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Literature-Based
Reading Instruction:
Research and Recommendations
by Cynthia Lipka and Peggy Gaskill, Ph.D.
Reading instruction in the Western
world has been literature-based until
fairly recently in history. When Martin
Luther launched a literacy campaign in
the seventeenth century, his textbooks
were his translation of the Bible and
hymns written in the language of the
people. Two hundred years later, colonists to Australia were taught to read using the King James Version of the Bible,
which was very often the only accessible literature. The trend of using literature, combined with some letter-sound
correspondence, or phonics, instruction
for beginners, continued into the twentieth century (Larrick, 1987).
In the first third of the twentieth
century, emphasis began to switch from
early phonics instruction to the looksay, or whole-word, method. Students
were taught to recognize the whole
word by sight rather than by analyzing
its parts. In the 1940's, literature became
separated from reading instruction
through the use of basal reading programs, which broke reading instruction
into a sequential series of skills
(Schrenker, 1986). Phonics made its way
back into reading instruction after two
books, Why Johnny Can't Read by
Rudolph Flesch (1955) and Leaming to
Read: The Great Debate by Jean Chall
(1967), raised popular and professional
support for phonics. The whole word
method was not abandoned, however,
and is still used to teach those words
which are frequently used and words

which do not fit phonics patterns. The
1950's also saw the development of individualized reading using trade books,
the only significant challenge to basal
reading programs so far (Bader, Veatch
& Eldredge, 1987; Anderson, 1985).
Currently, "traditional" reading instruction is defined as the use of a basal
program with students homogeneously
grouped. All of the basal programs contain some type of phonics instruction.
Teachers, for the most part, follow instructions in a teacher's manual, while
individualizing consists of leaving some
activities out or adding enrichment or
remedial activities. Basal instruction
accounts for seventy-five to ninety
percent of the reading instruction time
in schools. Of this, seventy percent of
the time is spent doing worksheets.
Less than ten percent of the time devoted to reading instruction (eight minutes for lower elementary and fifteen
minutes for upper elementary) is spent
actually reading (Anderson, 1985). The
contents of basal reading texts are literature and contrived didactic selections.
Of the authentic literature selections included, eighty percent have been adapted to meet readability formulas and can
no longer be considered authentic literature. This is especially true of
selections in the lower elementary
grades (Green & Olson, 1986).
Within the last ten years, literaturebased reading instruction has gained
popularity, often as a component of a
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Whole Language reading approach in
the early elementary grades (Tunnell &
Jacobs, 1989). Use of literature in the
classroom takes a variety of forms: from
individualized reading to whole group
instruction, and from supplementing
the basal with extra reading time to
supplanting the basal program with
paperbacks. Most programs focus on
increasing the time spent reading and
encourage writing or projects as individual responses to literature in order
to make reading more meaningful
(Zarillo, 1989).
THE NATURE OF READING
Based on reading-related research
compiled by the Commission on
Reading, studies dating back to the
middle of the nineteenth century show
that each generation reads better than
the last (Anderson, 1985). However,
recent test results are mixed. Compared
to other nations, the United States rates
at or below the international average on
most reading tests. Within the United
States, test results of comprehension of
everyday reading materials are up
slightly from the 1960's, but results of
tests of advanced reading skills have
made a steady decline. Anderson attributes the small, but steady, decline to
increased television viewing, changes in
motivation, changes in family structure,
and the fact that lower-achieving readers are staying in school and taking part
in the tests.
While Anderson (1985) did not directly address the issue of literaturebased instruction, he did describe what
research says about the nature of reading and what research shows to be the
common attributes of good readers.
Reading was described as constructive,
strategic, fluent, motivated, and a lifelong pursuit. Success in reading comes
from practice over long periods of time.
"Reading can be divided into subskills,

