawley (Ed.), Linguistics and literacy (pp. 7-36).
New York: Plenum.

LIST OF REFERENCES

Altree, W. (1973). Why talk? A conversation about langquage
with Walter J. Ong. The National Humanities Faculty
Why Series. Massachusetts: National Humanities

Faculty.

Arnheim; R. (1969/1984). Visual thinking. In A. E. 5
Berthoff (Ed.), Reclaiming the imagination. (pp. 21-
22). NJ: Boynton/Cook.

Arnheim, R. (1984). Art and visual perception. 1In A.E.
Berthoff (Ed.), Reclaiming the imagination. (pp. 50-
57). NJ: Boynton/Cook.

Auerbach, E. (1989). Toward a social-contextual apprdach

to family literacy. Harvard Educational Review, 59
(2), 165~ 181.

Bailey, R. W. & Fosheim, R. M. (Eds.). (1983). Literacy
for life: The demand for reading and writing. New
York: Modern Language Association.

4

7

Barbu, 2. (1960). Problems of Historical Psychology. Neuw“/}
York: Grove Press.

Barnes, D. (1976). From communication to curriculum.
Middlesex, England: Penguin Books. *

Barnes, D., Britton, J., & Rosen, H. (1971). %Langquage, the }
learner and the school. Middlesex, England: Penguin -
Books.

Barr, M. (1982). Langquage in learning: From research into
secondary school practice. Unpublished doctoral
dissertation, New York University.

. -



363

Baséo, K. (1980). Rev. of The domesticatidh of the savage
mind, by Jack Goody. Language in Society, 9, 72-80.

" Baumann, G. (Ed.). (1986). The written word: Literacy in
transition. Oxford:.The Clarendon Press.

Bazerman, C.- (1988). Shaping written knowledqe' The genre
and activity of the experimental article in science.
WI: University of Wisconsin' Press. SRR

Bereiter, C., & Scardamalia, M. (1982). From conversation
to composition: The role of instruction in a
developmental. process. In R. Glass (Ed.), Advances in
instructional psycholoqy (pp ) Hillsdale, NJ:
Erlbaum.” - '

.

Bereiter, C., & Scardamalia, M. (1987). An Attainable
Version of High Lyteracy Curriculum Enquiry, 17 1,9-

30.
N

Berthoff, A. E. (1981). The making of meaning: Metaphors,
models, and maxims for writing teachers. New Jersey:
Boynton/Cook.

Biesele, M. (1986). How hunter-gatherers' stories "make
sense": Semantics and adaptation. Cultural
Anthropglogy, 1l (2), 157-170. /

[

Black, M. (1968). The labyrinth of language. New Yorki
Fredrick A. Praeger. '
: N
Bowers, C. A. (1988). Teaching a nineteenth ¢entury mode

of thinking through a twentjeth-century machine.
Educational Theory, 38, 41-46. Urbana: University of

Illinois. T
Brandt, R. (1987). On cooperation in schools: A
conversation with David and Roger Johnson. Educational

Leadership, 45, 27-30. Alexandria: Association for

Supervision and Curriculum Development.
Britton, J. (1970). Language and learnlnq Harmondsworth,
England: Penguin Books. < o

&




) | )

) &  364

Britton, J., Burgess, T., Martin, N., McLeod, A., & Rosen,
H. (1975). The development of writing abilities (11-
18). London: MacMillan Education ’

o,

Britton, J. (1985). Research currents: Seconq-thoughts on
learning. Langquage Arts, 62, 72-77. :

Bronowski, J. (1978). Magic, science, and civilization.
'New York: Columbia University Press. . o

fle

- .
Brown, L. (1988). Polanyi's theory of knowing. Canadian
' Journal of Lanquage Arts, 11 (2), 5-19.

AN
!
Bruner, J. S. (1975). Language as an instrument of
thought. -In A. Davies (Ed.), Problems of Language & .
. Learning (pp ) London: Heinemann Educational’' Books. -

Bruner, J. (1986). Actual minds, possible worlds. MA:
‘Harvard University Press. :

Calkins, L. M. (1986). The Art of Teachlnq Writing.
Portsmouth: Heinemann.

