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TO OUR READERS: 

* 

* 

* 

Complimentary copies of Braided n,'ltb~s. the muVt:icultural literature 
anthology developed by MCTE and the Minnesota Humanities Com
mission, were sent to ~..11 hi~

1
~yJ:iool teachers in M~nn~sota inAug~st, 

1991 . The anthology 1s the-r~sult of work by an ed1to~~J:>oard of high 
school teachers, led by Deborah Appleman and Maggie Reed from 
MCTE and Jenny Keyser from MHC. The copies were sent to teachers 
in appreciation for their work with high school students and to make 
them aware of a resource which will enable them to better comply with 
the State Department of Education's multicultural, gender fair rule. 

The reaction to this new anthology has been very positive. The seven 
regional conferences sponsored by MCTE and MHC, and designed to 
assist Minnesota teachers as they began using Braided Lives with 
their students, were well attended. Given this show of teacher interest 
and the anthology's timely focus we chose to solicit an extended review 
of the text. The review appears as the lead article in this issue. We 
think you will find Leo Hertzel's evaluation and reflections both 
interesting and provocative. We look forward to hearing your re
sponse. 

MCTE's 1991 Spring Conference, "TeachingtheRainbow:ASpectrum 
of Students; A Spectrum of Strategies," is scheduled for May 1 and 2 
at the Sheraton Park Place Hotel in St. Louis Park. Keynote speakers 
include Carol Bly, David M. Johnson, Conrad Balfour, Cheryll Ostrom 
and Susan Marie Swanson. Besides the general sessions, there are 
special interest sessions planned for each day, including a presenta
tion by members of the Minnesota Writers Project, a round table by the 
Minnesota English Educators on OBE and its implications, and a 
session devoted to Braided Lives. We encourage you to attend the 
conference and share ideas with your fellow educators. The experi
ence is always enriching and enjoyable. 

In our previous issue (MEJ, XXII, 1, Fall, 1991) we published "The 
Rhetoric of Cultural Diversity" by Donna Gorrell. Figure 1, which 
appeared on page 4, was printed incorrectly, and makes no sense in 
the context of the article. The figure which appears below is correct. 
We apologize for the confusion and/or frustration our error caused. 

Figure 1. The rhetorical situation 
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The Sweat of Vicki Koob 
(A Review of Braided Lives) 

by 

Leo Hertzel 

1 

Braided Lives, An Anthology of Multicultural American Writing Minnesota 
Humanities Commission, Minnesota Council of Teachers of English. · St. 
Paul, MN, 1991. 

In a University of Nottingham auditorium crowded with secondary school 
English teachers one chilly spring night in 1985, Terry Eagleton delivered a 
lecture entitled "The Bankruptcy of Liberal Human Values in Literary 
Studies." Looking a bit like a street fighter just in from the street, wearing 
baggy green trousers and a loose green jacket, he eased into his subject in 
a soft voice. 

"(Literature) teaches us . . . to be-let me rehearse some of the cherished 
terms-sensitive, imaginative, responsive, sympathetic, creative, percep
tive, reflective. Notice the resounding intransitivity of all of these familiar 
shibboleths. The task of the moral technology of literature is to produce an 
historically peculiar form of human subject who is sensitive, receptive, 
imaginative and so on ... about nothing in particular. This notion would have 
been utterly unintelligible to Aristotle, St. Paul, Thomas Aquinas and 
Samuel Johnson .. . . " 

The words "action" and "conflict" were prominent as he continued. All good 
liberal humanists desire a transformed society was his theme. "Experience 
in itself is blind and will teach you nothing; it's only by the political 
interpretation of experience that existence becomes fruitful," he told the 
teachers. Clearly a favorite and a leader among the politicized secondary 
school teachers in the audience, Eagleton was lecturing to the believers. 
Many of them had supported the coal miners in their recent strike, and the 
teachers campaigned openly in their classrooms against the Thatcher 
Government and on behalf of militant labor. 

Some American observers who had flown the Atlantic to attend this National 
Association for the Teaching of English conference, expecting literary talk in 
the reverent tones of the Lea vis tradition, were shocked by Eagleton' s call for 
a literature to encourage political action. They were even less prepared to 
deal with the idea of literature as a classroom tool for social change. 

Now comes Braided Lives, and we may be forced to think through our own 
beliefs on the matter. The British are always a few years ahead ofus in such 
things. Perhaps we can learn from their experience. 
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"We dreamed of a strikingly beautiful collection of stories and poems that 
would reveal the abundance and diversity of American writing," write editors 
Deborah Appleman and Margaret Reed in their introduction to Braided 
Lives. " ... over forty different voices, bringing their sounds and stories to 
high school readers .... We wanted it to include eloquent works that for one 
reason or another are often missing from classroom anthologies." 

The poetry and prose in this book fulfill their dream with breadth and the 
richness of full color. It is a splendid selection of writing by American 
minorities: Native Americans, Hispanic Americans, African Americans, 
Asian Americans, Many of the authors are women. Many of the individual 
selections are from among the very best of the best known writers' works: 
James Baldwin's "Sonny's Blues"; Maxine Hong Kingston's "No Name 
Woman" from The Woman Warrior; the eagle passages from N. Scott 
Momaday's House Made of Dawn. Most of the selections from lesser known 
writers are just as fine: Donna Kate Rushin's "The Bridge Poem" ('Tm sick 
of filling in your gaps ... "); Alberto Alvaro Rios' easy, artless "The Iguana 
Killer"; Bharati Mukherjee's tangled "Orbiting"; "Sure You Can Ask Me A 
Personal Question" by Diane Burns ("I don't know if anyone knows whether 
or not Cher is really Indian."). 

This anthology was constructed by an editorial board made up of classroom 
teachers and by an advisory board that included representatives from the 
Minnesota Humanities Commission, the Minnesota Council of Teachers of 
English, and college and high school English faculties from around the state. 
The book goes well beyond the usual bland, conservatively safe products of 
institutional committee compromise to offer both rough and reassuring 
narratives and lyrics about American lives away from the privileged white 
center. In the American experience of this book, life away is often painfully 
hard, bitter, stretched to the point of rupture. It can also be joyous, 
spontaneous, and innocent, conditions rare in lives of the white majority if 
we are to believe many of its own literary chroniclers. 

Some selections offer minority perceptions of the white middle class, people 
seen here as generally naive, tense, and foolish, at their worst hypocritical 
and brutal. "Your father says he heard his brother scream when the car 
rolled over him, and heard the wood of that guitar when it give and he heard 
them strings go flying, and he heard them white men shouting, and the car 
kept on a-going and it ain't stopped till this day," the narrator's mother tells 
him in "Sonny's Blues." 

At a time when arguments rage across the land over the guilt or glory of 
Western European culture, particularly the American experience with 
societies less technologically advanced than our own-do we observe the 
500th anniversary of the landing of Columbus on American shores as the 
beginning of a harsh enslavement of peaceful people or the advent of 
civilization to the New World wilderness?-Braided Lives will almost cer
tainly generate more debate about multiculturalists giving greater attention 
in classrooms to those things that divide us than to things that might unite 
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and even elevate us. But the diversity and intensity of experiences presented 
in this book and the craft of the writers are all so appealing as hopefully to 
mute objections in a rush of pure literary enjoyment. 

Braided Lives is a bold book. 

As a collection of pieces to be read for the pleasures of literary experience, 
the ironies, the moral dilemmas, the ambiguity of theme, the exploration of 
consciousness under strain, delight in the display ofliterary craft, the book 
is vividly rewarding. The shifting values and uncertain personal allegiances 
explored in a story like "Orbiting," for example, develop ironies that allow 
readers to experience ways talk about meaning in literature usually pro
duces many meanings, the wonderful ambiguity of fictional reality that so 
closely resembles the mystery of living itself. And for those who maintain 
that the New Criticism is not dead, only resting, the book has selection that 
could easily serve as texts in the craft of short fiction. While the craft of the 
poets here may not be quite as careful as that of the prose writers, there is 
enough diversity in the forms of both prose and verse to hold the interest and 
even respect of most critical students. 

It can be argued however that the delights of ambiguity and the pleasures 
of form are not enough. As Eagleton told the Nottingham teachers, these 
delights and pleasures can be clever diversions to distract us from literature's 
tougher responsibilities. Braided Lives, dealing with the experience of 
minorities, most of whom do not share in the economic prosperity and 
personal opportunities of the American majority, may be an appropriate text 
for a more socially active literary role. 

In 1988, the Minnesota State Board of Education adopted a Multicultural 
and Gender-Fair Curriculum Rule that included a requirement that school 
boards in each district adopt a written plan to develop and put into place an 
"inclusive educational program . .. one which employs curriculum that is 
developed and delivered so that the students and staff gain an understand
ing and appreciation of. .. the cultural diversity of the United States .... The 
program must reflect the wide range of contributions by and roles open to 
Americans of all races and cultures." 

There is ambiguity in the word "appreciation" in that paragraph. It is a 
slippery term. 

In August of 1991, over the signatures of its president and the president of 
the MCTE, the Minnesota Humanities Commission sent a letter to every 
Minnesota English teacher saying, "The publication of Braided Lives pro
vides a wonderful opportunity to begin a statewide discussion of multicultural 
literature." 

In September, the MCTE NEWS told its readers a copy of Braided Lives had 
been sent to all high school English teachers in Minnesota "to make them 
aware of a resource which will enable them to better comply with the State 
Department of Education's multicultural, gender fair rule." 
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These are commendable goals. A painfully real need exists to develop 
tolerance and appreciation among cultures in our state, in our society at 
large. It would be ostrich innocence to assume that there are not no~ among 
us a large number of citizens (including students and teachers) with dark 
and unfavorable views of Hispanic Americans or AsianAmericans or African 
Americans or white Americans. "We glibly assume people are being treated 
in an unbiased way," the director of Anishinabe Legal Services in Bemidji 
recently told a panel studying racial bias in Minnesota. "But Indians 
experience racism in a thousand different ways every day." 

In this matter, Bemidji is not unusual. 

Perhaps, so the reasoning goes, if we introduce into secondary school 
English classes stories and poems by minorities describing their experiences 
in America, the readings will effect a change of attitude. Perhaps reading 
about minority experiences will help members of the dominant culture 
develop an appreciation of minority cultures. Literature can serve a useful 
purpose. 

It is an attractive thought, but one not without some traps. Here are some 
questions. Is there convincing reason to believe that reading fiction about 
cultures different from our own will necessarily make us more appreciative 
of those cultures? Do English teachers generally have sufficient training and 
preparation to discuss in their classrooms stories and poems from minority 
writers in a manner that will successfully promote racial harmony (appre
ciation) rather than arriving very quickly at economic, legal, political, and 
historical complexities beyond the scope of most teachers' training and 
experience? Is the promotion of understanding and appreciation among and 
between cultures a proper function of fiction and poetry? If literature is to 
be used in the classroom for the promotion of one type of attitude, in this case 
appreciation of cultural diversity, what would prevent it being used for the 
promotion of other attitudes that might appear attractive to some dominant 
group in the future? Disapproval of labor unions or approval of abortion 
come to mind as examples. 

Unfortunately, the general editors of Braided Lives do not do much to assist 
readers in answering these kinds of questions. Perhaps they did not know 
what uses were in store for their book. Even though they are classroom 
teachers themselves, they confine their introductory remarks to a series of 
rather inspirational generalities about conviction, commitment, motivation, 
and the abundance and diversity of American writing, saying these are 
reasons for introducing the stories to students. They add that they hope the 
literature will "inspire lively discussions in classrooms throughout Minne
sota," but they stop short of suggesting those discussions be shaped 
specifically to effect changes in student attitudes towards minority cultures. 

Each of the four sections in this book is introduced by a preface written by 
a person of the culture represented in that section. Each section ends with 
an excellent short bibliography. The section introductions are more direct in 
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their expressions of hope that stories and poems will somehow make readers 
more appreciative of the ways of other cultures, but even these prefaces offer 
no real clue about how literature might function successfully in the 
classroom as a force for multicultural harmony. " ... a tragic feature shown 
in some of these writings is the violence that poverty, racism, and ethnocen -
trism inflicts on the lives of people," writes Juanita Garciagodoy in her high 
spirited wake up introduction to the Hispanic American section. "Don't 
recoil from the sorrow in these pages. It is part of this world in which you 
live, in which you were born and raised and which, if you allow yourselves 
to be courageously open and free of prejudice and indifference, you can help 
change in you lifetime." 

Good as this anthology is, it will not achieve much in the way of effecting 
better understanding among cultures if we just put it in the hands of well 
meaning English teachers and say, "Go forth and teach. Hope for the best." 

We all need to think this thing through. 

I asked several English teachers I know what they thought about teaching 
literature in their classes with the object of developing appreciation of 
minority cultures. My survey was small and its results may not be 
significant. But the results were interesting because they revealed a kind of 
innocent anxiousness to get on with it. 

