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ebttOQtal comments 

If the readers of the Minnesota English Journal are 
interested in teaching literature and composition--and how can 
we doubt that they are--this issue should be of interest, All 
of the articles are concerned with the problems involved in 
teaching students either how to get into a work of literatur~ 
or how to write lucidly, clearly, cogently. Some articles 
are concerned with both, And however we define the discipline 
of English most would agree that reading and writing are at 
its heart, whatever else it may include. 

So if you are interested in how to get into the literary 
work, rather than remaining on the outside, in giving wings 
to a student's soul, in teaching the students by having 
them do instead of talk about doing, in helping the student 
who has difficulty writing the English language, in helping 
him improve his diction, in challenging his imagination with 
test questions designed to bring out his flights of fancy, 
this issue is for you. And all of us need occasionally, 
perhaps more than occasionally, to know .how others teach. 
While we may not be able to use the exact technique, much 
of what we read can be modified for our own purposes, whether 
we teach in the elementary schoo·1, high school or college. 
What is here may even help us to write a little more 
effectively. 

It has become apparent, after a year as editor, that it 
is dangerous to announc,e a focus for a particular issue. 
Something always blurs the focus. Certainly if this issue 
is, as announced earlier, on reading, it would be difficult to 
see how except in a most general way. Articles on the 
announced subject do not always appear, and they cannot be 
ghost written for the issue. It is perhaps just as well. 
Sometimes articles fall into a pattern, as these did, after 
they come in. Teachers do not like to write on specific 
assignments any more than some students do. For the moment, 
therefore, I do not intend to announce a specific focus for 
subsequent issues but simply allow the focus to take shape 
as the articles come to the editor's attention. 

This means that a~y article that you have that is con
cerned with some aspect of literature is welcome. If it is 
good, there will be a place for it. So I urge you to send 
in your articles on whatever subject. They will be carefully 
read, appreciated, and, more often than not, published. 
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Where Three Roads Meet; 
Or, 

Reminders For Our Journey 
From The Oracle 

By MARTIN GINGERICH 

English Department 
Western Michigan University 

Theodore M. Green in "The Three Aspects of Criticism" 
has defined for us the historical, the re-creative, and 
the evaluative aspects of criticism; and I have adopted 
his terms for three ways into literature. Although the 
methods, which I suggest here as ways into literature, 
seem to me distinctly separate, they do overlap and 
enfold one another. Indeed, one leads to another. 
Certainly they may all be used to find a way inside a 
single piece of literature. Many of our difficulties 
read from a position outside the literary work, where 
all our notions about identifying with a character of 
feeling the situation or recognizing landscapes.do not 
help us. However valuable these notions, w~ still are 
talking about ourselves and not about the literary work. 
Some sort of entrance is necessary for the reader.to 
stand inside the work of art whether or not he thinks 
it comfortable. 

We should consider at this point an even more 
ambiguous and therefore more difficu:t disti~ction than 
that between reading inside and reading outside the 
literary work. It occurs at the point where a method 
is no longer a tool but becomes an escape from the 
job to be done. Imagine the do-it-yourselfer who so 
busies himself collecting and caring for tools that he 
never makes or repairs anything. We may wonder what he 
is escaping from and in any case why a reader.would want 

, to "escape" from understanding and enjoying litera~ure. or 
even from a particular story, poem, or play. Our imagi
nary do-it-y.ourselfer may unconsciously wis~ to esc~pe 
not his finished product but the risk of failure,~ ~ere 
I am II we say to ourselves or to anyone nearby, an intel
lige~t, mature reader. I have always been able to under-
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stand and enjoy what I read." And already we have begun 
to intimidate the work that intimidates us. When we do 
not give up so easily, off we then go into the biography 
of the author, the history of a literary period, or 
critical summaries from learned journals. I believe it 
is this kind of escape T. s. Eliot meant when he said he 
regretted "having sent so many enquirers off on a wild
goose chase after tarot cards and the Holy Grail. 11 2 · 

Keeping in mind these distinctions, we eschew the 
historical anecdote, the verbal enigma, and the witty 
epithet as provinces of the historian, the linguistician, 
and the graduate student. Let T. s. Eliot again state 
the position for us: 

We must not confuse knowlege--factual 
information--about a poet's period, the con
ditions of the society in which he lived, the 
ideas current in his time implicit in his 
writings, the state of the language in his 
period--with understanding his poetry. Such 
knowledge, as I have said, may be a necessary 
preparation for understanding the poetry; 
furthermore, it has a value of its own, as 
history; but for the appreciation of the 
poetry, it can only lead us to the door: 
we must find our own way in.3 

Perhaps only a reader himself knows when he transgresses; 
but because information is often very interesting and 
exciting for itself, he needs a reminder about losing 
touch with the literary work. The test is, of course, as 
Eliot implies, whether the information points the way in-
to understanding and appreciation. By such a test I do 
not mean to belittle the labor expended in gathering 
seemingly trivial minutiae, labor that most of us feel 
superior to because we have not the patience for it. 
Eliot himself has said that at any time a critic of 
genius may appear who would know of what use to put some 
such detail as Shakespeare's laundry list. 

The hardest requirement for the critical reader is 
to know when he is escaping into information. Honesty 
alone is not enough, for we can set ourselves to gathering 
information with the best will in the world to gain 
entrance to the frustrating work to understand it and 
appreciate it. Thus we must ask ourselves constantly of 
any fact we find, "Does it matter?" Dylan Thomas with 
some humor characterized the shocked reader whose image 
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of a poet has been destroyed by biography: 

and 

How could such a man write such marvelous devo
tional poetry? I saw him fall downstairs 
yesterday in his suspenders! 

••• Logan Pearsall Smith ••• saw, of all people, 
Matthew Arnold in a restaurant; and Matthew 
Arnold talked and laughed much too loud.4 

The delightful anecdote, too, must suffer the same 
scrutiny as the disillusioning one. Constantine Fitzgibbon 
relates of Dylan Thomas that the headmaster of the grammar 
school in Swansea while walking to the school one morning 
saw Dylan, age about 11, hiding in a bush. He asked Dylan 
what he was doing there in the shrubbery. 

" 'Playing truant, sir,' he replied. 

" 'Well, don't let your father catch you,' the 
headmaster remarked, shook his head, and walked on. 115 

A reader may find this anecdote helps him to an 
appreciative attitude towards Thomas's poems and stories; 
but he also may misuse it as an explanation, say, of 
Thomas's "Do You Not Father Me.'' The question is still, 
"Does it matter?" and still must be answered with 
caution. 

These examples illustrate the dangers of the literary 
misuse of biographical or historical details, but the 
danger also exists for other methods. I remember with what 
pleasure I noted that Thomas's hundred line "Author's 
Prologue" rhymed backwards, the last line with the first, 
and so on. Many well-known critics had pointed it out 
long before I had even read the poem; but my special 
pleasure arose, I think because at the time I had been 
attending to David Holbrook and Geoffrey Grigson and 
critics of their sort accusing Thomas of carelessness. 
This detail about the rhyme restored my faith in the poems 
and kept me readingo Yet it belongs to that class of 
detail that often makes us think we entirely understand the 
work. "Now that I have mastered the craftsmanship," we 
say, "I know what the work is all about.'' Although the 
rhyme scheme in Thomas's poem extends the image of build
ing an ark important to the poem, it is obviously not the 
meaning of the poem. There is always something left, once 

5 



the lines are laid out, Thomas said, "to creep, crawl, 
flash, or thunder in." 

The ways into literature as aspects of criticism seem 
fairly obvious and as methods of critical analysis also 
ought to be fairly obvious. The historical method does 
primarily involve gathering data somewhat extraneous to 
the l~terary work, which, we learn afterwards, has often 
contained the data all along. Further, the method attempts 
to mak~ ~he rea?er a contempo~ary of the work by revealing 
the critical climate of the time. To avoid taking such an 
assertion too simply or too strictly, however, we must 
again be mindful of Eliot: 

For the purpose of acquiring such know
ledge ••• is not primarily that we should be 
able to project ourselves into a remote period, 
that we should be able to think and feel when 

d . ' rea ing the poetry, as a contemporary of the 
poet might have thought and felt, though such 
experience has its own value; it is rather to 
divest ourselves of the limitations of our 
own age, and the poet ••• of the limitations 
of his age, in order to get the direct experi
ence, the immediate contact with his poetry.? 

