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Abstract

This study was designed to investigate, compare, and
document the use of efferent and aesthetic reading
strategies, as used by both undergraduate and graduate
college students enrolled in a course in developmental
reading instruction.
Twenty students were individually interviewed, each
student attending two separate interviews: one which
focused on efferent reading and the other which focused on
aesthetic reading.

The students' responses to the

question, "What is efferent/aesthetic reading
comprehension?"; their comments made as they 11 thought-outloud11 while reading; and their identifications of efferent
and aesthetic reading co~prehension strategies, were
analyzed and categorized according to similarities in
items included in the students' responses.
The findings of this study indicate: 1) that reading
is both an active and a transactive process; 2) that
students have at their disposal a wide variety of reading
comprehension strategies to help them understand a text;
3) that students are not necessarily aware of the
strategies which they are employing while reading; and
4) that a reader's purpose does play a role in determining
which aspects of the text are brought into awareness by
the reader.

The data suggest that reading is a complex and
individual process and therefore support the concepts of
student centered education.

Additionally, because it was

indicated in this study that a reader's purpose plays an
important role in reading comprehension, the data also
support those reading programs in which the students are
guided to discover the different purposes for reading
different types of texts.
Implications for future research include conducting
similar studies with readers from a variety of age and
population groups.

Implications also include the

development of a less verbal procedure to gain insight
into the thought processes which occur, while reading, in
children who have not yet reached the stage of cognitive
development needed to successfully participate in the
"Thinking-Out-Loud" procedure involved in this study.
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Chapter 1

Statement of the Problem
Purpose
The purpose of this study was to investigate,
compare, and document the use of efferent and aesthetic
reading strategies, as used by both undergraduate and
graduate college students enrolled in a developmental
reading course.
Questions
1. Do college students apply differing definitions of
"comprehension" to efferent and aesthetic reading?
2. Do there exist any re~ding comprehension strategies
employed by college students which are used exclusively
during efferent reading?
3. Do there exist any reading comprehension strategies
employed by college students which are used exclusively
during aesthetic reading?
4. Do there exist any reading comprehension strategies
employed by college students which are used during both
efferent and aesthetic reading?
5. Are college students aware of various reading
1

strategies available to assist "comprehension," whether
or not they actually use the strategies?
Need for the Study
Across the nation today there exists a considerable
amount of concern about the level of students' reading
ability.

Newspapers, professional journals, popular

magazines, and even the national televised news are
echoing concerns over the seeming inability of students
of all ages to read, understand, and respond to written
material.

In response, much research has been conducted

which investigates students' awareness of their own
cognitive processes, their ability to monitor the
progress of their comprehension, and their ability to
select skills and strategies to insure that comprehension
continues smoothly (Baker & Anderson, 1982; Brown &
Smiley, 1978; Burley, Brown, & Saunders, 1985; Flavell,
1979;

Kaufman & Randlett, 1983).
Although this recent research has revealed

information about strategy use and reading comprehension
that has helped students become more efficient and
effective readers, the main focus of the research has
been on efferent reading, or reading for facts and
information to be remembered after the reading has been
completed.

However, these same efferent strategies,

emphasizing the retention of information, also have been
2

applied to the teaching of aesthetic reading, in which
the feelings, sensations, and emotions evoked during
reading take precedence over the retention of
information.

(Rosenblatt, 1976, 1982, 1988; Slatoff,

1970).
"Throughout the entire educational process, the
child in our society seems to be receiving the same
signal: adopt the efferent stance.

What can be

quantified •.. becomes often the guide to what is taught,
tested, or researched" (Rosenblatt, 1982, p. 274).

While

effective, efferent reading is an important aspect of
learning, students also need to be allowed to develop
aesthetic reading skills which enhance the reader's
enjoyment of literature and assist in the development of
critical thinking.
In order for students to successfully develop the
ability to read both efferently and aesthetically,
teachers need to be aware of the existence and nature of
both kinds of reading.

Then, using each in its proper

context, teachers can guide the students toward becoming
mature readers capable of handling the variety of reading
materials they will encounter both inside and outside of
school.
Past studies have sought to follow the development
of reading strategies in children and adults, to compare
3

the strategies that good and poor readers employ, to
discover new methods for teaching specific strategies,
and to discover the usefulness of particular strategies.
However, few have sought to document strategies used
during aesthetic reading and compare the strategies that
students actually do use to comprehend efferent and
aesthetic texts, in an effort to make educators more
aware of the nature of the similarities and differences
in the cognitive processes that take place while reading.
In this study twenty college students were individually
interviewed to explore their understanding of the reading
processes and their use of strategies when reading both
efferently and aesthetically.

Definitions
Efferent Reading:

Reading in which the purpose is to

retain concepts, meanings, and facts presented in the
text after the reading has been completed.

Aesthetic Reading:

Reading in which the focus is on

the feelings, sensations, and emotions evoked during the
reader's transaction with the text.

Reading Comprehension:

The process of understanding the

nature or meaning of a text either through the concepts
4

and facts presented or by the emotions and sensations
evoked.

Reading Strategies:

The way(s) in which people go about

performing a reading task (Tom Nicholson, 1984).

Thinking-Out-Loud (TOL) method for studying the reading

comprehesion process:

A method used to obtain

information about the higher level processes of reading
comprehension.

Readers are asked to stop while reading

to discuss, or think out-loud about, what is on their
minds during the reading task.

Although "the TOL data

provide a sample of what is on the subject's mind during
the task .... they will not necessarily reveal the
strategies, knowledge sources, or representations
actually used.

These theoretical constructs must be

inferred from the TOL data" (Olson, Duffy, & Mack, 1984).

Transaction:

The contribution that both the reader and

the text make to the formulation of meaning during
reading (Rosenblatt, 1988).

Limitation of the Study
The "Thinking-out-Loud" procedure for studying the
process of reading comprehension has many proponants,
5

including Haas and Flower (1988), Olshavsky (1976-77),
and Olson, Duffy, and Mack (1984), who believe that it
can be successfully used to discover and analyze the
higher level cognitive processes involved in reading
comprehension.

However, although the "Thinking-out-Loud"

procedure "can show us a great deal, we must keep in mind
that it reveals only part of what goes on as a reader is
building a representation of a text" (Haas & Flower,
1988).

Additionally, "Thinking-out-Loud" data may be

influenced by the student's ability to verbalize his or
her thoughts, by the distortion of thoughts caused by
stopping during reading,

(Olson, Duffy,

&

Mack, 1984), or

even by the rapid, unexamined, and inexpressible aspects
of the cognitive processes themselves (Haas

&

Flower,

1988) .

Summary
In an effort to help students become better readers
a great deal of research has investigated students'
awareness of their own cognitive processes and their
ability to use comprehension strategies efficiently and
effectively.

The majority of these studies, however,

have focused on efferent reading.

If we wish students to

be able to read flexibly, for both efferent and aesthetic
purposes, we need to be aware of the nature of both types
6

of reading.

This study was an attempt to investigate

which strategies twenty college students actually used to
assist their reading comprehension and, additionally, to
document and compare their use of efferent and aesthetic
reading strategies in order to examine the nature of the
the cognitive and affective processes that take place
while reading.

7

Chapter II

Review of the Literature

Purpose
The purpose of this study was to investigate,
compare, and document the use of efferent and aesthetic
reading strategies, as used by both undergraduate and
graduate college students enrolled in a developmental
reading course.

Reading as Transaction

A yawn, a chuckle, a feeling of understanding,
sympathy, disagreement, the responses of a reader to any
particular text may be as varied as the readers
themselves.

Rosenblatt ~1976) believes that the

responses of a reader are a result of the transaction
taking place between the reader and the text; a
transaction in which meaning is established as the reader
brings his or her own experiences, perspectives, and
insights to bear upon a text that is proposing views and
ideas of its own. This meaning may be a verbal
understanding of the issues and ideas presented, it may
be simply a feeling of inspiration or exaspiration, or,
most likely, it may be a combination of verbal
8

understanding and emotional reaction; but for the reader
it is all the same, a creation of meaning.
In an attempt to gain a greater understanding of how
meaning is formed by readers and to discover how to help
transform poor readers into good readers, much research
has been done investigating students' awareness of their
own cognitive processes, their ability to monitor the
progress of their comprehension, and their ability to
select skills and strategies to insure that comprehension
continues smoothly (Baker & Anderson, 1982; Brown &
Smiley, 1978; Burley, Brown, & Saunders, 1985; Flavell,
1979;

Kaufman

&

Randlett, 1983).

Although this recent research has revealed
information about strategy use and reading comprehension
that has helped students.become more efficient and
effective readers, it has tended to define comprehension,
or the creation of meaning, only in a verbal fashion, as
the memorization of the content of the text.

If students

are able simply to recall the information presented or
complete a multiple choice evaluation on the content,
then it has been assumed that comprehension has occurred.
However, in this linear conception of comprehension, the
insights, prior knowledge, and perceptions that the
students bring to the text, their abilities to analyze
and judge the material, as well as their ability to
9

evaluate the author's message, have often been neglected.
In essence, the transactive aspect of reading has been
ignored.
In her work on the literary experience, Rosenblatt
(1976) suggests that as the reader transacts with the
text and develops a purpose for reading, s/he selectively
brings into awareness certain aspects of the text while
rejecting others. Ultimately, the reader responds to
those aspects of which s/he is aware.
A study by Pichert and Anderson (1977) using college
undergraduates as subjects, substantiates Rosenblatt's
theory.

They concluded that "it was an idea's

significance in terms of a given perspective that
influenced whether it was learned and, independently,
whether it was recalled" (p. 314). In short, what the
reader deemed significant affected the response.
Using readers' responses to different types of
texts, Rosenblatt (1976) has identified two distinct
kinds of reading, which she terms "efferent" (from the
Latin word meaning "to carry away") and "aesthetic" (from
the Greek word meaning "to sense or to perceive.)

Efferent Reading
In efferent reading, the attention is predominantly
focused on the information to be carried away from the
10

text.

The reader narrows his/her attention to building

up and abstracting out meanings, ideas, and conclusions
to be retained or used after the reading is completed
(Rosenblatt, 1982, 1988).
Today, much of the reading done in the content areas
can be categorized under efferent reading.

Students are

required to read and remember facts and ideas presented
in texts which perhaps later will be applied to a
chemistry experiment, used in organizing or evaluating a
political debate, or simply recalled when answering
questions on an exam.

Therefore, it is not surprising

that many of the studies conducted on efferent reading
have focused on metacognition, "a term that has been
introduced to refer to the knowledge and control a
learner has over his own cognitive processes" (Brown &
Smiley, 1978, p. 1086).

These studies have sought to

uncover the characteristics that good efferent readers
possess as well as to create and test methods of teaching
that would help poor efferent readers acquire control of
their own learning processes and enable them to become
independent learners capable of mastering information
presented in texts and recalling that information when
needed.
According to Flavell (1979) and Hare and Pulliam
(1980), metacognition can be subdivided into at least two
11

areas of study: comprehension monitoring, and the use of
effective reading strategies. Improvement in these areas
enables a reader to monitor his or her comprehension and
determine if and when a strategy needs to be implemented
in order to correct comprehension failure.
Comprehension monitoring involves the evaluation and
regulation of one's own ongoing comprehension processes,
including taking remedial action when comprehension fails
(Baker, 1979).

In other words, it is knowing when one

has and when one has not understood.

Comprehension

monitoring is not considered to be a single, unified act.
Instead, it is composed of a variety of subprocesses
including listening, encoding, and storing meanings; and
consequently relating, comparing, and integrating
information; all of which need to be appropriately
organized (Markman, 1979).
Some research suggests that mature readers routinely
monitor their comprehension as they read, are aware of
the wide repertoire of monitoring activities available,
and use these monitoring activities with flexibility and
effectiveness (Baker & Anderson, 1982).

Other research

has indicated also that young and poor readers do not
evaluate and regulate their understanding as consistently
as mature readers (Isakson & Miller, 1976; Paris & Myers,
1981) and seem less aware of the existance and value of
12

techniques for regulating comprehension (Paris & Myers,
1981) .
Relatively recent research suggests that these young
and poor readers exhibit a number of characteristics in
common, any one or combination of which could interfere
with effective and efficient comprehension monitoring.
Among these characteristics are the passive role adopted
by these readers causing them to fail to call upon their
prior knowledge (Owings, Petersen, Bransford, Morris, &
Stein, 1980); failure to compare ideas in a text to one
another (Baker & Anderson, 1982; Markman, 1979); weakness
in judging the difficulty of the material, making it
nearly impossible for the reader to decide whether
comprehension is actually taking place (Owings, et al.,
1980); and the adoption 9f decoding goals in place of
meaning oriented goals, causing the reader to lose
meaning from sentence to sentence, resulting in an
inability to evaluate overall meaning (Garner & Kraus,
1981-82; Isakson & Miller, 1976; and Paris & Myers,
1981).

Whatever the cause may be, readers must first

realize comprehension failure before they are able to
employ strategies which will assist them in understanding
the text.
Research on comprehension strategy use during
efferent reading has concluded that poor readers, as with
13

young children, have not yet developed an awareness of
their own cognitive abilities or an awareness of skills
and strategies needed to analyze, synthesize, memorize,
and draw conclusions from large amounts of information
(Baker, 1979; Gambrell & Heathington, 1987; Garner &
Kraus, 1981-82; Hare & Pulliam, 1980; Miller, 1987; Paris
&

Myers, 1981).

As a result, these studies indicate

that it may be possible to teach the reading strategies
needed to effectively "learn" the material in texts.
The difficulty now lies in determining which
comprehension strategies to teach and under which
circumstances each strategy would be most useful.
Various studies have concluded that there exist numerous
strategies which are effective and practical, including
rereading, notetaking, u~derlining and highlighting,
using methods such as SQ3R, visualizing, connecting ideas
in a text to one another, calling on the reader's own
prior knowledge, and agreeing -0r disagreeing with the
author.