"If you get emotionally involved with the people being black, it will help your 
understanding," one teacher told me when I asked what she thought about 
having her students read "Sonny's Blues." "I don't have any evidence but I 
think it will work." "We have to begin somewhere," another teacher said. 
"We haven't been doing anything in my school up to now. We may as well 
start with literature and see what happens." 

Well, maybe. 

Such vague optimism is perhaps encouraging, but if these responses are 
typical, the shortage of hard fact may mean trouble. Knowledge and 
understanding of new things, whether different cultures or new technolo
gies, do not automatically produce approval. Not all people who spend a year 
in Kuala Lumpur come away with an increased tolerance or appreciation of 
Malay culture. A Netherlands Institute for Consumer Research study last 
year showed that increased knowledge of biotechnology by the public does 
not necessarily lead to increased public acceptance of the products of 
biotechnology. Increased knowledge often leads to increased resistance. 
And besides, literature as a way of knowing presents some very special 
difficulties. 

The theme of many of the stories in Braided Lives goes directly contrary to 
principles or beliefs that American schools have traditionally endorsed. 
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While this fact is in no way an objection to the book as a classroom text, it 
can raise serious problems for an innocent teacher who would hope to 
develop multicultural appreciation through its use. Without a rather wide 
knowledge of historical and social backgrounds of the subject and without 
a careful examination of the fiction and lyrics within a broad context, without 
a teacher's sympathetic understanding of the subtle and opaque values and 
traditions of Asian or Spanish American cultures, the book may easily 
produce results in the classroom exactly opposite to the ones intended by its 
sponsors. 

Some of the difficulties arise from the nature of literature itself. Fiction is 
affective, subjective, personal. It is not a good vehicle for the transfer of 
information on which to base larger judgments. While a narrative may strike 
readers as having some sort of universal application, it ordinarily will not 
provide an adequate historical or social or economic context for the action 
it portrays and therefore is often not evidence sufficient by itself on which 
to base a judgment or conclusion about complex questions or guilt, 
responsibility, or justice. This is especially true of short stories and poems, 
the kinds of writing that make up Braided Lives. Individual experience alone 
is not a good base on which to ground larger moral judgments, generaliza
tions, especially when the individual experience is fictional, related by a 
narrator sympathetic to a sufferer. 

Louise Erdrich's "American Horse," first story in the book, is an example. 

"American Horse" is a sad and sentimental story with a theme oflove versus 
the law, the heart against the head, freedom versus confinement. The theme 
is developed not through debate or abstract argument but through action, 
the police and a social worker coming to take a Native American boy away 
from his defiant mother, the law "kidnapping the boy" some readers might 
characterize the action. 

The narrator, an omniscient presence with sympathy for the boy, his mother, 
and their good Uncle Lawrence, offers description, detail, and conversations 
so carefully weighed in favor of the hapless mother and her loving child, so 
prejudicial toward the heartless representatives of the law of the dominant 
society, that the reader's sympathy is caught from the very first words and 
bound into an affectionate alliance with the wayward mom and her child. 
The narrator of this story doesn't give the law a chance. The narrator 
controls our view of the action and allows us only facts that support her /his 
message which appears to be that the legal representatives of the dominant 
culture unfairly restrict the freedom and the family relations of this Native 
American mother and her son. 

Albertine American Horse and her young son Buddy are hiding in a 
woodshed on Uncle Lawrence's North Dakota reservation farm. At six in the 
morning two male police officers (one is a Native American) and a female 
social worker arrive with a court order to take Buddy away, presumably to 
an environment the courts consider more appropriate for a child than the 
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rather wild and unstructured life he is apparently now living with his free 
spirited mother. " I want to find that boy and salvage him," the social worker 
tells one of her companions, her use of the word "salvage" suggesting a kind 
of commodity recycling, the reclamation of cardboard or aluminum cans. 

The story provides us with no information on the legal proceedings that have 
led to the court's decision. "Those two white people in the car came to get 
him for the welfare," the Indian policeman explains, but we have no way of 
knowing what this rather vague statement really means. We do know 
Albertine is a strong woman. "Harmony knew that Albertine was a tall strong 
woman who took two big men to subdue her when she didn't want to go in 
the drunk tank. She had hard hips, broad shoulders, and stood tall like her 
Sioux father. ... " Like the word "salvage," the words "stood tall" create a 
certain response in the reader. Who can reject a character described by the 
narrator as standing tall? We do not know if Buddy goes to school. We do 
not know ifhe has been in trouble before now. We do not know if efforts have 
been made previously to persuade Albertine to provide a more acceptable life 
for her child. We do know that Buddy loves his mother. Albertine loves 
Buddy. Their love is instinctive, innocent, natural, at times more like that 
of comrades than mother and son. Their talk of it is spontaneous, appealing, 
and without self consciousness. 

"You are the best thing that ever happened to me," Albertine tells Buddy. 

"There were times he felt like hugging her so hard and in such a spirited way 
she would say to him, 'Let's get married,"' the narrator tells us. 

They cling to each other, hiding from the law. They are every legendary pair 
ofhounded innocents in every sentimental tale of two against the world we've 
ever read. Heads together, side by side, they are loveable and brave, 
vulnerable but strong, and there is no way we can want them to be separated 
by the law. 

"Okay," she said. ('Lay low. They're outside and they're gonna hunt.') 

"She touched his shoulder and Buddy leaned over with her to look through 
a crack in the boards." 

Albertine's Uncle Lawrence, a veteran with war medals, a glass eye, and 
recently cracked ribs (his face with its scars and hollows is affectionately 
described as "like a damaged but fierce little cake") on whose farm they are 
hiding is no help for these fugitives. The police have handcuffed him to their 
patrol car door. 

The narrator will not let us like these cops. They are authority, a neurotic 
social worker and two police officers, cold, clumsy, without compassion or 
sensitivity or a capacity for love. They offend nature. They scare the dogs 
with their guns. The social worker, Vicki Koob (the name alone is enough to 
produce a jeer). awkwardly flirts with Officer Brackett while they walk 
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around inspecting the clutter (there are empty beer cans) in Uncle Lawrence's 
cluttered house. She coyly writes in her perlect-bound social worker 
notebook, "Officer Brackett displays an undue amount of interest in my 
person." Officer Brackett, who is already having troubles with his own 
emotional life ("He was a short, hopeful redhead who failed consistently to 
win the hearts of women.") is excited "to the point of discomfort" by Miss 
Koob's tiny pen attached on a retractable line to an ornamental clip on her 
blouse. These are hopelessly inadequate police people, up-tight, inhibited, 
objects of the narrator's scorn, not the kinds of people to do anything good 
for a healthy, loving child like Buddy. 

Vicki Koob's antiperspirant can't contain her sweat. She smells. Not the 
good healthy smell of a human freely working in the sun, but the urine stink 
of nervous tension. "She was sweating now as though she'd stored an ocean 
up inside her," the narrator tells us. After Buddy is caught and put in the 
car, Albertine (who experiences a kind of religious vision of her dead father 
before she is knocked unconscious by one of the policemen) lies senseless 
on the ground. Buddy, we are told, "was caught and held in the sour tin smell 
of the pale woman's armpits." 

We have been set up for Vicki Koob's bad smell. Earlier in the story, the 
narrator told us about the way Buddy experienced Albertine's smell. "He felt 
his mother's heart beating beneath his ear so fast it seemed to push the satin 
roses in and out. He put his face to them carefully and breathed the deep, 
soft powdery woman smell of her." 

Then Buddy eats a candy bar given to him by Miss Koob and opens his mouth 
to say thank you "as his mother had taught him" but instead begins to 
scream, the screams ripping out of him like pieces of his own body. 

There is Albertine unconscious on the ground, fetid Vicki holds the scream
ing Buddy while she continues flirting clumsily with Officer Brackett. The 
police car rolls away. We want to scream along with Buddy, "Don't let these 
awful people take that kid away from his mom!!!" 

If a high school English class has talked much at all about reading fiction 
critically, the teacher is going to need a great deal of skill to use this story 
to increase students' appreciation for Native American culture. This is a 
limited narrative and initially we will most probably sympathize with 
Albertine, Lawrence, and Buddy. Yet with only a little reflection we'll know 
there is something wrong about this sympathy we are feeling; it will not stand 
scrutiny, our hearts seduced for the moment to rule our heads. We've been 
cheated, manipulated. 

It is not that the facts we've been given are necessarily wrong or improbable. 
(A case might be attempted that the entire story is just a kind of record of the 
Native American perception of the action, maybe Buddy's perception. But 
the presence of an omniscient narrator negates this as a possibility, at least 
within the generally accepted practices of fiction reading.) But out of all of 
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the thousands of details a narrator could have chosen, this one appears to 
have chosen only those that would contribute to a certain emotional 
response with social and political overtones the narrator wants to create in 
the reader. 

As readers, we need to ask a lot of questions here. We don't have enough 
facts about Buddy or his mom or even Miss Koob to make a reasoned 
judgment about the lives of these people or the justice and legality and 
wisdom of what Miss Koob and the law are doing. "American Horse" is an 
old fashioned melodrama, a propaganda piece with all our sentiments 
manipulated against the unpleasant victors. The narrator gives us no 
context for the action, no larger picture of causes. (Why did the court order 
Buddy taken away? how many times has the court or its representatives 
tried before to arrange some mutually acceptable life for Buddy and his 
mom? why isn't Albertine doing what the law says is required for Buddy's 
well being? what does the law say about Buddy's well being? how are such 
laws made? who else has been consulted about Buddy's fate? Further, we 
might benefit from knowing a little more about Vicki Koob. What happened 
to her that made her so limited and so emotionally stunted? What kind of 
history does she have with kids like Buddy once they get to know her? and 
on and on and on.) The narrator gives no broader picture of consequences 
if Buddy goes and ifhe doesn't go. What really happens to Native American 
children like Buddy if they are left to grow up unschooled on the farm? What 
happens to them if they go with the social workers? Was Uncle Lawrence 
once a Buddy who went on to succeed as a soldier? Is that good or bad? 

How will our sympathy transfer from Albertine and Buddy's individual 
difficulty to Native Americans in general? Can we realistically expect 
students to generalize from this one dramatic and sentimental episode 
narrated by a voice so strongly prejudiced in favor of one side? 

If anything, the story should teach students the need to be very suspicious 
of the narrator in a piece of fiction. 

Assume a high school class reads "American Horse" and the teacher who 
earnestly wants to develop appreciation of Native American culture through 
the use of fiction asks for comments. A girl answers, "This story says Indians 
don't care whether their kids go to school or not. It says Indians want to fight 
and live in shacks and drink beer. And they don't respect the law. That's 
what my dad says about Indians, too. He read this story with me last night 
and he said this is just the way Indians are." What is wrong with this girl's 
interpretation? Is her reading a valid reading of the story? What should the 
teacher say to her? 

In order to salvage some appreciation for Native Americans, the teacher may 
consider doing some things literature teachers have long been trained to 
avoid. The teacher might consider becomingjudgmental, directive, pointing 
out to the class a "proper" interpretation. How many English teachers are 
prepared or willing to do that? How successful would such a directive 



technique be in promoting appreciation, especially in light of our imaginary 
girl's imaginary father? What is a "proper" interpretation of this story, 
anyway? 

Much the same kind of alternate reading could be offered for other stories 
in this collection, Linda Hogan's "Making Do," for example, or Alice Walker's 
"Everyday Use," or Bharati Mukherjee's "Orbiting." The stories will not 
necessarily alienate students every time from the culture they appear to 
promote, but there is a chance the stories will alienate ofte_n ~nough to prove 
difficult, especially if the readers already have formed opm10ns before they 
began reading. Reader response is a major part of fictional reality. 

The importance of reader response should not necessarily discourage us 
from using literature as a form of social or moral instruction. But it does 
cause enough good questions to force us to pause and think a while before 
hurrying into such an effort. 

English teachers in the U .K. have had a good deal of experience with the_ ~se 
of literature as a social force. English teachers in London and other cities 
with large foreign populations face strong racist feelings among students in 
their classes, not only between whites and other ethnic groups, but also 
among the other ethnic groups themselves. For a number of y~ai:s, those 
teachers have been experimenting with literature (mostly prose fiction) as a 
tool of what some of them call "moral technology" in their campaign against 
racism. 

Some of their efforts have led to recommendations that might prove helpful 
in our effort. 