Thus the historical approach leads into and becomes part 
of the re-creative approach. 

In Book XXI of The Iliad Achilles chooses twelve 
young men of the Trojans "to be vengeance for the death 
of Pa troklos": , 

These, bewildered with fear like fawns, he led 
out of the water 

and bound their hands behind them with thongs 
well cut out of leather, 

with the very belts they themselves wore on 
their ingirt tunics, 

and gave them to his companions to lead away 
to the hollow ships, 

then himself whirled back, still in a fury 
to kill men.8 

Information about Greek funeral customs or about laws of 
vengeance has never helped me digest this incident and the 
subsequent immolation of these twelve youngsters. In fact, 
greater horror arises from learning that neither custom not 
law required this act of Achilles. Nonetheless, as we 
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assume more and more the values of the Greeks and Trojans 
both from reading The Iliad and for reading The Iliad and 
take on the customs and laws as a way to enter the poem, 
and as we forgive and even desire the ordinary vengeance 
of soldier for soldier (without, I mean, in any way adopting 
these particular values as our personal ones untranslated), 
we can understand that extraordinary Achilles craves also 
extraordinary vengeance for the death of his friend. The 
very horror we feel for Achilles' murdering the young noble 
Trojans--and Homer contributes to that horror with his 
"bewildered with fear like fawns"--helps us to understand 
and interpret the extreme grief of Achilles, who is capable 
of extreme kindness and sympathy as well as of cruelty, 
grief revealed by what a modern reader thinks a war atrocity. 
Understanding Achilles' act illustrates the blending of the 
historical with the re-creative that can give us "the direct 
experience, the immediate contact." 

The re-creative method, although it sometimes seems 
the technique we use exclusively to examine contemporary 
literature, allows us to discover what is contemporary in 
older works; but partly because we do the historical work 
unconsciously, modern and contemporary literature does 
supply the best examples of the re-creative approach. John 
Updike's Rabbit !!!!!_ is set in the very recent past in a 
small Pennsylvania town, and a reader therefore easily 
transforms it into his own town today. Reading the book 
requires little effort of the historical imagination. Yet 
I saw on first reading it,mostly manifest failure on the 
part of its characters to assume responsibility for their 
actions. Rabbit seemed especially repulsive. His insist
ence on making love to his wife a week or so after child
birth was particularly revolting. One statement in that 
episode stands out as the ultimate conceit. His wife asks 
him to imagine how she feels, having just had a baby. "I 
can but I don't want to," Rabbit tells h.er; "it's not the 
thing, the thing is howl feel."9 

A second reading brought a different response. As the 
grandfather of a friend has so often said, "The badder they 
are the more you need to love them." Rabbit is a young man 
in trouble and knows it. He does not know what to do about 
it. There I sat saying he is irresponsible and conceited. 
Rabbit, however, is right, what matters is how he feels. 
He certainly cannot feel what others tell him to feel; he 
certainly does not have to be what others tell him he is. 
He liked being told he was the star, but he no longer hears 
that. We say that he should forget basketball and face up 
to his responsibilities; and as long as the advice to run 
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means to run away, we are right. Running in basketball 
means to find a new and better position and sacrifices 
neither means to ends nor ends to means. What is important 
is how Rabbit feels; for that is what he is, a human being 
of some worth. As long as he feels of no worth, no one 
has any worth to him. His mistakes in the entire novel 
occur because of his struggle to have worth. Thus his 
statement, which any of us or any of the characters in the 
book can make, is transformed from a selfish statement into 
a statement of self. The line of distinction is very fine, 
I admit; but Updike is too good an artist to make it easy 
for us. Even Gulliver does not leave the flying island of 
Laputa because Swift wants to make fun of The Royal Society, 
but because nobody there pays him any attention and anybody 
who is anybody thinks him worthless. 

Putting Updike in juxtaposition with Swift as having 
a similar concern for human worth already anticipates how 
evaluative methods, Green's third aspect, may help us find 
our way in. Comparisons have more to do than to construct 
charts of greatness whereon one writer receives a higher 
rank than another. It is not very helpful to say that 
Updike is not so great an artist as Swift·, or Chaucer, or 
Shakespeare. · It helps, however, to see Rabbit belonging to 
a tradition extending at least from Ajax to the Underground 
Man, men with the common human characteristic of refusing to 
accept the self that others would bestow upon them. 

The evaluative method does not require complete trust 
in the critical opinions of others. Nothing, it seems to 
me, should be greeted with more scepticism. The method 
requires, though, some faith in the tradition. We need not 
swallow everything critics say about great writers of the 
past, but what makes critics return again and again to those 
writers suggests that something substantial and serious is 
there whether the critics succeed in saying what it is or 
not. I think we have no easy way of saying what it is. 
"Universal," a term frequently employed, seems inadequate. 
I once had a very good teacher who said that the theme of 
Macbeth·is "Unwise ambition leads to destruction." I would 
call that universal since we might apply it to many literary 
works from "The Pardoner 1 s Tale" to Hedda Gabler to What 
Makes Sammy Run? It was something to put down in ouroote
books and perhaps start us talking about Macbeth. In any 
case, it fails to focus what I mean by the serious and the 
substantial, since we do not know whether an ambition is 
unwise until it leads to destruction. 

In spite of the difficulties of achieving a critical 
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language or set of terms we may still see the relative 
worth of a contemporary ~oem, story, or play by holding it 

to an older work that has worth for us as well as for 
~~ny others. Liking a poem because it was written yesterday 

r two hundred years ago makes no sense at all. The com-
0 • th . arisons I mean give us "the direct expen.ence, e imme-
~iate contact" with both the old and the new. The task of 
the evaluative method is not to assign rank to various 
ncient or contemporary authors but to find out whether 

~heir work confronts human problems and struggles with them. 
we have enough problems of our own without taking up fake 

roblems the answers to which the author or a character has 
~ad in his pocket and whips them out for display at the end. 

If you see dear Mrs. Equitone, 
Tell her I bring the horoscope myself: 
One must be so careful these days. 

With these words of Madame Sosostris we come back to 

the historical since her horoscope is an effort to plot 
1 I • 

the future as we do the past. Eliot s The Waste Land is 
already an older literary work for most readers today and 
therefore one a diligent reader may attempt to enter by all 
three methods. If we cannot learn how to stand with that 
narrator in the waste land, even looking up all the refer
ences translating all the foreign expressions, and reading 
Eliot:s biography will not put us inside. Nor will com-. 
paring Eliot to other poets of the past make us less afraid 
of the Chapel Perilous: 

Dry bones can harm no one. 
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''Teach Their Souls To Fly'' 
By BEATRICE K. MORTON 

Bowling Green State University 

To give wings to a student's soul is something de
voutly to be wished. Only once, in twenty years of teach
ing, have I felt certain that! had succeeded. The salu
tatorian at a high school graduation, a well-liked boy, 
student body officer and outstanding athlete as well as 
excellent student, ended this talk by saying that, of all 
the experiences he had had in high school, the one that 
was most meaningful was his having learned, in his senior 
English class, to love poetry, and having discovered, 
through poetry, new ways to look at the world, at others, 
and at himself. Probably no one else at that graduation, 
including the student speaker, remembers what was said, 
but the boy's words have remained indelibly in my mind. 
There have been other, private, knowings and often sus
picions of partial success, but however many souls have 
taken flight have done so, I believe, because of my commit
ment to an ideal of humanistic teaching. It's an ideal I 
will never reach, ' but one I must strive toward for as long 
as I shall teach. 

It begins with an adherence to the Plato-Rousseau
Dewey philosophic line. Like Plato, I believe that the 
ultimate end of education is insight into the harmonious 
order of the cosmos and the development of virtue, or good
ness, in the human soul. With Rousseau I hold that we must 
educate children as children. As he says in the Emile, 
"Nature wants children to be children before they are men •• 
•• Childhood has ways of seeing, thinking and feeling pecu
liar to itself: nothing can be more foolish than to seek 
to substitute our ways for them." And I agree with Dewey's 
basic tenets: that education is rooted in the experience 
of the individual, that education is a process of growth 
with being as the end, and that education in a democracy 
means the education of the individual self. 

