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THE CORRECTITUDE OF ANGUISH TEACHERS 
Richard Lloyd-Jones 
University of Iowa 
Iowa City, Iowa 

Delivered at Annual M.C.T.E. Banquet, May 1979 

Somewhere from the recesses of my mind comes occasionally a 

line from Strindberg. "It's hard to be human." I am depending 

upon a translator, but I think in the context it means that it is 

both difficult and painful to be truly human--whatever that is. 

The character who speaks the line as a theme throughout A Dream 

Play is the lawyer, who seems to be an advocate for all those who 

make mistakes. He is terribly conscious of the burden of trouble 

he bears for other people. You might think him masochistic, or 

self-pitying, or excessively talky, or even Christ-like, and I may 

remember him for arty of those qualities. Still, the memory per

sists; somehow this lawyer makes an image I relate to. I think, 

maybe, he is really an English teacher--an Anguish teacher. 

Don't misunderstand me, now. I too think luck's a chance and 

trouble's sure, so I'd prepare for life as a wise man would, for 

evil, not for good. If way to the better there be, it does exact 

a full look at the worst. If you wish to sell me an ounce of civet 

to sweeten my imagination, I will give you my hand which smells of 

humanity. Doubtless the universal darkness will bury us all as the 

dread empire of chaos is restored, but those old Chinese men at the 

half way house will have glittering eyes as they rejoice in their 

anguish depicted in the fall of a thousand scenes. And we anguish 
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teachers perhaps are the blinded birds which sing of joys unknown 

by people with ordinary sight. 

Forgive me such a pastiche. I wanted to establish my creden

tials as one who can wail with the best of those at the wall. My 

Joycean title is to invite you to rejoice, for nothing so becomes 

us as the eloquence with which we express pain, doom, and the loss 

of the standards in our high arts. We are like those beautiful 

people who ineffectually disappear at the end of The Cherry Orchard 

while the ugly new commercial people take over. Or as Northrup 

Frye observed the other day, we in the humanities are victims of 

analogous sexism, for in a world of technology we are seen as 

pleasant, soft, alluring, quite decorative, and rather incapable 

of serious purpose. 

In fact, our anguish is rather good stuff, essential humanity. 

We suffer because we know that choices are not self-evident, that 

life rarely gives a choice between good and evil, but rather be

tween more or less evil or good, probably with all confusingly 

mixed. If at times we indulge in a rapture of unsuccess, it is 

because we recognize ambiguity and irony and counterpoint. Our 

artful illusions are designed to help people discover how human 

value and perception interact with external objects and other 

people in ways so complex that computers cannot define them. The 

difficulty of our task is enormous-no wonder I hear in my mind's 

ear that it is hard to be human-and it leaves us in anguish quite 

z 

• 
beyond expression. 

Nor do I limit h tis kind of anguish to lit erature, for anguish 
is basic t 

o composition and to English teaching 
in general. Our 

task is to show people how language in all i 
ts forms defines a per-

son. You may, if you like, translate 
my statement into a notion 

that the use of language makes 
separate humans into a . society, 

turns the separate visions of reality 
into the common truth. In 

language we struggle to find 
our place among our fellows and to 

discover what sort of world we live 
in. And yet however much we 

succeed in the task, we still fail. 

for us mortal creatures 
trying to hold our attention to such 

What can there be but anguish 

astonishing processes? 

After I have made such 
an outrageous claim for our painful 

place in society, I suppose 

to bear. 

and then 

of the inordinate amount of 
time we spend confessi·ng to crimes we 

have not co · d mmitte, apparently eager to find a 
little more guilt 

~e allow our main functions in 
society to be trivialized 

accept judgments ~f the public based 
on our success in 

dealing with minor responsibilities rather 
than with major ones. 

That, I think, is simple pain, not genuine 
anguish. 

that it seems ungracious h t at I complain 

This leads us to "correctitude," 
You recognize the attitude 

of righteousness implied in that 
portemanteau word. C i erta n of the 

clergy are called at times "rectors" 
rather than "pastors" or 

II i i II m n sters or even "priests." 
Not celebration, nor servi· ce, nor 
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care is the implied mission, but correction, setting right, recti

fying. To be fair, I have observed in practice that many rectors 

suffer the anguish caused by the ambivalent acts and mixed motives 

of ordinary people. They are not stiff-necked finger-pointers. 

Still, we know that in the presence of a rector we must watch our 

behavior. No sly stories, no bragging about wheeling and dealing, 

no suggestions of animal appetites. Maybe we fear that we will 

shock the righteous ones although I'm not sure who is supposed to 

know more about sin than the clergy. In sound circumstances that 

knowledge means not approval of sin, but awareness of ethical 

complications. 

But I'm not here to worry about the anguish of the priestly 

classes. I am more concerned with us and the people who think 

they must watch their speech when we come in, as though we were 

nice nellies who knew little of the range of human language. Some

thing about our correctitude has made us alien from the very people 

we need to serve, to care for, to celebrate with. 

Long before I read A Dream Play I spent one April and May, 

first hour, memorizing the names of English authors and their best 

known works. We did not in that senior English class even mention 

what kinds of works the names represented, and although the teacher 

alleged that the works were very important, I know that more than 

30 years later I have not read many of them-or even other _samples 

by many of the authors. I don't recall minding the task very much, 
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for I didn't associate English teachers with anything I might want 

to read or write, so I was protected from damage, and I had plenty 

of interesting things to do. It was a bore to fill in the blanks 

on her tests, but it also killed time and it didn't raise awkward 

questions. No anguish for us, just anesthetic, and I don't know 

whether she cared that we neither wrote nor read, although I imag

ine that she did. I think she was trying to make us more acceptable 

socially by knowing what names to drop, and perhaps she thought 

we'd someday stumble on one of those titles and be inclined to 

read. Quite possibly in some dark moments of realization she knew 

we left her class almost exactly as we came in. Quite possibly 

those whp memorized titles less readily than I acquired a permanent 

uneasiness about referring to anything literary and doubtless had 

a peculiar experiential definition of the nature of literature. 

Even if my high school was extreme, how much better, really, 

are the multiple choice or fill-the-blank tests which can be 

answered on the basis of the superficial facts? What was the name 

of David Copperfield's first wife? Or even, how old was Juliet? 

(At least that question can be followed up with some challenging 

issues about maturity.) That a student should be required to 

observe facts is evident, but we ought not like old McChoakumchild 

or Gradgrind in Dickens' Hard Times let the issue stop there. The 

fact should serve an interpretation, which in turn explores some 

value. Otherwise we are dealing in mere correctitude. 
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The more evident horrors of this kind of trivializing are 

related to composition. We hear it said there is a crisis in 

writing skills, and the anguish teachers are out there ready to 

take the blame. I submit that the situation is badly described-

a problem, surely, crisis no. No one~ writes well enough, but 

that does not mean that our writing in general is remarkably worse 

or that our society has a sudden increase in the need for good 

writing. I also submit that anguish teachers have had little to 

do with the problem, one way or the other, and that.!.§. a matter of 

some culpability and is worth a little confession. Language Arts 

teachers generally have brought youngsters to a decent level of 

survival competence despite the sensations of a few horror stories 

to the contrary. I know some people cannot fill our employment 

forms, but that inability is part of the more inclusive problems 

of people not able to cope in the society. Some schools have 

probably been notably bad, but most testl3 reputed to show failure 

have been over-read. Still, anguish teachers have often been 

guilty of not developing writers of high competency. The chief 

sins of commission are that we have been too busy chastizing sur

face errors, by omission we have often failed to help students 

explore their world by means of writing and thus bec'ome generally 

more effective as users of the language. 

Do not willfully misinterpret me. I think folks ought to 

acquire the knowledge which will permit them to become decent copy-
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editors. Like memorizing titles, it doesn't engage much mind, but 

it has social value. Copy errors distress or at least delay read

ers, distract them from the main task. By all means, let's stick 

to the ordinary conventions of writing. But to call copy editing 

basic is like calling housepainting basic to human shelter. I 

also like housepainting, but even more I like strong joints and 

well caulked windows. 

I'm implying, of course, that much of the media attack on the 

writing of Americans is based on this preoccupation with surfaces, 

and with the related preoccupation of some teachers to prettify 

the surface without considering what errors of structure may lie 

beneath. Or, importantly, to consider what glimmers of insight 

are worth supporting. 

Consider what we are willing to accept as evidence of weak 

writing. Hardly any of the Jeremiads begins without a reference 

to test scores. The actual report of the people who examined in 

detail the decline in SAT scores is far less certain about what 

the decline means than are the press accounts, but certainly the 

SAT or ACT scores do not mean anything about writing because the 

tests are not tests of writing. They are predictors of success in 

college. Even the parts which come closest to dealing with writing 

measure vocabulary and usage in isolation, details which are often 

used in making error counts but are far from certain indicators 

of writing. Even those tests which require writing samples are 
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not controlled over extended periods of time and thus are useless 

for making comments on changes in quality. Furthermore, even 

writing samples are far from perfect guides to competence in 

writing. All one can say is that prophets of doom arrive at their 

vision of a crisis by reading occult signs and then, searching for 

something persuasive, misuse test scores to argue a case. Clearly 

i h Case based on details of language about they are happy wt a 

which one can say "correct" or "incorrect" and not about large 

hi h require real choices to reveal a conpatterns of discourse w c 

1 i hi between language, reality, and people. cern with the re at ons ps 

And our anguish teachers abet this movement. 

Not long ago I attended a conference on writing at which at 

least some of the speakers associated their perception of decline 

of writing skills with the rise of rock music, the decline of the 

i ft 1 Vision These presumed causes family, and the incurs ons o e e • 

are outside of the purview of the schools, even if you accept the 

diagnosis. Still, such social critics of the-world-is-going-to-

i t 11 g They build their attacks the-dogs variety have an anc en nea e. 

exploit t he vague and nameless fears of the multitude primarily to 

that somehow human problems are too big to manage. Even talking 

about the quality of writing is too complicated-most folks never 

learned the vocabulary with which to discuss rhetoric. 

treat to remarks about spelling, punctuation, and usage. 

They re-

After 

all, we believe in the spelling bee, and we know folks from the 
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wrong side of the tracks don't talk so good. Just as test makers 

test for what they can define, so people in general recognize 

problems they have names for. What is not listed in your philosophy, 

Horatio, does not exist at all. We know how to resent loud music, 

and we can blame our loneliness and our fears of violence on the 

loss of family ties. We are a little vague about what really is 

wrong with TV, but it doesn't even stop those who view constantly 

from deploring it. In short, these are understandable problems, 

things that can be talked about. We need not blame the public for 

their anxieties caused by the mutability and transience and crowding 

of our times, but we need not--ought not--merely accept the pre

scriptions of a troubled public. Patients may know where they 

hurt, but they do not necessarily know the cause of the pain or 

how to treat it. 

Let me turn to some manifestations of correctitude and the 

pain it causes. Take the rage for competency testing. Underlying 

is public suspicion of the schools. Having heard that graduates 

can't fill out employment forms, and having little first hand 

experience with the schools, the citizen demands an accounting, a 

checking up to make sure that real educational service is delivered 

for tax money. Mr. Gallup reports that parents are much more 

satisfied with the schools than are non-parents; to me that sug

gests that close observation reveals the presence of responsible 

teachers. Even parents, though, often prefer irrelevant test 
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b i Now the movement has started, scores over their own o servat ons . 

1 h 11 Often little infor-it has moved from the schoo s tote co eges. 

mation to challenge the systems of observation is provided by 

ildl t someone else's correctitude. anguish teachers; we m y accep 

The competency movement promotes incompetency-or at best dull 

submediocrity--by drawing attention from excellence to merely getting 

Instead of viewing writing (or literature) as liberating, as by. 

a means of making sense to one's companions on this earth, we are 

asked to label--often in the narrowest behavioral way--the small 

bits of knowledge one is said to need for survival. The high 

school competency tests I've heard of have had ludicrously low 

standards--apparently survival requires little-and yet people 

fail. Some fail because they flutter at tests, or are ill, or 

f 1 Some Simply have learned other things, have 
slow, or resent u. 

marched to other drummers, or have minds which work in different 

ways. No question that some people fail ludicrously simple tests, 

but it is not necessarily true that all of these people are either 

simple or ignorant. 

But even if we were to concede they were, that would not ex-

cuse our directing the attention of teachers to the minimally 

competent. What is deemed appropriate as a minimum draws our care 

d fi iti 1 h an The tests for the from the nurture of what is e n ve Y um • 

most part deal with surface features of language, items which can 

be isolated and put into forms to be graded by machines. These 
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items can also be machine taught. That is, the issue is "correct" 

or "incorrect," not "better" and "best." Teachers who know where 

their salaries come from also know that their time is most profitably 

spent teaching to the test even if the best students are bored, 

even if such students become restive discipline problems. High 

pay goes to those who have few rejects on the assembly line. The 

real pity is that the significant human problems of co11DDunication 

exist in a world of free will, of genuine rhetorical choice, in·

formed choice, and entering that world requires both instruction 

and hard work of a sophisticated kind. Not correctitude, but 

intellectual virtue. Frequently we are dealing with tacit knowl

edge, the kind one doesn't bring up for overt generalization, 

rather the kind one learns while working in the presence of an 

expert. Here is the essence of our professional craft-what the 

novice seeks from the master--and we allow it to be defined out of 

existence by the rage for correctitude. 

At the college level the ploy is a little different. We have 

junior or senior competency exams. If writing really is needed 

for success in college, and if good chemists or sociologists or 

accountants are good writers, then a college in which writing is 

part of every discipline will automatically provide the best test 

of competence. That is, students will be able to pass courses in 

their majors--whatever those may be. If a college has to have a 

competency test to discover whether its graduates write adequately, 
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the trouble lies not in the Department of English, but in the 

school as a whole. 

Even without the external pressure of testing programs, we 

suffer the effects of correctitude as a result of our national 

history. When we tried to naturalize a large foreign population, 

and thus confer higher social status on the children of immigrants, 

we stressed details of usage--discrete items to be marked right or 

Dialects 
wrong. We wanted to communicate manners more than ideas. 

identified the second class citizens. Furthermore, the ambiguous 

status of teachers as servants and governesses and schoolmarms, 

the desire to keep the costs of education low by the mass pro

cessing of students, and the assumption that subjects taught in 

gratmnar school were perforce simple generally meant that teachers 

were overloaded·and underprepared. Anyone who could speak English 

could teach it, and correctitude provides an easy way of coping 

with an excessive burden of papers. Now union contracts or school 

custom often set class size without regard to the kind of work 

required. So English teachers find loads impossible. Efficiency 

requires that a teacher work on papers without fully engaging the 

mind. How else is one to read a hundred paragraphs in an evening? 

Simple pain is easier to bear than anguish, so we mark mainly the 

errors, but one of the results is that the public we once taught 

thinks that correctitude is all there is to the problem of writing 

well. We really got that point across. 
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I could dwell on the negative at greater length, but I see 

little point in it. Host people who see students every day sense 

the problems of concentrating on error even when they simply sur

render to circumstances. I suppose that some folks are eager to 

teach literature instead of composition precisely because it is 

easier in literature to focus on discovery, on emerging wisdom, 

on emotional refinement. To be sure, some people have occasionally 

taught tedious or trivial literature out of a sense of duty or a 

desire for cheap popularity, but on the whole we have been true to 

anguish in literature, when we haven't been cowed by local pressures 

to avoid upsetting questions. Our problem is that alternatives which 

might lead to the joyful anguish of composition are not part of our 

tradition. We throw in a few random lively assignments and grimly 

do our duty to pain the rest of the time. In my closing moments 

I want to suggest a few ways we can be true to anguish. No one can 

in a minute tell others how to be masters, but perhaps I can identify 

some of the moves made by masters I have known. 