but the performance of those subskills
is not reading" (p. 7). Good readers integrate information from the text with
their prior knowledge, thus taking
meaning from and bringing meaning to
the text. Poor readers depend upon
word-by-word analysis of the text,
which may result in some meaning being lost, or depend too much upon their
prior knowledge, which results in inaccurate information based on guessing.
Good readers have mastered spellingto-sound correspondence patterns and
are able to decode quickly enough to
bring meaning to the text as they read.
Good readers are motivated. Interviews with some children reading one
year above grade level indicated that
they liked to read, but didn't like the activities in school called "reading."
Teachers who were judged to maintain
high levels of motivation were found to
have used varied and fast-paced lessons
and to have explained how the activities assigned would help the students to
become better readers. Children who
were motivated made larger than average gains on reading achievement tests
(Anderson, 1985).
Based on research, Anderson (1985)
made the following recommendations
regarding reading materials:
1. Reading primers (beginning books)
should be comprehensible: Research suggests that children comprehend texts which conform to their
speech patterns better than those
which do not.
2. Reading primers should give the
students opportunities to apply
phonics: Research has shown that
methods which make use of phonics
are superior to those which do not,
especially for ':arly success, which is
dependent upon word identification.
All basals include some type of
phonics, but a study which analyzed
eight of the best-selling basals found

little connection between the phonics
lessons and the reading selections.
3. Reading primers should be interesting: Many stories for the early grades
were analyzed and found either to be
lacking a predictable story structure
or to not tell a story at all. This makes
the selection "less interesting, less
comprehensible, and probably slows
progress in learning to read" (Anderson, 1985, p. 46).
4. Children should spend less time on
skill sheets and more time on independent (silent) reading: The best
predictor of vocabulary size, comprehension, and gains in achievement in
second through fifth grade was the
average number of minutes per day
spent in independent reading, but
seventy percent of reading instruction time in basal reading programs
is devoted to skill sheets. These are
often used to keep the children busy
while the teacher is working with a
small group. Independent reading
provides practice in the whole act of
reading, but a study of six hundred
reading groups found that the lowest
achieving groups were assigned the
least amount of time reading independently. The high-achieving reading groups spent eighty percent of
their reading time in independent
reading, the average-achieving
groups read independently sixty percent of the time, and the low-achieving groups read independently twenty percent of the time and read orally
eighty percent of the time. Because
silent reading before oral reading
was usually omitted for the low
groups in traditional reading groups,
much of their oral reading was essentially sight reading. Research also
shows that achievement gains were
higher in classrooms where independent reading was encouraged
through the presence of a classroom

library (Anderson, 1985)._
5. Stories should conform to good

story structure: Stories which have
good story structure facilitate student understanding of the story and
help students make connections between parts of the story. Many basal
stories for the early grades do not
have a predictable story structure or
do not tell stories at all. Stories in later grades do tell stories, but often
leave out information dealing with
insight into the characters' goals,
problems, motivations, plans, and
feelings. These simplified story structures were not found to be helpful in
the transition to content information
texts (Anderson, 1985). "The most
useful form of practice is doing the
whole act of reading - that is, reading meaningful text for the message
it contains" (p.17).
LITERATURE-BASED
READING INSTRUCTION
A literature-based reading instruction program is one which uses authentic literature for reading material. It is
based upon these ideas:
1. It takes a good story to teach reading
comprehension and to hold a student's interest.
2. Students learn the language of literature by reading it and hearing it read
aloud.
3. Students draw upon what they read
as a source of knowledge when they
write.
4. Students who read a lot become fluent readers.
5. Enthusiasm for reading is contagious
(Cullinan, 1987, p.13).
Literature-based reading instruction
takes a variety of forms, but some recommended components include various types of groupings, teacher modeling of reading, oral and silent reading
by the children, the use of literature to
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teach higher level reading skills rather
than just decoding skills, daily writing
and other responses to literature, and
shared reading (Cullinan, 1987).
The use of authentic literature is
positively related to reading achievement and reading interest, while curing
the reading program of unnatural, unpredictable language which is characteristic of the basal reading programs at
the lower elementary levels (Eldredge
& Butterfield, 1984; Green & Olson,
1986; Bridge, Winograd, & Haley, 1983).
In order to determine whether students could be taught to read as effectively with literature as with basal reading materials, a study was conducted by
Eldredge and Butterfield (1986) in fifty
second grade classrooms in Utah. The
traditional basal program with homogeneous grouping and analytic phonics
instruction was compared to five experimental models involving literature,
heterogeneous grouping, a newly developed synthetic-analytic phonics program, and a modified neurological impress method which made use of peer
readers for poor readers. The following
experimental groups were used: a basal
program with homogeneous grouping,
neurological impress, and analytic-synthetic phonics; a basal program with
heterogeneous grouping and neurological impress; a basal program with heterogeneous grouping, neurological impress, and analytic-synthetic phonics; a
literature-based program with heterogeneous grouping and neurological impress; and a literature-based program
with heterogeneous grouping, neurological impress, and synthetic-analytic
phonics. In addition to these experimental groups, a control group was
chosen from each school which had an
experimental group (Bader, Veatch, &
Eldredge, 1987; Eldredge & Butterfield,
1986).
Basal instruction consisted of fol-