My theory of instruction grows from the~e philosophic 
seeds and has been nourished especially by the insights of 
Rogers, Maslow, Jmg, and Ashton-Warner. It is oriented 
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toward human, democratic values and has .at its 7ore _a 
concern for the student. This concern in turn implies 

emphasis on the teacher as a person, for although we 
an . h 
teachers may utilize any kind of machine or non- uman. 
device in our process of instruction, th7 way we_do this, 
the reasons for doing it, and the effectiveness in the 
eventual learning all relate es sentially to the teacher 
as person. 

Carl Jung said that the student learns from what the 
teacher is, not from what he knows. If you recall your 
own elementary and secondary years, you will :emember. 
teachers who stifled learning and some who stimulated it, 
who served as models. You will remember interactional 
experiences but you will be unlikely to rem7mber any spe
cific knowledge that a given teacher transmitted to you. 
What teachers are, then, is of foremost importance. What 
we teach--the content of our courses, and how we teach-
the mehtods we employ--are secondary. 

If this is true in general, it is specifically so in 
English. ' John Ciardi, in a talk give~ some years a~o to 
the Wyoming Education Association, pointed out the impor
tance of the teacher as person in the teaching o: English. 
He said that if students had a mediocre teacher in chem
istry for instance, they would not learn quite as much 
as th~y would if they had an excellent teacher. Nor would 
any likely be inspired to continue in the study of that 
science. They would, though, learn something sim~ly by 
reading the text and doing the experiments. But in En: 
glish, if they had a mediocre teacher they would.not s~m
ply learn a bit less but would actually regress in their 
learning. That is, they would develop negative attitudes 
toward language literature, and writing. The student, 
therefore who ~ight have "learned" Macbeth enough to pass 
a test in'which he or she could properly identify the 
characters events, and even thematic ideas, but whose 
reaction w:s one of disliking the play intensely, learned 
this from the teacher, not from Shakespeare. 

What must we teachers be, then, to make instruction 
effective? First, I believe, we must try to be fullf
functioning persons. Such persons .have a good 7elf image, 
see themselves as part of a world in movement--in the 
process of becoming, and accept the dynamic of change. 
Further such persons see the importance of people, hold 
human v:lues, and live in keeping with those values. To 
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them life means discovery and adventure and they flourish 
because they are in tune with the universe. 

Such fully functioning persons would be likely to 
hold attitudes that facilitate learning. One of these is 
having respect for the student as an individual. This 
seemingly obvious attitude is one that, perhaps more tha 
any, is violated by teachers. Not only in the Boston an~ 
New York ghettos, from whose bowels have come the rum
blings of the educational acidity which burns the very 
souls of the children, but even in the affluent suburbs 
teachers all too often speak of their students--those who 
are not superior academically--in derogatory terms. 

Closely allied to respect for the individual is an 
empathic understanding of persons. To "learn to walk in 
someone else's mocassins," as the Shoshone Indians express 
empathy, is not easy, but unless we as teachers can do 
this, we cannot be fully effective. This means that we 
must understand our students from the inside, must form
ulate our teaching goals from the students' point of view 
If we cannot imagine what it would be like never to have• 
experienced success in school, year after year to have 
unwillingly warmed a seat in the back row, to have had the 
self-image stamp of failure pressed indelibly on one's 
soul, how can we hope to reach or teach those who have 
known only failure. And if we cannot empathically shed 
our white skins and our suburban values, how can we reach 
the black, red, or brown student, or the inner-city stu
dent, whatever the color. 

If we respect our students and attempt to empathize 
with them, it is easy to have faith in them, too. If, 
for instance, Joe and Sue know that their teacher be
li7ves that they~ write a short story, they may sur
prise themselves by writing one. This is not the same 
thing as the self-fulfilling prophecy, but it is related. 
The difference is that the expectation is not based on 
some information--such as high I.Q.'s--but on an inherent 
faith that everyone has far greater potentiality than is 
ever used and that, if this faith can be communicated, it 
can indeed move mountains. 

Fourth, and equal in importance, is to be open and 
honest. ~stud:nts know when we are putting them on, when 
we are not being honest. They can see through a busywork 
assignment, for instance, and not only . will they do it-
if they do--knowing full well that it is unimportant, but 
the act of doing it will have a negative effect on their 
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learning. Or teachers who give a writing assignment for 
the purpose of having a grade to record in their little 
black books are not fooling any students, and the degree 
of learning that results will be insignificant. Being 
honest means also to be ourselves, to be persons who can 
make mistakes and admit to making them, can get angry or 
tired or annoyed at times without taking these feelings 
out on our students. It means not only accepting and 
expressing our own feelings but being able to accept the 
feelings of our students. Students tend, almost univer
sally, to think of their teachers as teachers, not as 
human beings. Seeing us as real persons, I believe, 
facilitates learning. Also if we are honest with ourselves, 
we can the more easily be honest with our students. 

Only if we are striving toward becoming fully-function
ing persons with the attitudes described above can our 
primary concern be for our students. And if our instruc
tion is student-centered it will affect not only what we 
teach but how we teach. The what of teaching--the know
ledge that we are trying to instill--is essentially 
self-knowledge. Skills are taught, of course, and facts. 
But knowledge, I believe, is that which is expressed in 
the words of the Delphic oracle, the cornerstone of 
Socrates' teachings: know thyself. When one knows what 
a flower is, for instance, the knowledge is essentially 
that of the relation of oneself to the flower. Any facts 
that one may know--how many stamens, how many petals--
are extraneous to the real knowing. 

It is possible to learn without knowing, but if 
learning is to be meaningful it must be learning that can 
be equated with knowing. This means that it must be known 
inside, or known at the gut-level. When one knows some
thing in this sense the knowledge is a part of him or her 
and thus such knowledge is self-knowledge or self-discovery. 
Teachers who view knowledge in these terms, then, will be 
concerned primarily in the act of instruction with students' 
gaining this knowledge of themselves. For example, if one 
teaches poetry as a body of facts to be learned about 
poetry, the student will not gain any knowledge of poetry. 
But if one teaches it as a gateway to self-knowledge, not 
only will the student more likely gain a knowledge of 
poetry but the poetry that is taught--the specific what-
will be selected because it may lead to this self-know
ledge. 

Not only the specific whats of instruction but the 
hows as well follow from the concept that meaningful 
learning is knowledge and knowledge is self-discovery. 
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Students, for example, must be involved in the learning 
process. They cannot be passive receivers of information 
given by the teacher, but must be active participants. 
They must discover the knowledge for themselves if it is 
to become a part of them. This means that the teacher 
will employ a method that calls for a maximum amount of 
student involvement. As an example, for the culmination 
of a unit on drama in my last year of high school teaching 
all 57 students in the two senior English classes, working 
in groups cf. six or seven, wrote and produced dramatic 
adaptations of short stories. All of the students appeared 
on stage in roles they had helped to create, and for three 
nights relatives, friends, and other townspeople filled 
the school auditorium. Through this complete involvement 
and full experiencing of drama they came to a better under
standing of drama and more importantly of themselves and 
others. 

Experience and involvement are closely allied, so that 
if we teach with a method that calls for student involve
ment we will also teach with an experiential approach. 
Unless students experience what is taught, either directly 
or vicariously, they cannot make that which is taught a 
part of themselves. Experience also ties together the what 
and the how, for if the emphasis is on the experiential 
as the how of teaching, it follows that the what will be 
that which students 3!!_ experience, or relate to their 
experience. 

Implicit in what has been said so far is the concept 
that learning is growth, specifically growth in self-know
ledge or self-discovery. This in turn affects the entire 
instructional procedure, for growth in self-knowledge 
means growth in self-fulfillment. If we view learning as 
a constant becoming, what we do as teachers will be deter
mi.ned in large part by the ultimate goal of the fully
functioning self and the immediate goal of taking students 
from their own points on their own continuums of becoming 
and leading them toward some point further along. The 
three-thousand year old Chinese book of wisdom, the.! Ching, 
says "when the student is ready the teacher appears." The 
student cannot learn, in other words, until he or she is 
ready to learn for just as learning is growth, so growth 
determines the learning that can take place. 