Nevertheless, perhaps because individual studies

are conducted under differing circumstances, with
differing reading materials, and with differing subjects,
evidence for the use of one particular strategy over
another tends to be oblique and oftentimes conflicting.
While one study may suggest notetaking and underlining
(Chan & Cole, 1986), another may suggest visualizing and
14

i

concentrating (Kauffman

&

Randlett, 1983).

While one may

suggest that good readers employ certain strategies that
poor readers do not (Hare, 1981), there are others that
conclude that the types of strategies used by good and
poor readers are similar, but it is the frequency and/or
flexibility with which the strategies are used that make
the difference (Olshavsky, 1976-77; Kavale
1979).

&

Schreiner,

Perhaps in the end it is not so much a decision

of which study is right or which is wrong, but rather
which strategies will help any individual learner become
an active reader who is able to mentally manipulate the
material in a text so that ultimately s/he will
comprehend it.
In accordance, other studies on efferent reading
conclude that knowledge of reading strategies is not, in
itself, a guarantee of comprehension (Kauffman &
Randlett, 1983; Nicholson, 1984).

According to Kaufman

and Randlett (1983), unless readers actively and mentally
manipulate the words and phrases, unless they make mental
connections and inferences, they may never develop the
control over their own learning process needed to
understand the meaning of the text as presented by the
author.

Kaufman and Randlett conclude that overt

strategies such as underlining, highlighting, and
verbatim copying of text will only produce greater

9

~
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comprehension if the students are actively involved in
mentally processing the information.

This idea of

reading as an active, reasoning process was addressed as
early as 1917 by Thorndike, who believed that activating
readers' mental operations and making learners aware of
their individual learning strengths and weaknesses are
integral parts of reading comprehension.
Hare and Pulliam (1980) add more evidence to
Thorndike's theory of reading as a reasoning process in a
study in which college students were asked to introspect
about how they read expository text.

The data suggest

that students who were considered good efferent readers
(who scored high marks on the Nelson Denny Reading Test)
were more actively involved in their reading,
demostrating a greater use of active strategies which
were identified as reading for meaning, selective
reading, rereading, and adjusting reading speed.
Although there exists c9nflicting evidence on the
effective use of reading strategies, it is possible that,
as in the story of the blind men and the elephant, each
study reveals valuable information on different aspects
of the reading process, and it is only when this
information is put together as a whole that a better
understanding of the reading comprehension process will
be gained.
16

Aesthetic Reading

Unlike efferent reading, in which the focus is on
the information to be carried away at the end of the
reading task, in aesthetic reading, the attention shifts
inward toward

"what the words are calling forth within

us" (Rosenblatt, 1976, p. 279).

During aesthetic

reading, the reader becomes aware of the feelings,
sensations, and attitudes being evoked and allows the
sounds and rhythms of the words to create an atmosphere
in which the text is shaped and lived through (Rosenblatt
1982}.

In short, in aesthetic reading ..•

We do not learn about Lear, we share, we
participate in, Lear's stonny induction to wisdom.
In Huckleberry Finn, we do not learn about
conditions in the pre-Civil War South; we live in
them, we see them through the eyes and personality
of Huck. Even while we chuckle at his adventures
and his idiom, we grow into awareness of the moral
dimensions appropriate for viewing that world.
Whether it be a lighthearted lyric of Herrick's or a
swift paced intellectual comedy of Shaw's, or a
brooding narrative of Hardy's, a reading [of
literature] is of necessity a participation, a
persol1al. expel'.'ience.
(Rosenblatt, 1976, pp. 277 - 278).
In her work on aesthetic reading, Rosenblatt (1982)
has observed that children's earliest language behaviors
seem closest in many respects to an aesthetic approach in
which "words are primarily aspects of sensed, felt, lived
through experiences" (p.271).

This primarily aesthetic

stage, Rosenblatt notes, could be viewed by teachers as
17

an opportunity to help children learn to draw on their
experiences and respond to the personal inner resonances
of the words with a sense of creativity and imagination.
To Rosenblatt, however, this does not advocate neglecting
the use of efferent texts in the classroom.

Quite to

the contrary, she hypothesizes that if from the very
beginning children are presented with texts that clearly
satisfy either the efferent or the aesthetic purpose and
foster the habits of selective attitude, and if these
texts are presented in meaningful situations, then
children's ability to read flexibly for varying purposes
will develop.
Although the teaching of efferent reading in its
proper context has not concerned Rosenblatt, the use of
literature to teach efferent reading skills has.
Even more disconcerting is the neglect of the
aesthetic stance [or perspective] 'When the declared
aim is the teaching of literature ...• 'Ihe results of
the 1979-80 National Assessment of Reading and
Literature demonstrate that the traditional teacherdominated teaching of literature, with its emphasis
on approved or conventional interpretations, does
not produce many readers capable of handling their
initial responses or relating them to the text.
Questions calling for traditional analyses of
character or theme, for example, reveal such
shallowness of response (Rosenblatt, 1982, p.274).
Slatoff (1970) concurs with Rosenblatt, stating "The
work [of literature] is not an object, flat on the table,
ready for examination, but rather a territory, sometimes
a world one is about to journey into and explore" (p.6).
18

Students who actually embark on this journey are allowed
"to touch, explore, wonder at, and wander over the full
complexity of the terrain" (p. 188).
Rosenblatt (1982), whose research has dealt mainly
with the reading and interpretation of literature, sees
the personal, aesthetic experience of literature as a
very important first step toward understanding and
responding to a literary work.

It is this personal

experience from which the motivation and basic
understanding of the work spring, even though, at first,
this may color the reader's understanding of it.

From

this initial experience, "the teacher as co-reader
can •.• help students draw out the rich possibilities of
texts and readers" (Haas & Flower, 1988, p. 169);
although this is not to be confused with trying to insure
that all students interpret texts in a single, "correct''
way.
Rosenblatt (1976) believes that guiding the reader
to interpret the book or poem in terms of his or her
aesthetic response and past experience, and to
reinterpret his or her old sense of things in the light
of the new ways of thinking offered by the literary text,
not only develops more motivated readers, but helps
develop critical thinking skills and a sense of selfreliance that a simple "parroting'' of the plot, theme,
19

and details cannot.

As in efferent reading, a reader's

"understanding" of literature cannot result from
passivity on the reader's part, but from an active
transaction between the reader and the text.
For students to become active readers and critical
thinkers, the classroom discussion of literature needs to
be an experience in which students are allowed to explore
the ideas presented in the text and those of other
readers, rather than one in which the reader becomes a
contestant trying to second guess which interpretation is
held to be correct and which ones are not.

During her

years spent teaching children's literature to pre-service
teachers, Goodman (1982) observed that within almost
every class there existed a wide range of individual
interpretations of Shel Silverstein's story Giving Tree,
and concluded that the sharing of aesthetic responses
with others enabled the students to broaden their narrow
views, which withoutdiscussion would have projected only
the individual students' own values in the creation of
meaning.

For this broadening to take place Goodman

emphasized that methods still need to be developed which
legitimize an individual's interpretation of literature,
while at the same time showing respect for the opinion of
others.
Cramer (1982) issues a futher guideline to those who
20

are hoping to introduce students to the world of
aesthetic reading through classroom discussion.

While

the sharing of aesthetic responses enables readers to
broaden their views of issues and of literature, some
aesthetic responses may be too personal or too powerful
to be put aptly into words and may lose whatever magic
they hold for the reader ass/he attempts to put what is
untranslatable into sentences others would understand.
Therefore, if a conscious effort is made to develop
respect between teacher and students and among the
students themselves, students may be more likely to
participate in discussions without feeling pressured to
discuss responses they are not yet ready or able to
express.
Goodman (1982), Rosenblatt (1976; 1982; 1988), and
Slatoff (1970) agree that the world of literature is one
in which lie many educational potentials.

It is one in

which students can realize not only the relevance of a
work to their lives, but also the relevance of their
experiences to the work; one in which a transaction takes
place allowing the reader to broaden his or her knowledge
of self and others, identify with others and their
experiences, look with more objectivity at problems, and
become aware of feelings and beliefs.
one reads one has the feeling that one is moving
into and through something and that there is
movement within oneself- a succession of varied,
21

'As

complex, and rich mental and emotional states
usually involving expectancy, tensions and releases,
sensations of anxiety, fear, and discovery, sadness,
sudden excitement, spurts of hope, wannth or
affection, feelings of distance and closeness, a
mulititude of motor and sensory responses to the
movement, :rhythm, and imagery of the work as well as
a variety of activities and responses - recognition,
comparison, classification, judgment, association,
reflection - usually spoken of as intellectual.
Very few experiences engage one's consciousness in
so many ways and give one such a sense that
something is going on within oneself.
(Slatoff, 1970, pp 6-7).
Sadowski, Goetz, and Kangiser (1988) add evidence to
Slatoff's statement.

In their study of thirty nine

college students, each of whom read three short stories,
it was found that the students reported emotional
reactions, mental images, and cognitive responses
occurring simultaneously.

This finding serves to further

substantiate the hypothesis that literature is truly
something to be "lived through;" an often unexplored
territory which holds many potential benefits for the
classroom, and something to which students can respond
on a variety of both emotional and intellectual planes
(Rosenblatt, 1976; Slatoff, 1970).

Summary- Meaning: The Essence of Reading
"The reading of a particular work at a particular
moment by a particular reader will be a highly complex
process" (Rosenblatt, 1976, p. 79).

This statement by

Rosenblatt suggests that the reading process is not
22

dependent on any one single factor but on a combination
of factors including the text, the reader, and the
reading environment all combined to produce meaning.
In recent years the definition of the "meaning," or
the comprehension, of a text has developed from a very
narrow, verbal definition consisting of the
identification of content, paraphrasing, and
recollection of details and plot structure, to a broader
definition including analysis, judgment, and
interpretation of the material.
"'Ihe image of meaning as a rich network of disparate
kirrls of infor:nation is in shar:p contrast to the
narrow, highly selective and fully verl:>al statement

of a text's gist or "meaning" that a student may be
asked to construct for an exam or a book review.
statements of that sort do, of course, serve useful
functions, but we should not confuse them with the
multi-dimensional, mental structures of meaning
created by the cognitive and the affective process
of reading. (Haas and Flower, 1988, p. 169) .
More and more researchers are finding evidence to
support the theory that meaning is gained through a
transaction between the reader and the text;

that

readers construct meaning by "building multifaceted,
interwoven representations of knowledge" (Haas & Flower,
1988, p. 168). By bringing together both internal factors
(such as metacognitive awareness, prior knowledge,
attention span, and purpose for reading) which relate to
the reader's schema and the activity of his/her mind and
external factors (including text format, clarity of
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writing, and distractions) which are attributed to the
text and the reading environment, meaning is created for
the reader (Samuels, 1983; Schell, 1988).
Of all the factors involved in the reading
comprehension process, works by Brown and Smiley (1978),
Pichert and Anderson (1977), Rosenblatt (1976, 1982,
1988), and Slatoff (1970) support the hypothesis that it

is a reader's purpose that determines which of the
internal and external elements are brought forth into
awareness.

The reader then rejects or responds to those

elements, interweaving them into what for that reader
becomes meaning .
Rosenblatt (1976, 1982,

&

1988) has used readers'

responses to texts to identify two distinct types of
reading which she terms ~fferent and aesthetic.

On the

one hand, during efferent reading, the readers' narrow
tlle i r responses t o l5u1 1cnng up ana~

s t: ract:i ng out:

~-meanings a nd- Gonclusions ~n- an- e ~~o ~t t0 reta~ n
information after the reading is completed.

Studies on

efferent reading have concluded that mature readers
monitor their reading comprehension and have at their
disposal various strategies that can effectively help
them with this efferent construction of meaning, while
young and poor readers exhibit difficulty identifying
comprehension failure and may be unaware of the existence
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or effective use of reading strategies.

Therefore, it is

suggested that young and poor readers can be taught
strategies which will allow them to become more effective
efferent readers.
On the other hand, during aesthetic reading,
readers' responses stem from the initial awareness of
feelings and sensations being evoked, creating an
atmosphere in which the text is lived through.

It is the

readers' perspectives and experiences from which the
basic understanding of the work results.

As they combine

these initial responses with the new ways of thinking
offered by the text and by other readers, they are able
to respond on both emotional and intellectual levels to
the text.
Although inherently_different, both efferent and
aethetic reading are essential to the development of
mature readers.

An understanding of purpose and an

ability to use reading strategies flexibly play an
integral role in the reading comprehension process.
Before strategies can be identified that will best help a
student become a more thoughtful and active reader,
there needs to be an awareness of the reader's purpose as
well as an understanding of the different processes used
to approach the efferent and aesthetic reading of texts.
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Chapter I I I
Design
Purpose
The purpose of this study was to investigate,
compare, and document the use of efferent and aesthetic
reading strategies, as used by both undergraduate and
graduate college students enrolled in a developmental
reading course.
Questions
1. Do college students apply differing definitions of
"comprehension" to efferent and aesthetic reading?
2. Do there exist any reading comprehension strategies
employed by college students which are used exclusively
during efferent reading?
3. Do there exist any reading comprehension strategies
employed by college students which are used exclusively
during aesthetic reading?
4. Do there exist any reading comprehension strategies
employed by college students which are used during both
efferent and aesthetic reading?
5. Are college students aware of various reading
strategies available to assist "comprehension," whether
26

or not they actually use the strategies?

Methodology
Subjects:

The subjects involved in this study comprised

twenty college students (including graduates and
undergraduates) enrolled in a course in developmental
reading instruction at a college located in western New
York State.
Materials:
1. One aesthetic text and one efferent text used as
practice texts which gave the students an opportunity to
try the "Think-Out-Loud" procedure and think of any
questions they had before the actual study began.
2. A choice of six aesthetic texts from which each
student chose the one that most interested him or her.
3. One efferent reading article which pertained to
information in the students'reading methods course.
4. Tape recorder and audio tape used to record students'
discourse.
Procedure:
interviews.