First, they write. I don't mean that they all appear in the 

New Yorker every week, or even in the local paper, but they write 

for a variety of purposes to several different audiences--letters, 

reports, news releases, diaries, what-have-you. In the best of 

worlds their pupils see some of the writing, or at least observe 

it happening. How can one be a master of a craft one doesn't 

practice? Anyway to engage others in the anguish of finding what 
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one wants to say, one must experience that anguish regularly--the 

frustration and triumph mixed, the sense of risk, the joy of 

crafting. 

Second, teachers of anguish like the language. That breeds 

a useful fussiness--not the kind that gets stuck on correctness, 

but the kind that pursues meaning to the roots, that plays word 

games and puzzles, that dabbles in light verse, that experiments 

with flights of oratory. In a way that is to relive the child's 

first experience with language, but more importantly such fond 

companionship with language engenders ideas. The grammar of lan

guage forces us to conunit ourselves to attitudes and tones; ex

ploring tenses may reveal a peculiar tension between space and 

time. 

Third, the good teachers listen. When careless, we often 

think we know what people will say before they say it, or we make 

an assignment with our minds focussed on the only response we can 

imagine, or we take literally what is written without considering 

whether the context creates counter-statements. Some teachers may 

even think that pupils can not possibly have anything to say, 

especially those people who slip in the admissions open door. 

But the masters read the surface message and hear as well the 

struggle to say more--or to conceal feelings still inchoate but 

somewhat feared. Such listening requires an effort of the spirit 

as well as of the mind. One gets closer to Strindberg's lawyer . 
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Fourth, the master knows that one master, however wise, is not 

a sufficient audience for writers. Just as too large a class in

hibits the instruction in writing, so a class too small or too 

These little participating in the reacting to writing is a waste. 

other apprentice writers validate and challenge the instructor's 

reactions, can sometimes hear what the instructor is deaf to. 

Granted, accepting colleagues in a classroom may be threatening to 

the inept teacher or to the person who confuses telling and teach•· 

ing, but cooperative readings not only open the pleasures of 

sharing ideas but increase the number of minds which may offer 

solutions to the writing problems. Sometimes in solving the prob

lems of others, one finds solutions to one's own. And the context 

of such a class teaches constantly that the hard parts of writing 

are not issues of correctitude, but of free choice within .an 

orderly society. 

Let me stop arbitrarily with a fifth mark of the master. 

This person knows that the first use of language is to bring order 

to the chaos of one's perceptions, to capture that order and the 

details which flesh it out in the memory so that it becomes the 

material that makes one's self. That is evident to us as we watch 

the pre-schooler acquire language, but somehow it is easy to forget 

when we approach the forms of language which are larger than sen

tences. If young people read silly stories, limit themselves to 

gossip and TV potboilers, they will organize their experiences by 
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potboiler rules. If they substitute self-indulgent advertising or 

political half truth for argument or scientific discourse, they will 

be pawns to be moved by the unscrupulous. If they live forever in 

the limits of the five paragraph theme, they will mistake the 

ambience of a motel for home. The master teacher wants each stu-

dent to engage the world as complexly as possible by means of lan

guage. That is what Sapir's expressive writing is all about and 

why Britton and others argue that meaningful instruction begins 

with it. But the master teacher also knows that humans are social, 

that language is social, and that a mature person must engage in 

transactions. In a profound sense we only learn who we are as we 

discover who other people are. That is part of the reason teachers 

must listen, must risk themselves in class, must draw the class 

into dialogue, for the transaction in the class is a model for the 

student to observe and learn from. 

Perhaps now it is clear why I deny that correctitude leads to 

anguish. Correctitude is merely the uncomfortable armor which some 

people wear painfully to avoid real transactions, any real revela

tion of self to their juniors. It is essentially a denial of human

ity by diverting attention from the significance of language. 

Anguish-the state of being which is concealed in our teacherly 

name--is price of being human, but it is not really something to 

be avoided. Our anguish is survival in the spirit. 
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PARENTS AS PARTNERS: THE POWER AND THE POTENTIAL 
Lynette Y. C. Char 
St. Cloud State University 
St. Cloud, Minnesota 

Introduction. First, let me extend a personal welcome to all 

of you who have chosen to attend the Annual Spring Conference of 

the Minnesota Council of Teachers of English. Second, I offer you 

my congratulations for having had the resolve to arise early enough 

to make this breakfast session. Third, allow me to begin by expli·

cating what is intended in my title, "Parents as Partners: The 

Power and the Potential." I wish to detail the challenge of 

Joseph Featherstone, teacher at the Harvard University Graduate 

School of Education, who states: 

" ••. the challenge for parent and citizen groups ••• is to 
redirect the priorities and allegiances ·of the two key 
sets of practitioners in schools: principals and class
room teachers. What the politics of education badly 
lacks is coalitions of parents and practitioners." 1 

Imagine, if you will, three concentric circles. The public 

comprises the largest circle, encompassing the second circle which 

is composed of parents, a large segment of the public. At the 

core, place the professionals, who, serving in loco parentis, 

would be the only group whose membership intersects all three 

groups. Embattled as some school systems have been in the troubled 

7O's, one wonders why the challenge Featherstone poses has not as 

yet been sufficiently prized as a goal to weld together the most 

powerful potential that exists in the nation. 

Three ancedotes may serve to illustrate how it is that the 
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public, parents, and professionals often fail to communicate to 

each other at the sacrifice of social harmony, albeit interpreting 

equal justice. 

The first anecdote involves three friends who are passengers 

on a long journey by rail. The acoustics are bad and fatigue is 

showing. The first passenger awakens drowsily, nudges the second 

passenger and asks absently, "Say, what time is it?" Only par

tially awake, the second passenger yawns and replies, "It's Thurs-

day '." 0 h i hi h ver ear ng t s, t e third passenger awakens and says, 

"Oh, are you thirsty, too? Let's all get a drink!" 

WHEN WE AREN'T LISTENING WELL, WE ARE APT TO HEAR WHAT WE 

WANT. 

In the second anecdote, a Minnesotan fleeing the long winter 

is a tourist in Hawaii. Enthralled with the islands, the people, 

and the sunny climate, she is determined to make a point of 

speaking accurately about the fiftieth state when she returns to 

Minnesota. Walking up to someone who looked like an old-timer or 

a kamaaina, she asked how a new-comer or a malahini should pro

nounce Hawaii. Was it Ha:!:!aii, or Hayaii? Exuberantly the gentle

man replied, "Hayaii!!" The Minnesotan was pleased to receive 

such a firm answer and thanked the gentleman. ''Mahalo," she said 

with satisfaction. To which the gentleman replied, "_Y.ell, you're 

yelcome." 

WE SHOULD CONSIDER THE SOURCE WHEN RECEIVING INFORMATION. 
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The third anecdote centers around adolescence, a trying devel

opmental stage of growth when 'tween-agers are yet establishing 

grounds for adulthood. A young lad had been selected from amongst 

other speech contestants in his school to deliver his prize winning 

speech before a group of parents on what it meant to him to be an 

American citizen. He had rehearsed his speech numerous times, but 

when he reached the climactic point in his delivery where he had 

chosen to quote Patrick Henry on the importance of liberty, he 

blurted out, "Give me puberty or give me death." 

WE SHOULD REMEMBER THAT EACH OF US HOLDS A PERSONAL POINT OF 

VIEW. 

Having taken time aside to use humor to describe circumstances 

which lead to misunderstandings, namely, 1) persistence in hearing 

what we wish, 2) failure to assess the source of evidence, and 

3) holding to our own point of reference, let's return to 

Featherstone's statement: 

" ••• the challenge for parent and citizen groups ... is to redirect 
the priorities and allegiances of two key sets of practitioners 
in schools: principals and classroom teachers. What the 
politics of education badly lacks is coalitions of parents 
and practitioners."(l:p.18) 

One might ask how this redirection of priorities is to be accom

plished and to what ends, enough to be desired that a unification 

of seemingly disparate needs is possible. Three parts follow in 

this presentation in which I hope to deal with these questions, 

bringing our concentric hearing bands closer to a merger in under-
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standing. 

First, I would like to develop perspective on educational 

progress in our nation's history to afford all of us a publicly 

prized outlook. Second, I would like to cite recent examples of 

situations where the public and the profession have moved from 

provincial to providential solutions to school problems. Third, 

and most importantly, I would like to place the first two parts 

mentioned into global perspective to lend urgency to the challenge 

that we use our combined and concerted efforts to reach the power

ful potential possible in terms of what is at stake. 

Perspective. You perhaps are aware that a sense of humor has 

been defined as having perspective. It is, after all, the dis

tancing that comes with perspective which affords us enough objec

tivity to look upon our actions with sufficient levity to attack 

problems anew. This special kind of humor is desperately needed 

in professional circles today, otherwise, I fear that the twin 

circumstances of apathy and cynicism may consume our best efforts. 

The National Society for the Study of Education issued as one 

of two equally arresting volumes in 1978, THE COURTS AND EDUCATION. 

In this volume, Koenig discusses "The Law and Education in Histor

ical Perspective." 2 The following is a brief summary from that 

source: 

In the two hundred short years of the history of our nation, 

the federal government has been a willing partner and an active 
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advocate in using education in the following manner: 

1) to meet the needs of society 
2) to provide an informed and competent citizenry 
3) to promote the general welfare 
4) to enable economic growth 
5) to protect national security 

Since the twentieth century, the courts have profoundly affected 

the interpretation of educationally related issues by rendering 

decisions on the first and fifth amendments to the Constitution 

dealing with civil rights; the fourteenth amendment dealing with 

due process; the first and eighth amendments dealing with the gen

eral welfare of American citzenry. If we are listening actively 

with all three of our concentric hearing bands, we are not merely 

hearing familiar goals translated into thousands of behavioral 

objectives for which the professionals shall be held accountable 

vis-a-vis the parents who comprise the same segment of the public 

to which professionals also belong. We are hearing testimony of 

both parents and professionals continually struggling to ·'interpret 

what more we wish of ourselves as American citizens. 

What does the more consist of in terms of educational deliv

ery? In reviewing the emerging roles of education through history, 

Zettel and Abeson assess the meaning of "The Right to a Free 

Appropriate Public Education. 113 They describe the following 

changes: 

1) In the early years, states were to provide a common 
school and uniform curriculum, but it was the individual's 
responsibility to take advantage of it 
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2) In the 19th century, the "separate but equal" concept 
operated with educational facilities established for 
certain children · 

3) In the 1960 's, the "separate but equal" concept was 
discarded for its obvious inequities; differential 
input for equal results was attempted, but faltered 
because the concept of educational equality was 
seen as practically unobtainable 

4) Today, the courts have established the following legal 
rights with respect to equal opportunity, if not educa
tional equality as an outcome: 
a. the right to an appropriate education 
b. the right to a "free" public education 
c. the right to due process of law 
d. the right to placement in the least restrictive 

environment 
e. the right to nondiscriminatory testing and 

evaluation procedures 

This brief summary describes how the public has continually 

interpreted its wishes with respect to educational provision for 

its children. And, it must be added, the profession has continually 

responded. Nonetheless, there exists at present, a feeling of 

generalized despair. According to Daniel Yankelovich, the poll 

taker, a common denominator unifying an otherwise diverse popula

tion, Le., rich or poor, rural or urban, old or young, blacks or 

whites, is the feeling that no matter what you do, no matter whom 

you vote for, no matter what cause you enlist in, you can't change 

the future. This is a strange commentary on the world's most 

future oriented society. Many people are fed up with decisions 

made for them about taxes, zoning, power plants, hospitals, 

schools, etc. They register frustration with slow-moving unrespon

sive bureaucracies. The horns of the dilemma are clearly that 

there is a lot we say we are fed up with, but there is little 
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understanding about what we are to do about it. 

Although this depiction of the national climate is accurate, 

the mood is unwarranted and reveals both short-sightedness and 

short-mindedness. Frances FitzGerald, Pulitzer prize winning 

author of Fire in the Lake, a book about the Vietnamese and the 

Americans in Vietnam describes an earlier spirit, interesting by 

contrast : 

"Americans ignore history, for to them everything has 
always seemed new under the sun. The national myth is 
that of creativity and progress, of a steady climbing 
upward into power and prosperity, both for the individual 
and for the country as a whole. Americans see history 
as a straight line and themselves standing at the cutting 
edge of it as representatives for all mankind. They 
believe in the future as if it were a religion; they 
believe that there is nothing they cannot accomplish, 
that solutions wait somewhere for all problems, like 
brides.4 

That we have moved from optimism to what may be described as 

a less than positive mental paralysis is unfortunate, and hopefully 

temporary. If we allow memory to serve us well with the · help of 

media to portray what has been accomplished on balance, along with 

the criticisms over what yet needs to be done, we will overcome 

myopia and ethnocentricism, After all, the United States in a 

short two hundred years of remarkable history, has developed one 

of the finest universal public educational systems in the world. 

As a concomitant, its citizens enjoy a high rate of literacy. 

Ironically, educators should take pride in the very vociferous 

criticisms voiced by the public; it bears testimony that we have 
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indeed educated a citizenry to the point of enabling it to critique 

its own circumstances in a country which allows it to do so. 

The schools have become the crucible for change. It is abun

dantly clear that the democracy that the United States apparently 

fought for abroad, is the democracy its citizens should expect it 

to educate with at home. Next, let us look at examples of the 

public and professionals working toward desired change through 

participation, not paralysis. 

Examp les of Parents and Professionals Working Together to 

Make a Difference. The balance between lay and professional con

trol of education has shown an acute change in the last fifteen 

years. Hudgins, in an article on "The Balance Between Lay and 

Professional Control, 115 highlights the change by indicating that 

as of 1975, more than half of the states allowed unionization of 

teachers. He interprets this to mean that teachers have become 

greater partners/adversaries in decision-making and that fewer 

unilateral decisions will be made by school boards in the years 

ahead. However, parents and the public in the same period have 

also become greater shareowners in decision-making. It is yet an 

open question as to whether truth shall transcend differences in 

matters to be deliberated. What is required is the mobilization 

of professionals to creatively meet the demands of citizen move

ments, and the enlightenment of the general public to the legiti

mate concerns and problems of professionals in service to the 
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citizenry. 

A growing concern of both teachers and parents is that there 

should be tolerance for diversity since there is no right pedagogy 

for all students. In a positive volume entitled Schools Where 

Parents Make a Difference, edited by Don Davies, Director of the 

Institute for Responsive Education, documentary evidence is given 

of the kinds of solutions parents and professionals have developed 

together to meet educational problems. Davies indicates that the 

message in his book is significant because: 

" • .• parents, working with school people can make a 
difference. Democratic participation i; an important 
part of American life and can help improve schools. 
Schools need change, the change that only school
community alliances bring. Evidence that democratic 
participation works comes at a strategic time--a 
time when Americans are wavering between activism 
and apathy, between cynicism and hope."(l:p.8) 

Time does not allow me to elaborate on all of the examples 

representing hundreds of others selected by the Institute for 

Responsive Education and described in its publication . However, 

the following list indicates the kinds of successful efforts which 

have been mounted to improve education by coalitions between 

schools and communities: 

"I n Louisville, Los Angeles, and rural Wayne County, West 
Virginia, school councils enable parents and community 
members to have a direct and continuing say in local 
school policy. 