A recent edition of The English Magazine, a quarterly for English teachers 
published at London's The English Center, assessed the UK experiment, "A 
central concern of these courses has been to investigate further the linking 
of literature and information so as to illuminate key questions about the 
nature of racism." Citing difficulties of com batting racism among teaching 
staffs as a first hurdle, the editors observe, "Most forms of curriculum 
change involve teachers in transitional periods of reduced confidence and 
vulnerability as a result of new relationships with pupils, fellow teachers and 
sometimes parents. Dealing explicitly with racism is likely to heighten this 
vulnerability; so is the introduction of a knowledge base with a political 
dimension. . . . " and goes on to observe that problems of racism are often 
related to the unequal distribution of wealth in society. It observes that 
many serious literary people would question whether fictio~ can produce ~ 
meaningful understanding or awareness of another expenence because 1t 
does not offer an explanation for the reality. "One cannot rely on literature 
alone for social and political knowledge," it concludes and this translates 
into a need for a great deal of factual background information and a widely 
informed teacher if fiction is to affect attitudes. The treatment of racism and 
literary study concludes with some propositions that it suggests may be 
useful for discussion. I quote from four of them: 
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• Explicit anti-racist teaching needs to be planned into the curriculum from 
first year up 

• Tr~atment of racism needs to be sustained to be effective. ("English 
teachmg has a tendency merely to air topics, to dabble in them only for so 
long as they seem to capture the interest of the class and then to let them 
go.") 

• Work on racism needs to make use of factual information and evidence. 
("Any discussion of racism is likely to be calmer and more fruitful if it has 
facts to go on; in particular, the provision of information can take racism out 
of the arena of purely individual behavior.") 

• Teachers can't act neutral. ("While English teachers in general train 
~hems~lves t? respect different points of view and not to close debate by 
1mposmg th err own, a stance of neutral is inappropriate when dealing with 
racism." [English Education). 

These thoughts may not translate into action very well from one part of the 
w:orld t? another, but they can offer us an excellent starting point for 
d1scuss10n. 

This fall the MCTE and MHC sponsored a series of seven meetings around 
~he state to acquaint teachers with Braided Lives and ways it might be used 
~ ~e classroom. I attended one of those meetings. The organizers 
d1stnbuted a packet of readings about literature and cultural diversity. 
While many ~f the selections in the packet seemed to me thin, essentially 
cheerleader pieces to urge us on, some few probed in depth. This is from the 
Preface to Asian American Literature by Elaine H. Kim: "The problem of 
understanding Asian American literature within its sociohistorical and 
cultural contexts is important to me because, when these contexts are 
unfamiliar, the literature is likely to be misunderstood and unappreciated." 

Unfortunately, the speakers at the meeting I attended confined themselves 
largely to a kind of text explication and praise for individual selections in the 
book. The speakers encouraged us to go back to the classroom and try them 
out. Commendable as those presentations were, they did not even touch on 
more fundamental issues like those raised by the preface in Ms. Kim's work. 
If we are really serious about wanting to use literature in the classroom to 
bring about a specific kind of attitudinal change, one with heavy social 
overtones, we need to begin discussing some of the underlying issues, some 
questions about the nature ofliterature, the use ofliterature as propaganda, 
the role of the teacher in these efforts. Frankly, up to now, very few teachers 
I know have thought much about such questions. 

Braided Lives is a fine collection of literary pieces. We need to address the 
problem of racial intolerance across our state and nation and it may be that 
schools are the proper places to begin. But using Braided Lives to promote 
appreciation of cultural diversity is not a promising way to go unless we first 
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spend time talking about the rationale, planning, learning from others, 
exploring the difficulties such a project may encounter. 

There are more meetings scheduled. If we are really serious about th~s 
undertaking, with the best of intentions and a very fine text, we should begm 
by educating ourselves. 
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Literary Literacy: 
Understanding Reading (Response) 

by 

Jon Byrne 

Most, if not all of us, are in the English profession because we love to read. 
Literature-poems, drama, and stories-plays an important part in our 
lives. For me, this field presents an opportunity to blend avocation and 
vocation. Because I love to read, I get excited when I talk about literature. 
I want to kindle some of that same passion in my students-I also love to 
teach. As teachers in literature classrooms, we strive to help students 
become better readers, and eventually lovers ofliterature, but we don't agree 
on the best way to do this. Recent research on the act of reading has 
influenced my approach. First of all, and this has been overlooked until 
recently, we must understand the reading process: how we get meaning from 
print. Second, we must know our students-our increasingly multicultural 
classrooms emphasize the point that individual readers read differently. 

Ifwe had a sure-fire teaching method that worked for all students, our job 
would be easy. But because as it has been said, the "province of literature 
... is all that humans have thought and felt and created" (Rosenblatt 1968, 
268). our methods must reflect the complexity of the task. In addition to a 
concern with pedagogy, we should be aware of the critical theories which are 
driving our discipline. In our poststructuralist era, it is a full time job to keep 
abreast of all the complicated approaches to analyzing literature. And 
critical theories and teaching methods are often treated as separate entities, 
reflecting a split between the pure and applied which exists in many 
professions. (How many teachers deconstruct short stories in Introduction 
to Literature?) Yet we do teach on the basis of theory. 'The question," 
according to W. Ross Winterowd, "is whether or not teachers understand the 
theory that guides their instruction" (qtd. in Crowley ix). Since many of the 
current critical theories stem from research on reading, understanding the 
reading process is a good place to start. I found two books immensely 
helpful-Frank Smith's Understanding Reading and Louise Rosenblatt's 
Literature As Exploration. 

After reading Smith's book, subtitled "A Psycholinguistic Analysis of Read
ing and Learning to Read," I realized that an understanding of how people 
read helps me understand literature--! have more of an awareness of the 
different strategies I use to comprehend a written text. Bill Corcoran writes, 
and I agree, that "without an understanding of the reading process, teachers 
will never understand how their interventions are meant to assist students 
as they learn to read literature" (41). Frank Smith's point of view is that 
"reading and learning to read are essentially meaningful activities; that they 
are not passive and mechanical but purposeful and rational, dependent on 
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the prior knowledge and expectations of the reader (or learner). Reading is 
a matter of making sense of written language rather that of decoding print 
to sound" (2). In other words, Smith believes that readers must have a 
personal interest in whatever they are reading, and readers must draw on 
what they already know (prior knowledge) to form questions and expecta
tions of the text. Most importantly, reading is thinking; it is not a passive 
or mechanical decoding. Although Smith is not a literary critic (the blurb on 
the back of his book calls him "one of the most authoritative and provocative 
researchers on literacy"), his work is central to understanding current 
theories, especially reader-response. Nevertheless, despite 90 pages of 
notes and over 30 pages of references, Smith hardly mentions literary 
criticism or reader response. This again reflects a split in the profession-
literacy is not literary. 

Smith, as with those considered reader-response critics, re-establishes the 
importance of the individual reader in the literary experience. He thinks 
"meaning is not contained within the sounds of speech or the printed marks 
of writing, conveniently to be discovered or decoded, but rather must be 
provided by the listener or reader" (25). Thus, the act of reading, like the act 
of writing, and learning itself, becomes a composing process. Smith makes 
the distinction between visual information, or the marks we see on the page, 
and nonvisual information-prior knowledge-the accumulated store of 
information we have about the world. What the reader brings to a text
nonvisual information-is an essential part of the reading. No matter how 
clear or well-written, I won't be able to understand an essay on advanced 
calculus. I don't have what the reading researchers call a schemata or 
schema, which Smith defines as an "extensive representation of more 
general patterns or regularities that occur in our experience" (14). Ifwe can't 
fit something into our theory of the world, we won't make sense of it. 

We use all our faculties to help us understand-including emotions and 
feelings. Smith thinks "the emotional response to reading is treated 
insufficiently in most books about literacy, (not excluding the present 
volume), although it is the primary reason most readers read, and probably 
the primary reason most nonreaders do not read" (177). Recognizing and 
discussing what a text does to a reader is also a rallying point for reader
response critics. The movement is a reaction to New Criticism or the 
formalist approach, which tends to downplay, or ignore altogether, a 
reader's emotions. The formalist approach has dominated, and probably 
still does, critical theory and pedagogy in our discipline. In order to 
understand reader-response, we have to take a close look at formalist tenets. 

New Critics, like reader-response critics, often have sharp differences. 
Nevertheless, New Critics generally agree on the following: 

1) They focus on the text as an object. 

2) The literary critic, with an objective, close reading, reads better 
than others. 
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3) New Criticism represents a system of literary elitism. Critics aim 
for a definitive, "universal," reading. 

4) Emotional responses are taboo. The New Critics Monroe Beardsley 
and W.K. Wimsatt coined a term, "affective fallacy," which they 
define as a "confusion between a poem and its results." 

5) The literature teacher in a position of power. The teacher tells the 
students how they should respond. 

My introduction to the world of literature was through New Critical eyes. I 
enjoyed belonging to the elite club who could understand ''The Waste Land" 
and Ulysses. What happened? Why doesn't this approach work for me 
anymore? And why reader-response? Because I believe, to quote Emrys 
Evans, that reader-response critics "describe more accurately than anyone 
else I have read on the subject, what I feel I do when I read. And so I hope 
that it may describe what some of you do too" (25). Simply, emotions have 
always been important in my reading experience. Learning a "correct" or 
prescriptive reading defeats the purpose of literature. The increasing 
number of readers in our schools who don't share a common background
-who don't have similar nonvisual information-only reinforces the imprac
ticality of the New Critical approach. 

Just what is reader-response? Steven Mailloux, in his essay ''The Turns of 
Reader-Response Criticism," states "the goal ofreader-response criticism is 
to talk more about readers than about authors and texts" (38). Jane 
Tompkins collected some of the most important essays of the movement in 
Reader-Response Criticism: From Formalism to Post-Structuralism, pub
lished in 1980. Her introduction to the collection, and Mailloux's more 
recent essay, show the range of differences-from David Bleich's subjective 
approach to the social models of Jonathan Culler and Stanley Fish. Jane 
Tompkins writes that reader-response criticism in not unified, "but a term 
that has come to be associated with the works of critics who use the words 
'reader,' 'the reading process,' and 'response' to mark out an area for 
investigation" (ix), and "the objectivity of a text is what these authors destroy" 
(x). 

Mailloux thinks "the most vital theoretical phase of this reader-response 
criticism extended from about 1970through 1980" (40). However, primarily 
because of the influence of the New Critics, a book written over 50 years ago, 
30 years before the reader-response movement, was largely ignored in 
literary circles. Louise Rosenblatt's Literature As Exploration is finally 
getting the credit it deserves. The book blends pedagogy with theory, and it 
remains one of the best descriptions of the literary experience. Rosenblatt 
notes in the preface to the fourth edition that "since reader-response 
criticism has acquired the dimensions of a literary movement, Literature As 
Exploration is being cited as the first empirically based theoretical statement 
of the importance of the reader's contribution" (xiv). 
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Alan Purves, in his foreword to her book, claims: 

Literature As Exploration treats each of these aspects of the reader
-the individual psyche, the individual as a member of society, and 
the individual as seeker of form and order-and sees them all as 
aspects of the essential humanity of the reader, as part of the 
conceptual baggage that the reader brings to the text and that is 
modified during and long after the reading of the text .... The literary 
experience ... is ... a transaction between reader and text in which 
both are modified in many of their aspects. (iii) 

Since the book was published, much of the research on reading has 
supported her claims. According to Purves, and echoing Smith: 

The research has shown that readers project their world into what 
they read; that readers tend to ask critical questions directed in part 
by the text and in part by their culture; that readers gain diverse 
insights and satisfactions from their reading; and that readers 
change as they grow. Each act of reading becomes a unique 
encounter between an individual and a text. (iv) 

Even though many ofus agree that this is what happens when we read, our 
teaching often doesn't reflect these processes. 

Rosenblatt frames her theories and arguments with implications for teach
ing. She stresses that we won't understand how our students read until we 
know our students. The whole person must be taken into account, 
especially today, when our students' backgrounds, values, temperaments, 
and ability to think critically, vary. Rather than teach our students stock 
responses, we must help them explore possibilities. Some responses are 
better than others; students need to hear other voices (the teacher's among 
them) in order to work out what is valuable. Rosenblatt thinks the teacher's 
responsibility is "to develop discriminating readers able to evaluate the 
human import of the literary fare offered to them" (212). 

Rosenblatt describes what she calls the transactional approach to literature. 
She believes every reading act is an event. Our readings change as we 
change. The first time I read The Sun Also Rises I was traveling through 
northern Spain on my way to Pamplona and the running of the bulls. I read 
it again a couple of years later in Minneapolis as part of a Modern American 
Literature course, where we read nine novels in ten weeks (and we were 
tested on them). Needless to say the two experiences were quite different. 
Rosenblatt believes that the literary experience is more than an interaction, 
which suggests distinct and fixed entities, between the reader and the text. 
Her transaction is much more fluid. She uses the last lines from Yeats's 
"Among School Children" to exemplify her idea: 

0 body swayed to music, 0 brightening glance, 
How can we know the dancer from the dance? 
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She states that "under the guidance of the text, out of his own thoughts and 
feelings and sensibilities, the reader makes a new ordering, the formed 
substance, which is for him the literary work of art" (280). We use what we 
know about the world, not just what we know about form or aesthetics, to 
get meaning from literature. Always with a concern for teaching, she states 
that students "acquire not so much additional information as additional 
experience" (38). 