When we accept 1 this concept, we know that learning 
will not take place unless there is a 'readiness or set. 
Just as one cannot teach a two month old child to talk 
because he is not ready yet to learn to talk, so one cannot 
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teach the concept of tragedy until the studen~ is ready to 
1 i·t This readiness or set must be physical, mental, earn • • t· 
and psychical. Again the whats and hows of instruc ion 

ff t d by. the concept for we then teach students are a ec e ' · bl 
hat they are ready to learn and in a way that will ena e 

~hem to grow from the learning. We must get the stud:nt 
ready for our message, whatever it may be, by responding 
t the student not expect the student to relate to us. 
C~assroom inte~action becomes not a quest~oning ~nd answer
. of factual information, but a discussion of ideas and 
~~gfeelings. Growth takes place as on: develop7 the.con
cepts which emerge from thinking, sensing, feeling, intu-
·t· Thus in the classroom, the teacher encourages 
i ing. · f 1 · and not tudents to express their ideas, their ee ings, 
s I "d to parrot the teachers i eas. 

Starting then with the concept that learning is 
growth, I believe that the way to realize the greatest . 
potential growth is to involve students as fully ~s p~ssi
ble and to guide their learning through the experien~ial 
approach. Employing this method and this appr~ac~ w711 
lead to meaningful learning--to learning that i 7 in7ide, 
that is a part of the whole person. Such lear~ing is 
knowledge in the sense that it leads to self-discove:y, 
and this in turn means the discovery of the self holis
tically that is discovery of the self as it_relates to 
and is~ part of the universe. Since acquiring such know
ledge is in my opinion, the goal of educat~on, it follows 
that the'student--the one who is to gain th7s knowledge-
must be the center of concern in the educational process. 
we can succeed in putting the student at the center of 
concern if we are honest, have faith in our students, have 
an empathic understanding of them, and respect them as. 
individuals. We must accept the dynamic of change, be in 
the constant process of becoming, and hold human values as 
the ultimate values in life. If we are such teachers, w: 
can give wings to our students; can, in truth, teach their 
souls to fly. 

Beatrice K. Morton taught for seven years in 
Mounds View High School and New Brighton. 
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Organizing The Environment 
In The 

Business Communications Course 
By ROSE K. REHA 
School of Business 

Saint Cloud State College 

The l ast fifty year s of r esearch sugges t that r egard
les s of the subject ma tter t aught, l earning is mos t general
i zabl e and i s mos t l ikely to prove r ewarding beyond the 
c l as sroom if the teacher organizes the lea rning environment 
to f os ter continuity and i nteraction (Dewey, 1938). 

The content of the Busines s Communica tions course l ends 
its elf well to continuity or generalizability beyond the 
cla s s room if the tea cher encourages and demonstrates to 
the students a critical or problem-solving approach to 
handling the projects or assignments, whether such a s s i gn
ments require the prepa ration of a ques tionnaire, a letter, 
a memorandum, or some type of a report. 

A critical thinking or problem-solving methodology i s 
important because it is the kind of thinking that helps 
an individual think rationally and logically. This type 
of thinking helps one exercise the judgment and make the 
decisions which usually prove most productive in the class
room and beyond. Thus, you have the continuity essential 
for good education (Dewey, 1938 ). 

Since group interaction activities are increasingly 
being recognized as an important l earning tool, s uch ac
tivities should be incorpora ted into the curri culum wher
ever f easible. In this environment, the teacher serves 
more in the role of resource person or advi ser than that 
of lecturer. 

For gr oup interaction, the teacher could arrange for 
most of the as s ignments to be accomplis hed by groups of 
students. 

Several 
and conduct 
instrument. 
and present 

groups could elect to prepare a ques tionnaire 
a survey, using the questionnaire as the survey 
The group would then analyz~ the data gathered 

the findings in an oral and/or written r eport. 
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Or, several groups might wish to discuss in a panel some 
principles of effective communications, using trans
parencies or other visual aids which they have prepared, 
to illustrate various components, aspects , or forms of 
business cormnunications. 

This activity offers a splendid opportunity for stu
dents to examine and analyze the elements or components 
of a message which could contribute or interfere with 
its effectiveness . 

Where there is group interaction, the teacher csnnot 
help observing that in addition to the content of learning 
that occurs , the students learn much about human behavior, 

For example, students learn who , in their group, can 
be depended upon to meet their share of the responsibili
ties, who are the creative ones , who are the slackers, 
etc . Through interaction activities, students learn how 
others feel about them . This also contribu tes to their 
maturity . 

In fact, the insights gained from peer feedback could, 
in the long run, prove more beneficial than the content 
absorbed. 

While some students feel threatened by interaction 
activities , most students respond favorably' to them . 

As a rule, most students say they find the doing of 
the tasks more fun even if difficult or challenging 
because the tasks are shared. How the tasks should be 
shared and who should accomplish which part of the task 
also becomes an exercise in problem solving. Apparently, 
such interaction ac t ivities with one's peers i s stimula
ting. It seems to make the process of performing the 
intermediary tasks as positively reinforcing as the 
reaching of the predetermined goals. But more impor
tantly, interaction activities simulate the world_o~ ':7ork 
where one is expected in the normal course of activities 
to interact with one's co-workers and to work coopera
tively with others in the daily performance of one ' s job. 

Thus , as do the problem solving activit~es! the 
interaction activities also provide the continuity con
sidered essential for worthwhile learning (Dewey , 1938) . 

The fact there is a lack of direct teaching of crit
ic~l thinking methodology may indicate that while teachers 
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theoretically approve of this method, few teachers know 
how this belief may be applied in their own teaching 
procedures (Aylesworth, Reagan, 1968). 

As identified by John Dewey (Dewey, 1933), the 
critical thinking approach involves: 

(1) Identifyting the problem 
(2) Establishing the facts 
(3) Formulating the hypothesis 
(4) Testing the hypothesis 
(5) Evaluating the results 

These five steps, not necessarily in the order in
dicated nor in the language stated, lend themselves well 
to improving the student's skill in thinking clearly and 
logically as he prepares and writes his messages. 

If the student uses the critical thinking approach 
in writing his messages, he can become more adept at 
discerning the facts, learning some concepts, and arriving 
at principles in the cognitive as well as the affective 
domain. Therefore, the crit.ical thinking approach should 
not only improve his technical writing skills but it 
should also increase the writer's sensitivity as to what 
effect his words may have on the receiver of his message. 

By using the critical thinking approach, the writer 
can more reasonably predict the reader's response to his 
message and ,thereby increase the possibility of respon
sibly satisfying both himself and the receiver of his 
message, whether the message is a letter, a memo, a report, 
or some other form of communication. 

To develop his critical 
abilities, the student needs 
ties in and out of class, in 
signments to: 

thinking or problem solving 
to be given many opportuni
individual and in group as-

(1) Demonstrate an ability to identify the problem 
(2) Examine the evidence 
(3) Look at the issues and arguments objectively 
(4) Decide on a strategy to handle the problem which 

(5) 
appears logical and fair; and, 
Before proceeding with the assignment, test the 
strategy among his peers or his instructor for 
possible modification or change in strategy. 

Case problems lend themselves well to problem solving 
or critical thinking activities. 

18 

It should be relatively easy to adapt office or 
anagement case problems so that it lends itself to analysis 

:s a forerunner to preparing the appropriate wr~tten.~e
sponse. Also, students could, with the ~eacher_s gu~ ance 
develop or create some problematical busines~ situations 
requiring the preparation of some form of written response. 

In the analysis and in the preparation of the required 
.response, the critical thinking approach (Dewey, 1933) 
could be utilized as a group or class exercise. 

If used as a group exercise, the students could be 
broken into groups of, preferably, five, to examine the 
facts involved, discuss the several possbibl7 strategies one 
might use to handle the situation, and o ~a~n a consens~s 
as to what strategy would most likely maximize the possi
bility of responsibly satisfying both the reader and the 
writer. 

As each group discusses the case and the possi?le 
strategies for handling the situation, the teacher is . 
available for feedback, suggestions, and guidance, especially 
where the group appears to be at an impasse, o: is ~ot 
thinking creatively on the possible ways the situation 
might be handled. 

After a reasonable amount of group or class discussion, 
each student then uses · the balance of the class session 
preparing his own written respons. A student may.choose a 
strategy from the ones discussed which he feels will effec
tively handle the situation. 

Each student then proceeds to write the required 
message in response to the situation, using his individual 
writing style. 