In Minneapolis and a little town in northern California 
parents now choose the style and type of schooling they 
want for their children--from the freest to the most 
traditional . 
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In Crystal City, Texas, a community organization used 
politics to force the schools to be more responsive to 
the needs and goals of the Chicano majority in the town. 

In one of the nation's most affluent suburbs, Hillsborough, 
California, parents play a major role in creating a private 
'dream school' for children with special talents. 

In Milwaukee, inner city black parents run remarkable 
educational programs on shoestrings in old parochial 
school buildings. 

On Indian reservations in New Mexico, Montana, and Wyoming, 
Indian children now attend schools staffed by and account-
able to their own tribes. 

In Boston, New York City, Washington, and suburban Madison, 
Connecticut, private citizen organizations act as watchdogs, 
community information services ombudsmen, and mobilizers 
of citizen action to improve schools. 

An elementary school principal in Boston is finding success
ful ways to involve parents in the desegregation process. 

These examples include parents who have decided to design 

private school options such as the Nueva School in Hillsborough, 

California for gifted children. They include programs involving 

little or no cost as well as programs requiring larger budgets. 

Some of the programs received federal monies through grants, 

others did not. 

The Lagunitas, California experiment in which parents were 

offered a choice of three co-existing programs, an ABC traditional 

program, an Academic Plus team taught situation with student elec

tives, and a wide open environment in Open Classrooms was a first 

in the nation. This effort was mounted without federal funds. 

In Minneapolis, with federal funding, a large and thoroughly 
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documented experiment referred to as "Southeast Alternatives" 

(SEA) offered choices to parents in five schools:(l:pp.123-124) 

The Tuttle "contemporary" school offers a self-contained, 
graded education. 

The Pratt and Motley elementary schools were paired and 
provide continuous-progress, non-graded programs for 
children 5-12. 

Marcy Open School allows children 5-12 and their parents 
more than the usual choice of educational programs, 

The Southeast Free School has the wide-open educational 
approach you'd expect from a free school and students 
ranging in age from pre-kindergarten to post-~econdary. 

Marshall-University High School gives junior high and 
high school students a number of alternatives ranging 
from a trimester plan on "individual-directed. study," 
which allows parents and students a major role in the 
educational process, to a highly structured program of 
less control. 

The interesting part about the "Southeast Alternatives" is that 

unlike many other programs receiving federal funding, the program 

continued after the funding ceased, Moreover, parent response to 

a questionnaire indicated that 93% were "very satisfied." 

To imagine that any of these examples of joint efforts between 

the public and the profession were developed without problems would 

be naive. The importance of the effort lies in the participation 

and support of the public and the profession. The dimensions of 

the task required to appropriately educate the citizenry to meet 

the needs of society have become as increasingly complex as has 

life in a technological society. Both the public and the profession 

need _each other's support in order to accomplish the gargantuan 
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task . 

Although I have mentioned but a few of the examples of con

certed efforts resulting in desired changes in schools, these 

examples will suffice to lead us to the consideration of the vital 

nature of the challenge bearing on the moral consciences of all 

Americans to unite in support of a higher cause--that of peace at 

home as a beacon for peace abroad, for we have reached that point 

in history when there is no alternative other than to put our best 

efforts toward learning how to share means of improving the quality 

of living on our shrunken globe. 

Global Perspective. It is my opinion that adding a fourth 

concentric band to the other three I introduced with this presen

tation would make a pivotal difference in the manner in which 

otherwise potentially adversarial groups would view the compelling 

challenge to form partnerships. If it takes truth to transcend 

differences, then that truth can be that it is a national and 

international imperative that we continue to accommodate the 

pluralism in our society; it serves as a microcosm not only to deal 

with the differences in our society, but equally as importantly, 

it serves by transfer to the macrocosm, to help us to understand 

the vast differences amongst the earth's people. The understanding 

of differences should serve as a basis for dealing with the common 

need to share the planet in peace. 

A recent item appearing in the International Edition of the 
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New York Herald Tribune on March 14, 1979, underscores the need to 

add global perspectives to our viewpoints: 

"A government survey ..• shows that 27 percent of U.S. high 
school seniors believe that Golda Meir was president of 
Egypt, 40 percent think that Israel is an Arab nation and 
17 percent estimate that the U.S. population is larger 
than that of China or the Soviet Union. 

A Gallup poll showed in 1977 that half the U.S. population 
did not know that the United States had to import petroleum 
to meet its needs." 

Recent events should suffice to alert us all to the fact that our 

mental attitudes need embrace the fact that television makes instan

taneous neighbors of peoples around the globe, and economic condi

tions makes us necessary partners as well. 

Global perspective indicates that in the conduct of our part

nerships to effect our educational mission, we include these under

standings regarding interactive factors globally: 

- Of the world's more than 150 nations, living within them, 
most people are not free 

- Of the world's land areas, excluding Antarctica, 45-50% 
of the land surface is too cold or too dry (without 
irrigation) for grain cultivation 

- Approximately 71% of the world's total surface is covered 
by oceans and connecting seas and more than 4 billion of 
the earth's people need to survive on the remaining arable 
land area 

- The most populous continent on the globe is Asia where 
more than 59% of the world's people live 

- Approximately 7% of the world's total land area is United 
States territory, it being the fourth largest nation in 
the wcrld by size in which approximately 5.5% of the 
~crld's population lives 



- Approximately 59% of the world's people live in countries 
whose per capita income in 1975 was less than $500, whereas 
approximately 257. of the world's wealth is currently 
produced in the U.S. 

- In 1975, 127. of the world's total exports came from the 
U.S., but 49% of the world's total exports of grain came 
from the U.S. 

- Of the world's total military expenditures of $324 billion 
in 1975, 257. caine from the U.S. 

- In the period 1961-1975, $88.3 billion or 40% of the 
world's total exports of arms came from the U.S. 

The approximate ratio of world military spending in 1975 
to spending on regular operating budget of the United 
Nations was 1,090:l 

These figures have been taken from the February 1978 issue of 

Update, Vol. 12, No. 6, issued from the Minnesota State Department 

of Education. I find it interesting to note that proportionate 

expenditure on education in global perspective is totally absent, 

and conclude that until more people perceive its significance in 

relation to the other facts and figures, there is a massive 

challenge ahead for all nations. 

To what ends should the public and professionals unite? I 

can offer no better challenge to conclude this address than to 

quote from an editorial appearing in the October 1978 issue of 

Change, by George W. Bonhain, the title of which is: THE FUTURE 

FORSAKEN. 

"The future shape of the human race is not likely to be one 
which the current school and college generation will be able 
to recognize when its time comes at the helm. One of the 
tragedies for American schooling-and thus for the nation--
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is the abominable lack of student preparation for a world in 
which an adequate global understanding by all citizens may be 
the only road toward saving the world as we know it. 

Even college seniors have generally no idea that the world 
has fought over 100 civil and international wars since The 
War ended in 1945, or that world expenditures for arms now 
exceed $400 billion annually. 

This country has developed mass communications and universal 
education to a point unprecedented in human affairs. We are, 
in many ways, the most informed nation of citizens, and yet 
we continue to live in a fool's paradise in believing that 
this is still the American Century, and that it is here to 
stay. 

Our national tribute to the New Parochialism can be confirmed 
everywhere. In New York, one of the country's most advanced 
states educationally, less than 15 percent of ·all history and 
social science courses in the secondary schools are devoted 
to covering three fourths of the world's population and two 
thirds of the area that constitutes the non-West. And no 
wonder: Only a bare 5 percent of all of the nation's teachers 
have had any exposure whatever to international studies and 
training. 

Such a gross lack of preparedness for this interdependent 
world is not only to be blamed on educators but on the 
inattention to these issues of citizens generally. 

How to reverse this awesome incongruence between educational 
shortsightedness and accelerating world change should receive 
the study and action of the very best people in and out of the 
academy. The current concern over 'back-to-basics' carries 
its own twists of irony, of course, since not even its most 
prominent advocates consider a minimal understanding of our 
nation-world more than a luxury, to be tended to once the 
three R's are mastered. Both, of course require urgent 
attention, and both now form a basic requisite to citizen 
survival. 

It will take bold resolve of many institutions to overcome the 
country's present myopia. It will take uncommon effort to 
prepare this generation of young Americans for a world which 
they cannot in fact now discern in their classrooms. The 
need for such collective and imaginative leadership stems 
not out of some one-world idealism, but out of the clear 
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necessity of surviving in a risk-ridden world. To do any
thing less is to gamble with the very lifeblood and soul of 
a great nation that cannot in the long run prosper except 
as it successfully lives side by side with 150 other nations 
of vastly differing circumstances." 
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NEW CONCEPT VOCABULARY: WHAT IS IT, AND WHAT 
DO I DO WITH IT WHEN I FIND IT? 

Judith A. Boettcher 
University of Minnesota 
Minneapolis, Minnesota 

This paper on new concept vocabulary is the fourth and final 

paper in a series on the types of vocabulary to teach.
1 

This final 

paper describes the Type Four words--words which are in neither the 

students' oral vocabulary nor in their reading vocabulary and for 

which they do not have an available concept. These words are the 

most difficult type of words to teach. 

The first section of this paper discusses the difference be

tween a word and a concept, and what it means to have and form a 

concept. The next section differentiates between new concept 

vocabulary (Type Four words) and vocabulary for which a concept is 

already available (Type Three words). The third section provides 

examples of new concept vocabulary, and the concluding section 

presents suggestions for teaching such words. 

Words and Concepts 

Basically, words are the means by which people communicate to 

each other. Words are used to give commands, share feelings, and 

explain ideas. How can words which are mere squiggles on a page 

or waves in the air be such effective tools of communication? The 

answer is that words are symbols for more extensive, more complex 

structures of knowledge than the words themselves. These struc

tures of tn0re extensive, complex knowledge are called concepts. 
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Concepts, thus, must be viewed not as single pieces of information, 

but as an outgrowth or generalization resulting from many related 

pieces of information. To understand the concept of a concept, let's 

look at one example of how separate pieces of knowledge can combine 

to form a concept. For example, the concept DOG is composed of 

what a dog looks like, what kinds of things a dog usually does, and 

the ways in which a dog is similar to and different from other 

animals. These related pieces of knowledge may possibly (no one 

knows, of course) be fitted together in our minds in a fashion 

similar to the following diagram. Such a compilation of diverse 

pieces of knowledge is called a conceptual network. 

A Conceptual Network for DOG 

/

DOG--

Classes -- ·--

Breathes'--...__ 
...._______ 

Live~ Is 

Eats Is 

an animal 

usually a pet 

/ ---~::::.. -
CAT 

· Properties 

,, Has hair 

_ Has a tail 

_ Has four legs 

Is loyal 

Likes to chew bones 
(and also occasionally 
books) 

Is neither very large 
or very small 

Note that this network includes the properties of DOG, such as 

"has a tail" and "is loyal," and the class memberships of'animals" 
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and "pets." Note also that an established conceptual network can 

never be totally independent of other networks as it invariably 

has links and relationships with other concepts, such as with the 

concept CAT. 

Thus, if a student has the concept DOG, the student knows the 

properties and class memberships of DOG. These properties and 

class memberships are called the distinctive features of that con

cept. These distinctive features form the basis by which a person 

is able to distinguish a dog from a cow, a horse, or a cat. 

Young children go through a period of not having a fully 

formed concept of a dog. They confuse a horse with a dog or a cat 

with a dog until they learn the distinctive features of a dog as 

a four-legged domesticated carnivorous animal that goes woof (or 

something similar). This example of gradual development demon

strates that concepts, and thus the words that represent them, are 

not necessarily either wholly formed or unformed. Rather, concepts 

can range from being "skeletal, containing only a small part of 

the information that will eventually become a part of it (a con

cept)" (Nelson, 19 77, p. 229), to being a fully formed "generaliza

tion about related data" (Russell, 1956, p. 68). When fully con-

ceived and formulated, a concept is organized information containing 

the distinctive features of a set of objects, classes, or ideas. 

One might even say that a concept is always in flux, capable of 

further development, and expansion. For example, a higher level 
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understanding of the relationship of dogs to cats, wolves, and 

1 common concepts of DOG and foxes might expand the simper, more 

CAT. 

The road to fully formed concepts is not clearly delineated. 

h 1 i generally agree that a number of repeated However, psyc o og sts 

f tare necessary to enable a exposures or experiences o a concep 

h functional and relevant attributes learner to extract t e 

(Carroll, 1964). This is not to say, however, that the beginning 

of a concept, a "skeletal concept," cannot be formulated on the 

basis of one event or exposure. A skeletal concept of MOON, for 

example, may be easily formed by one's seeing the full moon once. 

formation O f difficult and abstract concepts such Also, skeletal 

as COURAGE can be based on a single story of courage and bravery. 

The time required for fully formed concepts, however, is clearly 

dependent on the complexity of the concept itself. Thus it will 

take longer for students to develop the concept COURAGE than the 

concept MOON. 

One additional condition for teaching concepts that is impor

tant for teachers to remember is that concept development requires 

conscious verbal understanding rather than just visual impressions. 

This means that the students themselves need to draw conclusions 

as a result of their own thinking. The teacher can provide the 

opportunity, but without actual student involvement and thinking, 

a concept is not likely to emerge. 
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Three implications for teaching new concept vocabulary can be 

deduced from this discussion. First, concepts can range from being 

very concrete and perceivable such as the concepts DOG or HOON to 

being quite abstract without easily identifiable object referents 

such as the concepts JUSTICE, INFERENCE, or ADJECTIVE. So teachers 

need to be aware of the difficulty of a concept to be taught. 

Second, because the formation of concepts probably required repeated 

exposures and experiences over time, teachers need to structure 

learning experiences so that students have the opportunity for 

repeated and various exposures. Finally, the formation of concepts 

is cognitive work. To develop a concept the individual student 

must integrate and generalize on the basis of his knowledge and 

experience. Thus, learning must be structured to require the 

student to respond. Suggestions for specific teaching procedures 

are included in a later section of this paper. 

Definition of New Concept Vocabularv 

Before continuing, a working definition of new concept vocab

ulary is needed. This can most effectively be developed by con

trasting new concept vocabulary with the Type Three vocabulary, 

words for which the student has an available concept. Of course, 

whether or not a student has a concept will vary from one age to 

another and from student to student. The words labeled in this 

discussion as Type Three or Type Four words would generally be 

such for the average junior high student. Some examples of Type 
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Three words are illuminate (light up), neophyte (beginner), and 

lackadaisical (unexcited). These are words which are understood 

easily by the presentation of a readily available, closely related 

synonym or phrase sharing many elements with an already known word. 

Thus, Type Three words can be easily placed into an existing con

ceptual network. Very simply, when students are presented with a 

synonym for an available concept word, they say, "Oh," and are able 

to continue on . 

Type Four words, on the other hand, usually require the build-

ing of a new conceptual network, or a substantial revision or ex

pansion of an existing network in order to relate that word to 

existing knowledge. When students are presented with a synonym 

for a new concept word, they are likely to say, "Huh?" 