Do our students "transact" with literary texts? Do we read the newspaper 
for information or for the experience? Rosenblatt makes a distinction 
between efferent and aesthetic reading, which she discusses in her 1978 
book The Reader, the Text, the Poem. She shows how the reading of a work 
of art-an aesthetic reading--is fundamentally different from other kinds of 
reading. Frank Smith makes a similar claim when he says "there is no one 
activity that can be summed up as reading; no description that can be 
summarized as the 'process' that is involved" (166). He notes: "Novels are 
usually read for the experience ... to read a novel is to participate in life" 
(165). We don't read social studies texts, or mathematical equations, or the 
newspaper, or recipes, in the same way. In fact, each reading is different. 
Smith points out that "there is not one kind of novel or one kind of 
advertisement, and the same texts can be read in different ways" (166). I 
think ofW. C. William's poem "This Is Just to Say," which is a note to his wife, 
and/or a poem, depending on how it's read. Rosenblatt coined the term 
efferent, which comes from the Latin, meaning "to carry away." Readers are 
primarily concerned with what they will take away from the reading 
(cookbooks, instructions, and many classroom textbooks). An aesthetic 
reading, on the other hand, focuses on what is happening during the 
reading; readers are reading for the experience. Someone may read an 
article in a newspaper and tell us about it, but no one can read Moby Dick 
for us. This distinction is a key point in the transactional theory. She 
believes "the reader of a text who evokes a literary work of art is, above all, 
a performer" ( 1978 28), and she compares the page to a musical score. Many 
of our students have been taught that they need to "find" certain things in 
a work ofliterature, or they focus on the author's technique. The writers of 
Cliff Notes do the reading for them. Many can not read aesthetically. We 
can't help students read aesthetically until we know how they read. 

Rosenblatt and Smith, working in their respective disciplines, echo one 
another. Rosenblatt claims that "the emergence of psycholinguists as a 
discipline ... is beginning to reinforce the transactional approach" (41). 
Smith, the psycholinguist, makes a point about meaning and learning that 
underlies much of post-structuralist thought: 

Comprehension, as I have said, is relative; it depends on getting 
answers to the questions being asked . . . . Disputes over the 
meaning, or the "correct" way to comprehend text, are usually 
disputes over the questions that should be asked. A particular skill 
of accomplished writers (and accomplished teachers) is to lead 
readers to ask the questions that they consider important ... reading 
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is interesting and relevant when it can be related to what the reader 
wants to know. (167) 

Reader-response allows a wider variety of voices to be heard, and these 
voices are exploring important questions. 
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Creative Writing In Other Writing Classes 

by 

Richard Jewell 

I managed to surprise two different chairpersons of my English Department 
when they discovered, each in their own terms of office, that I accepted story 
writing and poetry for teaching freshman composition. Worse yet, I actually 
gave a graded story writing assignment. 

"How can you do that?" asked one chairperson. "The course is meant to 
teach formal writing." 

The other chair asked, in words close to these, "Can you justify the 
assignments in terms of course goals?" 

I could and did. The bulk of my teaching of writing has been, as it often is 
for most writing teachers, "noncreative" writing courses. And I have 
managed to find ways to put creative writing into all of them-and demon
strate this to other faculty members as well. 

Creative writing means, to me, storytelling, poetry, plotting and direction, 
description, dialogue, metaphor, originality, brainstorming freely, diving 
deeply, soaring, and exploration and discovery. My background in creative 
writing has been the publication of some short stories in both literary and 
popular journals and magazines, arts residencies in schools, several re
gional literary awards, and teaching creative writing. I have used creative 
writing methods in traditional writing and grammar teaching materials, 
journaling, process, and research writing, and even in across-the-curricu
lum writing programs. I believe that creative writing is one of the best 
methods of teaching available to us, and that it can be justified to other 
teachers and used in a wide variety of ways. 

I'll discuss the pedagogical assumptions of this paper below, and then 
suggest some ways that creative writing can be useful in a variety of 
composition and other writing courses. 

Pedagogical Viewpoint of Paper 

The point of view for this paper is not that creative writing is the best or only 
way to teach writing. Rather, the point is that creative writing is one way to 
teach writing-and a very strong and useful ingredient at t , at. 

Considering creative writing as one part of teaching composition is what 
James A. Berlin calls "transactional" in Rhetoric and Reality-Writing 
Instruction inAmerican Colleges, 1900-1985. He divides writin theories in 
three kinds: "Obj~tive theories locate reality in e external world, in the 

~ .. ...__ ......... .. ,.. ... -,,._,_..-.....-.~ ---~- --- -
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material objects of experience. Sub jective theories lace truth within the 
sub·ect to be discovered through an ac o internal apprehension. Ana 
transactionaUheori.esJpcatt;: te,Pcli.!:Y at the point 0£i.t1t~r:c1ction 0[~_11-bject anq 
object, ~dienc.e and langu~ge asm e !,aitn~g~n.s1~~)6f .. ,,.·~="~--=-=' 

Ken lvfacrorie describes these threethe5ffes in Uptaught using his famous 
(and infamous) "three ways" definition: "In the First Way the teacher hands 
out a package of information and tests to see whether students can 
remember .... In the Second Way, the teacher provides complete freedom and 
no direction .... In the Third Way, ... students operate with freedom and 
discipline" (27). 

~Creative writers and creative .w,ci.ting~teacper~ten. are_ suspected, in 
noncreative writing classes, _gf.be,ip...gJQgJmlljecti~e, too""Second Way." Yet 
if one tries to define useful writing of teaching as that which offers both 
objective and subjective methods-both First and Second Way methods
then creative writing takes its proper place as one strong and vital way of 
teaching so-called noncreative writing classes. 

Object and subject, formula and voice-both are vital to producing proper 
academic and work-related writing. That is the transactional or Third Way 
point of view from which this paper is written. 

, Many ways of teaching noncreative writing classes start with, assume, or 
· require an objective system, so it is these ways especially that we will touch 

upon. 

Traditional developmental modes 

Traditional developmental modes of writing in composition classes include 
such categories as comparison and contrast, exemplification, division or 
classification, cause and effect, definition, process, narration, and descrip
tion. 

Many of these can be taught by starting with creative writing and then 
working with initial creative efforts to build final developmental assign
ments. 

One of the key elements to getting past the tired formula writing that so many 
beginning writers tend to produce is to teach students to brainstorm. Tired 
writing comes when we give specific assignments such as to "write a 
definition" or "write a cause-and-effect paper," and show examples, and then 
ask the students to duplicate the pattern "in their own words." We often end 
up with cliched writing which one teacher, Macrorie, calls "Engfish." 

Macrorie, before devising his Third Way, had taught prescription composi
tion courses for sixteen years, growing increasingly tired of them, until 
finally he found what was for him a way to break through. What he broke 
through to was writing with strong, interesting, authentic voices. The 
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method he discovered was to start with brainstorming-also known as free 
writing. Here is how it happened for him: 

The winter had been dark and spirits down. I said I could no longer 
face another student paper written in Engfish. I told my Advanced 
Writing class, "Go home and write anything that comes to your mind. 
Don't stop. Write for ten minutes or till you've filled a whole page." 
.. .I asked the girl nearest me to read her paper. She had written 
about working at an ambulance service .... I thought here we go with 
the cliche and the standard tired paper. But as she read on, I 
found ... that paper ... moved me. Not until I heard the third paper that 
afternoon did I realize that everyone on the grass had quit gazing 
around and was listening hard. Each student had written a powerful 
short paper and I had broken through and the students were 
speaking in their own voices about things that counted for them. 

.. .Immediately I tried the same free writing in Freshman Comp and 
got almost as good papers. . .. A whole semester passed before I 
realized I should begin my classes with free writing. . .. All those years 
I had tried to get a student to put down a sensuous detail that would 
bring alive his ideas and feelings! Now I simply ask students to write 
freely, first recording random thoughts, then focusing on one 
subject, and they frequently produce what the poet Wallace Stevens 
called "the exquisite environment of fact" (20-1). 

One of the things that happened to Macrorie's students was that they didn't 
have time to think first, and then write. As a result, what they produced 
came more directly from their initial experiences and feelings: the words 
echoed their own blood, their own pulse. Peter Elbow says in Writing With 
Power, "I...call this power juice .... 'Juice' combines the qualities of magic 
potion, mother's milk, and electricity (286). 

Experiencing personal writing in this way is why, if we want students to write 
with a strong, interesting voice, we often should start writing courses by 
asking them to free write--quickly, unselfconsciously, spontaneously: to 
think on paper, to "hot pen" the subject, to keep the pen moving without 
worry about form, grade, or content. 

Students will begin to get used to just letting go like this, especially if we point 
out to them that the more personal or immediately expressive they get, the 
better the writing sometimes will be-and they will not be given a letter grade 
for these initial efforts. 

At this point it is possible to go on to a second stage: free writing within the 
bounds of a simple form. Most students take well to continuing their free 
writing experiments while at the same time having a specific, but simple, 
focus for directing their writing. If they are allowed to make their own choice 
of subject matter, and if they are told they will not be graded on content (but 
only, in a final rewritten version, on certain form requirements), this frees 
them to follow their own voice. 



22 

Then it becomes a simple matter of saying something to the students like 
"Today I'd like you to free write for ten minutes, madly, quickly, even 
passionately, and as you do so, please describe a person or place with 
particular meaning for you, present or past, using as much sensory detail 
as you can, and show the person or place in action and/or in voice, as 
appropriate." 

The results will be truly interesting-if not completely polished-description 
papers . The same can be done with the other traditional developmental 
modes. We can keep the free writing directions simple and lean-more to 
goad students or focus them in a certain direction rather than to require a 
complex set of standards. We also can have students do this in class once 
or twice, perhaps even share the results so they can see how others let go in 
the hoped for direction, and then we can assign one or two more free writings 
at home. 

When it comes time to grade the papers, we can first ask students to more 
formally rewrite the best of their free writings, and we can set more detailed 
rewriting requirements at that time. 

In this way, we can help students make the traditional developmental modes 
come alive in composition courses. 

Grammatical and pre-college writing 

Grammar and basic sentence and paragraph management often are learned 
more effectively when taught with a creative writing base. Students use 
grammatical patterns differently just as they write differently: different 
styles create different grammatical needs. For this reason, students will 
learn grammar better if they learn to listen to their own grammar first. When 
students are required to pay attention to their own grammatical ways of 
expressing their thoughts and feelings, they will learn the need for better 
grammar. 

Often the start of helping students learn grammar and other mechanics of 
sentence and paragraph writing is to start them with writing strongly. As 
Macrorie points out, when one encourages the strong writing which is a 
result of free writing, mechanics may improve, too. "One boy," says 
Macrorie, "who was flunking the course writing broken sentences and 
spelling incomprehensibly, turned in a strong account of driving home after 
a party. His spelling was much improved and he controlled his words" (22). 

Interestingly enough, one of the keys to getting good grammar from students 
is to not require it-in fact, to tell students to AVOID worrying about 
grammar-in their initial drafts. The reasons for this are two-fold: 

(1) As mentioned in the Macrorie example above, students will 
tum out stronger, more natural-and more easily punctuated-
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writing than when they are trying to sound like an academic 
or a Nobel laureate. 

(2) They will have more interest in correcting their grammar on a 
rewritten draft, just because they like their written pieces 
better and tend, therefore, to be more interested in making 
them presentable. 

(3) Prewriting may also serve the function of pre-ordering: first 
drafts may be a necessary discovery of what one is thinking 
before grammatical worries can enter in. 

Concerning this third point, historian Priscilla Clark at Roosevelt University 
says in "Writing Across the Disciplines-A Memo to Colleagues," "pre
writing .. . inevitably has as astonishing effect upon students' more public, 
audience-directed prose-and that includes an effect upon grammar. Often 
the inability to construct a grammatical sentence is really an inability to clarify 
one's thoughts to oneself. [Emphasis mine-RJ.] Syntax, or sentence 
str1;1cture, is a species of ordering; composing a sentence, then, is a way of 
telling ourselves about relationships. Pre-writing, in the expressive mode, 
encourages students to do this .... Pre-writing is a means of achieving higher 
literacy" (in Klaus and Jones 248). 

Personal journaling techniques 

Some of the best writing-and strongest voices-of which students are 
capable may come from personal journaling experiments. However.journaling 
can be limiting if it is not given some direction. In fact, it can be argued that 
the very reason personal-journaling attempts sometimes fail in the class
room is that they miss creative writing methods. 

Students sometimes are asked to write about their own lives, yet they are left 
without creative writing methods of going deeper within their inner selves, 
their experiences, feelings , or memories. In addition, they may have no idea 
at all how to initiate or carry through any kind of story or poetic expression. 
In short, personal writing may cause them-and we who have to read the 
results-to be floundering in a shallow sea of mud instead of diving to new 
depths of self-discovery. 