Cambourne, B. (1988). The whole story: Natural learnlnq
and the acquisition of llteracy in the cLassroom. o
Auckland: Ashton Scholastic.

Carpenter, E., & McLuhan, M. (Eds.)j (1968). ‘Explorations -
in communication. Boston: Beacon Press.

' Caponigri, R. A. (1953). Time and idea: The theory of
history in Giambattista Vico. London: Routledge &
Kegan Paul.

Chafe, W. (1982). Integration in speaking, writing, and
oral literature. 1In D. Tannen (Ed.), Spoken'and
written lanquage: Exploring orality and literacy (pp-.
35-53). . Norwood, NJ: Ablex.

Chittenden, L. (1979). Our friends in the water. CA: West
Coast Print Center.

+



365

Clpolla, C. (1969). Literacy and development in the West.’
Harmondsworth, England: Penguin Books. e

Clanchy, M. (1979). From memory to written record:
England, 1066-1307. Cambridge, MA: Harvard University
Press. ‘ )

Clark, K. (1969). Civilisation: A personal view. New

York: Harper & Row.

Clifford, J. (1988). The predicament of_culture: :
Twentieth-century ethnography, literature, and art.
Cambridge: Harvard University Press.

Coe, R. N. (1984). When the grass was taller. New ﬁavén;“(.
'~ Yale University Press. : } .

P

Cole, M., & Scribner S. (1974). Culture and Thought: &"

psychological ihtroduction. New York: John Wiley &
Sons. :
Cooper, M., & .Holzman, _.(1983). Talking about protocols.

Colleqe Comp051tlon and Communication, 34, 284-93.

Cressy, D. (1980) Literacy and the social order: Reading
and writing in Tudor and Stuart England Cambridge:
UnlverSLty Press.

Daniell, A. B. (1986). 0Ong's great leap: The pelitics of
literacy and orality.’' Unpublished doctoral - '
dissertation, University of Texas at Austin.

D'Arcy, P. (1989). Making sense, shaping meaning: Writing
in the context of a capacity-based approach to
learning. NH: Boynton/Cook. C N

De Castell, S., Luke, A. & Luke, C. (Eds.). (1989).

Lanquage, authority and criticism. London: The Falmer
Press. :



i

Dixon, J. (1967). Growth.throligh English: Set in the

366

DeFord, D. E. (1981). Literacy: Reading, writing and other
essentlals. Lanquaqe Arts, 58, 652-658.

De Saussure, F. (1959). Course in-general-linquistics. (C.
Bally & A. Sechehave, [Eds.}, and W . Baskin,[Trans.].
New York: McGraw-Hill, 1959. (Originally published,
1916) . T .

i

131 -

perspective of the seventies. Bristol: Oxford
University Press.

Donal@ébn,vM. (1978). Children's minds. Fontana: Collins.
* % ’ N

Dubos, R.-. (1968). The pursuit of significance. 1In F.
Kermode & R. Poirier (Eds. ), The Oxford reader (pp.
532-546). New York: Oxfdrd University Press. . i

<

=

=

Dubos, R. (1974). Beast or aﬁﬁél? Choices’that make us
human. New York: Charles Scribner's Sons.

- &

.Dyson, A. H. (Ed.). (1989). Céigéﬁoration through writing

-~ and readinqg: Exploring possibilities. IL: NCTE.
IR 5 Lt -

Egan, K. (1988). Primary understanding: Education in early
childhood. New York: Routledge.

£,

Eisenstein, E. L. (1985). On the printing press as an
agent of change. 1In D. R. Olson, N. Torrance, & A.
Hildyard (Eds.), Literacy, language, and learning: The
nature and consequences of reading and writing (pp. 19-
33). Cambridge: Cambridge University Press. :

Eliade, M. (1954). Tﬁe.myth of the eternal return (W. R.
Trask, Trans., ) . 4jNgw York: Pantheon. (Original work
publlshed )

Erickson, F. (1988). School literacy, reasoning, and

civility. In Eugene R. Kintgen,' Barry M. Kroll, &
Michael Rose (Eds.), Perspectives on Literacy (pp. 205-
226). Carbondale: Southern Illinois University

Press.