At this point it is necessary to recognize that the categories 

of Type Three and Type Four words will not always be mutually exclu

sive. As noted earlier, concepts are not either wholly formed or 

unformed, but exist on a continuum extending from a skeletal out

line to a fully formed conceptual network. The definition for new 

concept vocabulary used here will be vocabulary for which students 

need help in extracting the distinctive features of a concept and 

relating those features to existing or new conceptual networks. 

Examples of New Concept Vocabulary 

Given the upper elementary and secondary English curriculum, 

what are some examples of new concept vocabulary that English 
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teachers might encounter? In Hemingway's novel The Old Man and 

the Sea, some of the new concept vocabulary that might need to be 

taught includes the technical vocabulary dealing with the specifics 

of Santiago's fishing equipment, such words as gaff and skiff. 

Other new·concept vocabulary occurring in the novel are words used 

in describing fish, pectoral and carapaced, and vocabulary referring 

to life in the sea, plankton and man-of-war. Other words represent

ing new concepts, such as cumulus, coagulated, and phos phorescence, 

are less specific to the novel, but still contribute to its meaning. 

Another often-taught English selection, Richard Wright's "The 

Kitten" contains new concept vocabulary, such as literal, retaliated, 

and inj unction, that is much less context-specific, 

Selecting New Concept Vocabulary 

The obvious first step in dealing with new concept vocabulary 

is selection. Since teaching concepts takes multiple exposures, 

and therefore, time, it is wise to reduce the number of words to 

be taught. In addition, some Type One, Two and Three words may 

also need to be taught. As one step towards selection, teachers 

can classify new concept vocabulary according to various dimensions 

and criteria. Three dimensions that may be pertinent are utility, 

importance, and interest. 

Deighton (1959) discusses the dimension of utility, suggesting 

that preference be given to those words which are most likely to 

contain parts useful in unlocking other words for the developing 
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reader (p. 35). He describes these words as "neutrons in the chain 

reaction of vocabulary development." Others call them master words, 

magnet words, or more commonly, root words. Returning to the new 

concept words from The Old Man and the Sea mentioned above, few of 

the technical vocabulary words referring to fishing, fish, or life 

in the sea would rate very high on this dimension. However, the 

word cumulus (related to cumulate, and cumulative) or phosphorescence 

(related to phosphorous, and other chemical terms) would rate some

what higher. On the other hand, some of the words from "The Kitten" 

would rate high on this dimension. Injunction has the prefix .!!l

and is related to j unction, con j ugate, adjunct, sub jugate; retali

ated uses the common prefix g-, and literal is related to litera

rn, literate, and literacy . 

The second dimension considered here, that of importance, 

refers to the importance of the words to the overall meaning and 

enjoyment of the selection. This dimension of importance recog

nizes that students cannot enjoy the novel The Old Man and the 

Sea without an understanding of the technical vocabulary describing 

the fishing equipment, such as gaff, and the relative size of the 

fish and Santiago's boat, a skiff. One junior high student I know 

conunented that she couldn't understand why Santiago just didn't 

put the marlin in the boat. She was greatly enlightened when she 

discovered that Santiago's skiff was approximately 18 feet long, 

whereas the marlin was probably over 20 feet. In contrast, other 
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new concept words in The Old Man and the Sea, such as cumulus and 

ohos phorescence would rate low on the scale of importance, as they 

are used to describe a setting and set a mood which is perceivable 

without these specific words. Another example of new concept vocab

ulary that would rate high in importance is the word literal from 

Richard Wright's "The Kitten." In this story the word literal is 

used to emphasize the basis on which the young boy dares to chal

lenge his father's authority. 

The third dimension, that of interest, is a loophole category, 

allowing room for either the teacher's or students' favorite words . 

This interest category is certainly as important as the other 

dimensions of utility and importance because of the role interest 

plays in learning. Students will become more involved in learning 

new vocabulary if they already have had some interest or curiosity 

about a word. Lurk and alien would be my choices from "The Kitten" 

for this category. The word lurk is fun because of its onomatopoeic 

quality its very sound gives a clue to its meaning. The word alien 

reflects my science fiction interest. It may also be justifiable 

in its relation to words such as alienate, alienation, and inalien-

able . 

A final consideration in the process of selecting words which 

represent new concepts for students is, of course, the students 

themselves. As mentioned previously, what are or are not new con

cepts will differ from one student to another. At the same time, 
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many of these Type Four words are generally difficult, and in many 

cases they will need to be taught to nearly all the students in a 

class, even at the senior high level. Even those students for whom 

these words do not represent new concepts may have only skeletal, 

or semi-formed concepts. For these students, teaching these words 

can help to develop and expand these concepts. 

Teaching Procedures 

Once the vocabulary representing new concepts has been chosen, 

what are some of the teaching procedures for these words? One of 

the most basic requirements for concept development is a series of 

experiences that are more or less similar. It is from the multiple 

presentation of both positive and negative instances that a concept 

is formed (Carroll, 1964). This basic approach for concept forma

tion has been formalized by Frayer (1969) and tested by Peters 

(1975,1977). The approach provides those multiple exposures and 

experiences with a word that result in the acquisition of the dis

tinctive features of the word's meaning, and the incorporation of 

the word into a conceptual network. By systematically presenting 

the attributes and features of a concept, the time new concepts 

spend in our cognitive attic can be reduced. 

The Frayer model of concept formation has five parts. It 

requires the listing of relevant attributes, irrelevant attributes, 

a definition, non-examples, and relationships with similar concepts. 

The example used by Peters (1975) to illustrate this model is the 
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word globe. As the first step in the process Peters lists the 

relevant attributes of a globe. The relevant attributes of a globe 

are that it is a spherical representation of a planet. Note that 

the relevant attributes are those qualities which are common to 

all examples of the concept. The second step lists the irrelevant 

attributes. Some of the irrelevant attributes of a globe are its 

size, its color, and which planet it represents. Irrelevant attri

butes are those qualities which are not essential to the concept. 

Thus, it is possible to have a moon globe or an earth globe, a 

small globe or a large globe. A formal definition of the concept 

including the relevant attributes is the next step. This step 

develops a usable definition. The fourth step provides a non

example of the concept, preferably one that might be confused with 

the concept. This non-example serves to limit the concept so it 

is most effective if the non-example shares some of the attributes 

of the concept; In this case a wall map shares the attribute of 

being a representation of a planet, but of course does not share 

the spherical attribute. 

The final step is that of determining the relationship of the 

concept with other concepts. Here the approach is to think of 

closely related words and concepts and differentiate among them by 

various means. One method is to compare and contrast the concept 

being taught with others. A globe is like a ball because it is 

A globe is different than a ball because it is -----
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i i the representation of 
Or a globe is like a wall map because t s 

1 is different from a globe because a _____ , but the wal map 

it is not round. 

Could also be used in teaching the word 
This Frayer model 

Although the basic meaning of the .illll from Hemingway's novel. 

communicated by noting its relationship 
word skiff may be easily 

distinctive features of a skiff, as a small 
to boat, knowing the 

sailboat light enough to be rowed by one person, is important to 

1 b t en Santiago, the 
an understanding of the courageous strugg e ewe 

sea, and the fish, 
For purposes of teaching this novel, then, the 

new concept vocabulary word. 
word .illll was classified as a 

and Contexts, the synonym~ would probably be 
other novels 

In 

sufficient, Chart develops the concept of~ The following 

according to the Frayer model, 
2 

Model to Develop the New Concept Word, .filS.ill. 

l. Provide relevant attributes, 

skiff a small sailboat 
able to be rowed 
by one person 

2 • Provide irrelevant attributes, 

skiff color 
material 

3, 11 Sailboat light enough to be rowed by one 
Definition-a sma 

person. 

4, A non-example, 

skiff # canoe 
motorboat 
dory 
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5. Determine the relation of a concept with other concepts . 

(A chart may be effective with many new concepts.) 

Size of boats 

S~!ALL LARGE 

motorboat powerboat houseboat 

I 
canoe rowboat skiff sloop cutter 

-----y---------' 
larger sailboats 

yacht 

At the same time that the size of a skiff is being considered 

for The Old Man and the Sea, the size of the various fish in the 

novel might also be discussed. Perhaps prior to introducing the 

novel, a few students could make a chart showing the marlin and the 

sharks, their relative size and weights, as compared to Hemingways' 

skiff. Another chart of a skiff with its various sections labeled, 

as bow, stern, tiller, rudder, and drawings of a gaff and a harpoon 

would also serve to illustrate recurring technical vocabulary. 

A variation of this approach for teaching new concept vocabulary 

gives particular emphasis to establishing relationships between the 

new concept and existing conceptual networks. In this method infor

mation is elicited from the students as to their previous knowledge 

of a particular category or topic. The teacher then incorporates 

those responses into a diagram that illustrates the relevant attri

butes of a particular concept. For example, in teaching th~ word 

tundra, the teacher would first provide a sentence or paragraph 
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illustrating the meaning of tundra as a flat, treeless, cold land . 

The teacher then would ask students to name other types of land 

they are familiar with. Likely responses would include desert, 

plain, forest, jungle and mountains. Comparisons and contrasts on 

the basis of vegetation, temperature, and precipitation could be 

drawn. A teacher or student might comment on the similarity of a 

tundra to Minnesota in the winter, or the similarity of a desert 

and a tundra in its lack of trees. Various diagrams similar to 

the one's shown below could be constructed on the basis of student 

responses. 

Diagrams Showing Similarities 
and Differences Between TIJNDRA 

and Other Words 

Similarities 

flat 

little vegetation 

few large animals 

little rain 

Tundra 

cold 

flat 

little vegetation 

few animals 

tundra 

desert 

plain 

(Differences) 

Differences 

cold 

hot 

moderate 

hot 

hilly 

abundant vegetation 

many animals 

A number of variations utilizing these approaches for teaching 
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concepts can be used as whole class activities or smaller group 

activities. In either case, there is room for learning for all 

students. Considering the above examples, it may be that lower 

ability students will understand the basic similarity between 

skiffs and rowboats. On the other hand, average and above average 

students may be able to build clear distinctions and relationships 

among many types of boats, fish or lands. In addition, students 

of all abilities might enjoy attempts at researching and building 

diagrams and charts themselves. These diagrams could then be used 

as study guides or bulletin board materials. 

One thought that may occur to those of you reading this is 

that the teaching approaches suggested here are extremely time 

consuming. This is certainly true. But learning new concepts is 

time-consuming. Some teachers may wonder if it is necessary or 

advisable to attempt to teach vocabulary concurrently with litera

ture. One reply to this is that words are the very building 

blocks, the very medium, the very essence of literature. Inade

quate knowledge of words, leads to clouded and imprecise under

standing. Students cannot understand stories focusing on robots, 

tundras, or skiffs without some understanding of the attributes 

of these words. 
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FOOTNOTE 

1 A paper by M. F. Graves, MEJ Spring 1978, discusses words which 
are in students' oral vocabulary, but which they cannot read; 
a paper by R. J, Ryder, HEJ Fall 1978, discusses new meanings 
for words which are already in the students' reading vocabulary, 
but have more than one meaning; a paper by R. J. Palmer, MEJ 
Spring 1979, discusses words which are in neither students' 
oral or reading vocabulary, but for which they have an available 
concept. 
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IMAGINARY GARDENS WITH REAL TOADS 
Wendell Glick 
University of Minnesota, Duluth 
Duluth, Minnesota 

Several months ago, when Arthur Walzer browbeat me into doing 

this, I had no idea what the general theme of this conference would 

be. I might, however, have guessed. Because the litany going up 

from conventions of teachers in the humanities is now always a 

dirge. What I hear is that we are in a fix. Psychology classes 

are full; sociology is booming, and in the School of Business majors 

are sitting in the aisles. On my campus even religion is enticing 

them in. But who's for "Ode on a Grecian Urn?" Not many. 

Shortly after I agreed to give this talk, I received a letter 

from a group called the Conference of Minnesota Humanists which 

went like this: 

"Dear Humanist: (I'm not sure I like being called that. I'd 

rather be called, "Dear Colleague:" I quote.] 

The members of the planning committee of the Conference of 

Minnesota Humanists are pleased to invite you to a one-day 

meeting to explore the "plight of the humanities." This is 

a subject that continues to receive national attention. 

During the past year the American Association for the 

Advancement of the Humanities was founded to "promo~e the 

interests of the humanities," halt their "erosion," "remedy 

the troubled and uncertain" state of the field and combat 

the notion that the humanities are "peripheral to important 
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public questions" constituting little more than "luxurious 

elitism." Meanwhile the sponsors of a conference at the 

University of Southern California called "Toward a Theory of 

the Humanities" worried aloud that humanists don't get the 

respect they once did, "that the humanities have lost much of 

their territory to the social sciences," and that they are in 

a "period of decline." While all of this was going on, 

~ortimer Adler wrote in Newsweek of the "Disappearance of 

Culture," [I can't recall in my lifetime (and I'm 63 years 

old) when Mortimer Adler wasn't writing about the disappearance 

of culture], and the Carnegie Foundation labeled general edu

cation a "disaster area." 

And on the letter goes. Some of you may have attended this 

conference. I didn't. The letter announcing it goes on to talk 

about a bill creating a White House Conference on the Humanities, 

the Rockefeller Foundation establishing a commission on the Human

ities, the founding of the National Humanities Center at Raleigh, 

North Carolina. Finally, the letter cotmnents that a glance at any 

report of the grant recipients from the National Endowment for the 

Humanities indicates that Minnesota is far behind in doing something 

about the problem. I gather, then, that you gauge the plight of 

the humanities in any given state by the number of people who try 

to get federal funds to beef them up. My favorite author, Henry 

Thoreau, would disagree. "Money," he wrote, "will not buy one 

so 

necessity of the soul." 

The remainder of the letter dangled bait of several kinds: 

possible free transportation to St. Paul, free lunch [they know how 

to appeal to a teacher of English, don't they; this breakfast wasn't 

free], and a keynote address by someone who had written an article 

called "Skipping Through College." As I say, I didn't take in this 

event-some of you may have--and I got no report on the conference 

results. But it seemed to me that the organizers were persons of 

little faith. At the conclusion of the conference, the letter 

stated, there would be a discussion of the feasibility of future 

conferences. So the expectation that a solution to the problem 

would be found at this first meeting was hardly robust. The tenta

tiveness of these people has given me the temerity to address the 

problem also, without benefit of subvention. I promise to leave 

enough unsettled to jeopardize no future federal grants. 

Now under the rubric of "Imaginary Gardens with Real Toads"-

I'll get around to that in a moment-let me give you the benefit 

(if I may strain the word a bit) of my reflections on the so-called 

"plight of the humanities." 

First of all, I have no doubt that the plight of the humanities 

actually exists. I think we are in trouble. But I would argue that 

we keep our historical perspective. Can you think of a time when 

the Humanities haven't been in some trouble? We've never been the 

predominant interest of any culture. I would imagine that in the 
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golden age of Greece most .\thenians felt that Socrates was a pretty 

flaky guy. And I can recall, too that Jesus Christ, who got in some 

very good licks for the Humanities, spoke to rather small crowds at 

times and was even reduced on one occasion to speaking from a boat. 

So the plight of the Humanities has existed for a long, long time. 

We as a group, it seems to me, are conspirators, running counter 

to the values of almost any age. If we aren't, we ought to be. 