It is clear, for starters, that journaling does work well for some teachers in 
composition classes. "It is not fair to our students or to ourselves if we 
attempt to isolate composition from what is called 'creative writing,"' says 
Do?al? M. Murray in A Writer Teaches Writing. "The strongest impulse to 
wnte 1s to make meaning of chaos, to celebrate, to record , to attempt to 
understand the world in which we are living. We should allow our students 
the opportunity to use writing to see and explore their worlds" (84). 

Journal writing seems to help some teachers not only get better writing, but 
also get better academic writing. Journal writing is part of what James 
Britton and his colleagues called "expressive writing" in their famous 1975 
report on The Development of Writing Abilities (11-18) in British students. 



24 

Such writing is "writing close to the self, carrying foiward the informal 
presuppositions of informal talk and revealing as much about the writer as 
about his matter. ... Much of this writing ... [deals] with matters of primary 
experience, though we would regard it as equally possible to handle difficult 
or abstract ideas in expressive writing" (141). 

In other words, it is quite possible to move from expressive writing to the kind 
of academic writing that requires difficult or abstract juggling of ideas. 

In fact, personal writing may be necessary to the development of good ideas. 
Says Britton in his "Foreword" to an NEH/University of Iowa Writing 
Teacher's Institute book, Courses For Change, "It is not only a concern for 
comfortable approaches to the writing task that leads to an emphasis on 
personal writing. It must, first , be recognized that expressive writing (an 
intimate, person to person form of discourse) is particularly appropriate to 
discovery. Being a relaxed form, it allows the writer to take risks; taking risks 
is necessary to discovery. Nor is that the end of the argument. As a number 
of the programs in this book have recognized, first-hand experience is an 
important foundation-stone for all learning" (in Klaus and Jones vi). 

One way we can encourage such personally expressive writing is to use the 
technique found in creative writing that entails digging in or going deeply 
within. Natalie Goldberg calls this technique "writing down the bones" in her 
book of the same name on Zen and writing. Poet William Meissner calls it 
"learning to breath undeiwater" in his NEA-award-winning poetry book by 
the same name. 

As Meissner expresses it, we can teach students to keep on writing-whether 
in poems, stories, or personal journals-when they hit the first undeiwater 
plateau. It is this first plateau, the first "shelf' in the ocean, at which most 
writers stop, thinking and feeling they have achieved some depth. The trick 
though, says Meissner, is to continue on down to the next plateau, then the 
next, then the next, until we are at the very bottom of the ocean, raking in 
muck and seaweeds, yes, but also swimming amidst exotic fish, sunken 
ships, and gold. 

We can teach students to explore like this, tentatively, on psychically wobbly 
legs. It is a dangerous experiment for some students, this diving, it is risky, 
it is exposing. For this reason, part of this technique requires that we 
contract with students about how much we will and will not read, and what 
they can expose safely to us and what they can't to us. 

Such journaling not only encourages large amounts of free writing, thus 
establishing and strengthening natural styles or "voice." It also brings 
students to academic and work-related interests in a process of decision 
making which comes from the inside out: they choose subjects based on 
deep personal interest and the kind of commitment which comes from 
personal experience rather than choose subjects based on socially or 
parentally acceptable beliefs and opinions. 
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One other elem~nt we ~an add to perso:z:ial journaling is story writing: asking 
students to wnte not Just mere descnptions of events, but to add plot to 
them. The purpose of this is to teach them to develop an academic and work
related ability to write strong case histories and examples. Plotting will help 
them to not just offer research, but to also offer the search for the research
-to r~port in an interesting way. In addition, teaching story writing and 
plottmg also helps teach literature. As Britton says, "Stories-autobio
graphical and fictional-do not have to enter our writing programs only as 
approach~s to ... ~ting. Pursued in the direction of literature ... they have 
an essential educative purpose to fulfill: .. . a second major form oflearning" 
("Foiward" in Klaus and Jones viii-ix). 

Plotting is, as author and top literary agent Scott Meredith describes it in his 
section on plot in Writing To Sell, a pattern of three things: ( 1) hero /heroine, 
(2) obstacles (or villain), and (3) goal. Most stories have this pattern: (1) good 
people, (2) obstacles or bad people, and (3) end result or goal to which the 
good people are striving. This also can be described as: (1) a person, (2) a 
P:oblem, and (3) a solution (a formula which lends itself particularly to case 
history and advertisement writing). 

Teaching students to form their own important life events in the shape of a 
plot te~ches them how to control and strongly voice experiences in a way 
immediately understandable and interesting to others. The plotted ad, case 
history, or example is a classic way to express in detail an idea, belief, or 
event, and students who grasp how to use this basic technique feel a greater 
sense of control over their writing of detail. 

Research and thesis writing 

Good research and thesis writing mean development of original ideas and 
arguments, and of creative use of quotations, paraphrases, examples, and 
anecdotes. All of these can be learned and further developed through 
creative writing methods. 

Part of good research writing entails using stages or steps of writing. The first 
stage or step, brainstorming or "free writing," sometimes is the last step
or one of only two steps, brainstorming and revising-in creative writing 
classes. _However, in thesis and research writing classes, a more complete 
process is_ap?ropriate which involves a middle stage of organization: putting 
the matenal mto an acceptable form with a visible beginning and ending and 
topic sections, and fitting in quotations and paraphrases. 

In the midst of such formal requirements, it becomes easy for many teachers 
of writing to lose sight of how to encourage the creative, the original, the 
spontaneous or "voice-filled" part of research writing. 

This is where emphasizing process-writing in several steps-can help. 



26 

We can use creative writing techniques to the fullest advantage as we 
emphasize process. Creative writing techniques may include several 
methods of brainstorming, development of a strong, original voice, place
ment of creative passages within the organizational structure of written 
pieces, and creative additions in the rewriting stage. 

For starters, students often must be kept from initial attempts at formula 
writing, especially if they already have learned such rote style, boring, dull, 
filled with academies, in high school or younger. Form and formula should 
come after brainstorming, not before. 

As Donald Murray says, "The student who demands the formula is the 
student who, most of all, must be kept from receiving rhetorical patterns that 
look like formulas and principles or suggestions that the student can tum 
into rules .... Drafts [grow] organically, out of what is being said and to whom 
it is being said. Many of the patterns are familiar, but the patterns are not 
decided on in the best writing before the subject is discovered and explored" 
(204). 

Helping students get good research or thesis topics may be tricky, too. 
Donald Graves talks of this in relation to primary and secondary students 
in Writing: Teachers & ChildrenAt Work. What he says applies to early college 
writers, too: 

Children who are fed topics, story starters, lead sentences, even 
opening paragraphs as a steady diet for three or four years, rightfully 
panic when topics have to come from them. The anxiety is not unlike 
that of the child whose mother has just turned off the television set 
[or a college student who misses a soap opera or a weekend date
RJ]. "Now what do I do?" bellows the child .... 

Writers who do not learn to choose topics wisely lose out on the 
strong link between voice and subject. A child writes about a topic 
because he thinks he knows something about it. ... The child thought 
he'd write about space, but the topic was so broad and vast he felt 
no sense of control or accomplishment. With experience he learned 
how to limit as well as to choose elements from his own life that he 
knew something about. One day six-year-old Sarah wrote a fantasy 
about a fight with the dark. The fight was real though imaginary. The 
writing was filled with voice .... 

The data show that writers who learn to choose topics well make the 
most significant growth in both information and skills at the point of 
best topic (21). 

Children learn through making decisions. They search their lives 
and interests .... With help, they regain control, make better choices. 
... They learn to control a subject, limit it, persuade, sequence 
information, change their language ... all to satisfy their own voices, 
not the voices of others ... . 
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The voice is the dynamo of the writing process, the reason for writing 
in the first place. The voice starts with the choice of the topic, "I'll 
write about my accident; that makes me angry; they have no right .... " 

For some children it may take six months or more to learn to trust 
their own judgments. Six months is a very short time when we 
consider that a majority of college freshmen panic at the thought of 
choosing their subjects, or stumble when trying to limit a topic 
intelligently (31). 

As Graves points out, we help our students research and write formally if we 
teach them to choose their own subjects intelligently and use their own 
voices on their subjects. A few other methods may help, too, simple ones. 
For example, we can teach quotation, paraphrase, and punctuation for 
quotations by giving students exercises and games using creative dialogue. 
Or, for example, we can ask students to form short person-problem-solution 
plots for anecdotes, personal or otherwise, to include in their thesis or 
research writing. In addition, we can teach them how to use simple similes 
and metaphors ("War is like a ___ : both are ___ and __ ") to further 
explain and detail their arguments and proofs. We also can encourage them 
to choose quotations that have strong authorial voice in them, as we 
encourage the students' own voices. 

Across-the-curriculum writing 

Writing in other disciplines requires, just as does research writing, use of 
students' own voices. Other disciplines also need frequent example, detail, 
or case study plotting, creative ideas, and creative development at the 
rewriting stage. There are a number of techniques for teaching and 
demonstrating use of creative writing methods in such written forms as 
newspaper writing, business and technical writing, public relations mate
rials, and others. 

Writing projects often should start in nonwriting classes with the same thing 
that they do in writing classes: brainstorming from oneself. Leone Scanlon, 
Clark University, says in "Play and Work-Creativity in Expository Writing," 
that "my first concern in designing the curriculum for the students was with 
their alienation from their writing. I wanted them to realize that although 
the emphasis on the self varies in different types of writing, all writing stems 
from the self and is shaped inevitably by the writer's point of view, taking life 
from the writer's spirit. In that sense, most writing is creative" (in Klaus and 
Jones 88). 

And for that reason, most across-the-curriculum writing must come, no 
matter how technical the subject, in some way from students' selves. 

One of the best ways to achieve writing "from the self' is to ask for expressive 
writing from students on a daily or weekly ungraded basis. This expressive 
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writing usually takes the form of some kind of journaling or free writing 
about the course, the class events, or the assignment. 

Historian Priscilla Davidson suggests, in "Writing Across the Disciplines," 
several methods of using journaling or free writing: 

Informal, ungraded writing ... allows students an opportunity for 
exploration and for making the mistakes that can be called to their 
attention before graded exercises ... ; it also frees the teacher from 
having to focus attention on finer points of discourse .. .in more formal 
assignments; and ... regular ungraded writing allows an instructor to 
see how the class is progressing. I would urge you to invite what Lou 
Kelly, the Writing Lab Director at the University oflowa, calls "talking 
on paper," by calling for notes, outlines, even questions which would 
ordinarily be asked aloud .... Other informal writing might include an 
occasional exercise which asks students to "talk" in writing about 
how materials for the class relate to their own experience. This, 
indeed, is what learning is all about. 

I suggest that students be asked to keep spiral notebook "journals" 
for the course. Not to be confused with diaries or logs, the journals 
could become the books in which informal, personal exercises for the 
class are kept. Exercises already recommended would belong there, 
along with notes and questions encountered as each student reads 
or writes at home. Encourage students to show you their journals 
and to address you directly in them whenever they are having 
problems or are thinking of questions. Encourage them-if it would 
be helpful-to write summaries of passages and to let you look them 
over .... We would do well to insure that the writing is returned to 
students promptly ... and ... we might consider writing [our] responses, 
as this will underscore how much we value what we are asking 
students to do. 

... Writing in expressive forms [should] become an ongoing activity in 
any course at any level in any department [emphasis hers] .... Pre
writing-if a great deal of work in it can be done-inevitably has an 
astonishing effect upon students' more public, audience-directed 
prose. (Klaus and Jones 246-8). 

In short, there are a variety of expressive, subjective, personal, and first
draft free-writing methods to bring to writing in other courses. Teachers who 
try these consistently often are surprised by the strength and power of these 
methods in teaching a curriculum. 

Summary 

The pedagogical assumption of this paper has been that creative writing is 
indeed a useful and vital tool in composition and other so-called "noncreative" 
courses. The theory behind this is that students need to find their own 
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voices, their own "personas," their own interest in their subjects. The actual 
practice of it involves a number of useful methods. 

When teaching traditional developmental modes, one can use brainstorm
ing or free writing. And once students are used to free writng, we can then 
add a slight formulaic push or direction in order to get them to free write in 
particular ways, e.g. a descriptive paper or a narration. 

In teaching grammar, we may find that allowing students to find their own 
voices through free writing will help them use better grammatical structure 
because they will be writing using patterns they are used to, rather than 
trying to duplicate a technical or literary language which they are not used 
to. In addition, free writng will commit more of their interest to later 
grammatical rewriting. And finally, the chance to take writing through 
several stages will help them clarify their thinking-and resulting syntax
more easily. 

Personal journaling uses creative expression for exploration, discovery, and 
risk-taking. 1\vo methods for doing this are the technique of diving deep 
within oneself, and using plot to encourage or form storytelling. 

Research and thesis writing may be used in such a way as to give students 
room to choose subjects which bring out their own voices. 