lowing the directions given in the teacher's manual. Literature-based instruction consisted mostly of the children
reading, with the additions of group
discussions, teacher reading, and activities to increase reading interest. Instruction for the new phonics program was
limited to fifteen minutes per day. Within the literature programs, phonics instruction was kept separate from other
reading instruction in order to avoid interference with interest in the literature
(Bader, Veatch & Eldredge, 1987).
After all of the experimental factors
were sorted out, the use of children's literature was found to have a positive effect on student achievement, as was
heterogeneous grouping and the new
phonics method. The groups in which
the students were the most successful
were the two literature groups and the
homogeneous basal group. Children in
the literature groups were found to
have made greater gains in all areas
tested (Eldredge & Butterfield, 1984).
One unexpected aspect of this
study involved the readability ratings
of the literature. Readability was measured after the study was begun and
was found to range from the 2.2 level to
7.7, with ninety-one percent of the books
being above 3.0. Participating teachers
were not informed of this and children
in the literature groups made the greatest gains in achievement and interest
despite this (Bader, Veatch & Eldredge,
1987).
After the experiment was completed, participating teachers were asked to
rate the workloads of the various programs. Most reported that the literature-based program was "a little less"
work than the traditional homogeneously grouped bas_a l program and "a lot
less" work than the heterogeneously
grouped basal program (Eldredge &
Butterfield, 1986).
In another research study, one

school in New York set up a literaturebased program in order to combat the
problems it had teaching reading to its
many foreign-born and often limitedEnglish-proficient students. The program was established for the kindergarten with the help of the American
Reading Council and was called "Open
Sesame." It was designed to give students pleasurable and unpressured
reading experiences. The program used
real books and language experience
stories. Phonics concepts were de-emphasized and were pointed out only
within the context of the stories. By the
end of the year, all of the students could
read their own language experience
stories and some were reading at the
second grade level. The program was
considered so successful that it was extended into first grade. The results at
the end of that year were also encouraging. After testing the three hundred
fifty students, only three could not pass
a comprehension test, and those three
had been in the United States less than
three months. Sixty percent of the students were reading at or above grade
level, and some students were reading
at the third grade level (Larrick, 1987).
Another study, by Bridge,
Winograd, and Haley (1983), compared
the effects of using the basal preprimer
to using predictable, or pattern, books
on sight word vocabulary acquisition.
Pre-primers are the first books of a basal
reading series. They provide repetitive
practice of frequently used words
which should be learned by sight. The
text has little meaning and relies upon
pictures to convey most of the meaning.
Predictable books contain refrains or
variations of phrases so that, with the
help of the pictures, the students can
predict what the words will say. Predictable books were chosen which contained the same words presented in the
basal, but the predictable books con-