I can't think of a single English poet who didn't lament the dis

integration of culture in his own times. Certainly, Ezra Pound 

wasn't the first. So my first point would be that while we wring 

our hands, and perhaps with reason, over the predilection of stu

dents to get interested in IBM machines rather than in William 

Blake's sonnets, that we keep in mind that we've always had to 

fight a rearguard action. That's point 1. And I see that as the 

situation at present. 

People just don't want to buy our product. And I use the 

economic metaphor with a tincture of irony. Irony is the "in" 

thing nowadays. They don't want to buy what we have to sell. So 

this leads me to a question that we can't examine, it seems to me, 

too often. The question is: "Just what is it that we sell?" 

When we examine what it is that we do, what our product is, what 

in essence is it? I want to offer a few familiar samples. 

Down by the salley gardens my love and I did meet; 
She passed the salley gardens with little snow-white feet. 
She bid me take love easy, as the leaves grow on the tree; 
But I, being young and foolish, with her would not agree. 
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Who counsels taking love easy these days? Certainly not ABC 
television. 

In a field by the river my love and I did stand, 
And on my leaning shoulder she laid her snow-white hand. 
She bid me take life easy, as the grass grows on the weirs; 
But I was young and foolish, and now am full of tears. 

I suspect that Yeats dreamed up those incidents. They were 

probably the product of his imagination and never took place at all. 

So Plato would call that poem a lie. Nevertheless, I'd say there's 

a real toad in there, the size of a hubcap. Have you any students 

who are out for instant gratification? Who want it all right now? 

The whole bag. Automobiles and sex and all the rest. And what are 

they headed for? Tears? I'd say certainly boredom at age 30, 35, 

40. 

Let me give you more examples of what we have ~n ;~11. Here's 

another one about a blonde named Anne Gregory, who piled her golden 

hair up over her ears. Yeats says this to her: 

"Never shall a young man 
Thrown into despair 
By those great honey-coloured 
Ramparts at your ear, 
Love you for yourself alone 
And not your yellow hair." 

And she replies: 

But I can get a hairdo 
And set such color there 
Brown, or black, or carrot, 
That young men in despair 
May love me for myself alone, 
And not my yellow hair. 

But Yeats, rejecting her suggestion, replies: 
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I heard an old religious man 
But yesternight declare, 
That he had found a text to prove 
That only God, my dear, 
Could love you for yourself alone 
And not your yellow hair. 

Now, in a society that worships youth and that spends billions 

on beauty and that parades pulchritude in pageants as we saw the 

other night, two nights ago I guess on television, and that sells 

automobiles and everything else by merchandizing human beauty, is 

it wholly advantageous to be beautiful? Then, according to some 

article I read, why did 5 of the Miss Americas commit suicide? I 

imagine if you could look into Elizabeth Taylor's eyes you'd be 

enlightened. I don't know whether she's happy as a lark or not, 

but s.omehow I doubt it. She's on her seventh husband. Beauty can 

be a curse, says Yeats. And he says it over and over again in a 

number of his poems. You may recall that lovely poem that he wrote 

as he observed his little daughter lying in her crib, the poem 

which he called "A Prayer for my Daughter." He said in effect, 

"God, don't make her beautiful." 

What do we have to sell? Do we have what people need? I think 

we do, We offer the therapy, even, that they require. I'm not at 

all sure that people are willing to buy it, but we're the sales 

people, among other things of peotry. Naming a product, however, 

or even giving a few examples of it, doesn't say all I wish to say 

about what it fundamentally is. I'll try to go one step further. 

In its essence when we sell literature, what are we selling? I'm 
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a bit disturbed, upset and shocked at my own brashness. Just after 

eating breakfast, I raise such a question as this! What is poetry? 

It's first of all a uniquely human enterprise. And any attempt 

to delineate what human beings are, praise the lord, teases us 

instantly out of thought. I am not, however, going to allow the 

unanswerableness of the question to deter me from talking about it. 

What is the teaching of English anyway? It is precisely struggling 

with unanswered and perhaps unanswerable questions. It's precisely 

theorizing about the unknown. That's the unique mark, I think, of 

human aspiration. Here's the way Robert Frost makes the point. 

It takes a poet to make it. 

The people along the sand 
All turn and look one way. 
They turn their back on the land. 
They look at the sea all day. 

As long as it takes to pass 
A ship keeps raising its hull. 
The wetter ground like glass 
Reflects a standing gull. 

The land may vary more; 
But whereever the truth may be-
The water comes ashore, 
And the people look at the sea. 

They cannot look out far. 
They cannot look in deep. 
But when was that ever a bar 
To any watch they keep? 

Do you remember where Ishmael remarked in Moby Dick that Queequeg's 

island was? "Queequeg's island is not on a map. True places never 

are." You might almost say that Queequeg was an imagined toad in 
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an imaginary garden. And sometimes the imaginary gardens are more 

real than the toads in them. As Theodore Raethke remarked, "What's 

seen recedes; forever' s what we know." Now what am I leading to? 

The poet locates reality in the imaginary. That's where we locate 

it in life too. That's where it always is. The thing perceived 

is surrounded by a garden of associations and feelings; maybe 

thought begins in feelings. At least James Russell Lowell thought 

so. And the imagination, then, fuses the two. I don't pretend to 

know how this fusion of thought and feeling takes place--this fusion 

of the real and the imagined. I don't think anybody else is com

fortably sure either. But they are linked, in poetry, in literature, 

and in life. You can't have one without the other. Just as every 

word has a relatively denotative center with a connotative nimbus 

of associations surrounding it, so every thought floats in a sea 

of mingled feelings. Speak to the stones and the stars answer. 

I have several floor lamps in my home that I created in my shop 

from the hubs of wagon wheels made by my great grandfather in his 

blacksmith shop in Virginia before the Civil War. Stonewall 

Jackson's army commandeered the wagons that I took those hubs from 

to use in his Shenandoah Valley campaign in 1362. He made a bridge 

out of that wagon and others over the Shenandoah River, then marched 

his Confederate army over that bridge. Now don't tell me that I 

have just floor lamps in my house. With those lamps, I can raise 

the dead. I can hear the sound of the hammers on the steel of those 
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hubs, on metal that hasn't felt the forge for 150 years. As Keats 

knew: "Heard melodies are sweet but those unheard are sweeter." 

And who else in this society but teachers of English is to offer 

to the young ideas and thoughts and objects fused with associations 

that give them significance? We're the unacknowledged therapists 

of the age. When the very faculty of the imagination is being 

abrogated, when hordes of the young are seeking in Eastern religions 

for imaginary gardens, we have the cures. My theory is the young 

will overlook the toads. The pop art people, so it seems to me, 

are trying to have the toads without the garden. It's a mistake; 

you have to take the gardens too. Man does not live by toads alone. 

But chiefly I worry in these days about what seems to be a subtle 

distrust of the imagination itself, to say nothing of ignorance of 

what it is. This may be another reason our product doesn't sell. 

Imaginary gardens don't bring as much by the acre as Southern 

Minnesota farmland. Toads alone don't alarm us. Paul Bunyan and 

And we have a society afraid of feelings too, at his blue ox do. 

least in men. They aren't machci. Senator Muskie, you remember, 

forfeited his chances for the presidency a few years ago when he 

wept in public in New Hampshire upon hearing his wife defamed. 

Obviously, softies don't make good presidents. Hemingway would 

probably have despised him. So ,. we picked instead, you recall, an 

iceberg named Nixon. 

I suppose it's a cliche these days to lament the shrivelling 
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of the imagination. Let me read you a few excerpts from an article 

in last week's Chronicle of Higher Education, written by two psy

chologists who are co-directors of the Family Television Research 

and Consultation Center at Yale University. The title of this 

essay is "ls Human Imagination Going Down the Tube? ls television 

and choose and hope that 
changing human consciousness?" I '11 pick 

quoting out of context doesn't distort what these people say. 

Is ,:elevision changing human consciousness? Is it possible 
that the rapid pace of presentation, the quick shifts of 
focus, the speeded-up blend of visual, musical, and verbal 
material that characterize American TV can actually be 
impeding our capacities for sustained attention, deliberate 
thought, and private imagery? The great power and attrac
tion of television is that it circumvents the effortful 
translation from words to images. Television becomes our 
imagination. And, in a sense, almost eliminates the neces
sity for thought. What effect does this medium have on our 
capacity for thought and on our ability to generate our own 

private images. 

These psychologists go on to point out that the image system 

appears to be associated with the right hemisphere of the brain 

and that the lexical system is largely coordinated through the 

left hemisphere of the brain. Its chief functions include language, 

gra!l111atical organization, and abstract thinking. Television, they 

argue, shrivels both hemispheres of the brain. We work with both 

of them. In God's name, what's going to happen when both of them 

shrivel some year's from now? It's bad enough as it is. In these 

days it is customary to blame everything except tornados and floods, 

I suppose, on television. But I confess I can think of it only as 

an enemy to what I'm trying to do. I think also an enemy to what 
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most people do. I fear its insidiousness so much that any help we 

can get, any few decibels that we can add to the shot of warning 

from psychologists, sociologists, anybody else, I'm willing to 

accept. Even in Newsweek, you find the same message, written by, 

of all people, George Will. George Will deplores the loss of our 

capacity for wonder, a necessary dimensi·on of the ti i · ac ve magina-

tion. "Perhaps ours," he says, 

is the strangest age. It's an age without a sense of its 
strangeness." The human race has grown up and lost its 
capacity for wonder. Alas, growing up usually means 
growing

11

imrnune to astonishment. As G. K. Chesterton 
wrote, Very young children do not need fairytales; 
mere life is interesting enough. A child of 7 is ex
cited by being told that Tommy opened the door and saw 
a dragon. But a child of 3 is excited by being told 
that Tommy opened the door. The 3-year-old is the 
realist. It's a miracle. No one really knows how 
Tommy does it. 

So unless you become as a little child, you can't enter into the 

kingdom of heaven. 

One final point and closer to home. If our product, so crit

ically needed, does not sell, is any of the fault in the sales

people? That is to say in us who beat our chests and lament the 

demise of culture? 

In college, I once took a drama course from an instructor who 

delighted in exposing student ignorance of mint, anise and cumin 

to the neglect, I thought, of the weightier matters of literature. 

One day we were studying a drama the name of which I forget, whose 

stage directions called for antimacassers on the furniture. I 
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hadn't noticed the word as I had read the play. But the play had 

moved me and I came to class hoping to find out why. 

"Mr. Glick, have you read the play?" 
"Yes sir." 
"What is an 'antimacassar?'" 
"I don't know sir; I am a Virginian." 
"Well, Virginians have antimacassars." 
"We didn't in our family." 
"How do you know you didn't, if you don't know what they are?" 
"Because we were poor. We didn't own anything over two syllables." 
"Well, why don't you guess." 
"Do you grow it like aspidistra?" 
11 No." 
"Is it a laxative?" 
"Mr. Glick, it is a protective covering for upholstered chairs." 

Now I was young. I had come to that class asking for bread and 

I had 1been _offered a stone. There was no imaginary garden for me. 

Just a d~~d toad. 

Marianne Moore's advice in her poem "On Poetry" from which I 

took the title for this talk is worth several federal grants. 

"Not," she says, "until the poets among us," and for poets I sub

stitute teachers, 

Not till the teachers among us can be 
'Literalists of the imagination'--above 
Insolence and triviality and can present 
For inspection, imaginary gardens with real toads in them, 
Shall we have poetry. 

Or, I think, shall we have English courses that burst the seams. 

In the meantime, no doubt we shall continue, and with justification, 

to blame the plight of the humanities on the decadent values of this 

age, on its ennui and sense of boredom, its bankrupcy of feeling, 

its appetite for the material. But at the same time, colleagues, 

let us not forget that the instrument of renewal is in our hands. 
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NEW BOOKS 
--for readers in the elementary school and middle school 

Reviewed by Norine Odland 
University of Minnesota 
Minneapolis, Minnesota 

Avi. NIGHT JOURNEYS. Pantheon, 1979. 143 pp. $6.95. 
A river adventure, set in Pennsylvania in 1767, moves with 
well-paced .episodes to relate the search for two young 
indentured persons from New Jersey. The language resembles 
the style of Colonial America but not to the extent that it 
interferes with ease of reading. There is dignity in the 
lettering for headings and chapters and fo~ each of the 
four parts of the book. 11-14. 

Bates, Betty. MY MOM, THE MONEY NUT. Holiday House, 1979. 158 pp. 
$6.95. 

The conversation and description in the novel are brisk and 
believable. The rnoral--understand your mother, she had a 
hard life when she was growing up--is dealt out with humor 
and sincerity. The reader can conclude the insights without 
the last page which sunnnarizes the point in case you have 
not gotten it. 10-12. 

Berson, Harold. JOSEPH AND THE SNAKE. Macmillan, 1979. 28 pp. 
$6.95. 

A French tale retold with a flare for the unusual and the 
unexpected. Snake is tricked into returning to be trapped 
under a rock; a fox is the hero, and the snake eventually 
makes Joseph the real winner. Grey and rose colored illus
trations of French countryside and interiors of buildings 
are velvet-like in texture. Each episode of the story is 
depicted in pictures so that children who hear the story 
can re-tell it with the pictures for guides. 6-9. 

Carrick, Carol. A RABBIT FOR EASTER. ill. by Donald Carrick. 
Greenwillow, 1979. 32 pp. $6.95. 

The tone of the text is as soft as the blue and green colors 
of the scenes in the kindergarten class where Paul is given 
the privilege of taking Sam, the pet rabbit, home for Easter. 
The drawing, choice of color, and color separation exhibit 
the illustrator's fine talents. 4-8. 

Chew, Ruth. THE WITCH'S GARDEN. Hastings House, 1979. 112 pp. 
$5.95. 

The devices for magic are mint leaves, water that shrinks 
things to tiny sizes, and a dragon in a cave. A boy, a 
girl and an elderly new next door neighbor with a magic 
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garden provide the action in a story of pure make-believe with 
none of the subtlety of fantasy. Black and white drawings are 
eerie and shadowy. 3-10. 

C~orao, Kay. MOLLY'S LIES. Seabury, 1979. 32 pp. $7.50. 
~lolly would like to talk her way out of going to school, but 
when that does not work she uses similar tactics in school . 
The soft pencil drawings extend and expand the story. 
Kindergarten class children like it best if they are close 
to the book. The softness of the picture limits distance 
for projection. 5-8. 

Christian, Mary Blount. THE LUCKY HAN. ill. by Glen Rounds. 
Macmillan, 1979. 63 pp. $6.95. 

Felix, the lucky man, gets deeper and deeper into trouble but 
the reader will keep hoping there is a way for him to win. 
~ry humor in text and pictures. A good story which is worth 
reading not just because it is "easy-to-read. 

11 
7-10. 

Cleary; :leverly. RAMONA AND HER MOTHER. ill. by Alan Tiegreen • 
Morrow, 1979. 208 pp. $6.95. 

Ra~ona ls growing up in a natural, sometimes painful, way and 
she is testing herself and those she has assumed were her 
friends. Cleary has used language precisely and gracefully 
to give honest views of a youn ; ster. Uumor is genuine so the 
reader feels it--e.g., the pajamas Ramona wears under her 
school clothes will make readers squirm and smile. 7-10 
(and all Ramona fans). 