This study was conducted through individual
Each student attended two separate

interviews: one of which focused on efferent reading
while the other focused on aesthetic reading.
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The

interviews were counterbalanced so that ten students
attended the efferent reading interview prior to the
aesthetic reading interview and the remaining ten
students attended the aesthetic reading interview prior
to the efferent reading interview.

The interviews were

tape recorded and transcribed.
Efferent Reading Interview
The efferent reading interview started with personal
introductions, a discussion of the "Thinking-Out-Loud "
procedure and the definition of efferent reading, and an
opportunity for the student to raise any questions s/he
had.
Next, the student was asked to give his or her own
definition of "reading comprehension" as it referred to
efferent reading.

S/he

was also asked ifs/he had any

knowledge of reading strategies that people use to help
them understand an efferent text.-

If so, s/he was asked-

to give a brief description of those strategies.
The student then began the practice exercise. S/he
was directed to read the text silently, stopping to
"think-out-loud" about any thoughts (conclusions,
judgments, questions, connections made between ideas in
the text or between the reader's own ideas and ideas in
the text, predictions, feelings, or emotional reactions)
or actions (such as re-readings) that occurred.
28

The

student was encouraged to "think-out-loud" at any point
within the text.

Nevertheless, the student was also made

aware that the text was marked with dots at certain
points in order to remind the student to stop (ifs/he
had not done so by that point) and mention any thought in
his or her mind at that time.

Upon finishing the

practice text, the student and the interviewer discussed
the reading strategies used. In an attempt to help the
student discover strategies s/he may have been using but
of which s/he was not aware, the interviewer also
discussed other reading strategies with the student.

At

this time, the student was asked ifs/he had any
additional questions, and if so, these questions were
addressed.
After completing th~ practice exercise, the student
read the efferent text, employing the same procedure that
---

was used to read the practice exercise.
At the conclusion, the subject was thanked for his
or her participation in the project.
Aesthetic Reading Interview
The procedure used for the aesthetic reading
interview was the same as the one previously outlined in
the efferent reading interview, with the exception that
aesthetic reading was addressed in place of efferent
reading.
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Analysis
The tape recorded interviews were transcribed and a
descriptive analysis was performed analyzing and
comparing the students' definitions of efferent and
aesthetic "comprehension," their awareness of the
existence of reading strategies prior to a discussion of
strategy use, and their strategy use (as inferred from
the TOL method) during efferent and aesthetic readings.
Summary
In this study twenty graduate and undergraduate
college students enrolled in a course in developmental
reading instruction were interviewed in order to
investigate the students' knowledge and use of reading
strategies during both efferent and aesthetic reading.
Each student attended two separate interviews, one
focusing on efferent reading and the other focusing on
aesthetic reading.
transcribed.

-The interviews -were tape recorded and

The students'definitions of comprehension

during 'efferent' and 'aesthetic' reading, their
knowledge of strategy use, and their actual strategy use
were analyzed and catagorized for comparison.
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Chapter IV
Data
Purpose
The purpose of this study was to investigate,
compare, and document the use of efferent and aesthetic
reading strategies, as used by both undergraduate and
graduate college students enrolled in a course in
developmental reading instruction.

Analysis of the Responses Given During the Efferent and
Aesthetic Reading Interviews
This study investigated the reading comprehension
strategies of twenty college students during both
efferent and aesthetic reading.

The students' responses

when questioned about their knowledge of efferent and
aesthetic reac:lin_g ai:; well as their awar~ness of reading
comprehension strategies varied, as did their comments
while "thinking-out-loud" during the reading of the
passages.
The data, which were inferred from the students'
responses and comments, were categorized and ranked
according to the number of students making similar
comments.

The categories used in this study were not

preplanned, but developed naturally according to the
similarities found in the comments made by the students.
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Table 1
NUMBER OF STUDENTS USING EACH STRATEGY

During
Efferent
Reading

Categories
and
Strategies

During
Aesthetic
Reading

1. PREVIEWING . . . . . . . . . . . . . . . . . . . . . . . 7 . . . . . . . . . . . 0
2. RELATING TO SCHEMA
a. Relating to own
experiences, interests,
observations, and
prior knowledge . . . . . . . . . . . . . . 19
b. Inferencing ...............•.. 12
c. Recognizing information
as new/not thought of
by reader before ........•.•... 3
d. Text "makes sense" to
reader . . . . . . . . . . . . . . . . . . . . . . . . 9
e. Agreeing/Disagreeing
with text and/or author ...... 18

. . . . . . . . . . 15
.......... 13

........... 2
•••••••••••

o

........... 1

3 . READER'S INVOLVEMENT
WITH THE CHARACTERS . . . . . . . . . . . . . O . . . . . . . . . . . 5
4. SENSING WHAT IS DESCRIBED
IN THE TEXT. . . . . . . . . . . . . . . . . . . . . . 3 • • • • • • • • • • 12
5. ANTICIPATING/PREDICTING
a. Prediction made . . . . . . . . . . . . . . . 3 . . . . . . . . . . . 3
b. Confirmation/rejection
Of prediction . . . . . . . . . . . . . . . . . 3 ••••••••••• 5
c. Anticipating rhyme or rhythm .. o .•••••.•... 3
6. REPETITION OF TEXT
a. Rereading to clarify
or study text . . . . . . . . . . . . . . . . 18 . . . . . . . . . . . 6
b. Rereading text (or portion
of text) for enjoyment ........ O ••••••••••• 4
c. Summarizing portion of text .. 14 .......... 14
in own words
7. READING THE TEXT ALOUD
a. Portion of text read aloud .... 8 . . . . . . . . . . . 4
b. Entire text read aloud ........ o ••••.•••.. 4
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Table 1 continued
NUMBER OF STUDENTS USING EACH STRATEGY

Categories
and
Strategies

During
Efferent
Reading

During
Aesthetic
Reading

8. EXPRESSING OPINIONS

a. Expressed judgment
on content . . . . . . . . . . . . . . . . . . . 19 . . . . . . . . . . 13

b. Expressed judgment on style
(wording or phrasing) ....••••. 7
c. Expressed judgment on

••••••••••

12

format of text . . . . . . . . . . . . . . . 13 . . . . . . . . . . . o

d. Expressed wish for
information in the
e. Would be difficult
the ideas found in

additional
text ....•• 10 ........... 5
to apply
text in

the real world . . . . . . . . . . . . . . . . 5 . . . . . . . . . . . o

9. USE OF CONTEXT

a. To clarify meaning ........... 13 •.......... 9
b. Reader made connections
between ideas/elements
within the text .............. 11 ....•...... 4
10. COMPREHENSION MONITORING

a. Understanding/
Not understanding the text ... 15 ........... 9
b. Not understanding·vocabulary.11 ........... 7
11. EXPRESSING EMOTIONS

a. Posifive7pleasant- feel1ng
described . . . . . . . . . . . . . . . . . . . . . 7 . . . . . . . . . . 13

b. Negative/unpleasant
feelings described .•.......... 3 ........... 5
c. Boredom . . . . . . . . . . . . . . . . . . . . . . . 2 •••••••••••

o

d. Relief because end of
reading was in sight ......•... 2 .•......... 0
12. DESCRIBING THE FORMAT OF
THE TEXT . . . . . . . . . . • . . . . . . . • . . • • • 8 . . . . . . . . . . . . 5

13. QUESTIONING THE VALIDITY OF THE
IDEAS PRESENTED IN THE TEXT ...... 6 . . . . . . . . . . . 3
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Table 1 continued
NUMBER OF STUDENTS USING EACH STRATEGY
During
Efferent
Reading

Categories
and
Strategies

14. SELECTIVE READING AND SKIMMING
a. Skipped/skimmed section of
text .......................... 9
b. Recognition of certain
information as important
or not important . . . . . . . . . . . . . 10
c. Mentioned reading for a
specific purpose ...•.......... 4
d. Altering reading speeds ....... 2

During
Aesthetic
Reading

•••••••••••

o

........... o
........... 5
........... 2

MISCELLANEOUS COMMENTS . . . . . . . . . . . . . . 10 . . . . . . . . . . . 3
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Question 1:

Do college students apply differing definitions of
"comprehension" to efferent and aesthetic reading?
Table 2
STUDENTS' DEFINITIONS OF EFFERENT READING COMPREHENSION

Items included in definition
of efferent reading comprehension

Number of students

mentioning item

1. Reading for a purpose - kncMing
(remembering) specific infonnation
frcxn. tlle ~ . . . . . . . . . . . . . . . . . . • . . . . • • • . • . • . . • . . . . . . 7
2. Knowing (remembering) tlle facts and
infonnation in tlle ~ ...........•..•..•..••....... 6
3. Finding what tlle reader believes
to be tlle autllor's message ....•..................... 5
4. Knowing tlle infonnation in tlle ~
well enough to be able to apply it or
explain it in tlle reader's own words •••...•••...•••. 4
The student definitions of reading comprehension,
when applied to efferent reading, were categorized by
items included in the students' definitions and ranked
according to the number of responses each received.
Table 2).

(See

At times, more than one idea occurred in a

student's response, so the total number of items will not
equal the number of students.
Items mentioned in the students' responses to "What
is efferent comprehension?" fell into four categories.
The most frequently mentioned category, with seven
responses, was remembering specific information from the
text.

These responses indicate that the readers set a

purpose for reading, "I have to find the main points and
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know these for the test," and read to find and remember
those elements of the text which pertained to their
purpose.

As one student very aptly stated, "I know I want

to gather specific things.

[Where] aesthetic reading is

just going by the country road and meandering ... efferent
reading is more of a direct route -I know where I want to
get [to]."
The second most frequently mentioned category under
the definition of comprehension when reading efferently,
was knowing (remembering) the facts and information in
the text.

Six responses were attributed to this

category.

No specific purpose for reading was mentioned.

Instead, the students were "concentrating on exactly what
the words are saying and learning the facts."
In the third category, five responses referred to
finding what the reader believes to be the author's
message; gras~ping "the meaning of what the~ author is
trying to convey.

11

"Maybe ..• understand [ ing] the things

he [the author] was trying to portray to you is a
goal ... reached for the author through the reader."
The fourth and final category of students'
definitions of comprehension when reading efferently,
with four responses, was knowing the information in the
text well enough to be able to either apply it - "If I
were able to understand it, I would know how to use the
36

information in a practical manner" - or explain it in the
reader's own words -

11

•••

if I read something then I can

explain it in my own words, then I've comprehended it."
As one student put it, "You have to know it to a point
where you can recall it upon sight, like for a test or
something.

I guess it's ... more functional."
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Table 3
STUDENTS' DEFINITIONS OF AESTHETIC READING COMPREHENSION

Items included in definition of
aesthetic reading comprehension

of students
mentioning item

Number

1. Fin:ling something in the reading
to which the reader can relate on
an individual/personal basis ••••••••••••••••••••.•••• 11
2. Absort:>ing the info:nnation - not
looking for or fin:ling anything specific ••..•.•.•••..• 4
3. Discovering the author's message •••••••••••.•••.•••••• 3
4. Feeling what is being read .•••••••••••••••••••.•.••••• 2
5. Becoming part of the story or recreating
the story in the m:irrl of the reader •••••.•••••.•.••••• 2
6. Gaining knowledge of the plot or characters ••••••••••• 2
7. Being able to relate the text to
the reader's prior knowledge .•••••••••.•••.••.•.•...•. 1
8. Comprehension (critically analyzing
the text) does not really occur
during aesthetic reading ....•.••.........•••••.•.••... 1
As with the students' definitions of efferent reading
comprehension, their definitions of aesthetic reading
comprehension were itemized and categorized.

Eight

categories were formed and are listed in Table 3, ranked
according to the number of responses each received.
In the students' definitions of aesthetic reading
comprehension, the category mentioned by the largest
number of students was finding those elements in the
reading to which the reader can relate on an individual or
personal basis.

According to one student this meant

"getting something out of the reading for yourself" while
another described aesthetic comprehension as "what I make
of it [the text] myself, through my own schemata, and what
I take with me from the experience that would be
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worthwhile."

Each of the students who shared this

response indicated that the meaning drawn from a text
during aesthetic reading is highly personal.

"The way I

look at it is, as I'm reading, the meaning that I'm
getting out of it aesthetically is not necessarily the
meaning that someone else is getting out of it.

In other

words, it relates to me personally, the meaning, the
comprehension."
The definition of aesthetic reading comprehension
which was mentioned by the next largest number of
students, with four responses, was absorbing the
information.

"I don't think I specifically say I want to

get this out of it ... it just comes naturally."

For these

students, aesthetic comprehension consisted of those
unsolicited feelings and. thoughts which occurred naturally
during the reading process.

Three of these four students

added-that aesthetic reading Included relaxation and
enjoyment; therefore, locating and remembering specific
information was not necessarily involved in aesthetic
reading comprehension.
Three students responded that aesthetic reading
comprehension was discovering the author's message;
his/her themes and purposes for writing. "Even though it's
aesthetic, he [the author] must have had a purpose.
That's the comprehension part of it.
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What did I think he

was trying to say."
In their definitions of aesthetic reading
comprehension, two students included the feelings
experienced by readers during aesthetic reading.

"It's

not only understanding what you're reading, but it's also
feeling what you're reading.

It's more [than efferent

reading], it's getting the whole picture rather than just
facts and information.

It's really feeling."

Becoming part of the story. or recreating the story
in the mind of the reader, was a response that was also
mentioned twice.

"Recreating the characters and the

scene" and putting "myself in the situation, like in the
story .... rather than just reading information"
constituted comprehension when reading aesthetically for
these two students.
One reader responded that comprehension occurs
during aesthetic reading when the reader is able to
relate the text to his or her prior knowledge, stating
that "you have to have, hopefully, some background in
it•

II

In the eighth, and final category, one student
stated that comprehension does not really occur during
aesthetic reading because during aesthetic reading "you
wouldn't sit down and analyze it [the novel] like you
would in an English class."

It would appear that, for
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this student, reading comprehension referred solely to
locating and analyzing information, and thats/he did not
feel that these characteristics applied to aesthetic
reading.
The students' definitions of efferent and aesthetic
reading comprehension indicate that they did differentiate
between the two.