tained more words than just the targeted words. If a targeted sight word
could not be found in a predictable
book, the word was introduced through
a language experience story. After the
two groups had been taught using their
respective types of books, they were
evaluated according to sight word vocabulary acquisition, other word acquisition, strategies used for problem-solving, and attitude.
The children in the experimental
group (predictable books) were found
to have learned more targeted sight
words, as well as more words which
were not targeted. At the beginning of
the study, all of the children were asked
what they would do if they encountered
an unfamiliar word. All indicated that
they would try to sound it out or ask for
help. When they were asked after instruction, most of the children in the experimental group indicated that they
would use context clues, while the children in the control group indicated that
they would try to sound it out or ask for
help. Children in the experimental
group were also found to have more
positive attitudes toward their oral
reading than the children in the control
group. It was concluded that "the nature of the preprimer appeared to inhibit, rather than enhance, sight vocabulary growth" (Bridge, Winograd &
Haley, 1983, p. 887). They attributed this
to the unnatural language of the preprimer, which makes reading unpredictable.
Green and Olson (1986) set out to
determine whether children prefer
authentic literature or the same literature adapted for the basal and whether
or not the adapted version was easier to
understand. Literature is usually adapted by replacing specific words with
more general words that students are
likely to already know or by splitting
complex sentences into shorter, simple

sentences. Fifty-eight second-graders
were read one-half of each version of
four stories. For two stories, they were
allowed to read the rest of the story in
the version they preferred. The students
were then evaluated on comprehension
and reading interest for all of the stories. No difference was found in comprehension of the different versions. When
asked to rate the difficulty and quality
of the versions, two-thirds of the students rated the original versions as
harder, but all of the students rated the
original versions as better than the basal
adaptations. Green and Olson (1986) attributed these results to the greater
number of details in authentic versions
which give clues to the characters' motivation and which help the students
identify with the characters.
In addition to evaluating reading
achievement, some of the previously
cited studies also evaluated the students' attitudes toward reading. The
use of literature was found to have a
positive effect on reading attitudes.
Eldredge and Butterfield (1984) found
that the greatest gains in reading interest were made by students in groups
which used literature, with the boys
making greater gains than girls. Students who used predictable books were
found to have better attitudes toward
their own oral reading than the children
who used basal preprimers (Bridge,
Winograd & Haley, 1983). The students
who had to choose between original
and readability-adapted stories in the
study by Green and Olson (1986) preferred to read the original versions of
the stories, even though the students
considered them to be more difficult.
Kramer (1989) developed a study to
compare fourth- through sixth-graders'
attitudes toward basal readers and literature. After using novels instead of
basal stories for one to two weeks, one
hundred ten students were asked to

complete surveys comparing the two
programs. Eighty-eight percent indicated that they would like to read more
novels and that they preferred novels to
the basal stories. Most students indicated that novels were more exciting
and more interesting than basal stories,
that they led to better group discussions
than basal stories did, and that the
students did more silent reading and
learned more new words than they did
with the basal stories.
IMPLEMENTATION OF
LITERATURE-BASED
READING INSTRUCTION
Literature-based classrooms have
been described as "happy, challenging
classrooms where students read extensively, and wrote, discussed, drew, and
acted in response to the books they
read" (Zarillo, 1988, p. 72). Based upon
qualitative studies, Zarillo abstracted
seven features of literate environments:
1. There were varied types and copious
amounts of reading materials, including student writings. The reading materials covered many reading
levels and areas of interest.
2. Writing tools of every type were
available, including slates, crayons,
typewriters, and computers.
3. Adults were available to help with
problems, provide reading guidance,
and offer feedback.
4. Adults were visible reading and
writing models in the classroom.
While children are reading silently or
writing, so were the teachers.
5. The students had something to read
and write about, such as literature,
social studies, or events in their own
lives.
6. There was a_need to give and get
messages, which motivated the students to read or write for meaning.
7. Children were given time to achieve
literacy. The role of the teacher was