[§
S

367

Evans-Pritchard, E. E. (1937). Witchcraft, oraclés;‘and

magic among the Azande. New York: Oxford University
Press. T
Ferry, A. (1983). The inward language. Chicago:

University of Chicago Press.

Fiqhegan, R. (1973). Literacy versus non-literacy:
* - great divide? In R. Horton & R. Finnegan (Eds.
Modes of thought: Essays on thinking in Western

The
) .

and

non-Western societies (pp.112-144). London: Faber &

Faber.

Finnegan R. (1977). Oral poetry: Its nature, significance

and social context. Cambridge: University Press.

Flower, L., & Hayes, J. (198l1). A cognitive process theory

of writing. College Composition and Communicat

ion, 31,

(365-387) .

Foley, J. M. (1986). Tradition and the collective:
Oral epic, textual meaning, and receptiopalist
Cultural Anthropolegy, 1 (2), 203-222.

Freire, P. (1983). Pedagogy of the oppressed. New
Continuum. :

Gedalof, R. (1981). Paper stays put: A collection

talent:
theory.

York:

of Inuit

writing. - Edmonton: Hurtig.

“

Geertz, C. (1983). Local knowledge: Further essays in

interpretive anthropology. New York: @asic.

PR

Geertz, C. (1984). Thick descripiion: Toward an

interpretive ‘theory of culture. 1In A. E. Berthoff

(Ed.), Reclaiming the imagination: Philosophical
perspectives for writers and teachers of writing (pp.

226- 248). NJ: Boynton/Cook.

political empowerment. Educational Theory, 38,

-Qirqux, H. (1988). Literacy and the pedagogy of voice and

61-75.



368

Gomme, A. W. (1954). The Greek attitude to Greek poetry
and history. Berkeley: Berkeley University Press.

ye

Goodlad, J. (1984). A place called school:Prospects for
the future. New York: McGraw-Hill Book Company.-

Goodman, K. (1986a). What's whole ln whole langkage?
Portsmouth, NH: Heinemann.

Goodman, K. (1986b). Basal readers: A call for action.
Lanquage Arts, 63 (4), 358-363. ‘

‘Goodman, K., Shannon, P., Freeman, Y., & Murphy S. (1988).
Report card on basal readgrs. New York: Richard C.

Owen.
Goody, J., & Watt, I. (1968). The consequences of |
literacy. 1In J. Goody (Ed. 7, Literacy in tradltlonal S
societies. (pp.27-68). - Cambridge: Unlver51ty Press. h
. N . . L —F ,,,. . ‘), .
Goody,- J. (1977). The dbmestlcatlon of the savage mind.

Cambridge: UnlveISLty Press.;

(1982) Alternative paths to knowledge in

) In D. Tannen (Ed.),.Spoken and written : .
@quage: Exploring orality and literacy, Vol. 9. in -~
dvances in discourse processes (pp.201-216). NJ:

Goody,g?.

= ~

Goody, J. (1986). The logic of writing and the
organization of society. Cambrldge. UnlverSLty Press.

RS

Goody, J. (1987). The interface betwééﬁ the written and

the oral. Cambridge: University Press.
- | ‘ ; \
Graff, H. (1988). Legacies of literacy. 1In E. R. Kintgen,
B. M. Kroll, & M. Rose (Eds.), Perspectives on literacy
(pp. 82-94). Carbondale: Southern Illinois University

Press. b



369
Grumet, M. (1988). Bitter milk: Women and teaching.
Amherst: The University of Massachusetts Press.

Halliday, A. K. (1978). Lanquage as a social semiotic: The
social interpretation of language _and meaning. London:
Edward Arnold. ‘

Harste, Je«%§. (1989). New policy quideiines for reading:
Connecting research .and practice. IL: NCTE.

Harste, J. C., Woodward, V. A., & Burke, C.-L. (1984).
Lanquage stories & literacy lessons. Portsmouth, NH:
Heineman Educational Books.

Hartog, F. (1988). Tﬁéfmirrégrof Hérbdotus (Janet Lloya,

Trans.). Berkeley: Berkeley University Press.
Hayelock, E. A. (1963)* Preface to Plato. Massachusetts:

Harvard University Press.