The definitions suggest that during

efferent reading the students were focusing on locating
and drawing information out of the text.

Their focus

during aesthetic reading was, to a greater extent,
concentrated on becoming more personally involved with the
story by relating the text to their own lives, relaxing,
enjoying the text, absorbing the information, and allowing
themselves to feel what was being read.

This difference

in foci may be a reflection of the more literal, textoriented purpose set by many readers during efferent
reading and_the. more emotional,- more reader-oriented
purpose defined during aesthetic reading.
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Question 2:
Do there exist any reading comprehension strategies
employed by college students which are used exclusively
when reading efferently?
Of the thirty-five reading comprehension strategies
inferred from the "TOL" data, eight were mentioned
exclusively during efferent reading.

They were ranked in

order according to the number of students using the
strategy.

(See Table 4).

Table 4
COMPREHENSION STRATEGIES USED EXCLUSIVELY DURING
EFFERENT READING
Number of students
using strategy during
EFFERENT

strateg:ies

READING

AESTHEI'IC

READING

1. Expressing judgment on fonnat

of tlle text .............................. 13 ••.••••. O
2. Recognized_ certain infonnation

as important or not important .••.......•. 10 ........ o
3. Skipped/skinnned section of text ........... 9 ••...•.. o
4. Text. "inakes sense." to rea.d-er . ............. 9 ........ o
5 . Pl:'"eviewing . •••••........•...••.•......•.•• 7 ........ o

6. Would be difficult to apply tlle
ideas found in text to tlle

rea.l world . ............................... 5 ........ o

7. Bc:>reclOin. • •••••••••••••••••••••••••••••••••• 2 ........ o
8. Relief because end of reading
'Wa.S in Si
t .............................. 2 ....... . 0

The strategy used exclusively while reading
efferently which was mentioned by the greatest number of
students was expressing judgments on the format of the
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text, with thirteen of the twenty students mentioning this
strategy.

Both useful aspects of the format,

(''.I like how

they use an example to explain"), and recommended changes,
("I think for some reason I wanted double spacing or
something"), were mentioned by the students as they
discovered those aspects of the format which were most and
least useful to them in attempting to understand the text.
The next two strategies used solely during efferent
reading fall under the category of selective reading and
skimming.

Recognizing information presented in the text

as important or not important to know received comments
from ten of the twenty students.

Skipping or skimming

the text received comments from nine students: four who
felt that they already understood the information and
didn't need to read it again, or felt the information was
unimportant; three who mentioned skipping the
parenthetical notes; and two who skipped over the chart
because "that's like a picture or something that you don't
pay any attention to."
Deciding that the text makes sense was mentioned by
nine of the students.

Comments such as "That just makes

sense" and "All the things in the list seem common sense
to me," seem to indicate that the text these students were
reading did not contradict what they already believed or
knew, but were synonymous with their prior knowledge.
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Seven of the twenty students mentioned previewing
the text; including such techniques as skimming the title,
headings, charts, and underlined words, as well as
constructing questions to be answered during the reading.
Since it is not often possible to remember all the
information in the text, these students may have been
attempting to set a purpose in order to help them select
which information presented in the text was of importance
to remember and which was not.

Only two of these

students, however, specifically mentioned locating
important/nonimportant information during reading.
Five of the students stated that it would be
difficult to apply the information found in the text to
the real world.

Comments such as "It seems like an

almost impossible task" .and "Ah, money - that will never
go through," indicate that the students were attempting to
find information in the text that would be pertinent to a
real-life situation, and were actively searching for
information that would help them when they entered the
classroom, but found that the ideas presented were perhaps
too idealistic and, in one case, a little too costly.
The final two strategies which were used solely
during efferent reading involve emotions expressed by the
readers.

Both boredom and relief that the end of the

text was in sight were commented on by two of the
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readers.

Both of these emotions, imparted only during

efferent reading, may suggest that students hold
differing attitudes toward efferent and aesthetic
reading.

Although the number of students who reflected

this attitude during reading was relatively few, the
students' definitions of reading comprehension reflected
a more positive attitude toward aesthetic reading and a
less positive attitude toward efferent reading.

The

students hinted that they felt more in control when
deciding on the purpose for aesthetic reading, but
indicated they had more negative feelings about efferent
reading, which they associated with purposes, such as
testing and research, which were set by others.
The strategies mentioned solely during efferent
reading seem to support the students' definitions of
.•

efferent reading and indicate that the purpose of
efferent reading is_to draw information from the text.
Expressing their judgments on the format of the text,
recognizing information as important or not important,
skipping/skimming sections of the text, previewing the
text, and evaluating the ideas presented in the text for
their usefulness all imply that the students were using
both internal factors, such as prior knowledge and purpose
for reading, and external factors, such as concepts
presented in the text and aspects of the format, to:
45

1) evaluate the information they were reading; and
2) actively search for information which would aid their
purpose.
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Question 3:
Do there exist any reading comprehension strategies
employed by college students which are used exclusively
when reading aesthetically?
Of the thirty five strategies inferred from the "TOL"
data, four were found to be used by the students
exclusively during aesthetic reading.

They were ranked by

the number of responses each received.
Table

(See Table 5).

5

COMPREHENSION STRATEGIES USED EXCLUSIVELY DURING
AESTHETIC READING
Nrnnber of students
using strategy during

Strategies
1.

EFFERENT

AES'IHEI'IC

READlNG

READING

Reader's involvement with
the dlaracters •••••.•••••••••••••••• •••••••••• o •••••••• 5
•••••••• 4
•••••••• 4
•••••••• 3

Of the four strategies used exclusively during
aesthetic reading, reader's involvement with the
characters was employed by the greatest number of
students, with five of the twenty students responding with
comments that fit this strategy.

Readers responded to the

characters in the text in three ways: 1) by advising them,
("Do something!"); 2) by sympathizing or empathizing with
them, ("I feel sorry for the dragon; they're all laughing
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at him"); and 3) by identifying with the characters, ("I
could see myself in this person's part .•• ").
The second strategy, which was used by four students
during aesthetic reading, but not at all during efferent
reading, was rereading the text (or a portion of the
text) for enjoyment.

Comments such as "I'm rereading

this part - I like the rhyme" and "I'm rereading this - I
like the 'rabbity-habit,'" suggest that perhaps there
existed a more relaxed atmosphere during aesthetic reading
and that the readers were less concerned with drawing
information out of the text and instead focused more on
enjoying the wording, phrasing, and description of the
text.
As with rereading for enjoyment, reading the entire
text aloud was also mentioned by four students.

Since

three of the four who read the entire text aloud also
commented

Off their

entoyment of the wording, ~~rhyming,

phrasing, and description used by the author, it is
possible that reading the text aloud helped to enhance
their enjoyment of the text.

It is also possible,

however, that the length of the article used for efferent
reading made reading aloud too time consuming.
The fourth exclusively aesthetic reading strategy,
mentioned by three of the students, involved anticipating
the rhyme and repetitions in the text. Included were
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statements such as "I found myself waiting for the rhyme
to come" and "I like the repetitions.

It makes it flow

smoothly and you kind of anticipate what's coming next."
As with reading the entire text aloud, it is likely that
the sound of the words and repetitions included for
aesthetic purposes did not exist in the efferent text
and, therefore, made anticipating rhyme and repetitions
much more applicable to the aesthetic text than to the
efferent.
The four strategies used exclusively during aesthetic
reading suggest that the readers' purposes for reading
aesthetically differed from their purposes for reading
efferently.

Although relatively few of the twenty

readers used the above strategies, the results suggest
that some readers become_ more involved with the text when
reading aesthetically, concentrating more on what they
are personally feeling than on locating and remembering
specific information.

Perhaps it is the style of writing,

perhaps it is the content, or the reader's desire to find
a meaning of his/her own in the text, or a combination of
these that accounts for this greater involvement with the
text during aesthetic reading.
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Question 4:

Do there exist any reading comprehension strategies
employed by college students which are used during both
efferent and aesthetic reading?
Of the thirty-five reading comprehension strategies
inferred from the "TOL" data, twenty-three were mentioned
during both efferent and aesthetic reading.

For the

purposes of this study these twenty-three comprehension
strategies were subdivided into three categories:
1) Category A - the predominantly efferent group,
including those strategies in which the difference between
the number of students mentioning a strategy during
efferent reading and the number of students mentioning
the same strategy during aesthetic reading was greater
than five, with the grea~er number falling into the
efferent category; 2) Category B - the predominantly
aesthetic group, conta]:ning the strategies In which there
existed a difference of five or greater in the number of
students mentioning a strategy, with the greater number
included under the aesthetic category; and 3) Category C the similar strategy use group, in which the number of
students mentioning a strategy during efferent reading and
during aesthetic reading had a difference of less than
five.

50

Table

6

Question 4 - category A
COMPREHENSION STRATEGIES USED PREDOMINENTLY DURING
EFFERENT READING
Number

of students

USID;J strategy durm;J . ..
EFFERENl'
READING

Strategy

AES'IHEI'IC

READING

Difference

Agreein;J/disagreein;J
witl1 autllor or te.xt ...........• 18 ........ 1 . . . . . . . . . . . . ( 17)
2. Rereading to clarify or
stl.ldy' tlle te.xt ................ . 18 ........ 6 ............ ( 12)
3. Connections made between
ideas presented in te.xt ........ 11 •••••••• 4 ••••••••••••• (?)
4. Cc:mq;>rehension nonitorin;J-

1.

un::lersta:rrling/
not un::lerstarrli.ng tlle te.xt ..... 15 ..•....• 9 ..•.......... (6)

5. Expressin;J judgment
on conten.t of te.xt ............. 19 ....... 13 . . . . . . . . . . . . . ( 6)
6. Expressin;J wish for
additional infonnation
in tlle te.xt ................... . 10 ....... . 5 ............. 5
The strategies used predominantly during efferent
reading, were categorized and ranked according to the
difference in the number of students mentioning each
strategy.

STx of tfie-thlrty-flve strategies were

determined to be predominantly efferent.

(See Table 6).

The first strategy under predominantly efferent
strategies pertains to agreeing and disagreeing with the
text or the author.

In this strategy the students related

the information from the text to their own knowledge and
beliefs.

During efferent reading, eighteen students made

statements such as "OK-this is true," "I'm in agreement,"
and "I don't really agree with this," in reference
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to the information presented in the text .

During

aesthetic reading, however, only one student reported
agreeing or disagreeing with the the text or the author,
commenting, "Oh, I love it - how he describes it. He [the
author] has the same feeling I do about cats."

In this

case, the reader made a remark which implied agreement
with the author, but in no instance during aesthetic
reading did any student make a comment which implied that
s/he agreed or disagreed with the text.

It is possible,

however, that this situation would not have been the case
with texts which were more controversial in nature than
the texts used in this study.
Eighteen of the twenty students reread to clarify or
study the text during efferent reading, while six of the
students did so during aesthetic reading.

The readers may

have felt that it was important to understand most of what

- - - -·wa-s- i n- t-he- e-£--f-e-ren-1 :-t-ex-1 :,-bt1-t-t-h-at:-i-t-wa-s-on-l-y- neee-s-s-a-ry~ - - - - - -- to have a basic understanding of the aesthetic text -_ ~ ~
stopping to reread to clarify only when the
misunderstanding was great enough to keep them from
reaching this basic understanding.
During efferent reading, eleven of the twenty students
made remarks which imply that they were making connections
between ideas presented in the text,

("Seems the examples

are just trying to clarify what they already said") . Only
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four of the students, however, made such comments during
aesthetic reading,

(" ... everybody seems to be saying,

screaming 'fire,' but then they say there was no fire to
be seen").

The comments made during both efferent and

aesthetic reading were similar in nature.
During efferent reading, fifteen students mentioned
understanding or not understanding the text while only
nine students mentioned this during aesthetic reading.
Nevertheless, the comments pertaining to this strategy
during both efferent and aesthetic reading were similar
in nature and included such remarks as "I see exactly
what they're saying," or "I'm totally lost at this
point."
While nineteen of the students expressed judgments
on the content while reading efferently,

("This is

interesting," "that's a good point," and "I don't like
that; they-1-imit what's--going -on''+,-thi-rteen-Gf-the--- -students expressed judgment on the content while reading
aesthetically,

("That's a really nice ending" and "I'm

downplaying it [the story] because it didn't meet all my
expectations").

Though there was a difference of six, the

comments from both types of reading were similar - all
expressing the reader's opinion on information presented
in the text.
Expressing a wish for additional information in the
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text was mentioned by ten students while reading
efferently and by five students who were reading
aesthetically.

The comments made during both efferent

reading and aesthetic reading were similar.

Comments made

during efferent reading, ("I'd like to know what sort of
instruction she received to help her with that"), and
during aesthetic reading, ("I wonder what made the fire
start"), imply that the students were curious about the
information presented in the text and wanted to know more.
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Table 7
Question 4 - Category B
COMPREHENSION STRATEGIES USED PREDOMINENTLY DURING
AESTHETIC READING.
Number of students
using strategy during ...
EFFERENT
READING

STRATEGY

AES'IHEI'IC
READING

DIFFERENCE

1. Sel1Sing ..............•....••.... 3 ....... . 12 ............ (9)
2. Positive/pleasant

fee.lings descriJ:>ecl •••••••••••••• 7 ........ 13 . . . . . . . . . . . . ( 6)

3. Expressing judgment on
style (wording/phrasing) ........ ?

•••••••• 12

............ (5)

The strategies used predominantly during aesthetic
reading, were categorized and ranked according to the
difference in the number of students mentioning each
strategy.

Three of the thirty-five strategies were

determined from the data to be predominently aesthetic.
(See Table 7).
The greatest difference between the number of
students' comments made while reading efferently and
aesthetically (in the favor of aesthetic reading) was
sensing, or visualizing, hearing, or feeling, what was
being described in the text.

While reading aesthetically,

twelve of the twenty students made mention of sensing, "I
feel the cold wind," "Trying to hear the voices that the
rabbit might have and the horse might have when they are
talking to each other," and "Image is funny - I see the
man flipping his slipper around."