to be patient, accept individual differences, and expect progress (p. 75).
As to the use of literature, Zarillo
(1988) recommended that children's literature be used for its aesthetic appeal
and warned against using it as a basis
for extensive vocabulary lists, pages of
comprehension questions, or time-consuming literary analyses. Analysis of
character, setting, plot, theme and style
should be used only to enhance the
child's enjoyment of the book and
should fall within these limits:
1. It should increase the children's enjoyment by allowing them to share
responses to and ideas about the literature.
2. It should not take a lot of time which
is better spent reading.
3. Form and content of the analysis
should be age appropriate. Appropriate responses may make use of
drama, discussion, art, or free writing.
4. It should resemble the discussions
that adults have after viewing
or reading a book.
5. It should take place after the students
have finished the book (p. 74).
For teaching using a core book approach, which is criticized for not being
individualized in interest or ability,
Zarillo (1988) recommended using the
book as a basis for emichment activities
with-in a larger language arts program.
For a self-selection approach, he
recommended that the students choose
their own books, read them on their
own, and then confer with the teacher
for individualized instruction on
comprehension or reading and writing
skills. For a unit approach, he
recommended that the teacher choose
some books to read to the class and
plan a few activities for shared
response. In addition to this, the
students should choose some books to
read, confer with the teacher individ-

ually or in small groups, and then
choose some special proj~cts which are
an extension or an in-depth analysis
related to the theme or to one of the
books.
A well-planned literature unit combines strong aspects of the core book
approach and self-selection by presenting the best children's literature
through read-alouds, while permitting
children to choose their own books. It is
an approach which is consistent with
the research. Reading material, at a
variety of levels, is at hand. The teacher
and other adults in the classroom provide guidance, supply materials, and
lead discussions. The teacher models
the reading and writing expected of students. Children select their books and
write for their own purposes (Zarillo,
1988, p . 77).
TEACHERS' INTERPRETATIONS
OF LITERATURE-BASED
INSTRUCTION
Since 1987, the use of children's literature in the classroom has been mandated in California by the California
State Department of Education. During
the transition period from 1986 to 1988,
Zarillo examined twenty-three classrooms for the teachers' attitudes toward
and interpretations of literature-based
reading instruction. Effective programs
were then analyzed for common elements. Programs were considered effective if the teacher, principal, and students were pleased with the quality of
reading and writing in the classroom; if
the children had positive attitudes toward reading; and if the teacher
planned to use the same program the
following year.
There were found to be two major
philosophical groups among the teachers. One group felt that children learn to
read by reading, that literacy is acquired when language is used for
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meaningful communication, and that
language arts should be integrated; the
other group felt that children learn to
read by mastering and applying skills,
that literacy is acquired through the
presentation of language in teachable
components, and that reading should
be taught separately from the other language arts (Zarillo, 1989).
In addition to the two philosophical
groups, teachers held three interpretations of a literature-based program.
Zarillo (1989) named these the core
book interpretation, the literature unit
interpretation, and the self-selected,
self-paced interpretation.
The core book interpretation was
the most prevalent. In this interpretation, the teacher chose a book for the
class to study. All of the children read
the same book at the same pace. Part of
the book was presented to the class in
order to create interest in the book. This
was usually done by the teacher reading an exciting or intriguing part of the
book, but might also be done by the students reading or dramatizing. The book
was then used as the basis for discussions and other language arts activities,
such as writing, answering questions,
or doing research on related projects. A
drawback of this type of program was
that it required a copy of the book for
each student, which could prove to be
expensive (Zarillo, 1989).
Another interpretation was the literature unit, which made use of many
books with a particular theme, geme, or
author in common. Science, social studies, or literature themes were used. Discussions centered around the content
information of the unit. Some books
were chosen by the teacher to be read to
or by the whole class. Students also
read books individually or in small
groups. In this case, instruction centered around individual or small group
needs and interests. This type of inter-