~ Havelock, E. A,?~(1976). Qrigins of Westerii literacy.
: (Monograph Series No.14). Toronto: Ontario Institute
for Studies of Education. -

Havelock, E. A. ~(1984). The ‘orality of Socrates and the -
literacy of Plato: With some reflections on the
historical origins of moral philosophy in Europe. 1In
E. Kelly (Ed.), New essays on Socrates (pp.67-93). MD:
University Press of America.

e

Havelock, E. A. ~(1986). The muse learns to write:
Reflections on orality and literacy from antiquity to
the present. New Haven: Yale University Press.

Hayes, J. R. & Flower, L. S. *(IQBO). Identifying the
organization of writing processes. 1In L.W. Gregg &
E. R. Steinberg (Eds.), Cognitive Processes in

Writing (pp. ) Hillsdale,,NJ: Erlbaum.
_ Ld
Healy, M. K. (1984). Wriﬁiﬁq in a science class: A case

study of the connections between writing and learning.
Unpublished doctoral thesis, New York University.




370

Heath, S. B. (1982). Ways with words: Lanquage, life,

and work in communities and classrooms. Cambridge:

University Press. ‘

Heath, S. (1986).Critical factors in literacy development.
In S. De Castell, A. Luke, & K. Egan (Eds. ‘
Literacy, society, schooling: A reader (pp 15 2%) New
York Camhrldge University Press.

Heath, S. B. (1988)1 Protean shapes in literary events:
Ever-shifting oral and literate traditions. 1In E. R.

Kintgen, B. M. Kroll, & M. Rose (Eds.), Perspectives
on literacy (pp. 91-117). Carbondale: Southern
Illincis University Press.

’ﬂirsch; E.D., Jr. (1987). Cultural literacy: What every
American needs to know. Boston: Houghton, Mifflin.-

N

Hoggart R. (1957) The uses of literacy: Changing

e patterns in English mass cuLtg;e. London: Chatto and
W1ndus -
Holdaway, D. (1970). The foundations of literacy. Sydney:

Ashton Seholast%g.

Holzman, M. (198@&.” The social context of literacy.

education. ,College English, 48, 27-33. °
Horton, R. (1973). Levy-Bruhl, Durkheim and the scientific
revolution. In R. Horton & R. Finnegan (Eds.), Modes .

, -of thought : Essays on thinking in Western and non-
._?» Western societies (pp- 249-275). London: Faber &
" Faber. o

-

s

Illich, 1I. (1987). A plea for Eesearch on lay literacy.
Interchange, 18 (1/2), 9-22. .

Illich, I., & Sanders, B. - (1988). he alphabetlzatlon of
the popular mind. San Francisco: North Point Press.




371 {

b

Jaynes, J, (1976). The origin of consciousness in the
breakdown of the bicameral mind. Toronto: University
s of Toronto Press.

Johnson, M. (1987). °The body in the mind. Boston: Harvard
University Press.

Kaestle, C.F. (1985). The history of literacy and the
history of readers. Review of Research in Education,
12 :

Kelly, G. (1963). A Theory of personalit&?‘{New York:
Norton.

Kerckhove, D. de. (1987). Writing left and right.

Interchange, 18 1/2, 60-77.

Qh

Kirk, G. St~;ﬂl962). The songs of Homer. Cambridge:
University Press. : '

Kirk, G. S. (1964). The language and background of Homer:
Some recent studies and controversies. Cambridge: W.
Heffer & Sons.

'y
R

Kirk, G. S. (1976). Homer and the oral tradftion.
Cambridge: University Press,

Klancher, J. P. (1987). The making of English reading
audiences, 1790-1832. Madison: University of Wisconsin
Press. N

Krashen, S., & Terrell, T. (19833. The natural approach:

Lanquage acquisition in the classroom. San Francisco:
Alemany Press.

Lakoff, G., & Johnson M. (1980). Metaphors we live by.
Chicago: The University of Chicago Press,




it

L 372

Langer, S. K. (1984). Speculations on the origihs of a.T
speech- and its communicative function. 1In A.E. T

Berthoff (Ed.), Reclaiming the imagination (pp.114-

127). NJ: Boynton/Cook. :

Langer, S. K., (1942). Philosophy in a new key. (3rd ed.).
Cambridge: Harvard University Press.