While reading

efferently, only three of the twenty students mentioned
55

sensing; two of the students responded to the image of
putting calamine lotion on the measles and one visualized
a situation mentioned in the text in order to better
remember and understand it.
Positive and pleasant feelings were described more
often by students who were reading aesthetically (inferred
from comments made by thirteen of the twenty students)
than by students reading efferently (inferred from
comments made by seven students).

Comments considered to

be positive or pleasant include "This story gives you a
good feeling,"

"Calm - it's really calm and relaxing,"

and "This is funny - the measles."

Of the seven students

who made comments during efferent reading, five remarked
that the analogy drawn between reading remediation and
calamine lotion to measles was funny.

It is possible that

these comments were evoked because, at the time of the
readit1g, t.necolrege t.he students we]:·e attendLrrg was-und-er
quarentine for a measles epidemic, and they found it
interesting that the measles would also be mentioned in
the article.

If, however, the college had not experienced

an outbreak of measles, it is hard to determine if the
students would have had the same reaction.
Expressing a judgment on the style of writing was
mentioned by seven students while reading efferently, and
by twelve students while reading aesthetically.
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Comments

made during efferent reading, ("I don't like this
phrasing, 'The quality of the poor comprehender's
comprehension'"), and during aesthetic reading, ("spitting
and snarling - I like the sounds of those words"), both
express an awareness of the author's style of writing.
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Table 8
Question 4 - Category C (Strategies inferred from the

TOL" data and used by a similar number of students
during both efferent and aesthetic reading)
Number of students
using strategy during .••

Strategy

EFFERENI'
READING

AES'IHEI'IC

READING

Difference

1. Altering reading s.peeds •••••••• 2 ...••••. 2 .............. 0
2 • ~cting ••••.•..•...•.••...•. 3 •••••••• 3 •••••••••••••• 0
3 • Stnmarizing .•..•.............. 14 ••••••• 14 •••••••••••••• o
4 • InfererlCing . .................. 12 ••••••• 13 •••••••••••••• 1
5 • Reading for a p..lr-p::>Se •••••••••• 4 •••••••• 5 •••••••••••••• 1
6. Recognizing infonnation
as rie.w ••••••••••••••••••••••••• 3 •••••••• 2 ••••••••••••.• 1
7. Confinnationjrejection
of precliction .•.....•.......•.• 3 •...•••• 5 ..•.........•. 2

8. Describing negative feelings ... 3
9 . Describing f onnat .............• 8
10. Questioning validity of
ideas presented in the text .... 6
11. Comprehension monitoringnot understanding voc:abulacy •• 11
12. Reading a portion of text

........ 5 .............. 2
.....•.. 5 ...•.......... 3
........ 3 .............. 3
••.••.•• 7 .••....•...•.. 4

aloud •••••••••••••••••••••••••• 8 •••••••• 4 •••••••••••••• 4

13. Relating to own experiences,
observations, interests, and
prior 1crlc:,.,vlecige ••••••••••• :· ••• 19 ••••••• 15 •••••••••••••• 4

14. Using context to clarify

Fourteen of the thirty-five strategies inferred from
the "TOL" data were used by a similar number of students
during efferent and aesthetic reading.

(See Table 8).

The following description of the data for Question
Four - Category C includes the name of the strategy,
followed by either examples of the comments from which
the strategy was inferred (the first example taken from
comments made during an efferent reading and the second
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from an aesthetic reading} or a short description of the
strategy.

The numbers placed before the name of each

strategy in the description of the data refer to the
numbers used in Table Eight.
Three of the fourteen strategies in the "similar"
category exhibit no difference in the number of students
employing the strategy during efferent and aesthetic
reading.

These three categories include: l} Altering

reading speeds, ("I could read this paragraph
faster ... because this is something we've gone over in
class" and "The action is picking up so I'll read it
faster"} ; 2} Predicting, ( "Different levels of
comprehension; let's see if one comes before another" and
"I know what's going to happen; I think Custard is going
to save the day"}; and 3} Summarizing, or the rephrasing
of the text by the reader.
Three of tfie Loiirfeen sErat:egies exhioit a difference
of one in the number of students employing each strategy
during efferent and aesthetic reading.

These three

categories include: 4} Inferencing, ("It implies the
teacher has to know each individual child - to get their
interest before they can even begin to diagnose" and "You
can tell the horse has had a lot of experience just by the
different things he is saying"}; 5} Reading for a purpose,
("Now I'm going to be looking for the internal factors and
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the external factors" and "I want to know what the pirate
is going to do"); and 6) Recognizing information presented
in the text as new,

("Hm, I never thought about that

before" and "I've never seen someone snowballing cats, so
it comes as a surprise to me").
In two of the fourteen strategies there was a
difference of two that existed between the number of
students who mentioned a strategy during efferent and
during aesthetic reading.

These strategies include:

7) Confirming or rejecting a predition,

("And this is

confirming what I hypothesized right here" and "I guess
I'm right") and 8) Describing negative feelings,

("I hate

standardized tests" and "I'm not having good feelings
because I'm getting a warlike feeling").
There was a difference of three students in two of
the strategies mentioned.
9) ~Describincf~the format~,

Comments regarding
("Tnis

rs

kind of an

introduction of what I'm going to be reading about" and
"That just seems like an analogy"), and 10) Questioning
the validity of ideas presented in the text,

("I don't see

how someone can understand something if they can't
pronounce or understand ... the words that they're reading"
and " ... 'Ink and Blink chased lions down the stairs.'
There are lions in this house?") were included here.
Finally, for four of the fourteen strategies there
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existed a difference of four students.

These four

strategies include: 11) Comprehension monitoring-not
understanding the vocabulary, ("I got stuck on this word"
and "I don't know what a 'harebell' is"); 12) Reading a
portion of the text aloud; 13) The reader relating the
text to his or her own experiences, observations.
interests. and prior knowledge, ("I learned about this in
reading class" and "It makes me think of when I was
little"); and 14) Using context to clarify meaning, ("I
understand it after I read it further - they've clarified
it" and "I don't know what the yaupons are, but I assume
they're some sort of marsh type thing sticking out becuase
it says 'marsh grasses'").
Numerous comprehension strategies exist which were
used by the students during both efferent and aesthetic
reading.

These indicate that, at some point during both

types of-reaaing; the-students we:re attempting to gain ··a:
literal understanding of the text, to analyze and judge
the information, to somehow relate their own experiences
and ideas to the text, and to monitor their reading
comprehension.

Nevertheless, a comparison of the

predominantly efferent and the predominantly aesthetic
reading strategies indicates that during efferent reading
there may exist a greater focus on gaining a literal
understanding of the text and evaluating ideas, while
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during aesthetic reading the greater focus is on the
aesthetic quality of the words, phrases, and descriptions,
as well as on the senses and feelings evoked for the
reader by the text.
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Question 5:

Are college students aware of various reading
strategies available to assist "comprehension" whether or
not they actually use the strategies?
Table 9
EFFERENT READING COMPREHENSION STRATEGIES
IDENTIFIED BY STUDENTS
Number of students
naming strategy

Strategy

* Student had not heard of any
reading strategies to assist efferent
reading comprehension ••.••••••••••.•••••••.•••.•••.• 2
1. Using FQRST or SQ3R strategies to

promote purposeful reading ....•.••••••••••.•••...•..• 5
2. Highlighting inportant infonnation ....••.••••••...••. 4
3. Relating the text to the reader's schema ............. 3
4•

Rereading . . . . . • • • . • • . . . • . • • • . • • • • • • • • • • • • • . • • . • • • • • . • 3

5. Using pictorial techniques such as
webbing ar1Cl. na.pp~ ..•••••••••••••••••.•••••••••••••• 2

6 • Takil"g notes . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 2
7.

s ~ the text ...........................•........ 2

8 • Self-questioning ........•.................•.......... 2

9. Using context clues ....... ~- .•........................ 1
10. Concentrat~ on the ll¥)St inportant
WOros in seriterlces ••••••••••••••••••••••••••••••••••• 1
11. using Mnernoruc-stra:cegies to help

memorize infonnation in text ...........•............ 1
12. OJ.tlining the text .............••..•••.••.•.......•.. 1
13 . Rea.ding aloud ..•....•....•.••.•.••...••.••.••.•..•••. 1

14. Rea.ding carefully .••••••••••••..•••••..••••••••••.••• 1
15 • Rec.iprc:>e::a.l tea.~ •••••••••••••••••••••••••••••••••• 1
16 • Rec;Iu.est ~thc:xi • • • . . • • . • • . • • • . . • . • • • • • • • • • • . • • . . • . • • . • 1

17 . Rewo~ the text ..................••............... 1
18 • Visualiz ·

•••••••••••••••••••••••••••••••••••••••••• 1

The student answers to the question, "Do you know
any reading comprehension strategies that people use to
help them understand an efferent text?" were recorded and
transcribed.

Each strategy included in the answers was
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categorized.

The resulting eighteen strategies were

placed in order according to the number of times each was
mentioned.

(See Table 9).

Although two of the twenty students involved in this
study had not heard of any reading strategies to assist
their efferent reading comprehension, the remaining
students collectively were able to identify eighteen
strategies which they either used themselves or had
learned of through others.

Of these eighteen strategies,

four strategies (including PORST and SQ3R, highlighting,
skimming the text, and concentrating on the most important
words in the sentences) help students to locate
information in the text, one strategy (relating the text
to the reader's schema) may be used to both personalize
information and help reaqers better understand the text,
and the remaining fourteen strategies pertain mainly to
methods used to understand and remember the information
presented.
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Table

10

AESTHETIC READING COMPREHENSION STRATEGIES
IDENTIFIED BY STUDENTS
Number

Strategy

of students

naming strategy

* Student had not heard of any reading
strategies to assist camprehension
when reading aesthetically •••••••....•..•.•••.••• 14
1. Rerea.ding . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . • . . • • . . . . • . 2
2 • Relating text to reader's schema .•••••••••.••••••• 2

Visua.lizing ......................................• 2
4. Using context clues ••.••.•••••••••••••••••••••••.• 1
5. conversing with the author ............•.......•... l
6. 'Ihe reader picturing him or herself
in the stocy •••••••••••••••••••••••••••••••••••••• 1
7. Rea.ding in a quiet erivirornne.11t •••••••••••••••••••• 1
8. Stopping while reading to think
aoout the text . . . . • . . . • • . • • • . . • • . • • • • • • . . • • • . • . • • . 1
9. Trying to achieve a state of tranguility .......... l
3•

As with the efferent reading strategies, the
aesthetic reading strategies identified by the students
were categorized and ran~ed according to the number of
students mentioning the strategy.

(See Table 10).

Four of the nine aesthetic reading comprehension
strategies, (rereading, using context clues, reading in a
quiet environment, and stopping while reading to think
about the text), served to help the reader understand the
text on a literal level; one of the strategies, (relating
the text to the reader's schema), may have served to
personalize the text for the reader and help him or her
better understand the text; and the remaining four
strategies pertained mainly to setting up a relaxed
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atmosphere for reading, (trying to achieve a state of
tranquility), and entering personally into the story or
description, (visualizing. picturing self in story, and
conversing with the author).
The efferent and aesthetic reading strategies,
identified by the college students in Question Five, were
fewer in number than those actually mentioned during the
reading of the efferent and aesthetic passages. This
suggests that the students were unaware of many of the
reading comprehension strategies that they actually do
use.
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Summary
The analysis of the data was organized according to
the questions proposed for the study.

The responses of

the students to the question, "What is efferent/aesthetic
reading comprehension," the data collected during the
"TOL" or Thinking-Out-Loud process, and their
identifications of known efferent and aesthetic reading
comprehension strategies were categorically arranged and
rank ordered in the tables.
The students' responses in Question One reveal that
they did differentiate between efferent reading
comprehension and aesthetic reading comprehension.

Their

definitions of efferent reading comprehension indicate
that their purpose while reading efferently was to locate
and draw information from the text, while their purpose
for reading aesthetically led them to become more focused

on relaxin.g~-ei1}oying the text, and allowing themselves
sense and feel what was being read.
The data collected for Questions Two through Four,
during the "TOL" process, indicate that even though
twenty-three of the thirty-five reading comprehension
strategies were mentioned during both efferent and
aesthetic reading, the students focused more on the
literal aspects of the text, and on the drawing out of
information during efferent reading.
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During aesthetic

to

reading their focus was more concentrated on the
aesthetic qualities of the words, phrases, and
descriptions and on the emotions and senses evoked by the
text.
The students' answers in Question Five suggest that
they were aware of only a small number of the reading
comprehension strategies that they actually employed
during the "TOL" process and that they, as a group, were
aware of twice as many reading comprehension strategies
for efferent reading as for aesthetic reading.
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Chapter V
Conclusions and Implications

Purpose
The purpose of this study was to investigate,
compare, and document the use of efferent and aesthetic
reading strategies, as used by both undergraduate and
graduate college students enrolled in a course in
developmental reading instruction.

Conclusions
The results of this study support much of the
previous research in the area of reading comprehension.
Although the conclusions of many of these studies do not
not concur with the results of other studies in the same
area, this study suggests that this difference in findings
is, perfiaps, to be expected~

Because reading

comprehension is a highly complex and individual process,
it is likely that different studies, using different
individuals and different materials, will deliver
different conclusions.

This variation in findings is not

necessarily unproductive, since in classrooms everywhere,
teachers are working with individual students who, to
become efficient and effective readers, may require the
varying methods of help unveiled in these studies.
69

Some of the major findings of this study were:
1) that reading comprehension is a complex and individual
process;

2) that students use a wide variety of

strategies to help them understand a text; and

3) that

different students, reading different materials, will use
different strategies.

While the purpose of this study was

not to investigate which strategies were the most
effective, it did reveal that each student in the study
seemed to have developed his or her own personal reading
style, and although most students made use of some of the
strategies used by other students, this style, or
pattern of strategy use, never was repeated exactly by any
two students.