pretation required many books (at least
forty) on the same topic (Zarillo, 1989).
The third type of interpretation was
an individualized program based on
self-selection and self-pacing. Usually
this program was used as a supplement
to another of the interpretations, but in
one classroom it was the only interpretation in use. The children in that classroom read silently for thirty minutes,
then spent the next thirty minutes engaged in reading and writing conferences, projects, or other language arts
activities.
Regardless of the interpretation
used in the classroom, Zarillo (1989)
found five elements common to all successful programs:
1. Presentation of the literature: Literature was presented in some way to
build interest in the book or provide
a purpose for reading.
2. Children's response to the literature: The children responded to the
literature by answering interpretive
questions, sharing related experiences, evaluating character actions,
and predicting outcomes.
3. Individualized time: The students
had time to read books of their
choice, separate from reading instruction time.
4. Teacher-directed lessons: In individualized instruction, students worked
with the teacher on individual needs;
in unit instruction, lessons related to
the theme were presented; and in
core book instruction, information on
authors, styles, and reading techniques for content books were presented.
5. Projects related to the books: These
were another type of response to the
literature, but they were not allowed
to be so time-consuming as to take
time away from reading literature (p.
22).
It was recommended that these

three interpretations be combined for
best results. For example, two weeks
could be spent on a core book, followed
by a three-week literature unit, followed by two to three weeks of individualized reading (Zarillo, 1989).
DIFFERENT GROUPING PATTERNS
FOR LITERATURE-BASED
CLASSROOMS
Hiebert and Colt (1987) examined
existing literature-based classrooms for
the types of programs used when implementing a change from basal instruction to literature-based instruction.
They identified three different situations in regard to selection and grouping: teacher-selected groups and literature; teacher- and student-selected
groups and literature; and individuallyselected literature and individualized
instruction.
The pattern of teacher-selected
groups and teacher-selected literature
corresponded to Zarillo' s core book interpretation. Children within a group,
or the whole classroom as a group, took
part in large group instruction. The advantage of this arrangement was that
the children benefited from the other
children's modeling of thinking strategies and from exposure to other children's viewpoints. The disadvantages
were that all of the children's instructional needs could not be met in this
large group instruction and that the
children's freedom of choice, and subsequently, some of their interest, was
limited (Hiebert & Colt, 1986).
The pattern of teacher- and studentselected literature and small, flexible
groups, based on interests and skills development, gave the students more freedom in choosing books; allowed students to take a more active role in their
learning, as some of the groups were
student led; and met more individual
needs than the large group model. It

also allowed more students to share responses and interpretations and to
model thinking strategies than would
have been possible with a larger group
(Hiebert & Colt, 1986).
The pattern of individually-selected
books, self-paced reading, and individualized instruction provided students
with the most freedom. Students were
given more practice in the skills they
needed to work on and were not obligated to practice skills which they already possessed or were not ready to
tackle. Modeling strategies and sharing
responses were limited in these groupings, but were sometimes available
when the teacher would ask the students to look for an example of something in their readings. The students
then shared the examples during a
group discussion time (Hiebert & Colt,
1986).
Each of these groupings have features which are beneficial, yet none is
complete in itself. It was recommended
that all of these groupings be used in
order to meet the children's needs for
freedom of selection, for sharing ideas
and strategies, and for working on
individual skills (Hiebert & Colt, 1986).
TRANSITION TO A
LITERATURE-BASED PROGRAM:
RECOMMENDATIONS
Whether the teacher has the freedom to design the reading program or
is obligated to use a specific program
due to supervisory pressures, there are
some things which can be done to painlessly begin the transition to a literature-based program. These are to read
aloud every day, schedule time for silent, self-selected reading, establish a
classroom library, establish time for interpretive and sharing activities, and involve parents.
The easiest suggestion to implement, and one that is already used by