Across-the-curriculum methods of using writng include many expressive, 
free-written, and or journaling techniques that are helpful for summarizing 
oflearning, exploration and discovery of new or recently-learned techniques, 
focusing of attention, and clarification of thought. Consistent use of these 
can bring about surprising results. 

In short, there are a variety of creative writing methods we can apply to other 
writing and nonwriting courses. Sometimes people already are using such 
methods, either as students or as teachers, and all that is needed is to 
identify what is going on and nudge it along further in appropriate directions . 
At other times, we need to convince other teachers that these methods will 
work. Perhaps the best way is to give other teachers hands-on methods, ask 
them to experiment, and discuss the results. Most of the research on writing 
says that with adjustments , creative writing methods are part of what most 
successful writers use in their writng process. 
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WRITING WORKSHOP: 
THE MOST IMPORTANT PART 

OF THE SECONDARY LANGUAGE 
ARTS CURRICULUM 

by 

Michael Ubbelohde 
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I do not consider myself Master Teacher, Wizard of the Classroom or a Stand 
and Deliver version for language arts. In fact, I have always been envious 
of those educators who seem to have it all together, are always getting the 
awards, seem constantly to be presenting at conferences (I've done a few), 
and who are the favorite of all the students, past and present, wherever 
they've taught. 

About all I can say for myself is that I work hard at establishing educationally 
sound philosophy and try to teach accordingly. It is because of this self
imposed standard that I found myself several years ago in a dilemma. I 
realized rather distressfully at one point that I no longer felt that what I was 
teaching was what ought to be taught, at least for the most part. 

This can be a frightening revelation for a person with conscience. It can also 
cause problems when the time comes for raising convictions and for 
justifying instructional content, methods and purpose. This revelation of 
inadequacy didn't manifest itself as a brilliant comet flaming through my 
consciousness. Rather it crept up on me through a series of slow realiza
tions, punctuated with bouts of boredom, both for me and my students (read 
discipline problems), with sameness and repetition, and fuzzy and question
able education goals that I had a hard time standing behind and pushing 
forth in the name of student improvement. 

Yes, I was a traditional English classroom teacher and subsequently spoon 
fed my students the normal dietary fare, emphasizing, of course, literature. 
I liked literature. In fact, love ofliterature is why I became an English teacher 
in the first place. Except whenever I paused to consider what I was teaching 
and the way I was teaching it (pretty much from the classroom anthology or 
novels I selected because I liked their message), I was always hard pressed 
to decide just what my instruction was supposed to yield, so I eventually 
decided that what I really taught was appreciation ofliterature. This gave me 
a pretty broad front to operate from and afforded me the notion that I was 
contributing to my students' improved quality of life. I was searching for 
justification. 

I also taught writing skills. Everybody needs writing skills, I reasoned. 
Granted, as a life-tool, writing skills seem not to be quite as utilitarian as the 
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things that are taught in classes like Tech Ed. and Home Ee., but here again 
I felt I could at least defend my purpose in the classroom in the name of life
skills. Not that I ever really had to defend myself professionally (which may 
say something about our profession) except to my students and my 
imaginary critics to whom I could always plead writ~n~ irnproverne1:t as 
justification. Since writing acuity is germane to ach1evmg success m so 
many oflife's endeavors, I theorized that I was contributing to the abatement 
of my students' future monetary difficulties. That really made me feel better. 

But wait. Doesn't "writing skills" mean mostly teaching grammar and 
usage? All the better. Grammar was a subject I could sink my convictions 
into. Traditional grammar instruction (Warriner's , work sheets and tests, 
oh my!) allowed me to nicely quantify my teaching and make it ever-so
objective with numbers and such because with grammar instruction, right 
is right and wrong is wrong. Right? Unfortunately it seemed to be wrong 
more than right; the kids never seemed to get it. The truth about traditional 
grammar instruction was beginning to sink in, and it was getting to me. 

Naturally my teaching of writing also included typical assignments, and, 
typically, they were all teacher-directed providing the students with little or 
no ownership, tended to be boring both for me and the kids and gave little 
time for pre-writing and useful feedback. Plus all the kids were assigned 
the same thing at the same time which forced me to read and "correct" a 
zillion papers all at once whereu pan I became gun-shy and gave fewer writing 
assignments. This, along with the irreverence with which my students 
regarded my painful hours of correcting their papers (i.e. a glance at the 
grade and a rim shot to the basket) gave me pause. 

Realizing I could no longer eat from the educational smorgasbord I was 
feeding myself and my students forced me to consider my teaching very 
closely. The bottom line? I felt like an impostor. I felt like I was not really 
doing much good in the classroom. I felt like I needed a change. 

I began searching for answers to my dilemma. I gazed longingly into the 
doorways of those classrooms where I felt solid education was happening. 
I envied the skills other teachers were able to teach to their students, skills 
needed to survive or to get a job, building-block skills (kind oflike grammar 
but only more meaningful) that forced students to learn one task before 
tackling another. 

I would compare my own situation. As a secondary English teacher, what 
skills did I teach that were really essential for survival? Only but a few special 
education students could not read at a functional level, and oral skills for the 
most part had already been mastered at a relatively young age. That left 
writing instruction, which consisted mainly of teaching grammar and usage, 
the old safe havens. These seemed not to provide the answer, since the kids, 
after suffering through repeated years of the stuff, never seemed to grasp 
even the basics. Furthermore, those who committed errors of correctness, 
seemed to make the same mistakes repeatedly no matter how many tests 
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and worksheets were volleyed in their direction, and the rest seemed to be 
able to write "correctly" intuitively. This all had the ring of a bell with no 
clapper as far as I was concerned. 

After a long and desperate search for a reason for the secondary language 
arts curriculum to exist at all (perhaps I exaggerate, but that's how I felt as 
I pondered my various career changes), I finally found the obvious answer. 
It came to me: if you teach writing, they will learn, and I suddenly understood 
that only through teaching writing (not "writing skills" or isolated units, or 
"the paragraph," but holistically, the way writing is done in real life) could 
I find the only real purpose for being an English teacher. 

My only problem was I didn't immediately know what to do about this 
realization. It wasn't until I discovered that several other people, far more 
brilliant and with far better understanding of educational philosophy than 
I, had long before come to the same conclusion. I'm talking of course about 
the Calkins, the Murrays, the Graves and their ilk who during the Sixties and 
Seventies laid the foundation for what has become more recently known as 
the process approach to writing instruction. 

Actually I stumbled unto these folks' philosophies through two books 
written not by any of them, but by two active public school teachers and 
disciples of the masters: Nancy Atwell, whose book is In the Middle ( 1987) 
and Tom Romano, whose book is Clearing the Way (1987). Both books are 
published by Heinemann and should be read by anyone even considering 
implementing the writing workshop. 

At about the same time that my frustrations were corning to a head, I 
attended the UW-Superior Reading and Writing Conference where Bonnie 
Chase, an enthusiastic secondary English teacher in the Denfeld system, 
was presenting a sectional on the process approach to writing instruction 
and recommended I read Atwell and Romano. 

Her presentation and personal advice was for me timely. 

I read both books and instantly knew that their contents were what I was 
looking for to give my English classes purpose and credibility. Now I had a 
focus to my instruction that began to directly address student needs. You 
see, everybody needs to know how to write, not just to learn "writing skills" 
but to learn the meaning of purpose and voice, to understand the concept 
of audience and to learn strategies that will help solve the problems inherent 
in writing. And all this must be done in an environment that encourages 
risk-taking and experimentation, gives useful feedback at appropriate times 
and provides opportunity for publication, and allows enough freedom to 
develop ownership and enough time to carry ideas from beginning to end, 
wherever either lay on the continuum of the writing process. What have I 
briefly described? The writing workshop classroom. 

By the end of the summer, I had my classroom set up as closely as I could 
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to resemble Atwell's. I was confident that here was what I wanted. I went 
completely and solidly into Atwell's system as best as I could , given my 
situation. I started the year with great anticipation, renewed energy, solid 
conviction and a lot of apprehension. Things went well enough. However, it 
was not long before I was changing, creating subtle differences between 
Nancy's classroom and mine, but mostly I towed the Atwell line and moved 
boldly on in the workshop setting. 

I can honestly say I have never looked back. I have changed and modified 
as I felt the need according to my own comfort zone. But I have never, and 
will never, as long as I have autonomy, go back to the traditional English 
classroom I started teaching in almost twenty years ago. 

What goes on in my classroom still may not be as easily quantified as what 
goes on in other disciplines since writing is a subjective activity, but I am 
never-the-less confident that daily learning takes place. Furthermore, I feel 
I have now peeled back the dusty layers to uncover the kernel of secondary 
language arts curriculum and that what I teach, though perhaps not directly 
resulting in a higher standard of living for my students, a measuring stick 
many use to determine the value of a given course, will positively impact their 
immediate educational endeavors inching them closer toward success 
across the curriculum by learning to communicate more effectively, espe
cially through writing, which is crucial for success in our educational 
system. 
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Confronting Our Linguistic Stereotypes: 
What Flowers for Algernon teaches young 

people about intelligence and language. 

by 

Bruce Maylath 

Take an English teacher in any high school classroom. Ask her what she 
wants to accomplish with her charges. Somewhere in her answer she will 
almost surely say that she hopes her students will learn to write with style, 
preferably "good" style. Ask her how her students learn which styles are 
"good." She's likely to answer "by what they read." Now, if you ask her which 
books she and her colleagues are likely to assign their students, chances are 
that somewhere on the list you'll find Daniel Keyes' Flowers for Algernon. 
Indeed, the New York Times bestseller list aside, given universal education 
to the age of 16 in the United States, Flowers for Algernon may well be one 
of the most widely read novels in the country. Teenagers often encounter it 
during their eighth, ninth, or tenth grade years, and for good reason. In 
1967, it won theNebulaAward. AlongwithRayBradbury'sDandelion Wine, 
Fahrenheit 451, and Martian Chronicles, George Orwell's 1984, and J.R.R. 
Tolkien's The Hobbit, it is part of a commonly used "Reading Motivation Unit 
for High School"(Schlobin, et al.). One reviewer of the American high school 
canon calls it "a brilliant story" (Aukerman). More tellingly, it may be one of 
the best remembered. Having polled informally several Midwestern college 
composition classes, I estimate that about a third of college students recall 
the story line of this novel, a far higher percentage than any other novel high 
school education can claim. 

A quick summary explains why the 1959 short story, the 1966 full novel it 
grew into, and the film that subsequently followed, became so popular, 
especially in school where students have mixed abilities and intelligence 
levels. As recorded in the journal entry progress reports of the novel's 
protagonist, Charlie Gordon, the Beekman University team of Professor 
Nemur and Dr. Strauss have discovered a surgical means by which to 
increase a brain's intelligence. They have already succeeded at this with 
mice, particularly one named Algernon, whose mouse IQ has risen to 
supergenius level as determined by successful completion of Skinner box 
mazes. They now decide to repeat the experiment on a human subject. A 
retardate will show the results most dramatically, they decide, and so choose 
one who has already shown extreme motivation to learn-Charlie Gordon, 
IQ 68. The experiment surpasses all expectations-Charlie becomes the 
smartest man in the world, IQ 180-but his metamorphosis includes some 
side effects. One is that his personality changes from always being friendly 
and kind to tempermental, impatient, and arrogant. Another is that the 
effects reverse themselves: Charlie goes back to being the smiling retardate. 
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In between Charlie loses many friends, becoming an ingenious but lonely 
man. The moral seems uniformly clear, especially to eighth graders: all 
humans are full and worthy persons, no matter their intelligence quotient. 
Treat all persons with respect. 

Noted only obliquely, if at all, however, is a lesson all readers seem inclined 
to absorb here, if they haven't already elsewhere: those with low !Q's speak 
simple English; those with high IQ's, complex. Of course, one might say, 
that's to be expected. But what is "simple" English? What's "complex"? Is 
either a style? Is there a happy medium? And, most importantly, which do 
we expect students we teach to value? 

As it turns out, the difference between "simple" and "complex" in English 
(notably not any other European languages) is primarily one of etymology. 
As educational researcher David Corson has shown in his book The Lexical 
Bar, English consists of a primary code, the Germanic Anglo-Saxon, and a 
secondary code imported from French, Latin, and Greek. Words in the latter 
have developed connotations of sophistication, erudition, privilege, refine
ment, and prestige. As a consequence, whenever English speakers speak or 
write, they assess the formality of the language situation in which they find 
themselves and choose lexical features that tend toward one code or the 
other. For instance, an English speaker who desires to sound more formal 
is likely to opt for "in retrospect" instead of"in hindsight," "protrude" instead 
of "stick out." They have been doing this ever since the Norman Invasion of 
1066 introduced massive numbers of French and Latin words and the 
British class structure that exists to this day. The effect was not only to grant 
French, Latin, and Greek words greater prestige; it also relegated the words 
of the vanquished Anglo-Saxons and Danes to connotations that were 
informal, roughhewn, and even vulgar. 