Each style was as unique to each reader as

his or her own thumbprint.
Additionally, the dpta from this study reveal that
reading comprehension, both efferent and aesthetic, is an
active and a transactive process.

In order to comprehend

the texts, readers in this study actively applied both
internal factors (such as their own prior knowledge,
interests, experiences, and beliefs), and external factors
(such as the relationship of ideas presented in the texts,
the format of the text, and clarity of the writing), while
also monitoring their understanding of the text.
The fact that in this study there did exist some
strategies which were used exclusively during efferent
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reading or exclusively during aesthetic reading seems to
substantiate Rosenblatt's (1976) theory that a reader's
purpose does indeed play a role in deciding which reading
comprehension strategies will be used most often and which
aspects of the text will be brought into focus.

However,

it must also be stated that a majority of the strategies
were mentioned, at least to some extent, during both
efferent and aesthetic reading.

This dual use may

indicate that: 1) Even though a text is predominently
efferent or predominently aesthetic, readers may find
aesthetic elements in efferent texts and visa versa;
2) there are a fair number of reading comprehension
strategies which are used during both efferent and
aesthetic reading, and it may not be a question of whether
these strategies are used during each type of reading, but
rather where a reader's focus lies, and how great an
emphasis is- placed on-each s-trategy; and 3) -students are-often taught to treat aesthetic reading in the same manner
as efferent reading: to memorize, analyze, categorize, and
compare the elements of the text.
Both the students' definitions of efferent and
aesthetic reading comprehension and the data supplied by
the "TOL" process indicate that the students were aware of
the differing purposes for reading efferently and
aesthetically.

Nevertheless, their identification of
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efferent and aesthetic reading comprehension strategies
indicates that they were unaware of the majority of
strategies that they actually employed during reading.
The data also supports Rosenblatt's (1976) idea that
a reader's purpose during efferent reading is to draw
information out of the text.

Exclusively efferent and

predominantly efferent strategies indicate that during
efferent reading, readers are attempting to narrow their
attention to locating and making sense out of the
information presented in the text, perhaps so that later
they may better be able to recall and apply that
information.
The exclusively aesthetic and predominantly aesthetic
strategies used by the students indicate that aesthetic
reading involves reacting to the text on both literal and
emotional levels.

Nevertheless, exclusively aesthetic

strategies~~ strch ~ as~ oeco:mfiig fnvoTvea w1 th the characters
and rereading for enjoyment, suggest that emotional
reactions are likely to occur more often during aesthetic
reading than during efferent reading.

Implications for the Classroom
Each student is an individual and, as an individual,
possesses unique strengths, weaknesses, styles, and
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preferences.

The fact that the students in this study all

exhibited their uniqueness in the different methods they
used to help them comprehend texts indicates that there
exists no one best way to read, but that there are many
combinations and possibilities of strategy use which are
available to help each student become a more efficient and
effective reader.

By gaining knowledge of a wide variety

of reading strategies and assessing individual students'
learning styles and preferences, teachers will become
better able to help their students discover the
combinations of strategies which will be most beneficial
to them.
The reading strategies employed by the students in
this study suggest that reading is both an active and a
transactive process.

Re~ent research by Kauffman and

Randlett (1983) has indicated that reading strategies
which are used passively by a reader are usually
ineffective.

In order to comprehend a text during either

efferent or aesthetic reading, a reader must be actively
involved; take into account internal elements (such as
his/her purpose for reading, his or her prior knowledge,
experiences, and feelings); and combine the internal
elements with the concepts and ideas presented in the
text.

Therefore, in order for children to become active

readers, educators must allow them to fully explore a
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variety of both efferent and aesthetic texts; guiding them
as they explore and discover the differing purposes for
reading and the many relationships that exist between
readers and texts. Listening to stories, participating in
meaningful discussions, acting out the texts, and spending
time with a good book are just some of the ways available
to educators to help children become active and interested
readers.
Finally, as a result of the research being conducted
in the area of reading comprehension, it is becoming much
clearer that reading is a complex process involving many
elements beyond those literal skills assessed by the
majority of reading achievement tests now in use.
Although those literal reading skills do serve useful
functions, they do not take into consideration the ability
of the students to go beyond memorization to analysis,
evaluation, iritegratTori, arid application of the- text.

lE

the goal of reading education is to help students become
more active and effective readers, educators need to take
a more comprehensive look at the reading process, and
develop assessments that take into consideration the many
elements that make up what is called "reading."

Implications for Future Study
This study on reading comprehension stubstantiates
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much of the previous research in this area.

According to

a number of studies, reading is an active process which
involves both the reader and the text.

However, as yet,

the knowledge procurred on the reading process is far from
complete.
In order to help poor readers become good readers,
new strategies to assist their reading compehension are
constantly being devised.

While some of these strategies

work well with some readers, different strategies will be
needed to assist other readers.

In the end, the question

to be answered is, "How do educators assist individual
students to discover their own best style for reading?"
Feathers and White (1987), in research with college
students, have gained valuable insights into the process
of discovery - how to he~p readers gain metacognitive
awareness.

However, more research is needed in order to

create methods whichwfll effectively help students of
different ages acquire the knowledge of both the reading
process and themselves that will enable them to become
better readers.
Since this study was limited to twenty undergraduate
and graduate college students, further research is needed
in order to compare the results of this study with the
results of similar studies involving a variety of age and
population groups.

These additional studies could
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include other groups of college students, as well as high
school and elementary school students - although it is
possible that children in the elementary grades will not
yet have developed the cognitive abilities required for
the Thinking-Out-Loud procedure.

Nevertheless, it may be

possible to develop a less verbal method through which
young students could impart some of the thought processes
which occur during their reading.

Additionally, it would

be interesting to investigate whether high school and
elementary school students perceive a difference between
efferent and aesthetic reading, or whether they view both
in a single category of "reading."

Summary
This study's investigation of efferent and aesthetic
reading comprehension lends evidence to the idea that

reading c:omprehertsiort is both an ac:ti ve- and transa-c:t1ve process, in which the reader's purpose plays a significant
role in the determination of: 1) those aspects of the text
which will be brought into the reader's awareness; and 2)
those comprehension strategies will be emphasized while
reading.

While a wide variety of strategies are available

to help readers comprehend texts, students may not be
aware of the existence of these strategies or of their own
stratey use while reading.
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Further research is needed to gain a better
understanding of the many elements involved in the process
of reading comprehension so that educators may better help
students become successful and motivated readers.
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Appendix A
Table of the percentages of use for each reading
comprehension strategy during both efferent and aesthetic
reading.
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PERCENTAGE (NUMBER OF TIMES THE STRATEGY WAS MENTIONED
DIVIDED BY THE TOTAL NUMBER OF STATEMENTS MADE) OF USE FOR
EACH STRATEGY DURING BOTH EFFERENT AND AESTHETIC READING

Categories
and
Strategies

Percentage of use during
EFFERENT
AESTHETIC
READING
READING

1. PREVIEWING. . . . . . . . . . . . . . • . . . . . . . . 2 % • • • • • • • • • • • • 0

2. RELATING TO SCHEMA
a. Relating to own
experiences, interests,
observations, and
prior knowledge .•....•....••• 12% ..•......•• 12%
b. Inferencing ..............••••. 4% ..........• 10%
c. Recognizing information
as new/not thought of
Less than
by reader before .............. 1% ............ 1%
d. Text "makes sense" to
reader . ........................ 2 % •••••••••••• o
e. Agreeing/Disagreeing
with text and/or author ....... 8% .. less than 1%
3. READER'S INVOLVEMENT
WITH CHARACTERS . . . . . . . . . . . . .....•• 0 . . . . . . . . . . . . . . 2 %

4. SENSING WHAT IS DESCRIBED
Less than
IN THE 'l.'EXT . . • . . • • . . . • . . . . . . . . .••• 1 % • • • • • • • • • • • • 8 %
5. ANTICIPATING/PREDICTING
Less than
a. Prediction made •.•••..•....... 1% ........•... 1%
-b.~ -conf~irmation/rej ection
of prediction .........•....... 1% ............ 1%
c. Anticipating rhyme or rhythm .. o •••••••••.••• 1%
6. REPETITION OF TEXT
a. Rereading to clarify
or study text ...•...•••••.•..• 9% .........•.• 2%

b. Rereading text (or portion
of text) for enjoyment ....•.•. o ••••••••••••. 2%
c. Summarizing portion of text ... 9% ............ 8%
in own words
7. READING THE TEXT ALOUD
a. Portion of text read aloud .... 8% ............ 2%
b. Entire text read aloud ........ o ••••••.••••• 1%
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PERCENTAGE (NUMBER OF TIMES THE STRATEGY WAS MENTIONED
DIVIDED BY THE TOTAL NUMBER OF STATEMENTS MADE) OF USE FOR
EACH STRATEGY DURING BOTH EFFERENT AND AESTHETIC READING
Categories
and
Strategies

Percentage of use during
EFFERENT
AESTHETIC
READING
READING

8. EXPRESSING OPINIONS
a. Expressed judgment
on content .•.••.•••••......... 6% .....•...... 9%
b. Expressed judgment on style
(wording or phrasing) .••...•.• 2% ..••••••... 11%
c. Expressed judgment on

format of text ................ 3% •••••••••••• o
d. Expressed wish for additional

information in the text .••.••. 3% •.•......... 2%
e. Would be difficult to apply
the ideas found in text in
the real world ....•........... 1% . . . . . . . . . . . . 0
9. USE OF CONTEXT
a. To clarify meaning . . . . . . . . . . . . 4% . . . . . . . . . . . . 3%
b. Reader made connections
between ideas/elements
within the text .•.......•••... 3% •.••.••••••. 1%
10. COMPREHENSION MONITORING
a. Understanding/
Not understanding the text .... 6% •.•..•...•.. 4%
b. Not understanding vocabulary .. 2% . . . . . . . . . . . . 2%
11. EXPRESSING--EMOTIQNS
a. Positive/pleasant feeling
described •••••••••••••••••••••• 1% ••••••••••• 9%

b. Negative/unpleasant
feelings described ... less than 1% .....•...•• 2%
c. Boredom ....•.....•..• less than 1% .•••.•.•... 0
d. Relief because end
of reading was
in sight . . . . . . . . . . . . . less than 1% . . . . . . . . . . . 0
12. DESCRIBING THE FORMAT OF
THE TEXT . . . . . . . . . . . . . . . . . . . . . . . . . . . 2 % • • • • • • • • • • • 2 %
13. QUESTIONING THE VALIDITY OF THE
IDEAS PRESENTED IN THE TEXT ....... 1% . . . . . . . . . . . 1%
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PERCENTAGE (NUMBER OF TIMES THE STRATEGY WAS MENTIONED
DIVIDED BY THE TOTAL NUMBER OF STATEMENTS MADE) OF USE FOR
EACH STRATEGY DURING BOTH EFFERENT AND AESTHETIC READING

Percentage of use during

Categories
and
Strategies

EFFERENT
READING

AESTHETIC
READING

14. SELECTIVE READING AND SKIMMING
a. Skipped/skimmed section of

text .......................... 1%
b. Recognition of certain
information as important
or not important . ............. 4 %
c. Mentioned reading for a
specific purpose . . . . . . . . . . . . . . 1%
d. Altering reading
speeds .•••••..•...•. less than 1%

••••••••••••

o

••••••••••••

o

. . . . . . . . . . . . 3%
•.••.••..••• 1%

MISCELLANEOUS COMMENTS . . . . . . . . . . . . . . . 3% . . . . . . . . . . . . 1%

*The percentage of use was not mentioned in the body of
the study because a number of the percentages were
influenced by one or two students who frequently made
mention of one strategy. Therefore, for the purposes of
this study, these percentages were not considered as valid
a statistic as the numbeF of students using each strategy.
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Appendix B

Practice text and article used during the efferent reading
section of the Thinking-Out-Loud procedure.
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PRACTICE TEXT

History of Sign Language and Fingerspelling
From The Joy of Signing by Lottie L. Riekehof
The language of signs used by deaf people in the
United States was brought to America from France early in
the 19th century.
In 1815 a group of men in Hartford,
Connecticut became interested in the establishment of a
school for deaf children but lacked information on the
proper means of educating the deaf. One of these
gentlemen, Dr. Mason Cogswell, was particularly interested
since his own daughter Alice was deaf and had been taught
on an experimental basis by a young minister, Dr. Thomas
Hopkins Gallaudet.A
As a result, Dr. Gallaudet was sent abroad to
investigate methods then being used in England. His
efforts there met with failure until he was introduced to
the Abbe Sicard in London who invited him to cross the
Channel and visit his school in Paris which had been
founded in 1755 by the Abbe de l'Eppe. The Abbe, who is
said to have been the inventor of the sign language,
eventually published a volume describing both his sign
system and his method of educating the deaf.•
After Dr. Gallaudet had spent several months studying
educationa.l methods as well as signs, he was ready to
return to America. Accompanying him was a young deaf
instructor from the French school, Laurent Clerc, who had
proved most helpful and who agreed to assist in the new
American school.! In Amer.ica the French sign language
was enlarged and modified, eventually becoming the basis of
the American language of signs which today is considered
one cYf the most refined and ·complete sigh systems in the·
world.A
The first permanent school for the deaf was
established in Hartford, Connecticut in 1817. It was many
years later, after Thomas Hopkins Gallaudet had seen the
establishment of a number of schools for the deaf across
the United Stated, that he also envisioned the
establishment of a college. This dream was passed on to
his son, Edward Miner Gallaudet, who was responsible for
establishing Gallaudet College, the world's first and only
college for deaf students located in Washington, D.C. The
charter for the college was signed in 1864 by President
Abraham Lincoln.£
Fingerspelling, the use of hand positions to represent
the letters of the alphabet, is much older than the
language of signs. The positions of the fingers of the
hand do, to some extent, resemble the printed letters of
the alphabet.• Illustrations of the manual alphabet have
been found to exist early in the Christian era.
Latin
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Bibles of the 10th century show drawings of such hand
positions and it is known that persons who lived in
enforced silence, such as monks of the Middle Ages, used
fingerspelling as a means of communication.~ Most of the
European countries use a single-handed alphabet while
England's alphabet requires the use of two hands. Today
each country that has a manual alphabet uses its own
version, which is therefore understood only by users of
that particular system.•
The question is often asked whether the sign language
is universal. Although signs are used in many countries,
each has developed its own system which has been
standardized to some extent within that country. In recent
years, an international sign language has been developed
that crosses national barriers and permits communication
between deaf persons of many countries.A It is useful for
international events such as conferences and Olympic Games
for the Deaf. It is a known fact that persons who
understand the language of signs find they can communicate
with deaf persons across language barriers more easily than
is possible with hearing people using spoken languages.•
In educational circles the language of signs is
gaining respectability and a number of colleges and
universities are now accepting proficiency in signs in
fulfillment of the doctoral requirement for proficiency in
a foreign language. Among the colleges that have accepted
sign language in place of another language are New York
University, American University, and the University of
Minnesota.•
The sign language is· looked upon by some as a new art
form and is used in performances by the National Theater of
the Deaf, a professional drama group, as a means of
presenting deaf people and their language to ahearing
world.6 Also being introduced is signed interpretation of
music, a beautiful and expressive means of portraying the
feeling, emotion, and rhythm of songs. Both deaf and
hearing people are enjoying new experiences through
communication in the language of signs, making it possible
for them to live together with true understanding and
mutual enrichment.•
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ARTICLE USED FOR EFFERENT READING
From DILEMMAS IN ASSESSING READING COMPREHENSION &
by Leo M. Schell
The interactive model of reading may cause us to question
some of our traditional procedures for diagnosing reading
comprehension.
The Chapter 1 teacher wrote: "Josh has poor reading
comprehension." Does he really? And how can we be sure?
Within the past few years, our information about and views
on the nature of reading comprehension have changed rather
dramatically (e.g., Anderson and Pearson, 1984) and
started some equally profound changes in comprehension
instruction. Generally, however, these changes seem not
yet to have been incorporated into diagnostic procedures.•
Via silent reading