Lankshear, C., & Lawler, M. (1987). Literacy, schooling.
and revolution. New York: The Falmer Press. .

b
B

Latour, B. (1987). Science in action: How to follow
scientists and engineers through society. Cambridge:
Harvard University Press.

Levi-Strauss C. (1966). Thé;savaqe mind. Chirago:
University Press.

- —~

Lewin, K. (1959). A dynamic theory of personality:
Selected papers (D. K. Adams & K. E. Zener, Trans.’). '
New York: McGraw Hill Book- .Company . (Original workxﬂ"
published 1935)

Lloyd, G.E.R. (1983). Science, folklore and ideology:
Studies in the life sciences of ancient Greece.
.Cambridge: Cambridge University Press. .

Loban, W. (1978). Relationships between language and
literacy. In R. Beach & P.D. Pearson (Eds.),
' Perspectives on literacy: Proceedings of the 1977
- perspectives on literacy conference (pp.97-108).
. MN: College of Education. !

Luria, A. R. (1979). The making of mind: A personal
account of Soviet psychology (M. Cole & S. Cole, Eds.).
Cambridge: Harvard University Press. :

Luria, A. R. (1982). Langquage and coqnition (James W.
Wertsch, Ed.).: Washington, D.C.: V. H. Winston & Sons.
(Orlglnal Engllsh translatlon publlshed by John Wlley &
Sons, 1981)

3



373

McLuhan, M. (1962). The Gutenberg galaxy: The making of
typographic man. Toronto: University of Toronto Press.

Manke, Mary. (1989). Literacy, schooling and revolution.
[Review]. .Educatdonal Studies, 20 (3), 274.

Meek; M. (1988). How texts teach what readers learn.
‘Bath: Thimble Press

Moffett, J. (1983). Teaching the universe of discourse.
Boston: Houghton Mifflin.

Mogfett,qJ. (1989). Introduction to Chapter 2. In A. H.

Dyson (Ed.), - Collaboration through writing and
reading: Exploring possibilities (pp. 21-24). Urbana:

National Council of Teachers of English.

Mzamane, M. V. (1982). The children of Soweto. Essex:
Longman-. -

Nagaéhima, N. (1973); A reversed world: Or -is it?. In R.
Horton & R. Finnegan (Eds.), Modes of thought: Essays
on thinking in Western and non“Western societies,
(pp.92-111). London: Faber & Faber.

Niblett, W. R. (1970jfﬂ "Education--the loss dimension.

Westport, CT: Greenwood Press.

North, S. M. (1987). The making of knowledge in
composition: Portrait of an emerqing field. NJ:
Boynton/Cook. '

Olson, D. (1977). From utterance to text The bias of
language in speech and writing. Harvard Educatienal
Review, 47, 257-81.

Olson, D. R. (1986). Learning to mean what you say:
Towards a psychology of literacy. In S. de Castell,
A. Luke, & K. Egan (Eds.), Literacy, society, and
schooling: A reader (pp.191-215). New York: Cambridge
University Press.




374

Olson, D. R. (1989). On the language and authority of
textbooks. In S. de Castell, A. Luke, & C. Luke
(Eds.), Lanquaqge, authority and criticism: Readings on

the school textbook (pp. 233-244). London: The Falmer
Press.
Olson, D., Torrance, N., & Hildyard, A.“(Eds.). (1985).

Literacy, language, and learning: The nature and
conseguences of reading and writing. Cambridge:
Cambridge University Press. .

Ong, W. J., s.J.% (1982a). OQrality and literacy: The
technologizing of the wqrd. London: Methuen.

Ong, W. J., S. J. (1982b). Reading, technology, and human
consciousness. In J. C. Raymond (Ed.), Literacy as a
human problem (pp.170-201). .dlaPama: University of
Alabama Press. -

Oong, W. J., S.J. (1983). Literacy and orality ftt our
times. In W.B. Horner (Ed.), Composition and
literature: Bridging the gap (pm. 126-140). Chicago:
University of-Chicago Press.

Ong, ‘W. J., S. J. (1986). Writing is a technology that
restructures thought. 1In G. Baumann (Ed.), The
written word: Literacy in transition (pp.23-50). Oxford:

Clarendon Press. -

3

Oxenham, 3. (1980). Literacy: Writing, reading and social
organization. London: Routledge & Kegan Paul.