Craft, Ruth and Irene Haas. CARRIE HEPPLE'S GARDEN. ill. by Irene 
Haas, McElderry/Atheneum, 1979. $9.95. 

Delicate detailed water colors, with green predominating, set 
a mood for a rhythmic text relating an adventure three chil
dren have when their ball goes over the wall of Carrie's 
garden. There's a lesson but no preaching. For looking and 
for listening. 4-8. 

Davis, Burke. MR. LINCOLN'S in1ISKERS. ill. by Douglas Forsline . 
Coward McCann, 1979. 48 pp. $6.95. 

Documented story of Lincoln's receiving a letter from Grace 
Bedell advising him to grow a beard to enhance his chances 
for being elected. Succinct writing with no condescension. 
Drawings are reproduced in brown tones which look right for 
the period. The appropriate references to Mary Todd Lincoln 
treat her with respect. Young children enjoy having it read 
to them; adults are fascinated by the story. Strongest 
appeal for 8 and up. 
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Delton, Judy. BRI}lliALL TURNS TO }lAGIC. ill. by Bruce Degen. 
Lothrop, 1979. 63 pp. $5.95. 

Brimhall is learning magic and the joke is on Brimhall when 
he produces a rabbit from a hat but cannot make the rabbit, 
Roger, disappear. Children can solve the mystery before 
Brimhall finds the soluti.on. The conversation flows smoothly 
with easy transitions from one person to another. Detailed 
and accurate black and brown drawings develop personification 
with humor. 7-9. 

dePaola, Tomie. OLIVER BUTTON IS A SISSY. ill. by author. Har
court, Brace, unpaged. $6.95. 

Oli~er likes to paint, sing, and dance; he does not like to 
play ball or do some other things boys are supposed to do. 
The ending of the story is a surprise, one children discuss 
with real insight. The artist/author uses a light touch of 
humor and never rejects people, only the things they do and 
want Oliver to do. 5-9. 

Farber, Norma. THERE GOES FEATHERTOP: ill. by Marc Brown, 
Unicorn/Dutton, 1979. 26 pp. $6.95. 

This story in verse is adapted from Nathaniel Hawthorne's 
"Feathertop" with conversation that appeals to children. 
The scarecrow comes from Mrs. Rigby's _concoction, is 
rejected in high society, and asks to return to his place, 
making children laugh and hardly ever scaring crows. The 
moral is there for the taking. The pen and ink drawings are 
appropriate in subject and in style for nineteenth century 
America. 7-10. 

Feder, Paula Kurzband. WHERE DOES THE TEACHER LIVE? ill. by 
Lillian Hoban. Dutton, 1979. 48 pp. $5.95. 

A natural question is handled by three children in a systematic 
way: they observe the teacher leaving school but each time 
she goes in a different direction. A mild detective story 
which will hold the interest of beginning readers. Pictures 
are expressive and help tell the story but they are poorly 
reproduced with the blueness overdone. The dark magenta 
cover contributes a sinister look too strong for the story's 
content. 5-7. 

Fritz, Jean. STONEWALL. ill. by Stephen Gammell. Putnam, 1979. 
156 pp. $7.95. 

A fine story and convincing history; tells about the man and 
the times in which he lived, The author lives up to her 
reputation for authenticity, and her style makes the text 
believable and alive. Jackson's complicated personality is 
described without attempting to explain why he was that way. 
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Illustrations fit the tone of t~e ~
expand details of the text. 9 and up . 

::.Li event s c.iore than 

Gag, Wanda. THE SORCERER'S APPRENTICE. ill by Margot Tomes. 
Coward, McCann, 1979. 32 pp. $6.95. 

The small size, the muted colors, and_ the interpretation of 
the characters are all just right for the Gag translation. 
A story of magic far better than most of its kind. Few 
single stories from collections warrant a book but this one 
does; it deserves individuality. Will be read and re-read. 
6-12. 

George, Jean Craighead. RIVER RATS, INC. Dutton, 1979. 136 pp. 
$ 7. 95. 

The escapade of two thirteen-year-old boys on the rushing 
Colorado River moves out to the desert when they must search 
for their way home. In a relatively short text, a panorama 
of nature and contemporary society moves swiftly to a 
reasonable conclusion. 11-15. 

Glubok
1 

Shirley. THE ART OF THE COMIC STRIP. Hacmillan, 1979. 
52 pp. $8. 95. 

Lively, well organized history of an American art form, the 
comic strip. History and comments about art styles appeal 
to a wide range of readers. Paper is pink and peach with 
examples of the comics in black and white. 9 and up. 

Greaves, Margaret. A NET TO CATCH THE WIND. ill. by Stephen 
Gar:llllell. Harper, 1979. 40 pp. $6.89. 

The story describes the attempts of a greedy king to capture 
the silvery steed for which his daughter desires only free
dom. Words and pictures translate a spirit of strength and 
conflict surrounded by faith that the horse and justice will 
prevail. . The artist's pencil technique adds a haunting drama 
to the text. The metaphor that is the title will expand in 
meaning for children who hear and read the book. 7-12. 

Hildick, E.W. THE CASE OF THE PHANTOM FROG. 111. by Lisl Weil. 
Macmillan, 1979. 121 pp. $6.95. 

The McGurk organization takes the case to solve the frog 
mystery as a face-saving device when they really are hired 
for a baby-sitting job. Joe tells the story but there is a 
minimal amount of first person narration because the other 
four members are active in the quest to unravel t he mys tery 
of the Cuban Frog . Black and white drawings foll ow the tex t 
with precision and use sli ght exaggeration to brin~ out 
humor. 8-11. 

Hoban, Tana. ONE LITTLE KITTEN. ilLby author . Greenwillow, 1979. 
24 pp. $6.95. 

Objects and people have been the subjects of most of the 
talented photographer's books. Getting the kittens to strike 
the right pose is something children appreciate. The surprise 
photo on the last page makes the reader want to start over 
again to enjoy the ending when you know it is there. Words, 
though few, are powerful and easily recognized because they 
are precise, without ambiguity. All ages. 

Hoffman, E.T. A. THE NUTCRACKER. adapted by Janet Schulman. ill. 
by Kay Chorao. Dutton, 1979. 64 pp . $6.95. 

Adaptation of the story in the version children enjoy when 
seeing the ballet interpretation. Black and white illustrations 
understate the drama and leave imagination unrestricted. I.fell 
designed; total visual impression is pleasing. All ages. 

Harris, Christie. MOUSE WOMAN AND THE }fiJDDLEHEADS. ill. by Douglas 
Tait. Atheneum, 1979 . 130 pp. $7.95. 

Seven stories told by Xouse Woman, a Supernatural Being, about 
the creatures who did not do things her way, the proper way. 
Conversation carries the stories in these tales from the 
Northwest Coast. 8-12. 

Jeffers, Susan. IF WISHES WERE HORSES. ill. by author. Dutton, 
1979. unpaged. $9.95. 

An exquisite picture book in full color using eight nursery 
rhymes, each about horses. The children, adults, and other 
creatures are round and rollicking. Horse enthusiasts of 
all ages and young children will find the book worth many 
return visits. 4-7. 

Kahl, Virginia. WHOSE CAT IS THAT? Scribners, 1979. 32 pp. $7.95. 
In a kind of cumulative tale the talented artist - storyteller 
builds a second story on the first; a mystery develops because 
there is only one cat but seven names for her. Alliteration 
in the seven names and the humor at the expense of adult 
col!IIUittees brings chuckles from listeners. The green, red
orange, and black colors are clear against white paper. 5-9. 

Kendall, Carol and Yao-wen Li, retold. SWEET AIID SOUR. TALES FROM 
CHINA. ill. by Shirley Felts . Seabury, 1979. 112 pp. $7.95. 

Twenty-four Chinese tales, some one page long and others longer, 
are retold in succinct prose. Delicate drawings express the 
spirit of the texts as often as developing details of the 
story content. Oral reading by an adult can introduce the 
collection to older capable readers. 10-12. 

65 



Kha, Dang Manh, told to Ann Nolan Clark. IN THE LAND OF SMALL 
DRAGON. A VIETNAMESE FOLKTALE. ill. by Tony Chen. Viking, 1979. 
34 pp. $8.95. 

A traditional Vietnamese folktale is told in metric form. 
Proverbs in the text enunciate the philosophy of the tale. 
Black and white half-tone drawings alternate with warm full 
color paintings. Children who hear the story recognize its 
similarity to Cinderella, and they are eager to compare 
versions and styles. 8-11. 

Lexau, Joan M. THE SPIDER MAKES A WEB. ill. by Arabelle Wheatly. 
Hastings House, 1979. 40 pp. $5.95. 

The beauty and mystery of spiders and their webs is treated 
with quiet dignity in text and pictures. The sequence moves 
from spring through fall when eggs are left safe in a basket 
to be there until spring when baby spiders will begin their 
journeys. 6-11. 

Lobel, Arnold. A TREEFUL OF PIGS. ill. by Anita Lobel. Greenwillow, 
1979. 32 pp. $7.95. 

A farmer, his wife, and their pigs are depicted in colorful 
detail. The text, as tightly controlled as the visual inter
pretation of it, gives the reader/listener a tale of the 
impossible happening, especially when it is absolutely 
necessary that it happen. Funny in a quiet way. 4-8. 

Parish, Peggy. BE READY AT EIGHT. ill. by Leonard Kessler. 
Macmillan, 1979. 61 pp. $6.95. 

Mill Molly will be ready at eight but she cannot remember what 
is going to happen at that time. The story builds as events 
of the day fail to give her the answer. When readers discover 
it is her own birthday she forgot they may suspect Miss Molly 
really had fooled everyone. Easy reading is aided by wise 
word placement in lines and by picture clues. 6-8. 

Roy, Ron. AWFUL THURSDAY. ill. by Lillian Hoban. Pantheon, 1979. 
42 pp. $3.95. 

The horror of having allowed a borrowed tape recorder to be 
smashed by the school bus provides believable discussion and 
real suspense. The fact that ,the lady from the library who 
let Jack borrow the machine is named Miss Hope may be a clue 
too subtle for some readers. The black and white drawings 
emphasize facial expressions and actions. An easy-to-read 
book. 6-8. 

Shura, Mary Francis. MISTER WOLF AND ME. ill. by Konrad Hack. 
Dodd, Mead, 1979. 128 pp. $5.95. 
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A dog story that is a real tear-jerker but the tears are more 
for the boy than for the dog. No words are wasted and the 
drama and mystery will hold any reader who is willing to read 
and to believe. Read it aloud to grades four or five; they 
will not want you to stop. Could be read in 3 or 4 sessions. 
9-12. 

Simon, Seymour. ANIMAL FACT/ANIMAL FABLE. ill. by Diane de Groat. 
Crown, 1979. 44 pp. $7.95. 

The fable is a short statement with a full page humorous 
illustration; the fact is revealed when the page is turned 
and the text, also with drawings, offers a scientific expla
nation to prove or disprove the fable. The pictures done 
originally in water color and colored pencils, are printed 
in four colors. 6-10. 

NEW BOOKS 
-for readers in middle school, 

junior high school, and senior high school 
Reviewed by Connie Gremore 
University of Minnesota 
Minneapolis, Minnesota 

Adler, C. S. THE ~GIC OF THE GLITS. ill. by Ati Forberg . 
Macmillan, 1979. 112 pp. $7.95. 

In attempting to entertain a despondent eight-year-old girl, 
a twelve-year-old boy invents Glits, creatures who grant 
wishes and produce joy fizz. As he works to pull her out 
of her depression over her mother's death, he discovers 
stores of creativity within himself and develops from a 
self-centered athlete to a thoughtful, sensitive, more 
mature person. The girl emerges as a · strong, intelligent 
person whose silence masks her ability to solve her own 
problems, providing a surprise ending. Adults are depicted 
realistically, if not a bit negatively. Dialogue clearly 
and economically reveals how characters relate to one an
other. Black and white illustrations are beautifully done. 

Anderson, Margaret J. IN THE CIRCLE OF TIME. Knopf, 1979. 
181 pp. $6.95. 

From a Scottish circle of stones, a lame boy and an American 
girl are transported 200 years into the future to discover 
a simple, free, peaceful people threatened by enslavement to 
a race still dependent on technology. Much action and sus
pense with narrow escapes. Ending suggests the artistic 
boy's leaving his own hard-working parents to live with his 
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friends from the future. Includes interesting predictions of 
how future societies will be structured. 10-14. 

Caroselli, Remus F. THE MYSTERY COTTAGE IN LEFr FIELD. Putnam, 
1979. $7.95. 

Many suspenseful moments in this story of a 12-year-old who, 
in befriending an old woman _and a young librarian, finds 
himself threatened by a gangster. Clear characterizations 
with a variety of types. Written in modern idiom rather than 
that of 1929 in which it is set. Nice variety of characters. 
Includes many incidents and details extraneous to plot. 
10-14. 

Dickinson, Peter. TULKU. Dutton, 1979. 286 PP· $8.95. 
Clearly drawn but complex and somewhat enigmatic characters. 
~luch action and suspense. Dialogue effectively individualizes 
characters and reflects development. Some vivid description. 
Boy protagonist changes from devout but narrow-minded so~ of 
a Christian missionary in China to a young man whose beliefs 
are broader and more mature because of exposure to Tibetan 
monks and an English actress. 14 and up. 

Drabble, Margaret. FOR QUEEN A.~'1> COU~'TRY: BRITAIN I N THE 
VICTORIAN AGE. Seabury, 1979. 144 pp. $3 .95. 

Gives an interesting, detailed and fairly balanced view of 
life and arts of Victorian Britain. Written in an active 
verbal style and filled with examples (pictorial and other) 
of Victorian art, crafts, customs, fashions and contemporary 
reports of life of various social classes. Bibliography 
supplements the many references cited in the text to works 
from or about the period. A fairly detailed index. Likely 
to stimulate further reading on the subject. 14 and up. 

Hall, Lynn. DOG OF THE BONDI CASTLE. Follett, 1979. 123 pp. 
$6.95. 

A retelling of the medieval story of "The Dog of Montargis" 
in which a dog is allowed to formally accuse and challenge 
his master's murderer to combat. Presents a clear, detailed 
and unromantic view of medieval life. Action-packed, sus
penseful with clearly motivated and individualized characters, 
including the dog, Griffon, who plays a major role in the 
story. Framing device is somewhat clumsy. 10 and up. 

Duran, Cheli. KINDLING. Greenwillow, 1979. 153 PP· $6.95. 
1970 Crete, ruled by the military, is seen through the eyes 
of a high school boy who, at his father's suggestion, attempts 
to set fire to a forest above the village to clear it for 
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crops . His romantic view of rebellion changes and he begins 
to perceive some of the complexities of adult life after a 
fire rages out of control. Effective character development 
and dialogue. Fast moving but thought-provoking. 12 and up. 

Huddy, Delia. "TIME PIPER. Greenwillow, 1979. 247 pp. $7.95. 
A variety of clearly drawn characters with the main character 
a boy of about seventeen interested in math and science. The 
disappearance of the 12th century Hamelin children, blamed 
on the pied piper, is explained as part of a 20th century 
experiment with a time machine. Exposes British small town 
injustices and cruelties perpetrated against those who fail 
to conform to the norm. A fast-moving semi-mystery. 12 and 
up. 

Grohskopf, Bernice. BLOOD AND ROSES. Atheneum, 1979. 256 pp. 
$8.95. 