Some educators (such as Golinkoff, 1975-76) have
identified readers who score poorly on silent reading tests
as being "poor comprehenders." A definite problem with
this procedure is that it fails to differentiate between
word pronunciation and comprehension.
It is possible for a
reader to appear to comprehend poorly after silent reading
merely because s/he was unable to pronounce either enough
words or certain critical' words. The reader may only
appear to lack comprehension when in fact inadequate word
pronunciation may be the real culprit. A
Many tim-es, if the material on which the reader
performs poorly is read orally to her/him, that reader can
adequately comprehend it. This shows the problem may be
more that of inadequate word pronunciation than of poor
comprehension.A
Therefore, we cannot automatically label as poor
comprehenders readers receiving low scores on silent
reading.

An interactive view of reading•
Recent research and theory (such as that by Pearson,
1984) have changed our view of influential factors of
comprehension. There is widespread agreement that some of
the major factors in reading comprehension - other than
word pronunciation - are external and others are internal
(Pearson and Johnson, 1978; Samuels, 1983) .& Selected major
factors within each category are shown in the Table.
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Internal
(Inside-the-head)

External

(outside-the head)
Size of print

r..:inJuistic

Text fonnat

Word neaning

Clarity of writing
Distractions
Interest of material
Text topic

Prior knowledge about topic
Goal/purpose
Interest in the topic
Reasoning ability
Ability to atterrl
Strategies for "fix up"

cc:81i)etence

An interactive view of reading comprehension minimizes
or ignores some aspects we have long focused on, such as
levels of comprehension (literal, inferential, and
critical) and comprehension skills (main idea, sequencing,
drawing conclusions, etc.). Instead, it emphasizes aspects
such as the reader's oral language, prior knowledge of the
topic, and ability to reason. It focuses more on causes
than on symptoms and deemphasizes the role of reading tests
in comprehension diagnosis and increases the importance of
the teacher as a gatherer of information.A
If we accept the interactive view of reading
comprehension, how would this affect our diagnosis?&
One, we need to be careful not to overgeneralize our
diagnostic conclusions. -;Just because readers inadequately
comprehend something doesn't mean we can conclude that they
have trouble, in general, with reading comprehension. It
is qu-ite conceivable they- can adequately comprehend other
material at the same reading level.•
For example, most people reading this article, because
of their prior knowledge and attitude, can adequately
understand a textbook on reading instruction written at a
college level yet would have serious problems comprehending
a high school chemistry textbook read independently. Poor
comprehension may be more text specific than it is a
generalized deficit. Maybe about all we can say in some
instances is that a reader had trouble comprehending
specific material under certain conditions.•
It is quite possible that if we markedly improved one
or more of the factors listed in the Table the quality of
the poor comprehender's comprehension would also improve.
That is if the clarity of the writing were improved or if
the reader's prior knowledge of the topic were markedly
increased or if the reader had a clearer, more motivational
reason for reading the material, it is possible that the
reader's comprehension would improve commensurately.
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Two, a very serious matter is that we may be confusing
symptoms and causes.A When readers are unable to adequately
pronounce words, we may legitimately conclude that they
need direct instruction in how to pronounce words. In this
case, the symptom and the cause of the problem - inability
to pronounce words - are virtually the same. Furthermore,
we have a fairly clear idea of what to do to remediate the
problem: teach sight words and/or decoding skills.
But the same conditions and conclusions may not
necessarily apply when readers don't adequately comprehend
what has been read. That is, we can't automatically assume
-as we may have done in the past - that direct instruction
in understanding text is primarily what is needed.
For example, for a reader supposedly deficient in an
aspect of comprehension, e.g., in grasping the main idea,
having her/him complete numerous workbook exercises on
grasping the main idea may be nearly futile because it
focuses on symptoms - the inability to grasp the main idea
-rather than on causes of the inadequate comprehension.A
With inadequate comprehension, the symptom is
inadequate comprehension while the cause may be one or more
of the external or internal factors listed in Table. Thus,
stressing instruction such as reading a passage and
answering questions about it may be the educational
equivalent of applying calamine lotion to measles. The
spots and itching - both symptoms - may be reduced, but the
virus - the cause - is unaffected. And the illness isn't
shortened. The reader may satisfactorily complete these
exercises in the workbook yet may not improve noticeably in
comprehending other material.A
Obviously what we need to do if a reader seems to be a
poor comprehender is to determine whether any of the major
factors listed in the- -Tab-le s-e-em -to be interfering
significantly with her/his comprehension. And then we need
to decide whether these causes can be dealt with within the
scope of available instruction. A
Some examples

All of us are familiar with cases such as the
following (based upon real children) in which comprehension
appeared to be poor - but really wasn't.
Jamee's problem was that she tried to answer multiple
choice questions from memory without looking back at the
material. Some rather intensive instruction somewhat
improved her performance on reading tests and testlike
material.
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Thomas's failure to comprehend adequately stemmed
primarily from a restricted environment as a result of his
physical problems. When the meanings of critical words in
the material were pretaught and some information about the
topic was supplied prior to reading, his comprehension was
somewhat better.
Jason went through the motions of pronouncing words
but made no real effort to comprehend what he read. The
only time his comprehension improved was when he read aloud
the love of his life, dinosaurs.
In all of these cases, the solution to improving the
reader's comprehension didn't lie just in instruction
emphasizing comprehension, e.g., exercises in commercial
reading comprehension materials. Rather it lay in
manipulating one or more of the internal or external
variables listed on the Table - the real causes of the
problem.A

What to do?
It seems clear that it is more difficult than is
generally assumed to accurately determine whether a reader
comprehends poorly .... What then needs to be done in order
for us to be able to say with validity and confidence that
Josh has poor comprehension? Following are some
recommendations designed to help reading educators begin to
think about this task.
(1) We may need to be more precise in our language.
Saying "Josh has poor comprehension" may lead us to
inappropriate instructional decisions. We may need to
specify the factors contributing to his inadequate
understanding of whath-e -readEf.-•
(2) We should evaluate comprehension only in material
in which the reader can pronounce words with at least 90%
accuracy. (And probably a minimum of 95% accuracy is even
more desirable.)A We must be very careful not to conclude
that a reader is a poor comprehender merely on the basis of
a low score on a standardized silent reading test. These
tests don't claim to measure reading comprehension as an
isolatable factor. They are global measures of reading
achievement - not necessarily ones of reading
comprehension. Unrecognized factors may be more
contributory to the low score than poor comprehension
per se. J;.
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(3) We must evaluate comprehension only in material
whose language structure and concept load approximate those
of the reader. This means for example that not all testing
materials (e.g. IRI passages) are appropriate for all
readers. A gross mismatch on these crucial factors between
the reader and the testing material could create an
appearance of poor comprehension when such is not the case.
This seems particularly important in readers who are
different culturally and linguistically.a
(4) We must diagnose comprehension over a period of
time under a variety of conditions if diagnosis is to be
valid. Because comprehension is influenced by so many
significant variables, it will take a diagnostician some
time to assess which are responsible for a particular
reader's poor comprehension. One or even two testings may
be misleading. For most accurate assessment, during
diagnosis the diagnostician should manipulate several of
the most influential variables listed in the Table in a
form of "trial testing. 11 A
For example, during this time a diagnostician could
make one or more changes to determine their effect upon the
reader's understanding of what is read: vary the concept
load of the material, choose material about topics of
interest to the reader, preteach critical word meanings in
a selection, minimize distractions in the reading
environment, give specific questions to which the reader
finds answers.
Regrettably, these aspects cannot be fully developed
in this article. Some otper educators (e.g. Caldwell,
1985; Paratore and Indrisano, 1987) are advocating similar
procedures and it is likely that details will be discussed
in-professional journals in the near future.
Closing Thoughts

We may have to face the possibility that, when most
readers are tested at appropriate levels of word
recognition accuracy and in material developmentally
appropriate to them and in situations conducive to
comprehension, poor comprehension - as a generalized
deficit - may not exist. We may have created a mythical
deficit as a result of inappropriate diagnostic models and
procedures. We may be less able than we thought to diagnose
what appears to be inadequate reading comprehension. A
The next time some teacher says "Josh has poor
comprehension", how will you react? A
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Texts used during efferent reading
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Appendix C
Practice text and articles used during the aesthetic reading
section of the Thinking-Out-Loud procedure.
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PRACTICE TEXT
THE OLD SEA DOG AT THE "ADMIRAL BENBOW"

(From Chapter 1 of Treasure Island)
by Robert Louis Stevenson
Squire Trelawney, Dr. Livesey, and the rest of
these gentlemen having asked me to write down the
whole particulars about Treasure Island, from the
beginning to the end, keeping nothing back but the
bearings of the Island, and that only because there
is still treasure not yet lifted~ I take up my pen in
the year if 17--, and go back to the time when my
father kept the "Admiral Benbow" inn, and the brown
old seaman with the saber cut first took up his
lodging under our roof.A
I remember him as if it were yesterday, as he
came plodding to the inn door~ his sea chest
following behind him in a handbarrow; a tall, strong,
heavy, nut-brown man; his tarry pigtail falling over
the shoulders of his soiled blue coatthis hands
ragged and scarred, with black, broken nails; and the
saber cut across one cheek, a dirty, livid white!' I
remember his looking round the cove and whistling to
himself as he did so, and then breaking out in that
old sea song that he sang so often afterward:
"Fifteen men on the dead man's chestYo-ho-ho, and a bottle of rum!"
in the high, old, tottering voice that seemed to have
been tuned and broken at the capstan bars.• Then he
rapped on the door with a bit of stick like a
harrdspi-ke-thath-e -carrie-d, and when-my father
appeared, called roughly for a glass of rum.• This,
when it was brought to him, he drank slowly, still
looking about him at the cliffs .•. •
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ARTICLE USED FOR AESTHETIC READING - CHOICE NUMBER 1

From UNDER THE SEA-WIND
by Rachel Carson
The island lay in shadows only a little deeper than
those that were swiftly stealing across the sound from the
east. On its western shore the wet sand of the narrow
beach caught the same reflection of palely gleaming sky
that laid a bright path across the water from island beach
to horizon.A Both water and sand were the color of steel
overlaid with the sheen of silver, so that it was hard to
say where water ended and land began.•
Although it was a small island, so small that a gull
might have flown across it with a score of wing beats,
night had already come to its northern and eastern end.A
Here the marsh grasses waded boldly out into dark water,
and shadows lay thick among the low-growing cedars and
yaupons.A
With the dusk a strange bird came to the island from
its nesting grounds on the outer banks. Its wings were
pure black, and from tip to tip their spread was more than
the length of a man 1-s--arm-~• It flew steadily and-without
haste across the sound, its progress as measured and as
meaningful as that of the shadows which little by little
were dulling the bright water path.• The bird was called
Rynchops, the black skimmer.A
As he neared the shore of the island the skimmer
drifted closer to the water, bringing his dark form into
strong silhouette against the gray sheet, like the shadow
of a great bird that passed unseen above.A Yet so quietly
did he approach that the sound of his wings, if sound there
were, was lost in the whisper song of the water turning
over the shells on the wet sand. A
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ARTICLE USED FOR AESTHETIC READING - CHOICE NUMBER 2

From LISTEN, RABBIT
by Aileen Fisher
I saw him first
when the sun went down
in the summer sky
at the edge of town
where the grass grew green
and the path grew brown.a
I couldn't tell
what he was at all
when I saw him first,
sort of halfway small,
sort of halfway grown,
near a gray old stone
in the field, alone. ~
Then I saw his ears
standing rabbit tall!~
I stood as still
as a maple tree
and I looked at him
and he looked at me ...
with only one eye
that. I could see,
bulging out
on the side of his head.~
11 Nice

lTttle rabbit,"
I softly said
inside myself,
though I hoped he'd hear
with two long ears
standing up so near
and my thoughts so clear. A
My heart went thump!
And do you know why?
'Cause I hoped that maybe
as time went by
the rabbit and I
(if he felt like me)
could have each other
for company. ,
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Listen, Rabbit continued