As Richard Lanham notes in the chapter entitled "High, Middle, and Low 
Styles" of his Analyzing Prose, English speakers have long associated 
Latinate words wi.th high class, Anglo-Saxon with low. To illustrate his 
point, he cites several examples, including Boswell's record of Johnson's 
"translation" of his own statement, "It has not wit enough to keep it sweet." 
a purely Anglo-Saxon wording, to, "It has not vitality enough to preserve it 
from putrefaction," where three Romance-based words are substituted 
merely to add an air of sophistication, education, or higher class. Likewise, 
he notes Fats Waller's song from this century, "Your Feet's Too Big," which 
in one line Waller translates to "Honey, you pedal extremities really are 
enormous" (166). Examples like these have grown numerous among 
linguists who study "codeswitching." England's noted sociolinguist Peter 
Trudgill illustrates with his own examples. "I require your attendance to be 
punctual" becomes "I want you to come on time." Similarly, "Anotinconsid
erable amount of time was expended on the task" becomes ''The job took a 
long time" ( 107). 

Let's now consider Charlie and his writing. Although the entire story comes 
to us obstensibly through journal entries, novelist Keyes makes certain that 
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what we read is indeed a highly readable and engaging novel, judged in part 
by its equally readable and engaging styles. Since the majority of the entries 
record Charlie at a middle range of intelligence, most of the language reflects 
the middle range of Germanic and Latinate codes, a mixture. Keyes employs 
lexical differences, coupling them with misspellings when Charlie possesses 
a low IQ, to indicate how we are to judge Charlie. Keyes plays, in a way that 
must be conscious, on the linguistic stereotypes he expects us to bring to 
the text, unless, of course, as early adolescents, we haven't yet formed such 
stereotypes. If not, by the time we finish reading, we will be well on the way 
to forming them from the way we see language used in this book. 

That Keyes must be conscious of what he's doing comes through in the lines 
he assigns several of the characters, including Charlie, who writes not long 
after his operation that he has looked up the definition of"subconscious" in 
the dictionary. The definition he finds there is expressed mostly in Latinate 
words. Charlie comments, "This isn't a very good dicshunery for dumb 
people like me" (29). Three weeks later, however, when surgery has 
supposedly erased any social aversions to Latinate words (Keyes implies the 
change is due to increased intelligence, but a sociolinguist must take into 
account social conditions and conditioning) Charlie's outlook has shifted: "I 
like to look up all the hard words in the dictionary and remember them" (41). 
Earlier, Keyes has Charlie reveal through misspellings the difficulty he has 
with a Latinate code foreign to him. Charlie tries to make sense of what he 
hears by relating the parts of words he thinks he hears to what he already 
knows. Thus, "motivation" becomes "motor-vation" and "IQ" becomes "eye
Q" (11). 

The strategy is hardly a bad one. Indeed, in most languages it works. The 
big words, after all, are just the little words strung together. Words for 
abstract ideas combine words denoting concrete ones. Thus, a German who 
uses the word Instandsetzung (renovation) can divide it easily into its parts, 
In-stand-setz-ung, all but the last of which (the gerund morpheme "-ung" 
corresponding to English" -ing") can appear separately in their basic senses. 
One might argue that "renovation" could be similarly divided, and indeed, 
to a Frenchman doing so might make sense, for the parts separated still 
carry meaning. To an English speaker, however, doing so makes no sense 
at all. The word's meaning is opaque, to use Carson's term (21). When the 
meanings of these separate parts appear by themselves, their morphologies 
look as if they signify completely different words. The stem "nova," for 
instance, appears as "new." The leap is far greater for an English speaker 
from "-nov-" to "new" than for a French speaker from "-nov-" to "nouveau," 
perhaps even too great a leap for most to make on their own. Thus, the 
connection is lost. Barnes notes that the "best languages do not borrow but 
are enlarged by the building of new words from native elements" (Baron, 31). 
Likewise, the famed Danish linguist Otto Jespersen in his Growth and 
Structure ojthe English Language, [Leipzig, 1905) asserts that borrowing is 
not natural. "On the contrary, it is rather the natural thing for a language 
to utilize its own resources before drawing on other languages." Continuing, 
he says that the worst thing about loan words "is their difficulty and 
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undemocratic character which is a natural outcome of their difficulty" and 
that borrowed words"'great number in the language is ... apt to form or rather 
to accentuate class divisions" (Baron, 56-58). Little wonder, then, that 
Keyes can play on the stereotype by linking a largely Germanic wordstock 
to low class and low intelligence, and present Charlie bumbling over what 
the unprivileged call "big words." 

Later, when he reaches IQ 180, Charlie himselfbecomes the privileged, those 
around him feeling inferior. (That Charlie can feel comfortable learning to 
use such words in the space of three months presents a sociolinguistic 
problem to be taken up in later pages). At this point Dr. Strauss must stress 
to him that he must "speak and write simply and directly so that people will 
understand" (103). Only slightly before, one of the employees at the bakery 
where Charlie worked as a retardate points out the problem oflanguage and 
sense of human worth. (Before the surgical operation this character 
continually made fun of Charlie) . "Maybe I don't understand some of them 
big words .... but I'm as good as you are-maybe better even" (96). Charlie 
comments, "Ironic to find myself on the other side of the intellectual fence" 
(103). Except for the Latinate vocabulary, one would have to deem Charlie's 
writing at this stage, as one sees in the riposte, quite strong, direct, and 
precise. Even the scientific writing presented as Charlie's can be rated 
among the most readable in its genre. Though "simple" and "direct" are 
never here defmed, the reader must reason by the process of elimination that 
simple and direct mean Anglo-Saxon specifically and Germanic generally. 

Even the most casual reader will consciously notice the lines cited above. 
What the reader notes subconsciously deserves close analysis, however. By 
taking key entries reflecting the rise and fall of Charlie's IQ, one can examine 
the etymological sources of the characters' vocabulary, reckon the ratio of 
Germanic to Latinate words, and determine the intelligence, social standing, 
and social setting that the author wishes to ascribe to the characters or the 
situations in which they find themselves. 

An etymological analysis works best when it is limited to nouns, verbs, and 
adjectives. It is in these word classes that the codeswitching typically takes 
place. Prepositions, by contrast, never switch; all but "because" and 
"during" are Germanic, and even these two are mixtures. ("Be-" and "-ing" 
are likewise Germanic). Thus, by counting the nouns in a passage and 
examining their roots, I obtained a ratio of Germanic nouns to non
Germanic nouns. I also determined the ratio of Latinate nouns to the total 
number of nouns, which can then be expressed as a fraction or a percentage. 
Either method will produce illustrative numbers. This study uses the latter 
method. 

Charlie's second "progris riport" (so misspelled), dated "martch 4" provides 
an apt entry for analyzing his lexicon before the operation, when he is 
deemed to have an IQ of 68. Here the proportion of Latinate words works out 
to a percentage of 37. 7 for the total, as we'll see, a relatively low count. 
Breaking the number down by word class, Latinate nouns comprise 59.9% 
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of all nouns, Latinate verbs, 16.2%, and Latinate adjectives, 18.9%. At first 
glance, the percentage of Latinate nouns seems surprisingly high, given this 
study's original premise. At this point a qualitative analysis elucidates what 
is happening. The Latinate words here number among the most common 
and earliest learned: "desk," "chair," "place," in short, Latinate words that, 
have driven their Germanic equivalents to obscurity or specialized senses: 
"board," as in "room and board," "stool," and "stead," as in "in his stead." 
None of these Germanic nouns could, in modern English, appropriately fill 
in for the Latinate nouns Charlie uses here. At this point topic determines 
code, though we shall see that this is not always the case where nearly equal 
synonyms are available. Verbs and adjectives do follow the pattern 
predicted, however. 

By contrast, Charlie's journal writing at genius level shows a large jump in 
the Latinate lexical content. Here 48.3% of the words came to English 
through the Romance languages. Exactly 50.0% of the nouns used are 
either Latinate or Greek (two nouns from the latter language). Latinate verbs 
totaled 37.5% and adjectives an enormous 63.6%. At this pointl should note 
that the proportion of adjectives and nouns rises while the proportion of 
verbs sinks, both when Charlie's intelligence increases and when the 
professional characters talk to other professionals (including Charlie at his 
high point) . Thus, a high proportion of Latinate adjectives comprises a 
greater part of the text on these occasions than it does when lower class or 
less intelligent characters speak or write. (Unfortunately, as we shall see 
throughout, this novel's flaw is in equating lower class with lower intelli
gence). 

Somewhat later (August 26) Charlie's use of a Latinate vocabulary reaches 
its zenith when he writes a letter/report to Professor Nemur. Couched in 
scientific terms, almost all of which are Latinate, the letter contains 72.1 % 
Latinate words in the categories analyzed. Latinate nouns account for 
77.0% of all nouns; verbs, 61.3%; adjectives, 70. 7%. 

As the effects of the operation reverse themselves, the Latinate vocabulary 
dives with the drop in IQ. Charlie's November 1 entry contains a paltry 
13.3% of Latinate words. Latinate nouns comprise 23.4%; verbs, 5.0%; 
adjectives, 14.3%. (The total number of verbs, as one can now predict for 
characters with low intelligence, far outnumber totals for nouns and 
adjectives at this point). Interestingly, Charlie's last entry climbs slightly in 
its Latinate proportion, probably because of topic. He's compelled to use 
words like "genius" and "operation," for which no Germanic words are left in 
the language. 

Charlie makes vivid changes as an individual writer in monologue, no 
audience responding. Other entries, however, record snatches of dialogue 
in which we can see the social setting and its effect on the character's choice 
of words. Early on Charlie's entries appear to record dialogue with some 
accuracy, although one must nevertheless label them paraphrase. Later, as 
he learns the conventions of writing, quotation marks appear. The author 
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evidently expects us to accept the dialogue in these sections as verbatim 
transcriptions. 

On March 6 Charlie reports the conversation he has had with the Beekman 
team, who try to explain to him the ramifications of the operation he is about 
to have. One can roughly separate Charlie's speech from the professionals'. 
Lending veracity to Charlie's transcription of words he doesn't yet know, 
Keyes has Charlie write the first few syllables of "the big words" (all 
Latinate), leaving asterisks for the missing syllables. The technique requires 
suspension of the reader's disbelief, but it does effectively allow the 
professionals to reach the reader through a retardate's journal. "Intellec
tual" appears as "intelek**," "hostile" as "host**," "uncooperative" as 
"uncoop**," etc. Sections reflecting Charlie's thoughts (not all of them 
spoken in conversation) show a Latinate percentage of 21.0%, including 
nouns, 41.1%; verbs, 12.1%; and adjectives, 16.7%. In contrast, the 
sections reflecting the professionals' speech (and including some commen
tary by Charlie) contains 28.3% Latinate vocabulary, Latinate nouns 
comprising 50.0%; verbs, 10.6%, and adjectives, 37.8%. (Note the rise in 
adjectives especially, whose total number vastly exceeds Charlie's). In 
dialogue as well as individual journal entries, the language adheres to the 
pattern Keyes has established by relating it to intelligence. 

Social setting can cause these professionals to employ even more Latinate 
words than they might otherwise. When Professor Nemur arrives at a 
professional convention of psychologists, ready to show off his "lab subject" 
(Charlie), he's questioned, first by a young female clinician, to whom he 
brags by lecturing, then by the supergenius he thinks of as his creation. 
Charlie makes him feel inferior, causing Nemur to shift toward an even more 
Latinate style, as many sociolinguists, including Hymes, Labov, and Trudgill 
would predict. Professor Nemur's speech includes 72.6% Latinate 
nouns;50.0%, verbs; 70.2%, adjectives. Charlie's numbers 66. 7% Latinate 
nouns; 80.0%, verbs (including "propounded," a verb one cannot imagine 
him using during stages oflow IQ); 66. 7%, adjectives. The totals reflect the 
outcome of the intellectual parrying: Nemur's Latinate percentage of the 
total words registers 66.2%. Charlie noses him out at 69.0%. The intellec
tual dual, the main event at this stage in the story, is borne out in the 
linguistic dual, a point that enters most readers' minds subconsciously. The 
lesson is simple enough: the person who employs the greater proportion of 
Latinate words wins the game. The person who does not is deemed inferior, 
both in intellect and social standing. 

In a quite different setting, where the levels of both socio-economic class and 
intelligence are presented as much lower than at the psychology conference, 
we see Keyes' efforts to inform the reader of these levels through the language 
of the bakery workers. By this time (April 1) Charlie has grown smart enough 
to learn in a few minutes how to run the mixer, a task, we're told, that took 
the previous operator two years to learn. Predictably, the Latinate content 
of Charlie's speech now outnumbers his fellow employees'. Latinate words 
account for 24.0% of Charlie's speech, as it's recorded in this entry, while the 
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other bakers use only 18.8%. Charlie's Latin-filled language foreshadows 
the estrangement his co-workers will press upon him when one who was 
inferior to them, judged in large part by language, surpasses them. 