Of course, the student needs to 
message, to be considered effecti~e, 
of a well-written message. That is, 

(1) sound clear and logical 

bear in mind that the 
must meet the criteria 
the message needs to: 

(2) cover all points adequately 
(3) meet the objective of the message 
(4) sound courteous even when refusing a request 

or lodging a complaint 
(5) choose words precisely and in the idiom of 

today so that the message does not sound old
fashioned or pompous 

(6) use an appropriate format or structure in 
which to frame the message 
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(7) use correct grammar and spelling, so that 
the message reflects care in its prepara
tion. 

As the student participates in the group or class 
discussion of a problem or case study, he should demonstrate 
an ability to zero in on the main problem. To do this, he 
needs practice in separating fact from fiction as he exam
ines the evidence given in the problem. 

Also, as the student examines the problem, as a group 
or individual activity, he must ask himself what information 
not given or stated can be reasonably assumed or logically 
substantiated. 

In addition, the student, with practice, should be able 
to arrive at and choose from several possible strategies the 
one strategy or solution which, by general consensus, is 
most likely to maximize the possibility of responsibly 
satisfying both the writer and the reader of the message. 

When ·the analysis of a problem or case study is a 
group or an entire class activity, all members of the group 
or the class should be encouraged to enter into a free and 
open student-dominated discussion as the evidence is exam
ined and the issues, arguments and possible solutions or 
strategies are analyzed. 

If the centire class is involved in this activity, the 
teacher merely guides the discussion along, summarizing the 
ideas formulated by the students at several points along 
the way, while reinforcing clear and logical thinking as it 
is evidenced, so that all the students feel secure enough 
to enter into the discussion. 

Once it is apparent that all possibilities have been 
considered and if there is a general consensus on the 
strategy or strategies that might be used to responsibly 
satisfy both the sender and the receiver of the message, 
the students are asked to individually construct their own 
message. 

The above process may be reversed. For example, the 
students are first asked to construct a message based on 
the situation and the facts presented and assumed. Then, 
the class listens to the messages written and discusses or 
argues the strategy, content, or structure of the messages 
written by their peers. 
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The latter approach may be more effectively used toward 
the end of the Business Communications course. 

While open discussion is important in using the problem
solving approach to writing the message, ~he student gains 
a great deal in entering into the evaluation of messages 
written by his peers. 

Therefore once the message has been written by the stu
dents, preferably in class, the papers are collec~ed and dis
tributed, so that each student, as a takehome assignmen~, 
writes a written evaluation or critique of a message written 
by his peer. 

By involving the student in the evaluation activities, 
the student becomes more sensitive to his ~wn as well as the 
thought processes and writing efforts of his peers. 

Also, by involving the student in the evaluation of his 
eers the teacher is allowing the student to assume the 

ieaching role. This opportunity to play the role of teacher 
is considered the key to learning (Bruner, 1972). 

As teacher the student sharpens and accelerates his 
ability to obje~tively analyze and criticize the messages 
written by his peers and to appreciate his peers' assessments 
of his own papers. 

So that the students more objectively evaluate ~heir 
peers, the students should be provided with a c~ecklist of 
criteria which serves as guidelines for evaluating the qual
ity or effectiveness of the message. 

Criteria which I have developed to help assess the con
tent and structure of the message include clarity, co~ere~ce, 
consistency, completeness, and correctness. These criteria 
are defined as follows: 

1. Clarity 

A. The purpose of message is stataiclearly and 
directly though tactfully. 

B. 

c. 

The information is accurate. 

Statements are specific and often include con
crete illustrations, examples, factual data, 
quotations or statements from experts in the 
field to support or clarify ideas. 
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2. Coherence 

3. 

4. 

5. 

A. The message makes sense. 

B. 

c. 
The message sounds reasonable. 

There is an apparent, logical, 
development of ideas• sequential 
l d l , or, one idea appears to 
_ea ogically to the next idea and to a 1 
ical assumption or conclusion. og-

Consistency 

A. 

B. 

c. 

Thetre lis a tactful, responsible, sincere 
na ura and approp · t • ria e tone throughout the message. 

The ~c~ion and tone are likely to maximize t 
possibilities of responsibly satisf in b he 
the reader and the writer. y g oth 

~=r~! wr~tten wi~h a sensitivity to the rea-
~oint of view and in a way which will 

mosdt likely arouse the desired response in th 
rea er. e 

Completeness 

A. 

B. 

The letter or report covers all essential 
points adequately. 

It avoids vagueness by making specific rathe 
than general statements and by maki r t~:~ :~l statements introduced are ;~p;~;~ed 
;Io e nec~ssary explanations or illustra
. ns_to avoid any misunderstanding of what 
is said. 

Correctness 

A. 

B. 

c. 

T~e stru~ture of the communication is con
sistent in following the outlines or the 
table of contents, or the plan for the mes
sage presentation. 

The format, style, or structure of the mes
sage chosen is appropriate. 

The communication shows that care has been 
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, 

D. 

E. 

exercised in its preparation. 

The communication presents a neat businesslike 
appearance. 

The communication shows that good basic lan
guage technicalities have been observed as to 
spelling, grammar, punctuation and sentence 
structure. 

F. The communication shows that there is good 
transition and continuity between sentences 
and paragraphs, and, that the words have been 
carefully chosen to sound as natural as in 
conversation. Also, that words, phrases, sen
t.ences and paragraphs have been combined into 
a unit of writing which sounds human, believ
able, lively and connected making it something 
which is easy as well as interesting to read. 

When the evaluated messages are returned the messages 
and their evaluations are reviewed by the class which has 
been broken up into groups of five students. 

Again the peer group expresses its opinion; this time 
on both the quality of the message and the evaluation. The 
message and the evaluation is then returned to the writer of 
the message. 

The writer can agree or disagree with his peer's evalu
ation of the message. In a dispute, the message is brought 
before the entire class. The message in question can be 
examined by use of the opaque projector. The darkened room 
encourages some of the more reticent students to orally ex
press their opinions • 

The class usually resolves the argument or discussion. 
The teacher acts as a resource person and guide and only as 
a Supreme Court Justice when the dispute or discussion 
reaches an impasse. 

In summary, if the teacher will organize the classroom 
activities to include open classroom discussion and other 
types of group activities as well as a critical thinking or 
problem-solving approach in the preparation of the communi
cation assignments, the continuity and interaction consi
dered essential for worthwhile education will be provided 
(Dewey, 1938). 
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At 
Yisiting The Robert Bly's 

Odin House, M adison, Minnesota 

The bigc man comes down from upstai· rs 
d th b with the gun an e arrel is smoking furiously. 

Alarm. There is real 
alarm in us. The wife. 
Only the wife can 
speak. 

"Robert?" 

The reply struts out f o his mouth. 

He sits down, 
satisfied. 

"A sonnetee r. I got another one . " 

24 

Ron§!ld Swanson 
Love Library 
University of Nebraska I 

A Comprehensive Approach To 
Remedial Reading And 

W riting Problems 

By JAMES E. COOMBER and GORDON LELL 

Concordia College 

In The Anatomy of College English Thomas H. Wilcox 
joined other administrators of English departments in 
expressing a pessimistic view of remedial English programs. 
He describes these courses as an assortment of stopgap 
measures, lacking "intellectual substance." He notes that 
few English faculty willingly teach such classes. Further, 
he questions the degree to which the objectives of such 
classes are realized. A few bleak statistics are cited; 
for example, less than five per cent of the remedial 
English students a1 one state university have ultimately 
received a degree. 