Much information about William Caxton and his contributions 
to the art of printing and the English language painlessly 
incorporated into this complex story of a boy's stealing a 
valuable manuscript for a ghost while he learns to accept 
his mother's remarriage. Time travel and the nature of time 
and death explored. Effective character development. Real
istic depiction of variety of adults. Much suspense and 
examination of adolescent concerns. 12 and up. 

McCord, Jean. TURKEY LEGS THOMPSON. Atheneum, 1979. 242 pp. 
$8.95. 

A story of an independent 12-year-old girl who must assume 
responsibility for much of the housework and care of her 
brother and sister. Turkeylegs develops from a bully and 
tomboy who resents her family to a somewhat withdrawn and 
thoughtful person. The vividly drawn main character is 
complex, believable and captivating. The beginning is 
better than the plot continuation where there is some 
belaboring of weaknesses especially those of the other 
characters. 11-15. 

Sutcliff, Rosemary. SONG FOR A DARK QUEEN. Crowell, 1978. 
181 pp. $6.89. 

A suspenseful and action-packed story of a legendary British 
tribal queen who wages war against the occupying Romans, to 
keep her kingdom and avenge the abuses she and her daughters 
have suffered. Told primarily from the point of view of the 
Queen's harper, but interspersed with letters from a Roman 
tribune to his mother. Character of queen well-developed. 
Likely to generate much interest in early British history. 
12 and up. 
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Menius, Opal. NO ESCAPE. Elsivier/Nelson, 1979. 129 pp. $6.95. 
A teenage boy solves the mystery of his father's suicide and 
several other deaths and saves a girl from murder by avenge
ful Satanist. Lots of action and suspense. Some episodes 
contrived and characters unbelievable. Reads like a T.V. 
melodrama but is very exciting and fast-moving. 12 and up. 

Murphy, Shirley Rousseau. THE WOLF BELL. Atheneum, 1979. 182 pp. 
$8.95. 

A suspenseful, self-contained first volume in a promising new 
trilogy. Effective blending of traditional fantasy elements 
with interesting new character types and imaginative inci
dents. Fairly complex and interesting characters, best 
appreciated by older readers with an understanding of how 
sexual alliances influence adult relationships and social 
behavior. Establishes many possible directions for subse
quent volumes, with use of a time warp, a hidden tunnel for 
future escapes and an enormous statue with a concealed door. 
15 and up. 

Stone, Josephine Rector. PRAISE ALL THE MOONS OF ~IOR.'HNG. 
Atheneum, 1979. 172 pp. $7.95. 

Suspenseful science fiction adventure in which two teenage 
girls travel through time. Explores idea of enslavement to 
drugs, to primitive creatures and to an advanced technological 
system. Typography emphasizes shift in time and point of view 
from one girl to another. Structurally interesting. 12 and 
up. 

,irightson, Patricia. .THE DARK BRIGHT WATER. Atheneum, 1979. 
223 pp. $7.95. 

The song of a water spirit, who has been tossed by a storm and 
trapped in underground caverns, haunts Wirrun, an Australian 
Aborigine who has heroically fought the ancient ice creatures 
in THE ICE IS COHl:C,G. The spirit's displacement disrupts the 
whole order of a world populated by water and earth snirits, 
creatures of shadow and ancient gods. Contains some stunning 
description. An engaging story with clearly drawn characters 
and a distinctive style and tone. Getting acquainted with 
the many unfamiliar creatures and rituals makes the reading 
a bit slow. 12 and up. 

HIGH SCHOOL ENGLISH: 
THE SWORD SLEEPING IN OUR HAND 

Carol Bly 
Odin House 
Madison, Minnesota 

There must be a hundred reasons to read wonderful literature 

in high school: I've heard several of them discussed here, this 

weekend. What I would like to do this afternoon is talk to you 

about one--only one--very small reason for teaching literature in 

high school. It is a reason for teaching literature for its own 

sake, and never as a method of learning about writing. 

It is for this one and very particular reason that I chose for 

my title "High School English: Th S d Sl i e wor eep ng in our Hand." 

As I know you all know, it is taken from Blake's stanza from 

"Milton" which runs 

I will not cease from mental fight, 
Nor shall my sword sleep in my hand 
Till we have built Jerusalem 
In England's green and pleasant land 

I have always loved that poem and been on the lookout for a place 

where I could recite i·t. Th ere are not a great many occasions on 

which anyone wants to hear someone else it rec e poetry though people 

like to do it themselves. I had been looking around for years 

before I finally lit on the perfect group. r was living in England 

and someone said, "Oh would you come speak to our group?" I 

thought, "This is the perfect place. I will pull out the Blake. 

He's one of theirs-they'll eat it up." So I stood in front of the 

group. They were wonderfully responsive. The English, at least 
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in that to-wn, have the gift of looking, as they settle to listen 

to speakers, as if they do nothing but gather at the Guild Hall to 

listen to speakers. You feel you belong right in the skein where 

And so with a lot of eclat I started you are--very comforting. 

1 figh t," and went on: "Nor shall out, "I will not cease from menta 

d" d 11 those hospitable faces in front my sword sleep in my han an a 

of me were turning into codfish--which is another national gift. 

I don't know if you have ever seen what English men and -women tend 

to look like when it has got to be about four in the afternoon, and 

you are touring somewhere, and they can't find a place to have tea--

. h r s1·on I was seeing before me. but in any event, that is t e exp es 

d · hd 1 m toms oy the time It was something like very mil wit rawa sy P • 

Wi. th Jerusalem and England's green and pleasant land I got through 

it was worse. Afterwards I asked them, "What was wrong with the 

Blake?" They told me: "Well you see, we have a thing called the 

Women's Institute, something parallel to your American Federation 

Perhaps' and 1·t sings as its anthem at every single of \./omen's Clubs 

meeting the poem you were reciting. And we had rather hoped, as 

Someth1. ng fresh from across the Atlantic." it were, that you'd bring 

Later I learned that for 200 years the English have hoped we'd 

bring something fresh from across the Atlantic, and I've learnt not 

to be alarmed by it. In any case, it wasn't a successful recital 

They 've been waiting in my head for ten years of the Blake lines. 

since then--so today I had my chance and recited them to you. 
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The sword that we have in our hand, if we are high school 

English teachers, is the last chance of most young Americans to 

hear any kind of moral inquiry provided with examples. If our 

students are reading "Flowers for Algernon" or "Lord Jim" it is 

likely their last chance to think specifically about what a disas

ter for the heart technology can be (as in "Flowers for Algernon") 

and how very hard it is to be brave on the spot ("Lord Jim). 

By now we know the churches will not provide Americans with 

moral fervor or even moral information. Even when a priest or 

minister does give moral information, he or she very seldom offers 

specific examples to show how it applies. Literature is the great

est hodgepodge of telling examples, and it is getting to be the 

only source of examples. A human being seems to wake up to his or 

her moral nature when hearing theory and examples at the same time. 

The best psychological writing supplies this. For example, in the 

United· States a study was made of nearly 100 men and how they 

adapted to life over the 30 years following their Harvard graduation. 

The author, George Vaillant (Adaptation to Life, Little, Brown & 

Co.) offered a theory of various ways people adapt, and then sup

plied example after example of how these men did it. It makes 

marvelous reading. But most Americans never see excellent writing 

in the field of psychology. Most Americans go to churches so supine 

there is no moral energy for the risk of just plain curiosity about 

life you need in order to imagine examples. The last time most 
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Americans hear anything even slightly intense and unstinting, in 

the way of morality, is in their senior English high school English 

class. 

We need examples, examples, examples because we need to have 

this conversation with ourselves: "o yes! That, of course, was 

the right thing for the man to do in that case: what is the right 

thing for me to do in my case?" "What~ I do? I am not saying 

I will do the right thing, but I'd like to determine what it is, 

anyway!" We are probably rather more ethically developed than the 

Englishmen Blake knew in his time, but we have an abiding and 

horrible character fault: we don't know when to jump in on the 

spot. We don't jump at the right moment! Let me give an example. 

Throughout the nineteenth century there were English and Welsh 

children working over a dozen hours a day, deep in coal mines, 

standing barefoot in ankle-deep coal-water, pushing cars back and 

forth to the mining face. Some people thought this was appalling, 

and a great many people did not care at all. Men sat in London 

clubs who when they saw a pauper pressing his nose against the 

diningroom windowglass would call the Secretary to have someone get 

that guttersnipe away. This was the sort of thing that Dickens hated 

so much. Now we are better. We really no longer have an unwritten 

understanding that those in desperate need must hide their misery 

in order to preserve the moral comfort of the rich. No one thinks 

it the thing, any more, that some should be in misery and others 
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not. When there is a question of an ethic toward one or another 

segment of society now, we give it a lot of attention. In this 

sense, we are better than Blake's contemporaries. 

If you recall, however, a few years ago, a woman was leisurely 

knifed to death by someone in a New York City suburb. It took the 

man 22 minutes to kill her. Th" fi irty- ve people watched from their 

windows. Not one of the thirty-five called the police. In the 

inquiry, the onlookers were interviewed by a psychology student; 

a movie was made, and many people tried to think through what makes 

people passive-unable to jump at the right moment. A Dickens' 

villian would have exclaimed, "If that sort of revolting person is 

going to knife somebody, he's got to do it somewhere else where it 

doesn't offend perfectly respectable E li h h ng s men w o are minding 

their own business looking out their windows for which they pay 

rent." We have really got well past that point, morally. Our moral 

failing is not in consciousness but in not jumping at the right 

moment. 

High school English helps make people jump at the right moment 

because it shows us the rest of our species who h ave the same prob-

lem, who have the same horrible feeling of being dazed, instead of 

wakened, by some sudden occasion. D o you remember how Jim, in 

Conrad's story, had a brilliant career ahead of him? He was to be 

one of England's bright-eyed, fair-haired boys, with blue eyes and 

a frank expression--all those things that 1 go a ong way in English 
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career-making. He was learning mercantile shipping. He was think

ing, Conrad tells us, about his career, of how he was going to be 

brave and good and have integrity, and be First Mate or First Offi

cer, whichever it is, of his ship. Everything would go well for 

him. Just then, a wind blew up in the harbour where his ship was 

anchored. The wind blew a smaller ship nearby right into another 

ship. The midshipmen on Jim's ship all ran to their rail to jump 

into their cutter to row over and help get people out of the water. 

For some reason, Jim, the hero of this story, didn't get there in 

time because he went into a daze. As he was thinking about his 

brilliant future, the other young men were tumbling into their boat; 

then he felt a hand on his shoulder and an older officer spoke to 

him, saying: "That's all right, boy--you were too slow this time-

next time you'll get there:" Jim didn't even acknowledge he had 

missed the moment. As he watched the other midshipmen doing what 

the moment required, meeting the moral crisis, without any passivity, 

he nearly sneered at the Master. He said to himself, "This whole 

thing is rather hysterical--very exaggerated"--so what we have here 

is Jim denying a kind of reality in order to protect his own weak

ness. We have, thanks to Conrad's telling, a perfect example of 

the kind of adaptation which psychologists like Vaillant call "Denial." 

The next occasion for Jim was when he was an officer on a ship 

that had 800 pilgrims, Conrad tells us, in her hold. I don't know 

if you have ever been belowdecks in a very large, very old ship with 
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the iron flaking off; one of the first things you do if you've been 

in such a ship (I have) is wonder how many compartments there are 

and how water tight they are. In Lord Jim, the ship went over some

thing; Jim went down to see and found that the forward part of the 

ship was filling with water. He saw that her single bulkhead was 

rotten. The only image he could keep in his mind was: the hull is 

rotten--the rest of the crew of Europeans were all getting out and 

getting into the boats saying "It's hopeless, you can't let those 

800 pilgrims up:"--all Asiatics dressed in white, you know, medita

tion types--don't let them up because if they once get up they'll 

swamp the boats and there is not enough space anyway. It's hopeless 

--can't you see it's hopeless? She is going down and can't hold! 

That boat is completely rotten: Jim did not put any other scene 

in front of his mind. He went into a daze, and he found himself 

in the life-boat with the others. They rowed to shore. The next 

thing there is an inquiry because the ship didn't go down. She 

washed ashore, without her crew, with her hold full of those pil

grims. Once again Jim hadn't risen to the crisis. If we use our 

20th century language instead of Conrad's 19th century language we 

can paraphrase him this way: There is something soft in Jim; he 

didn't make it; he didn't make the scene is some way. There is 

some slowness; funny he didn't look rotten! He looked so gorgeous: 

Conrad is telling us about a phenomenon we call those kids with 

their passivity . 
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It is either those kids with their passivity or it is all those 

thirty-five New York suburbanites with their passivity or it's our 

passivity if, for example, we allow spent plutonium rods to be stored 

up in Minnesota or whatever we allow to happen that must not . Per

haps, in the 19SO's or 6O's, when the underground bomb testing was 

going on in Utah and all the protesters told the Utah people "Don't 

let them do it to you, it's going to pile up, you are going to have 

a pile up of radioactivity there." People in Utah thought, "Well, 

I don't know, you seem kind of hysterical somehow." I remember a 

few of those conversations. They said, "You people are always hys

terical about something. What are you going to be hysterical about 

when you are through being hysterical about radioactivity?" Or 

that sort of thing . 

We have some forces working against us that bring moral trance 

into American life and we have a very strong instrument to remove 

the trance from American life and to get people to move very fast 

on the spot. That force, I think, is Senior High School English. 

First, the forces that cause trance, as you know, are gigantic. 

The biggest one has been pointed out intelligently by at least 

three people today. Television watching breeds inaction. That 

muscle in the mind that makes us able to imagine scenes doesn't 

get exercise enough if someone is watching 6¾ hours a day of 

television (the American average). One fourth grade teacher told 

me a few months ago that she had trouble keeping the children's 
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attention when she was telling them about the nanny goat and her 

seven kids. You remember, the wolf comes. He has made the baker 

whiten his paws with flour. He has his voice chalked up by somebody 

so his voice is gentle. He comes to the door of the goats' house 

after the mother's gone. "That's me it's all right! I'm your 

mother come back, it's all right, open up!" The kids open up and 

the wolf races in and eats them all but the one that hides in the 

clock. The fourth grade teacher found her pupils wandering off, 

not listening. Afterwards she said, "What happened?" and they 

said, "well, I didn't get it." She explained, "well, the wolf dressed 

II d up an she acted out the whole story for them again, but they said: 

"Ya, but I don't get it." Finally the teacher saw that what they 

were not getting was this: they could not make the scene before 

their minds' eyes. It wasn't that they didn't intellectually follow 

the plot; they didn't grasp the drama of the thing. She felt very 

concerned about that . 