Page, D. (1959). History and the Homeric Iliad. Berkeley:
Berkeley University Press.

Parry, M. (1928/1971). The making of Homeric verse: The
collected papers of Milman Parry. New York: Oxford
University Press.

Pattison, R. (1982). On literacy: The politics of the word
from Homer to the age of rock. Oxford: University
Press.



375

Pearson, L. (1939):/ Early Jonian historians. Oxford:
Clarendon Press.

)
N

Piaget,  J. (1926). The lanquage and thought of the child.
London: Routledge & Kegan Paul.

Piaget, J. (1950). Psychology of intelligence (M.Galain,
' Trans). London: Routledge & Kegan Paul.
Polanyi, M., & Prosch, H. (1975). Meaning. Chicago:

University Press.

Pompa, .; (1§75) ‘Vico: A study of the new science.
Cambridge: Uh;versxty Press 4

Postman, Neil (1985). Amusing ourselves to death: Public
discourse in the age of show business. New York:
Penguin Books.

T >
”‘» 5 R RS

N

Richmond-7 ” (1986) .Understandlnq and art. - Unpublished
doctpral the51s, University of Alberta, Edmonton.

5 .
N &

Ricoeur, P. :(1984). Tinfe and narrative: Volume 1. (K.
McLaughlin & D. Pellauer, Trans.). Chicago: University
of Chicago Press. (Original work published 1983)

Rosenblatt, L. (1976). Literature as exploration. (3rd.
ed.). New York: Modern Language Association. v

Rosenblatt, L. (1987). The reader, the text, the poem:
The transactional theory of the literary work. )
Carbondale: Southern Illinois University Press.

Sartre, J. P. (1988). For whom does one write? 1In What is
Literature? Cambridge: Harvard University Press.
(Original work published 1947).




"376

Schafer, J.C. (1981). The linguistic analysis of spoken
and written texts. In B. Kroll & R. Vann, (Eds.),
. Exploring speaking-writing relationships: Connections
and contrasts (pp. 1-31). Urbana, IL: National Council
g\of Teachers of English.

Scholes, R. (1985). Textual power: Literary theory and the
teaching of English. New Haven: Yale University Press.

Schryer, C. (1989). Reflective ethnography: A consultancy
model of research. Paper presented at Inkshed
Conference, Vancouver, B.C.

'Séollon, R., & Scollon, S. B. K. (1980). Literacy as
focused interaction. Quarterly Newsletter of the
Laboratory of Comparative Human Cognition, 2, 26-29.

Scribner, S., & Cole, M. (198la). The psychology of
literacy. Cambridge: Harvard University Press.

,Scribner, S., & Cole, M. (1981b). Unpackaging literacy.
: In M. F. Whiteman (Ed.), Writing, 1, (pp. 71-87).
Hillsdale, NJ: Erlbaum.

Segal, J. 2. (1988). Reading medical prose as rhetoric: A
study in the rhetoric of science. Unpublished doctoral
dissertation, University of British Columbia.

Selye,,H, (1980). Textbook of stress. Essex:
“International Society of the Prevention of Stress.

Shuell, T. J. {(1986). Cognitive conceptions of learning.
Review of Educational Research 56 (4), 411-436.

Smith, A. (1986). On audio and visual technologies: A
future for the written word? In G. Baumann (Ed.), The
written word: Literacy in transition (pp. 171-192).
Oxford: The Clarendon Press.

Smith, D. E. (1974) The social construction of documentary
reality. Sociological Inguiry 44 (4), 257-268.




377

Smith, F. (1975). Comprehension and learning: A conceptual
framework for teachers. New York: Holt, Rinehart &
Winston.

Smith, F. (1981). Demonstrations, engagement, and

sensitivity: The choice between people and programs.
In Language Arts, 58, 634-42.

Smith, F. (1983). Twelve easy ways to make learning to read
difficult. 1In Essays into Literacy (pp.11-25).
Portsmouth, NH: Heinemann.