Perhaps students who arrive on campus without the 
necessary skills for doing academic work are unable to 
bridge this gap; it may well be that children must develop 
their verbal skills at certain stages of life if they are 
ever to develop them fully. In his renowned call for 
discontinuing traditional freshman English courses, Warner 
Rice argued, "If good habits of reading, writing, and 
speaking have not been inculcated before the student is of 
college age, it is unlikely that he will be greatly bene
fitted by two semesters of Freshman English. 112 

On the other hand, one might argue that these skills 
can indeed be acquired in the late teen years or even 
later and that the high r ate of attrition of hi gh-risk 
students may be an indication of ineffective instruction. 
This problem is related to the larger question of the 
effectiveness of instr uction in college composition 
generally. Rice, for example, questioned whether the 
t:radi tional college composition class could be justified. 3 
The l a te Francis Christensen observed that as t eachers of 
English "we do not really teach our captive charges to 
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'?'ite be~ter--we merely expect them to. 114 A number of 
interesting a~ternatives to the traditional course in 
freshman English have been devised for average or superior 
students. _But whether English departments have sufficientl 
tapped available resources or encouraged creative approa h y 
to remedial English is questionable. c es 

~espite its lackluster history, remedial English has 
n~t d,J.Sappeared from the college curriculum, as some pre
dicted over a decade ago. A somewhat altered attitude 
tow~rd_remedia~ ~nglish has resulted, largely from changin 
admissions policies of colleges and universities across thg 
countr!. Demands by ~inorities for equal opportunity in e 
educ~t~on and the desire of administratorsto bolster 
declining enrollments have resulted in the presence of man 
s~udents ~n our campuses who would have been refused admis: 
sion earlier. Apparently a sincere effort is being made to 
keep these students rather than weed them out. For most of 
them, t~e_development of mature communications skills is 
pre:equisite for success in higher education. These new 
attitu~es to~ard high-risk students would seem to demand a 
reco~sideration of the role of remedial English. We wish 
t~ discuss several considerations, based on both pertinent 
liter~ture ~nd our ex~erience with such courses, that seem 
espec~ally important in providing a fresh approach to 
remedial programs. 

On; oft the ~ost serious deficiencies in the remedial 
st:1dent s academic bac~groun~ is in the area of reading 
skills. The n~ed for ~ntensive instruction in reading for 
many students in the City lfuiversity of New York (CUNY) 
system has been discussed by Theresa Miller 5 At Concordia 
~allege in_Septemb~r, 1972, forty-two stude~ts were enrolled 
in a remedial English course for high-risk students. These 
students_had bee~ tested for reading proficiency on the 
Coopera~i~e English examination.6 While the college did 
not officially adhere to an_open admissions policy, a 
number_of students were admitted in the 1972-1973 school 
Year without regard to entrance test scores or high school 
performance. On the vocabulary subtest, forty-eight per 
cent of_these students placed between the zero and twentieth 
percentiles of college-bound high school seniors· fifty 
per cent p~aced ~n the same range on the measure,of reading 
comprehension skills. Thus it seemed that many of these 
freshme~ hoped to succeed in college courses with a 
:epertoir~ of reading skills barely adequate for success 
in most high schools . 
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Inadequat e reading skills must be taken into account 
in any English course for the remedial student. Obviously 
these students will read normal college-level assignments 
only with extreme difficulty. Furthermore, severe reading 
deficiencies also have rather clear implications for the 
teaching of writing. The reader who is unable to grasp 
the structure of the paragraph and trace the development of 
ideas as he reads the writings of others is unlikely to 
appropriately organize and develop his own ideas in writing. 
With an inadequate vocabulary, a student is unlikely to 
express himself effectively in writing. Directions to im
prove diction cannot be heeded by those with such limita
tions. The close correlation--perhaps it is even partly a 
casual relationship--between proficiency in reading and 
mastery of writing skills prompted John Weber's recommenda
tion that remedial reading precede courses in writing for 
the remedial student.? For students with severe reading 
deficiencies, a writing program, no matter how carefully 
planned, seems doomed to failure. 

Many colleges and universities, following the lead of 
Ivy League institutions in the 1950's, have offered reading 
improvement and study skills courses for their students. 
In many institutions the high-risk student is routinely 
assigned to such a class. But this instruction, typically 
designed to refine comprehension skills and introduce speed
reading to students with fairly adequate preparation, is of 
questionable efficacy for the student who lacks basic vocab
ulary and comprehension skills. 

Both reading skills and writing skills might most 
effectively be taught in the English class. Barbara Kaplan 
has called for an end to the separation of the two mediums 
in teaching remedial students, suggesting greater coordina
tion between reading assignments and writing assignments.8 
Various possibilities exist for integrating reading and 
writing instruction. Knowledge of paragraph organization, 
methods of development, and use of transitions are important 
both in reading and in writing; these corresponding princi
ples might be taught simultaneously in both mediums. The 
role of the topic sentence, for example, might first be 
considered in a series of reading exercises followed by 
student's composing a paragraph of his own, with special 
attention to the topic sentence. Vocabulary encountered in 
reading assignments can be effectively reinforced in writing 
assignments. But the best means of building vocabulary is 
probably through wide reading in materials of interest to 
the student; the English instructor would seem best quali
fied to give guidance in this area. 
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A second necessity for ~ffectively teaching writing 
skills to students with serious verbal deficiencies is 
following a clear sequence of writing skills. Epucational 
psychologists generally agree that effective learning is 
more likely to take place when objectives are pursued in a 
series of short steps, gradually increasing in difficulty. 
In the teaching of writing, the objective--ability to write 
a coherent composition--should be divided into smaller, 
more manageable units. Donald Knapp reports formulating a 
sequence of such units in teaching English as a second 
language, attempting to "isolate specific skills as units 
for focus so they can be taught efficiently. 119 In such a 
program one might initially focus on the topic sentence, 
for example, and proceed to methods of paragraph develop
ment, means of achieving paragraph unity, and use of trans
itional devices. Each student would practice one skill 
until he mastered it. Frequent review of skills would be 
essential and should be incorporated into such a program. 
Only when students had mastered a given skill in exercises 
and in compositions would the next skill be introduced. 
Focusing on one aspect of writing at a time should increase 
the chances of mastery of each skill and ultimately result 
in greater proficiency in writing skills generally. 

The usual sequence of writing skills normally followed 
in composition classes and in composition textbooks moves 
from smaller to larger units--from sentence-level and word 
considerations to the paragraph and essay levels. However, 
in our experirnce with high-risk students, we have found it 
more effective to begin instruction in the larger units-
the essay and the paragraph--and proceed to the smaller 
units--sentence structure, diction, and punctuation. Stu
dents typically master the principles of paragraph organi
zation and development well before they consistently observe 
the multitudinous aspects of usage of the smaller units. 
Thus they are much more likely to experience success in 
writing at an earlier stage of instruction. Too, in begin
ning at the paragraph and essay levels, students are more 
likely to come to regard writing as a vehicle for expressing 
ideas rather than as a game of finding the exact word and 
avoiding ungrammatical constructions. The latter problems 
are, of course, important in composition, but their impor
tance does not preclude the possibility that instruction in 
these areas can be justifiably postponed. Aspects of gram
mar and usage are probably best taken up later ~n exercises 
and in patterned drills rather than according to their 
random occurence in compositions. Furthermore, when instrllJe-· 
tion begins with organization and development skills, mat
ters of dialect difference can be delayed to a later stage, 
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h these students have acquired som: writing skill and 
:o~~idence in their ability to communicate. 

Of writing skills has implica-Adhering to a sequence d 
. ns for the marking of compositions. Rather than r1d-b 

tioking many errors or weaknesses, the instructor w~u e 
mar . . h evidence of mastery of the skills 
conce~ne~ ma~~ly ~: result of this would be that a fused 
alrea y aufg . 1 would not be red~marked if sentence 
sentence, or examp e, . S ha 

:;:~~;u:~ ~::d~~~ ~~~h~e~:n~:~e~u~pt~: ~!:~~i~~f~~fects of 
evaluation. As Knapp points out, the c~mmentd in~ is 
. rovement' on a composition covered with r 7 mars 
im~ very likely to reinforce those right choices the s~u
~o t did make and the considerable effort of the teac er 
enf. d all the mistakes in the composition may be al~ost 

to in ff ' • t people are in totally wasted, considering how e icien . ,.10 
. ht thy don't want to recognize. forgetting or ignoring w a e . b 

H offers a "positive" correction scheme, which can e . 
e · d. 1 E 1 ·sh. in place of negative adapted to teaching reme ia ng 1 · . 1 markings, positive signs are given for skills proper y 

applied. 11 

Finally, to insure that students are able to ~allow 
f k"ll it seems necessary to provide 

the sequence o s 1 s, . . .. he need consider-
extensive supervision of their wr1t1~g,_t ynd frustration 
able guidance outside of class. Con usion a . 
are less likely to result when immediate feedbac~ is tent 
offered on writing assignments. With th7 help O comp~l 
tutors a student can learn to do an assignment correcf y 

, h k'll ore rapidly Because o a 
and thereby master t es 1 m ·. efforts have 
lack of student initiative, however, tutoring . 
often been less than successful. Voluntary tutoring, 
according to Kaplan, 

fails to take into account the student's own 
insecurity and fear. Usually it is the strong
er student who feels secure enough to ask for 
help while the weaker students--those who . 