many teachers, is to read aloud to the
students every day. The teacher's reading serves as an oral reading model to
the students, helps to interest the students in different types of literature,
and can create a relaxed atmosphere in
the classroom.
The next step is to allocate time in
the daily schedule for silent reading.
The more children read, the better readers they become. During this time, the
teacher should also read to model that
reading is important to everyone. Children should be allowed to choose their
own materials. It is often helpful if the
entire school or section of a school engages in silent reading at the same time
so that students are not distracted by
sounds from neighboring classrooms .
It is also appropriate to establish a
classroom library to encourage students
to choose to read at other times of the
day. Newcastle and Ward (1985) recommend that three to five items per child
per month should be available. If acquiring these books presents a problem,
they can be obtained through student
book clubs which offer quantity discounts, special teacher prices, or free
books to classrooms each time that
books are ordered. Parent-teacher organizations sometimes have funds
which are available for purchasing special materials for the classroom. Public
libraries are also a good source for
classroom books: they often allow borrowers to take twenty to thirty books
for two or three weeks at a time. Some
schools allow a set amount of money
per child for purchasing texts. This
money may be available for purchasing
literature if workbooks are not purchased. Student writings are also examples of authentic literature and are often
used with beginning readers .
Daily sharing and interpretive activities can be implemented very easily
if reading aloud is already done in the

classroom: the teacher could stop somewhere in the reading and ask the
students, "Why do you think they did
that?" or some similar interpretive
question. When students are comfortable with this, group discussions within
reading or interest groups can be encouraged, or the students can do writing or art projects in response to a story.
Less structured activities can follow
when the students are comfortable with
these initial efforts.
Parent involvement in the classroom is often hard to obtain on a daily
basis, but it is helpful to remember that
parents can also be involved at home by
reading to their children, listening to
their children read to them, talking to
their children about books, or letting
their children see them read. In school
parents can help with projects related to
books, read to the class, listen to children read, or help young children learn
to read by reading a sentence in a predictable book and asking the child to
read it back to them.
Teachers who have the freedom to
design their own reading program have
a number of options available to them.
If they choose to have a totally literature-based program, it is important to
utilize all three types of grouping (individual, small group, and large group) in
order to meet all of the instructional
needs of the students. When using a
unit approach, it is important that the
unit be broad enough to cover a wide
variety of activities and books, and that
it be meaningful to the students in
order to keep their interest. A whole or
small group approach is probably best
when starting with a class unfamiliar
with literature-based programs. The
whole group approach will allow students to observe appropriate behaviors
being modeled and will introduce them
to the added responsibility and freedom
gradually.

Teachers who do not have the freedom to design their own reading progr ams, or who would like to make a
gradual transition from the currently
perceived security and accountability of
the basal, would do best to make use of
one of these scheduling suggestions
made by Evans and Acquarelli (1982).
One day per week set aside for literature would allow the teacher to make
use of all three grouping possibilities. If
teachers feel that their students get
enough small group work in their regular reading groups, they might want to
use individualized reading one day a
week, or alternate days for different
groups. A novel unit in the middle of
the year might be a welcome break from
the basal. Teachers can also use literature from the basal as a basis for personal responses. Whatever arrangement
is chosen, teachers can still make use of
reading aloud, silent reading time,
classroom libraries, parental involvement, and interpretive and sharing
time.
It is intended that teachers make
use of these recommendations at a comfortable pace, so that instructional quality is maintained or improved. As Zarillo (1988) said,

Now is a time of unparalleled importance in elementary education. A
window has opened, innovative approaches to developing literacy are
possible. Potent political figures in
education from Washington to
Sacramento advocate an expanded
role for children's literature, increased
opportunities for children to write,
and the implementation of a language
arts program free of the artificial
restraints imposed by commercial
material. The literature-based
program developed during this period
must be of the finest quality, since the
duration of the high-level sanction
remains unknown. A quality

literature-based program must reflect
the research on the acquisition of
literacy, treat children's books as
literature and not as texts, and
respect the individual differences
among children (p. 69).
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