Smith, F. (1986). Insult to intelligence. New York: Arbor
House. S

Snell, B. (1960). The discovery of the mind (T. G.
Rosenmeyer, Trans.). New Yorkﬁ.Harper and RQV;_

-Stock, B. (1983).. The implications of literacy: Written

language and models of interpretation in the eleventh
and twelfth centuries. Princeton: Princeton University
Press. P

e

e :

~Street, B. V. (1984). Literacy in theory and practice.
Cambridge: University Press.

Stubbs, M. (1980). Lanquage and literacy: The
sociolinquistics of reading and writing. London:
Routledge & Kegan Paul.

Stubbs, M. (1983). Langquage, schools and classrooms. (2nd
ed.). London: Methuen.

Sutton-Smith, B. (1988). In search of the imagination. In
K. Egan & D. Nadaner (Eds.), Imagination and education
(pp. 3-29). New York: Teachers College Press.

Szwed, J. (1981). The ethnography of literacy. 1In M. F.
Whiteman (Ed.), Writing: The nature, development, and
teaching of written communication, Vol.l. Variation in
writing: Functional and linquistic-cultural differences
(pp. 13-24). NJ: Lawrence Erlbaum Associates.,




378

$

‘Tambiah, S. J. (1973). Form and meaning of magical acts: A
- point of view. In R. Horton & R. Finnegan (Eds.),
- Modes of thought: Essays on thinking in Western and

; - ‘non-Western soc1et1es (pp. 199-229). London: Faber &
Faber. R ' :
Taylor, D. M. (1970). Explanation and meaning: An
introduction to philosophy. Cambridge: University
Press.
'Tﬁbﬁa;) K. (1986). The meaningYOf literacy in early modernfiQ,

England. In G. Baumann (Ed.), The written word:
Literacy in transition (pp 97-132). Oxford: The
Clarendon Press.

Torrance, N. & Olson, D. (1987). Development of the

Metalanguage of literacy. 1In Interchange: A quarterlv,

review of education 18 1/2, 136-146.

Tuman, M. C. (1987). A preface to literacy: An inquiry
into pedagogy, practice, and progress. AL: University
of Alabama Press. »

Vanderburg, W. H. (1985). The growth of minds and
cultures: A unified theory of the structure of human
experience. Toronto: University of Toronto Press.

Venezky, R. (1978). Fantasy and Realism in Literacy
Assessment. In R. Beach & D. Pearson (Eds.),
Perspectives on literacy: Proceedings of literacy in
education conference (pp.42-51). MN: College of
Education.

Vernant, J. P. (1983). The origin of Greek thought.
Ithaca, NY: Cornell University Press.

Vico, G. (1968). The new science of Giambattista Vico:

' Revised translation of the third edition (1744) (T. G.
Bergin, & M. H. Fisch, Trans.). Ithaca, NY: Cornell
University Press.




“379

Vygotsky, L. S. (1962). Thought and language. (E.
Hanfmann & G. Vakar, Eds. and Trans.). Cambridge: The
M.I.T. Press. .

Vygotsky, L. S. (1978). Mind in society: The development
of higher psychological processes. (M. Cole, V. John-
Steiner, S. Scribner, & E. Souberman [Eds.], and A. R.
Luria, M. Lopez-Morillas, M. Cole [Traks.]).
Cambridge: Harvard University Press.

Wells, G. (1986). .The meaning makers: Children learning
lanquage and using langquage to learn. New Hampshire:
Heinemann Educational Books.

Welty, E. (1983). One writer's beginnings. Cambridge:
Warner Books. .

White, J. B. (1983). Literacy, the law, and the reluctant
) learner. In Bailey, R. W. & Fosheim, R. M. (Eds.)
Literacy for life: The demand for reading and writing.
_ New York: Modern Language Association.

AL
Williams, R. (1974). Television, technology, and cultural
form. Glasgow: Fontana. :

Winterer-Papatassos, M. (1989). Writing and learning
together. Unpublished classroom research project.
Athens: Américan Community School.

Wittgenstein, L. (1963). Philosophical investigations (G.
' E. M. Anscombe, Trans.). Oxford: Basil Blackwell.
(Original work published 1953)

Wood, E.i & Wood, N. (1978). Class, ideology and ancient
political theory. Oxford: Basil Blackwell. -

EN