' h h"ed away from it really need such help-- aves 1 . 
in an attempt to hide their inadequ~cies f:om 
others. Very often such studen~s h1de_the1r 
problems from themselves, adopti~g a kind of the 
reality-denying technique. In eit~er case, 
end result is that voluntary help is synonymous 
with no help. 12 

. greatest need of tutoring are Thus the students who are in 
least likely to seek help. 
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We have attempted to overcome this problem through a 
highly structured approach to tutoring. All students in the 
freshman English classes for high-risk students are required 
to attend two two-hour workshop sessions per week. In 
these sessions students write the composition assignments 
for class under the direction of a tutor. Rather than 
being an additional time commitment for these students, the 
workshops serve as an opportunity for doing composition 
assignments with help readily available. Rather than ini
tiating the contact with a tutor when they need help, stu
dents are able to obtain advice as they write the 
composition. When the composition is finished, the tutor 
evaluates it and suggests revisions. These workshops are 
staffed by English teaching majors who tutor as part of 
their course requirement for English methods class or for 
credit in independent study. 

The workshop approach has several advantages which 
make it effective for teaching students with severe verbal 
deficiencies. First, there is the advantage of immediate 
feedback. Comments and criticisms given verbally while 
the composition is yet in process have considerably more 
meaning for the student then do red-ink marks and notations 
on a paper written five days previously. Immediate rein
forcement of what the student is doing well is also more 
effective than delayed positive comments. Too, criticisms 
and suggestions given "on the spot" are more likely to be 
understood. Also, with a three-to-one or four-to-one 
student-tu'tor ratio, more attention can be given to each 
student's individual problems. Inadequacies become evident 
earlier and are therefore likely to be dealt with immedi
ately. Furthermore, a comeraderie develops between the 
students as they work together with the tutor. The bene
fits of "cohesiveness" in the composition class have been 
discussed by Jack Welch.13 

A recently developed approach to providing individual
ized instruction is computer-assisted instruction. Appli
cation of the computer to remedial English is discussed by 
Anna Marie Thames, who has constructed computer programs 
on various aspects of written communication--paragraph 
unity, transitions, sentence transformations, and spelling. 
She reports numerous advantages.of computer instruction in 
writing. Because of the large variety of possible programs, 
students can easily be assigned work on the appropriate 
writing skills at the appropriate level of competence. Like 
the tutoring workshop described above, computers provide 
immediate feedback. A correct response triggers positive 
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. fr an incorrect response the computer pro-
reinforcement, o. d . es of additional exercises. "d an explanation an a seri 
vi es ... s use of computers, Thames notes, 
Thanks to the_Judicioud t b taken up with the mechanical discussions nee no e f 
class . . 14 Thus many of the advantages o 
facet~ of wribting. 1· din this highly innovative approach . tutoring may e rea ize 

. 1. h gram begins with a A successful remedial Eng is pro . d d be 
. hi h-risk students can in ee sincere belief that many g_ that the primary weakness 

h 1 d We then must recognize ·11 ·th 
e pe . d. ski 11 rather then writing ski ' wi 

may well be rea inf th in English and in other courses. 
regard to succ7ss o must include intensive work in 
Thus the remedial program . rehension as well 
vocabula:y_development andfr~::~~;i~~m~tudents should be 
as in writing. Pro~re~s o of tasks reinforced with 
made through a r7alisti~ seiuen~~ insure that students are 
positive evaluation. Final Y,d . the skills, it is 
able to follow the sequence an acquir~stance Tutoring 
essential to provide suppl7m~n~a~~s::~ction a~e possible 
workshops and computer-ass~s e N tall of these stu-
means of offering such assi~t:nc~~k ;ogram should meet 
dents will succeed; but a h~g -r p "lling to devote the 
the needs of some students if we are wi 
resources to make it work. 
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Improving Student Diction 
By JAMES P. WHITE 

Creative Writing Department 
The University of Texas of the Permian Basin 

This paper outlines a few simple teaching methods to 
improve student writing whether or not the student has a 
grasp of basic English grammar. The guidelines listed will 
immediately require a student to think more about words, 
yet concurrently, provide exact steps to develop clear 
writing. The guidelines are easily taught and depend upon 
student practice. 

Numerous English students unused to scrutin1z1ng their 
work are baffled by corrections on their papers. They 
approach composition as they do conversation and fail to 
·express themselves specifically, These students endlessly 
have been told the definition of a verb, but do not prop
erly understand the relationship of this definition to 
composition. An effective means to improve student verb 
diction is to utilize this relationship by illustrating 
that verbs originate in "to be" and that "to be" verbs are 
the most general of verbs. "To be" verbs alone, then, 
should be used sparingly. To illustrate that verbs origi
nate with "to be," have students suggest a verb--for exam
ple, "go." (There is no particular concern if some stu
dents do not recognize a verb--they will still be able to 
utilize the conclusion of the exercise.) 

Step by step, have students note verbs that are forms 
of going, but progressively are more specific--run, trot, 
prance, canter. Then have students give verbs more general 
than "go": "move, 11 ''be." After considering a number of 
verbs, the conclusion is inevitable: all verbs originate 
in "be" and become more exact as they move away from ''be. 11 

Students who need to learn better diction can start by 
virtually eliminating "to be" verb forms used alone. For 
students who cannot reco gnize verbs, list these forms . 
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By depending upon specific verbs, student writing immedi
ately becomes more exact. 

A second technique emphasizes the relationship 
between adjectives and the adjectival use of prepositional 
phrases. Frequently students utilize a prepositional 
phrase when an adjective would suffice. Students write 
that "In the back yard of my grandfather's house there are 
coops for chickens, a bann for cows, and a well for keeping 
melons cool." The sentence linguistically can be tightened 
by avoiding the numerous prepositional phrases. Instead of 
a sentence linked with prepositions, the sentence could 
read, "In my grandfather's back yard there are chicken 
coops, a cow barn, and a well to keep melons cool." The 
technique is to use the object of the preposition as the 
adjective for the noun the phrase modifies. Students who 
do not understand what a preposition is, can usually 
recognize them, and use this technique. Rather than "In 
the window of the store," you have "In the store window," 
or "On top of the box," "on the hoxtop." 

Similarly, students should avoid often using phrases 
when any specific word suffices. Rather than explaining 
an ill-chosen verb--"The boy keeps behind"--use "The boy 
lags." Or, with an adverb, "The birds sailed as if with 
apurpose"-- "The birds intently sailed." This technique 
is easily perfected when correcting student themes in class. 

A last guideline to improve student diction is to 
require students to use specific names, dates, and term
inology. Rather than "Years ago, one king of France 
decided to persecute Protestants," have them be specific--
"In , Louis XIV revoked the Edict of Nantes and 
ended toleration for the Huguenots. 11 Practice in termin
ology helps students build effective diction. 

Means of improving student diction rely upon providing 
students with methods to think of exact words and concur
rently to keep students from relying on a general diction 
emanating from their spoken English. TI1e relationships 
between grammatical concepts and composition provide these 
essential keys to better writing. 
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Examinations ~i~h A Lighter Touch: 
Anachron1st1c Encounters 

By GERHARDT. ALEXIS 
Gustavus Adolphus College 

moment that examinations can serve Assuming for the to be taken (and made 
several good purposes and d:~1rv:sh to avoid limiting the 
out•) seriously, one may sti :emically sound and proper 
que~tions to those tha~ ar:t:~~e. I think it desirable 
and therefore perhaps inevd tions that appear face-
from time to time to in~lu e ques use interest and response 
tious or absurd, but wh~•ch ma~e=~~ons must, of course, be 
for that very reason. ~u~h q of meaningful answers. capable of suggesting a wide range 

der raduate, I was cheered by 
I recall that, as an unh g the instructor inserted . 1 h of pace wen . the occasiona c ange " d tisements in a section 

some improvised "personal afverthors Based, I believe, 
. • f · tion o au • . f calling for identi ica . . the Saturday Review£.... 

on some light-hearted entries 'f ii:i d ads were offers to buy 
h b ·ef classi ie . 