I watched as still
as a windless tree,
and that was exceedingly still
... for me • .1111
The rabbit sat still
where the light was dim,
but that was a rabbity habit
.•. for him . ..A
His ears stood tall
and his ears stood proud
pointing straight up
at a sunset cloud,•
and I said softly
(not quite out loud): 4
"Listen, rabbit,
with such tall ears
you hear more
than anyone hears.,
"With two antennae
sticking up high
bringing you news
of earth and sky,
. maybe you even
hear harebells ringing,
dogwoods barking,
and larksp~:r- singi11g!" .t.
His nose didn't even
twitch or wiggle,
so I went on
with half a giggle:•
"Listen, rabbit,
do you know what I'd do
if I had antennae ears
like you?
"I'd hop, hop, hop
to a candy shop
and listen
to every last lolliPOP ! 11
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A

Listen, Rabbit continued
His whiskers didn't
so much as flicker,
and I didn't move
or even snicker,
hoping that way
to make friends quicker.~
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ARTICLE FOR AESTHETIC READING - CHOICE NUMBER 3
THE TALE OF CUSTARD THE DRAGON

by Ogden Nash
Belinda lived in a little white house,
With a little black kitten and a little gray mouse,
And a little yellow dog and a little red wagon,
And a realio, trulio, little pet dragon.•
Now
And
And
But

the
the
the
the

name of the little black kitten was Ink,
little gray mouse, she called her Blink,
little yellow dog was sharp as Mustard,
dragon was a coward, and she called him Custard.•

Custard the dragon had big sharp teeth,
And spikes on top of him and scales underneath,
Mouth like a fireplace, chimney for a nose,
And realio trulio daggers on his toes. 4>
Belinda was
And Ink and
Mustard was
But Custard

as brave as a barrel full of bears
Blink chased lions down the stairs,
as brave as a tiger in a rage,
cried for a nice safe cage.A

Belinda tickled him, she tickled him unmerciful,
Ink, Blink and Mustard, they rudely called him Percival
They all sat laughing in the little red wagon
At the realio, trulio, cowardly dragon. A
Belinda giggled till she shook the house,
And Blink said Weeck! which is giggling for a mouse,
Ink-and Mus-tard- rudely asked his age,
When Custard cried for a nice safe cage.•
Suddenly, suddenly they heard a nasty sound,
And Mustard growled, and they all looked around. A
Meowch! cried Ink, and Ooh! cried Belinda,
For there was a pirate, climbing in the winda. •
Pistol in his left hand, pistol in his right,
And he held in his teeth a cutlass bright, A
His beard was black, one leg was wood;
It was clear that the pirate meant no good .•
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The Tale of custard the Dragon continued
Belinda paled, and she cried Help! Help!
But Mustard fled with a terrified yelp,
Ink trickled down to the bottom of the household,
And little mouse Blink strategically mouseholed.A
But up jumped Custard, snorting like an engine,
Clashed his tail like irons in a dungeon,
With a clatter and a clank and a jangling squirm
He went at the pirate like a robin at a worm.~
The pirate gaped at Belinda's dragon,
And gulped some grog from his pocket flagon,
He fired two bullets, but they didn't hit,
And Custard gobbled him, every bit.•
Belinda embraced him, Mustard licked him,
No one mourned for his pirate victim.
Ink and Blink in glee did gyrate
Around the dragon that ate the pyrate. •
Belinda still lives in her little white house,
With her little black kitten and her little gray mouse,
And her little yellow dog and her little red wagon,
And her realio, trulio, little pet dragon.A
Belinda is as brave as a barrel full of bears,
And Ink and Blink chase lions down the stairs. 4
Mustard is as brave as a tiger in a rage,
But Custard keeps crying for a nice safe cage.A
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ARTICLE USED FOR AESTHETIC READING - CHOICE NUMBER 4

From A CHILD'S CHRISTMAS IN WALES
Dylan Thomas
It was on the afternoon of the day of Christmas Eve,
and I was in Mrs. Prothero's garden, waiting for cats, with
her son Jim. It was snowing. It was always snowing at
Christmas. December, in my memory, is white as Lapland,
though there were no reindeers. But there were cats.•
Patient, cold and callous, our hands wrapped in socks, we
waited to snowball the cats.• Sleek and long as jaguars and
horrible-whiskered , spitting and snarling, they would slink
and sidle over the white back-garden walls, and the lynxeyed hunters, Jim and I, fur-capped and moccasined trappers
from Hudson Bay, off Mumbles Road, would hurl our deadly
snowballs at the green of their eyes.•
The wise cats never appeared.A We were so still,
Eskimo-footed arctic marksmen in the muffling silence of
the eternal snows - eternal, ever since Wednesday - that we
never heard Mrs. Prothero's first cry from her igloo at the
bottom of the garden.A Or, if we heard it at all, it was,
to us, like the far-off challenge of our enemy and prey,
the neighbour's polar cat.A But soon the voice grew louder.
"Fire!" cried Mrs. Prothero, and she beat the dinner-gong.&.
And we ran down the garden, with the snowballs in our
arms, toward the house; and smoke, indeed, was pouring out
of the dining-room, and the gong was bombilating,•and Mrs.
Prothero was announcing ruin like a town crier in Pompeii.
This was better than all the cats in Wales standing on the
wall in a row.A We bounded into the house, laden with
snowballs, and stopped at the open door of the smoke-filled
room.•
~Something was burning all right; ~Perhap~ i:t was Mr.
Prothero, who always slept there after midday dinner with a
newspaper over his face.A But he was standing in the middle
of the room, saying, "A fine Christmas!" and smacking at
the smoke with a slipper.• "Call the fire brigade," cried
Mrs. Prothero as she beat the gong. "They won't be there,"
said Mr. Prothero, "it's Christmas." .A
There was no fire to be seen, only clouds of smoke and
Mr. Prothero standing in the middle of them, waving his
slipper as though he were conducting.•
"Do something," he said.
And we threw all our snowballs into the smoke - I
think we missed Mr. Prothero - and ran out of the house to
the telephone box.A
"Let's call the police as well," Jim said.
"And the ambulance."
"And Ernie Jenkins, he 1 ikes fires. 11 a,,.
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A Child's Christmas in Wales continued
But we only called the fire brigade, and soon the fire
engine came and three tall men in helmets brought a hose
into the house and Mr. Prothero got out just in time before
they turned it on.• Nobody could have had a noisier
Christmas Eve.A And when the firemen turned off the hose
and were standing in the wet, smoky room, Jim's aunt, Miss
Prothero came downstairs and peered in at them. Jim and I
waited, very quietly, to hear what she would say to them.
She said the right thing, always. She looked at the three
tall firemen in their shining helmets, standing among the
smoke and cinders and dissolving snowballs, and she said:
"Would you like anything to read?"•
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ARTICLE USED FOR AESTHETIC READING - CHOICE NUMBER 5
THE POLAR EXPRESS

by Chris Van Allsburg
On Christmas eve, many years ago, I lay quietly in my
bed. I did not rustle the sheets. I breathed slowly and
silently. I was listening for a sound - a sound a friend
had told me I'd never hear - the ringing bells of Santa's
sleigh.A

"There is no Santa," my friend had insisted, but I
knew he was wrong.
Late that night I did hear sounds, though not of
ringing bells. From outside came the sounds of hissing
steam and squeaking metal. I looked through my window and
saw a train standing perfectly still in front of my house.
It was wrapped in an apron of steam. Snowflakes fell
lightly around it.• A conductor stood at the open door of
one of the cars. He took a large pocket watch from his
vest, then looked up at my window. I put on my slippers
and robe. I tiptoed downstairs and out the door.•
"All aboard," the conductor cried out. I ran up to
him.
"Well," he said, "are you coming?"
"Where?" I asked.
"Why, to the North Pole of course," was his answer.
"This is the Polar Express." I took his outstretched hand
and he pulled me aboard. A
The train was filled with other children, all in their
pajamas and nightgowns. We sang Christmas carols and ate
candies with nougat centers as white as snow. We drank hot
cocoa as thick and rich as melted chocolate bars. Outside,
the lights of towns- and- villages--fl.ickered in-the di-sta-m:::eas the Polar Express raced northward.A
Soon there were no more lights to be seen. We
traveled through cold, dark forests, where lean wolves
roamed and white-tailed rabbits hid from our train as it
thundered through the quiet wilderness.•
We climbed mountains so high it seemed as if we would
scrape the moon. But the Polar Express never slowed down.
Faster and faster we ran along, rolling over peaks and
through valleys like a car on a roller coaster. A
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The Polar Express continued

The mountains turned into hills, the hills to snowcovered plains. We crossed a barren desert of ice - the
Great Polar Ice Cap. Lights appeared in the distance.
They looked like the lights of a strange ocean liner
sailing on a frozen sea. "There," said the conductor, "is
the North Pole. " •
The North Pole. It was a huge city standing alone at
the top of the world, filled with factories where every
Christmas toy was made.A
At first we saw no elves.
"They are gathering at the center of the city," the
conductor told us.
"That is where Santa will give the
first gift of Christmas."
"Who receives the first gift?" we all asked.
The conductor answered, "He will choose one of you."£
"Look," shouted one of the children, "the elves."
Outside we saw hundreds of elves. As our train drew closer
to the center of the North Pole, we slowed to a crawl, so
crowded were the streets with Santa's helpers. When the
Polar Express could go no farther, we stopped and the
conductor led us outside.
We pressed through the crowd to the edge of a large,
open circle. In front of us stood Santa's sleigh. The
reindeer were excited. They pranced and paced, ringing the
silver sleigh bells that hung from their harnesses.
It was
a magical sound, like nothing I'd ever heard.• Across the
circle, the elves moved apart and Santa Claus appeared.
The elves cheered wildly.·
He marched over to us and, pointing to me, said,
"Let's have this fellow here." He jumped into his sleigh.
The_conductor_handed me_up. .I-sat on. Santa~s-knee. and he-.
asked,
"Now, what would you like for Christmas?"•
I knew that I could have any gift I could imagine.
But the thing I wanted most for Christmas was not inside
Santa's giant bag. What I wanted more than anything was
one silver bell from Santa's sleigh. When I asked, Santa
smiled. Then he gave me a hug and told an elf to cut a
bell from a reindeer's harness. The elf tossed it up to
Santa. He stood, holding the bell high above him, and
called out, "The first gift of Christmas!"J.
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The Polar Express continued
A clock struck midnight as the elves roared their
approval. Santa handed the bell to me, and I put it in my
bathrobe pocket. The conductor helped me down from the
sleigh. Santa shouted out the reindeer's names and cracked
his whip. His team charged forward and climbed into the
air. Santa circled once above us, then disappeared in the
cold, dark polar sky.A
As soon as we were back inside the Polar Express, the
other children asked to see the bell. I reached into my
pocket, but the only thing I felt was a hole. I had lost
the silver bell from Santa Claus's sleigh. "Let's hurry
outside and look for it," one of the children said. But
the train gave a sudden lurch and started moving. We were
on our way home. .A
It broke my heart to lose the bell. When the train
reached my house, I sadly left the other children. I stood
at my doorway and waved good-bye. The conductor said
something from the moving train, but I couldn't hear him.
"What?" I yelled out. A
He cupped his hands around his mouth. "MERRY
CHRISTMAS," he shouted. The Polar Express let out a loud
blast from its whistle and sped away. A
On Christmas morning my little sister Sarah and I
opened our presents. When it looked as if everything had
been unwrapped, Sarah found one last small box behind the
tree.~ It had my name on it. Inside was the silver bell!
There was a note: "Found this on the seat of my sleigh.
Fix that hole in your podket. 11 Signed, "Mr. c. 11 .A
I shook the bell. It made the most beautiful sound
my sister and I had ever heard. •
But my-mother-said,-- "Oh, that's-too bad-~"
"Yes," said my father, "it's broken."
When I'd shaken the bell, my parents had not heard a
sound.A

At one time most of my friends could hear the bell,
but as years passed, it fell silent for all of them. Even
Sarah found one Christmas that she could no longer hear its
sweet sound. Though I've grown old, the bell still rings
for me as it does for all who truly believe.A
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ARTICLE USED FOR AESTHETIC READING - CHOICE NUMBER 6

From THE VELETEEN RABBIT
by Majory Williams
The Skin Horse had lived longer in the nursery than
any of the others. He was so old that his brown coat was
bald in patches and showed the seams underneath, and most
of the hairs in his tail had been pulled out to string bead
necklaces.~ He was wise, for he had seen a long succession
of mechanical toys arrive to boast and swagger, and by-andby break their mainsprings and pass away, and he knew that
they were only toys, and would never turn into anything
else.~ For nursery magic is very strange and wonderful, and
only those playthings that are old and wise and experienced
like the Skin Horse understand all about it.~
"What is REAL?" asked the Rabbit one day, when they
were lying side by side near the nursery fender, before
Nana came to tidy the room.A "Does it mean having things
that buzz inside you and a stick-out handle?"A
"Real isn't how you are made," said the Skin Horse.
"It's a thing that happens to you.A When a child loves you
for a long, long time, not just to play with, but REALLY
loves you, then you become Real."•
"Does it hurt?" asked the Rabbit.
"Sometimes," said the Skin Horse, for he was always
truthful. "When you are Real you don't mind being hurt. 11 /A
"Does it happen all at once, like being wound up," he
asked, "or bit by bit?"
"It doesn't happen ~11 at once," said the Skin Horse.
"You become. It takes a long time.A That's why it doesn't
often happen to people who break easily, or have sharp
edges-, 01c who-have-to be--ca-re-fu-1-1-y--kept.A-Generally-,-by-thetime you are Real, most of your hair has been loved off,
and your eyes drop out and you get loose in the joints and
very shabby.A But these things don't matter at all, because
once you are Real, you can't be ugly, except to people who
don't understand."A
"I suppose you are Real?" said the Rabbit. And then
he wished he had not said it, for he thought the Skin Horse
might be sensitive. But the Skin Horse only smiled.•
"The Boy's uncle made me Real," he said. "That was a
great many years ago; but once you are real you can't
become unreal again. It lasts for always."A
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