Another example of the imagination's agility (which was missing 

in those children) is a story about Jung and Freud. Jung did a 

group of experiments in his laboratory when he was a young student 

of psychiatry. He came up with some findings that supported previous 

findings of Sigmund Freud. Freud was the older man, but at that 

time he wasn't well thought of in Vienna, It was the stylish thing 

around the hallways of the hospitals to make fun of Freud and say, 

"Oh, that guy is come up with all this new fangle stuff!" But now 

79 



Jung found his lab results supported Freud's contentions. So Jung 

looked ahead with that facility that we have to make a scene in the 

mind's eye and asked himself, ''What will happen to my career if I 

support this man? If I say my findings support Sigmund Freud I will 

be laughed at the way he is and they'll say, 'support that guy? 

you are out of your mind!' or some line of thought." Jung looked 

ahead and saw that scene. He had the imaginative ability to make 

that scene, but he also had the agility deliberately to erase that 

scene so he said to himself, "All right, that might well come to 

be. I see that scene ahead--just like World War III, I see it; it's 

there--I won't deny it, but if imagining it makes me so fearful that 

I do something corrupt, I am going to lock that scene off." Jung 

did lock the scene out of his mind. He didn't look at it. This 

is the reverse kind of imaginative power. I will not look at that 

scene, we learn to say: I'll do what's right, right now, and the 

devil take the hindmost. Right then, Jung wrote the paper and 

plainly said, this supports the findings of Dr. Freud. 

Everything Jung thought was going to result from it did result. 

For two years, Jung's work was looked down on. He was laughed at; 

he was a supporter of Freud's, and his career which had been looking 

very bright and safe in the establishment was dimmed. People stopped 

thinking well of him for two or three years. He did pay a price 

for that agility which enabled him to have integrity. All that 

happened because he was able to stop envisioning. So, we have two 
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ideas: if you could bring to your mind a scene then you can be brave; 

in Lord Jim, if Jim had brought to his mind a scene he would have 

been brave and if you can remove from your mind a scene then, also, 

you can be brave. TV does not teach that agility of imagination. 

There is another big force I would like to discuss at this point 

which causes people to go into a trance of inaction. That is hope

lessness. If you think that everything is going rotten or that the 

rottenness has no limit to it, for example, then you become hopeless 

and it is very tough to do the moral thing at a given moment. The 

crookedness of our culture is so limitless we often feel hopeless. 

Every instance of integrity is tiny and invisible in the general 

smoke of chiseling and rationalization. Literature helps tremen

dously in that any work of it--a story, for instance, sets apart and 

contains safely a vessel of time. Once upon a time, we are told; 

not over and over-just once. Just once means a single, pure in

stance, uncontaminated by future considerations, as when Jung cut 

off the future image he had, just once, just for one moment not 

letting himself think ahead. Now there is a moral secret to this 

making you think a thing happens just once. It is done by litera

ture. Some is done by reading aloud before the children ever get 

to school. If offers a kind of psychic skill called "getting things 

into a laboratory condition." When we teach our children science 

they learn to ask for a lab condition. They learn to isolate a 

question, to ask if all other factors are equal, so they can look 
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straight at the issues. Circumspection has no place in science or 

ethics. That's why it is such a great thing if children in school 

and before school learn to say, "Once upon a time there was a king 

and a queen and they had seven sons and six of them disappeared. 

The seventh son was sent to go out to see if he could find them to 

bring them back." The secret of this is not the wild story about 

the king and the queen-those are typical things that psychologists 

understand-,.what is interesting to me is that when you say it hap

pened just~• right away a child has a sense of playfulness. 

This doesn't happen forever; this isn't that endless, slopping 

continuity of Sesame Street, with that endless talk back and forth 

between people and puppets always breaking the drama. "Once upon 

a time" is like the genii and the bottle. It is a particular situ

ation. It is all right to give my attention to it although it is 

all in play. There is a relationship between play and integrity 

implicit in the Jung example. When Jung said, "If I support this 

Sigmund Freud my career will be hurt" his thought was practical, 

not playful. But then he followed it further and said, "I realize 

that you can't live your life on a lie and so I didn't do it, I did 

the right thing." The fact is, however, that you.£!!!. live your life 

on a lie; thousands of Americans are living their lives on lies. 

A scholar has recently written a book studying our lying culture; 

you know what it is. You've seen it in school. The level of cheat

ing is high; the level of cheating at the United States Air Force 
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Academy is high; the level of cheating in the Congress is high. So 

people do live their lives on lies. We tell lies to forward our ca

reers. Jung was mistaken: you can lie and survive very well. 

Jung meant it is not fair play to lie. Play! The sense of fun 

comes from play, from imaginative play. It's something that a child 

learns to do in reading literature. We have wonderful text books 

for young people. I read 16 of them before I came here today: I 

read texts for 14 year olds, 15 and 16 year olds and I was astounded 

by the lovely literature in them, simply laid down before our teen

agers. I got involved in a wonderful story called "Flowers for 

Algernon." I read it, and wept; then I got to some questions at the 

end, and I thought, "Oh, my God, I can't answer those!" I was terri

fied. Then I thought, "Why do we have these questions at the end?" 

and then I thought what a wonderful thing if we could just read the 

story and not have the questions at the end, if we could just read 

the story and then hear the story aloud. Might we just have someone 

read the story aloud? That would be wonderful to give our attention 

to the horrendous thing that was happening to the retarded child in 

the story. The questions had to do with author's methods, how is it 

for shadow? where do we see conflict? what forces of symbolization 

were used here? and so on. Those questions are very interesting to 

writers, but I don't think those are the right questions to be asking 

readers. We want to fall into the content of literature and get lost 

in it the way we did during our early teen years when we first read 
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novels . I think we should do that in a text book, too. We should 

fall into the literature and then hear it read or told aloud, so that 

the story isn't belittled by method. When you read literature, you 

feel that a given story is the greatest thing happening at that 

given moment; its necessities and occasion become your own. Then 

the academic questions at the end drive you back into American tech

nology again, how? how? how? Let's see how did the author do it? 

what is the method here? It is awful to have to leave a story to 

ask oneself about techniques. Who cares? 

Most Americans will never attend a Spring Hill Conference, most 

Americans are not going to get to talk about ideas very much after 

they are 18. They are going to be told how to do finite tasks the 

rest of their lives. There is a despair in that. Inside ourselves 

we do not love methodology, we are not in love with technical means. 

I suggest that we read high school literature out loud, encourage 

young people to read aloud to themselves and then tell the stories 

by memory. I suggest they get the stories by memory and tell abbre

viated forms of them in the high school classes if that is possible. 

Let us never bring literary method ever again into high school level 

English courses. No one becomes a good writer at the age of 18 any

way; no one needs literary method. A second point is that if young 

people are writing things themselves (and nearly everybody at 17 or 

18 does) then they particularly don't need the method; they need to 

fall into themselves to find themselves and to find others; they 
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neea '- wander through the fantastic loves and injustices in those 

stories, to wander ~hall those fantastic feelings. I think 

we cut some of their hopelessness if we allow young people to fall 

into literature. They find this place for conversi-tions with the 

soul. In most families for example, you don't get people sitting_ 

around the dinner table saying, "You know, Macbeth was really_ very 

much the West Point type. He never really was sorry, he just didn't 

want to be caught." This is an idea that Mary McCarthy had years 

ago; I thought it an awfully good one. Macbeth was simply sorry he 

got caught. And of course, he was married to the perfect Spring 

Hop type for a West Pointer. She was the perfect wife; she got him 

where she wanted him to go, you know, the 1950 1s executive wife type, 

Lady Macbeth, a little ruthless but still! Most families don't have 

those conversations, so young people are not going to have the con

versations that are easy and ethical and passionate and objective 

unless they have them right in English class. An awful lot falls 

on English teachers. So let us have the class conversations squarely 

about the stories themselves,~ about the authors' methods. 

For example, say half of the family stayed home Sunday which always 

happens in our family, because half my family is always furious at 

the church and the other half are going. The half that go whether 

I am in that half or not always come back and are holier than thou 

to the half that stayed home. The half that stayed home are very 

assertive and sound smarter because they are confident there is no 
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God. They heckle the returning churchgoers. They say, "How was 

church?" "I don't know, it was fine--they had Communion." "Well, 

how was Communion?" Now, no one answers and says, "The Vicar brought 

us the Communion by offering it 18 inches off the rail and then 3 

inches over so we were able more efficiently to get it into our 

mouths. He was followed by the Chalice bearer who offered the cup 

at 14 inches above the rail so no one spilled. Other arriving commu

nicates came up the right hand side of the nave and we returned by 

the left side, so there was no interference, so actually Collllllunion 

worked out very well." I don't think we ought to describe methods 

in church or in English literature. Who cares? 

Anything that gets into the memory seems holy to us. If we could 

teach children to memorize stories, I think that would increase the 

amount of holiness in their lives. We already know that anything 

that gets into the memory feels holy; it is some tie between memory 

and numinous life. The more we can get into the memory the better. 

The more we have the sense of telling our own sto rv the better. If 

the child tells the story of Charlie and Algernon aloud or tells the 

story of Jim in Lord Jim aloud, those whole problems--heartlessness 

and cowardess--become the child's own property. He hears his own 

voice saying it; it is not Conrad anymore; it's something to do with 

all of us. 

I should like to suggest a wild idea: and that is that our 18 

year olds leave school able to tell by memory 100 stories--from the 
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Goat and the Seven Kids to Lord Jim. Whether the stories included 

"Flowers for Algernon" or "The Rocking Horse Winner" or whatever was 

chosen, these young people would have 100 visible scenes in the 

mind's eye. They'd have 100 sets of characters acting in strange 

ways in the memory. Whatever the griefs or temptations oppressing 

them in later years, they would remember all this holiness inside 

them. Whatever the pressures are on the outside there would always 

be that reality inside-those 100 instances of the "things invisible" 

as they call it in church. That could be a gift of the English 

departments of the high schools. 

When we complain about young people being passive and not 

standing forward at the right moment, we have to ask if they know 

of any examples of moral occasion. The 100 memorized stories may 

be, oddly enough, a kind of heroic sword we can put into their 

hands. They may grow up to be cruel, like the scientists in "Flowers 

for Algernon" but they will not be unaware of cruelty and they will 

not love it. They may grow up to miss every occasion for altruism 

and bravery, as Jim did twice, but they will not be unconscious of 

cowardice. If we give our students 100 cases of literature, memo

rized, their moral imaginations surely will be roused. They will be 

restless and fervent, like sentries who like nature--liking the 

pacing about under the boughs on a starry night, yet keeping a look 

out for what wants guarding or at least a lantern held to it. 
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Classroom Relevant Research in the Language Arts, coordinated by 
Harold G, :hane and James Walden. Published by the Association 
for Supervision and Curriculum Development, 1978. 

Reviewed by John Schifsky 
College of St. Scholastica 
Duluth, Minnesota 

Classroom Relevant Research in the Language Arts is the fifth 

in a series of periodic reviews of language arts research published 

by the Association. Considering the current interest in sKills 

development and the demand for a return to the "basics," such a 

review is especially valuable in that it focuses on studies which 

examine the viability and success or failure of programs intended 

to meet contemporary educational goals. 

The book is divided into 13 chapters, including an introduction 

and epilogue. Research in these fields is reviewed: visual liter-

acy, critical thinking, foreign languages, English as a second 

language, listening, reading, composition and creative writing, 

spelling and handwriting, literature. u• with a few exceptions the 

research reviewed has been published since 197(). The coordinators 

were selective in th · hi eir co ce of research; contributing authors 

were urged to choose the most pertinent current studies. The review 

does not pretent to be comprehensive. 

Generally each chapter opens with an overview and an enumeration 

of research categories. For e l i 11 xamp e, n Visual Literacy" there are 

four categories: what is visual literacy; why is visual literacy 

important; what does research contribute to visual literacy; how 
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are visual literacy programs implemented. In most cases, each 

chapter ends with a brief sunnnary, most of which reach similar con

clusions: we don't really know enough yet about this particular 

area; we haven't been able to identify a best procedure because of 

research limitations; researchers often reach dramatically opposing 

conclusions like these, suggesting that not enough research has been 

done on more fundamental matters; etc. 

Do not misinterpret the tone of the above. Classroom Relevant 

Research is an important resource text; teachers at any level can 

use it to guide their reading in areas of interest, to develop and 

implement new techniques or to find evaluations of techniques and 

programs already in use. But it is not a book to be read cover to 

cover in a sitting or two; no review of research is. The number of 

articles, books and dissertations cited is impressive and somewhat 

overwhelming. Perhaps they stand as a testament to the diligence 

of the researchers, but this reader felt that some sharper focus 

might have been more productive. In his concluding remarks, Mr. 

Shane acknowledges the reality of a dwindling student population 

and a more cost conscious government. These have created "unfavor

able conditions" for educational research, conditions which he hopes 

will be changed. At the risk of sounding like I oppose research, 

perhaps it would be better if they weren't. With less money avail

able for research and smaller number of sources for gathering data, 

we can assume that researchers will be forced to be more accountable, 
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their goals scrutinized more closely. L i • ess sn t necessarily more, 

but the research done under these conditions has, I feel, more of a 

chance to be significant both to specialists and teachers alike. 

And that is an important goal: classroom relevant research. 

WHAT? 

WHEN? 

WHERE? 

WHY? 

HOW? 

WHO? 

MCTE ANNOUNCES "CONVENTION 1980" 

May 2 & 3 

Normandy Inn, Duluth, Minnesota 

To explore cross-curricular aspects of the language 
arts, particularly reading and writing. 

Panels, lectures, demonstrations workshops, 
informal conversation ' 

Language arts teachers at all levels-
elementary, secondary, college 

WATCH FOR FURTHER ANNOUNCEMENTS AND REGISTRATION MATERIALS IN 
THE SPRING. 

Program Call 

Persons wishing to suggest programs or to present programs during 

the Spring 1980 MCTE Convention should contact: 

Jim Olsen, 2020 Arkwright, St. Paul, MN 55117. 
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NEW CAREERS FOR TEACHERS 
Carol Holmberg 
Chairperson, Careers and Job 
Opportunities Committee 

Since beginning work on the MCTE Careers and Job Opportunities 

Committee, I have discovered, not surprisingly, that most teachers 

do not wish to pursue alternative careers. Despite retrenchment 

policies, falling enrollments, cutbacks, we all long for "one more 

year" and avoid all references to career counseling, job placement 

services or to our "transferable skills." Rightly or wrongly, study 

of the Liberal Arts fosters a disinclination towards business and 

commerce, and, like Bartleby the Scrivener, we would "prefer not to." 

This attitude must change. Dozens of teachers are being "re

leased from their contractural obligations" yearly and must seek new 

careers, a reality which nothing can efface. This reality can be 

ameliorated, however, by the conscious adoption, within our ranks, 

of a~~ imperative. We must give serious consideration to 

the process of career and life planning for teachers, and to the 

development of a Minnesota-based career planning project which is 

rational, systematic, effective and humane. 

Many career change programs have been developed in recent years 

to meet the needs of college faculty and other professionals forced 

to consider new career options. Those individuals who successfully 

achieve new careers as a result of these programs have common 

characteristics: they manage to adopt a positive attitude toward 

new career exploration; they initiate the career change process 

91 



before they are literally without work; they do extensive research 

of specific careers, including interviews with both employers and 

employees; and they "individualize" the process by setting their 

own unique career goals and making the "system" work on their behalf • .., 

I invite the teachers of Minnesota to assist the Careers and 

Job Opportunities Committee of MCTE in the design of a Career Change 

Model for the state's teachers whose careers have been disrupted 

by the phenomena of retrenchment and declining enrollments. Many 

excellent "new career" resources already exist; they need only be 

centralized and teacher-focused. 

Direct inquiries and suggestions to: 

Carol Holmberg 
Coordinator, Arts and Sciences Center 
Metropolitan State University 
Hennepin Center for the Arts 
528 Hennepin Avenue, Suite 404 
Minneapolis, Minnesota 55403 
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