Literature, t ese ri be efforts to trace missing pe:sons 
or sell or appeared to . d the clues needed to iden-h all containe 
or goods, butt ey . This part of the test was a tify some American writer. 
game. 

. d to inject the light 
In recent years I haveft~~= more successful devices 

touch occasionally. One O t in which impossible 
' ' h istic Encoun er, .d. has been the Anac ron . d which however ri i-i t • are contrive ' 

1 
· meetings ors tua ions . st some line of deve op-culous at first glance, will sugge 

ment. Here are some samples: 
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William Bradford is resting after h . th. f· aving dug 
~u is irst crude shelter at Plymouth. Wish-
int ~o occupy his mind while resting his body 
he pi:ks up a manuscript he has just uncovered 
~lancing at random, he lights upon this passa ;. 

I dug my cellar in the side of a hill sloping• 
~~ th7 south, where a woodchuck had formerly g 

t
h~ hbis burrow •••• I took particular pleasure in 
is reaking of ground." 

Arthur Dimmesdale, deeply troubled in spirit 
seeks guidance from a one-time Unitarian minis-

h
ter who ha~ :ectured on the Oversoul and on the 
uman condition. 

Coeds chart their strategy for equal rights f 
women. To their sessions they invite Anne Br:~
street, Margaret Fuller, and Mrs E D E N 
Southworth. • • • • • 

The publ~sher of~ Horror Stories hears of 
a ne~ writer by the name of Poe, who has been 
turning ou~ some fiction which, he understands 
puts beautiful women in grave situations • 
Should he solicit material from this man.Poe? 
D~es he know ~ow to write? The firm has pub: 
ii.shed something by Brockden Brown in the past 
and so the decision is reached to ask Brown t, 
pass on Poe's qualifications as a writer of 

0 

tales. 

Th7 publisher of a gift book decides that his 
w~iters have been too preponderantly women and 
c 7rgymen. He would like to find some men 
writers capable of creating credible women 
characters. 

"H . ow about Cooper and Hawthorne?" asks 
his secretary as she adjusts her miniskirt. 

Jonatha~ and Sarah Edwards are experiencin 
rhapsodic communion with nature when the g 
stumble over Ralph Waldo Emerson y 

"Y " • es, says Emerson, "in the woods we 
return to reason and faith." 

One virtue of such questions is th h 
ended: there is no "right" . at t ey are open-d t answer in advance and the stu-

en can put his creative imagination to work'on his 
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factual knowledge. Not infrequently students will write 
dialogue for the ensuing scene or will reveal the thoughts 
of the characters. The results can be unexpected, as once 
when I set up a tavern scene which had Cotton Mather and 
William Byrd, among others, being served by a saucy wench. 
Qne modest and virtuous coed reached back into her memory 
of Byrd's way with women--and her recollection of eight
eenth-century terms as well---when she had Byrd resolving, 
"I'll roger her good and proper." 

The choice of characters and the conditions of the 
encounter may be adjusted to the level and expectations of 
the course, but almost any given situation could serve 
differing ages or degrees of literary sophistication. The 
Edwards-Emerson meeting, for example, might be limited to 
something in the anthology, possibly "Personal Narrative" 
and Nature, but it could draw upon Perry Miller in tracing 
a line of descent or, to mention the current interest in 
typology, could get at Professor Lowance's thesis that 
Edwards altered Puritan types to prepare for a symbolism 
of nature (see the essay, originally in gb, included in 
Typology_~ Early American Literature, edited by Sacvan 

Bercovitch, 1972). 

Of course if humor--or what passes for it--is out of 
place in examinations, there is no point in fussing around 
with these ridiculous anachronistic encounters. 

The End Of The Quarter 
The midnight mocking bird 
Who sings till three a.m. 
Greets my restless nights, 
Trills joy while I grow thin. 

Tomorrow night he'll sing 
As I fail again 
To meet the scheduled time 
When my ideas should 
Be neatly typed, turned in. 

David R. Solheim 
Fargo, North Dakota 

37 



Review of William M. Chace, 
Joyce: A Collection of Critical Essays 

Englewood Cliffs, New Jersey: Prentice-Hall, 1974. 

A c:itical anthology can be a useful thing. It 
ca~ provide a spectrum of criti"cal approaches to acer
tain aut~or; or serve as an introduction to the criti
cism a~ailable on an area of interest: book, author, 
or per:od •. It c~n focus on a problem in such a way that 
the thing is defined, elucidated, readied for solution. 

. All these ~c?eptable approaches presume a finite 
subJe;t and a civilized.group of critical writings. We 
haven t coralled Joyce into finitude yet and if ci· ·1· 
za t · · 1 · ' VJ. 1.-• 1.~n imp J.e~ commonly held rules and assumption, the 
critics haven t agreed what they are. Without basic 
a?reement on the subject or assumptions, any anthology 
risks being an accumulation rather than a concentration. 

To compound the problem, James Joyce is one of that 
cl~ss of writers who seem to demand that one include ever_ 
thin? whenever one talks about anything. Focusing on y 
par~icular aspects of other authors seems to be both 
easier and more satisfactory critically. We allow Gab· 1 
Oak to exist distinct from Jude Fawley and we don't e~ie 
get too.nervous if Pip is neither Oliv~r Twist nor Davi:n 
Copperfiel~. But Stephen Dedalus is certainly the same 
young man in both the Portrait and Ulysses and the ruddy 
noses of father Simon's cronies thrust the~selves in 
throu?hout. This would be all very well if what it meant 
w7re Just that critics had to do their homework. But 
with Joyce the attempt to include doesn't usually stop 
there. Joyce seems to require that the commentator sub
sume everything in his critical construct~-that he be
com7 an advocate of Thomistic aesthetics, ' Viconian his
toriagraphy, and Hibernian politics: and a bloodhound on 
the trail of multilingual puns relevant to all three. 

Perhaps t~e result o~ this reaction to Joyce is that 
w~en people write about him, they write books, not ar
ticles. In Chace's anthology, seven of the eleven pieces 
are excerpted from full length studies of Joyce. Three 
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f the four remaining articles adopt general, rather than 
0 etically specific aims. So, partly because of the 
exeg . . 1 b ture of critical response to Joyce, and party ecause 
n; Chace I s selection of excerpts rather than independent 
0 ticles we see snippets, parts, facets rather than 
:~oles, 'What we see are often fascinating, often bril
liant, and almost always erudite vignettes, but almost 
never thorough arguments, complete reference systems, 

whole readings, 

some of these sections are tantalyzing. Richard 
Ellmann is represented with a chapter each from his bio
graphy of Joyce and Ulysses~~ Liffey. He emerges-
he deserves to--as the most scholarly and the most sym
pathetic Joycean. Helene Cixous is here in a piece on 
"Ivy Day in the Committee Room," and Hugh Kenner's eccen-
tric impressively documented and argued criticism of 
Stephen Dedalus is present in a chapter from Dublin's 
Joyce. The reader wants to turn to the whole books from 
which these selections are taken. 

There are five sections, one on each of Joyce's four 
fictional volumes, and one on the history of Joyce scho
larship. The selections on Dubliners are the most suc
cessful, perhaps because it is easier to come to grips 
with the early short stories. Of the three essays de
voted to Ulysses--one to e_ach major character--Ellmann' s 
on Molly Bloom is the best. The two essays on Finnegans 
Wake suffer from the involutions of that novel. Harry 
Lerin's "The Language of the Outlaw" is most approachable, 
because it is less narrowly focused. Lionel Trilling's 
"James Joyce in his Letters'.' is refreshing because Tril
ling sees Joyce not so much as a learned introvert as a 
fin-de-siecle Irishman with all the appropriate intellec
tual--;n~ional baggage. 

Joyce is a fascinating author. Almost everything a 
competent scholar and writer says about him is going to 
be interesting. So it is with this volume. The pieces 
are useful. But there's not that concentration of the 
issue publicly joined that can give coherence to a cri
tical anthology. The book remains a fully annotated bib
liography--it shows you what you want to read~-but it does 
not itself become an item to be reado 

Stephen Rounds 
Gustavus Adolphus College 
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