Quite late in the novel , but before Charlie loses his high intelligence, he 
ret~ms to visit his ~amily. The _episode reveals for this study the language 
environment Charlie grew up m. Interestingly, none of the other family 
members uses the dialectal features Charlie uses both before the operation 
and after the effects wear off. This latter point is especially important, given 
what we know now about language acquisition. Children will learn whatever 
form ?~l':ngu~ge others ~ound them engage them in. Thus, from a language 
acqms1t10n view, Charlie s use of multiple negatives ("Burt aint no dentist 
neither,"[4]) seems implausible since the family he grew up in avoids them 
and even laughable at the end when earlier he had learned to avoid them. 
As is now commonly acknowledged among linguists, double negatives are a 
l~nguage 1:1ruversal, found in all creoles as well as many national languages 
hke Spamsh and, at one time, English, regardless of their speakers' 
intelligence. Yet Keyes chooses to perpetuate the stereotype that a dialectal 
feature of the modem English world's working class is a sign of low IQ. 

Though his family may not belong to the working class, they are nonetheless 
on the lower end of the economic scale. Through such cues as Charlie's 
father's employment as a barber supply salesman, Keyes alerts the reader 
that the Gordons' is a lower-middle class household. The exchange between 
Charlie and his sister Norma casts shadows from their childhood. Both the 
words and the emotions they reveal bear the marks of two children in 
?ialogue, even though both are in their thirties. Accordingly, the vocabulary 
1s mostly Anglo-Saxon, especially for Norma. (Herbert Spencer noted as early 
as 1852_that "a child's vocabulary is almost wholly Saxon ... The synonyms 
learned m after years never become so closely, so originally connected with 
the ideas signified as do these original words used in childhood" [Hirsch, 
79].) Perhaps not surprisingly, then, Norma's Latinate content totals only 
7.5%. Charlie, trying to distance himself, alludes at several points to his 
work. Consequently, his Latinate percentage comes to 31.0. 

If the Latinate proportion proves interesting in family dialogue, it seems 
equally interesting when Charlie writes a lovesick entry while at supergenius 
level. In contrast to the entries surrounding it, this entry contains relatively 
few Latinate words. The total turns outto be 26. 6%, breaking down to 27 .6% 
of nouns, 20. 5% if verbs, and 37 .8% of adjectives (including one from Greek). 
~e h~gher_ proportion among adjectives signals that Charlie is operating at 
high ~ntelhgence. Nevertheless, the overall low proportion can only be 
explamed by the topic and emotions: love is basic. Accordingly, it requires 
(at least in Keyes' mind) "basic" language, "simple and direct." In other 
words, Anglo-Saxon. Romantic Romance language buffs , particularly 
Francophiles, may find this disconcerting, but Keyes' implication (based on 
his instinctive stereotypes) is clear: the discourse oflove and passion among 
English speakers is English. 
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Finally, a look at one special entry reveals special sociolinguistic behavior. 
In a flashback to Charlie's childhood visit to a doctor, a quack who offers to 
make him smart, we see an example of true codeswitching in English. Until 
this point the characters' linguistic shifts have been subtle or gradual, 
Nemur using somewhat more Latinate words at the conference, Charlie 
employing more Latinate words as he grows smarter and learns. Dr. 
Guarino, however, drastically switches codes instantaneously. The circum
stances reveal why and are as predictable in their effect as any a sociolinguist 
might encounter. Guarino first speaks to Charlie's anxious parents in 
what's commonly known as "plain English." The following sentence is 
representative: "Now, if you'll just step outside and let me examine the boy." 
Here only one word, "examine," is Latinate. The father, however, signals 
suspicion, whereupon the doctor dresses up his plain verbiage, and thus, his 
position, with "The results are always more significant if the patient and I are 
alone when the psychosubstantiation tests are performed. External distrac
tions have a deleterious effect on the ramified scores" (124). On this page, 
Guarino's Latinate content when talking to the parents totals 57.9%. 
Moments later, however, he converses with the boy Charlie alone. The drop 
is substantial. The Latinate proportion is just 13.8%. Keyes makes a point 
of showing, however, that the doctor is not treating Charlie with disrespect. 
Charlie remembers Guarino as the one person in his childhood who would 
always give him some kind words and a pat on the back. 

The etymological analysis raises to consciousness what our reading minds 
were probably comprehending subconsciously. As readers of Flowersfor 
Algernon, we are to associate use of a Latinate vocabulary with superior 
intelligence. Likewise, we are to value Latinate words in intellectual 
discussions, leaving Germanic words to explain ideas to children, to soothe 
and comfort them, to discuss things with family, to express emotions, and, 
most damning of all, to get our point across to the lower classes and the less 
intelligent, which in this book amount to the same group of people. 

This particular stereotype is apparently unique to English speakers. Ger
mans and Frenchmen, for instance, have no recourse but to speak German 
or French. Granted, they can shift between formal and informal forms of 
their languages, or between dialect and standard, but in no sense can they 
make the wholesale switch from one code to another as Keyes has Nemur 
and Guarino do. 

I should note that some discrepancy exists among scholars (if they, of all 
English speakers, can be trusted) as to whether a knowledge of words like 
"psychosubstantiation" is a mark of intelligence. Psychologist Donald P. 
Hayes claims it is, at least as an indication of verbal intelligence: "Knowledge 
of. .. rare words [beyond a list of the 5000 basic (undefined, incidentally) 
distinguishes those at the highest levels of 'verbal intelligence' (the mastery 
level) from the novice, the competent, and the proficient word users" (583). 
Hayes' study leaves unfilled some huge gaps, however. First, it examines 
only English speakers. It makes no mention of whether verbal intelligence 
in German or French, for instance, can be measured by a similar test of rare 
words in those languages. Second, it fails to take into account, even in the 
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slightest, socio-economic class of the speakers/readers or the linguistic 
environment or discourse community to which they belong. The American 
sociolinguist William Labov, on the other hand, discovered in his studies 
leading up to the book now considered the classic in its field, Sociolinguistic 
Patterns, that "a working-class or lower-middle-class youth never attains 
the security in the use of [the] prestige form [of the language] which the 
youngster from an upper-middle-class family does" (138). Indeed, in 
another work, The Study of Non-standard English, Labov notes that linguis
tic environment makes a colossal difference, especially for a child learning 
English: "It is possible that the underlying linguistic system used by a child 
will be different from that of adults ifhe has learned very little of the Latinate 
vocabulary before the age of thirteen" (34). In the most complete research 
to date, David Corson found that English and Australian youngsters not 
exposed to a wide range of Greco-Latinate vocabulary by the age of 15 were 
never likely to learn the code and in fact were far more likely to fail in school 
(117). 

The child growing up in lower or even middle class surroundings must deal 
with not only linguistic prestige but what Labov dubs "covert prestige." For 
many the standard may connote prestige in certain settings, particularly 
official writing, but not in any other setting. This is certainly the case in large 
segments of America, as Keyes makes plain in his bakery scenes. Nor is the 
phenomenon entirely unique to North America or even the English-speaking 
world. English sociolinguist Peter Trudgill remarks that in diglossic 
situations, including Schwyzedytsch and Hochdeutsch in Switzerland or 
classical and colloquial Arabic in North Africa and the Middle East, 
"individuals [who] attempt to use the high variety in everyday speech ... [are] 
generally felt to be artificial, pedantic, snobbish or reactionary ... [though] 
generally speaking, the high variety has greater prestige than the low, and 
is often regarded as more beautiful, even if it is less intelligible" ( 115). What 
is unique about English, however, is the etymological distance between its 
varieties. Most elements of Schwyzedytschare still recognizable cousins of 
German; colloquial Arabic is still obviously Semitic. The meanings of one 
form can still be linked virtually at a glance to forms in the other. In contrast, 
no such direct links manifest themselves between "mortician" and "under
taker" in English. What is really required is a knowledge of French or Latin
-or an elimination of such words, a move last tried in the 19th century 
(Baron). 

Flowers for Algernon is unquestionably a memorable novel, compelling in its 
dignity for all humankind, touching in its protagonist's attempt to better 
himself. In so many ways it commends itself as a book for teenagers 
especially. Nevertheless, teachers should become aware of the linguistic 
impressions it leaves on its readers. The stereotype that a Germanic 
wordstock marks the less intelligent, as well as the lower classes, needs to 
be exposed as the inaccurate generalization it is, unsupported by the 
findings of sociolinguistics. Flowers for Algernon does seem to merit a place 
in the high school canon. At the same time, however, teachers ought to use 
it as the starting point in a discussion of language biases. 
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Controversies 
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Even in Minnesota where students may be reluctant to engage in political 
sparing, we witness some of the tensions abroad in the land. In my 
classroom, several instances have arisen in response to the multicultural 
selections in the Norton anthology New Worlds of Literature. The first came 
when a very sensitive young white male confronted one issue directly, but 
with some trepidation, charging that, to him, the works seemed prejudiced 
against men; in response, a particularly bright female countered with 
several examples of positive, even if indirect, representations of admirable 
male characters. In a subsequent quarter, there was another occasion 
when, after class, a student approached me about the text. She was 
confused. It seems she had taken the book home to show her mother, a 
former English major who had been telling her about all the wonderful 
readings possible in an introductory literature course; her mother had been 
astonished to find a table of contents with no familiar names. More recently, 
another young woman asked me to stay a few minutes after the class to talk 
privately; she was troubled by the works which explored our country's 
racism. 

These rather gentle reactions to radical changes in course content in no way 
match the turmoil highlighted recently by the media which has been 
watching the revolution taking place in universities across the nation, but 
they are a reminder that we are making substantive and substantial 
alterations in college curricula. And they should prompt us to recognize the 
controversies of "political correctness" which may emerge, if only in muted 
form, as the curriculum expands to include the new multicultural texts. 

"Politically Correct" Made Visible 

This controversy gained high visibility with the 1990 Christmas week issue 
of Newsweek. Many still recall its stony gray cover with the chiseled title 
Thought Police and the red flagged "Watch What You Say." A brief message 
explained: ''There's a 'Politically Correct' Way to Talk about Race, Sex and 
Ideas. Is This the New Enlightenment-Or the New McCarthyism?" The 
writers' bias appeared early in the lead article "Taking Offense": 1 

There is an experiment of sorts taking place in American Colleges. 
Or, more accurately, hundreds of experiments at different cam
puses, directed at changing of consciousness of this entire genera -
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tion of university students. The goal is to eliminate prejudice, not 
just the petty sort that shows up on sophomore dorm walls, but the 
grand prejudice that has ruled American universities since their 
founding: that the intellectual tradition of Western Europe occupies 
the central place in the history of civilization. (Adler 48). 

These writers hammered at the implementing: 

What is distressing is that at the university, of all places, tolerance 
has to be imposed rather than taught, and that "progress" so often 
is just the replacement of one repressive orthodoxy by another. 
(Adler 49) 

"Politically Correct" in the Culture 

Earlier that September, a comparable piece by Richard Bernstein had 
appeared on the front page of the Sunday New York Ti.mes' "Arts and Leisure" 
section; it was entitled 'The Arts Catch Up With a Society in Disarry." Three 
drop-quotes summarized: "America's 'new tribalism' is producing a climate 
of cultural combat"'( 1); 'There are deep-seated inequities in America that are 
reverberating in the cultural sphere"; and "The last thing needed is a cultural 
consensus, even one dressed in the mantle of diversity" (12-13). Bold 
subheadings highlighted the gist of the article: "From Melting Pot to Tower 
of Babel," "Who Controls Art? Artists or Social Goals?" "The Mad Intellect of 
Democracy'" (12), "Is Integration Out of Fashion?" "The Common Ground is 
Shrinking Fast," and "Myth of The Permanent Victim" (13). Bernstein 
alluded to a rapidly growing fragmentation of our society with groups divided 
along lines of race, ethnicity, and sexual preference in what he dubbed "the 
cult of otherness" (12). He cited the growing compulsion to adopt codes to 
regulate the speech and behavior. And while claiming that no one would 
retreat from diversity, he articulated the nagging possibility that this 
pressure for a "politically correct attitude" may affect not only judgment of 
art and culture but its production as well. 

In October, a second Bernstein article targeted the sponsors of the new 
correctness. A strap heading made a jab at "Academia's Fashionable 
Orthodoxy," and the main headline employed academic jargon for a blow at 
"The Rising Hegemony of the Politically Correct" (1). The story was 
illustrated with a sperm-like emblem bearing the inscription "Make Tenure 
Not War" along with the cartoon of a graduation speaker with final reminder 
for students " ... and as you leave these halls of learning and make your way 
into the world, always remember. BUCK THE SYSTEM! ... unless of course it's 
mine" (4). As a demonstration of the problem within the schools Bernstein 
used the University of Texas/ Austin's battle over the composition course 
"Writing on Difference" where the planned adoption of affirmative action and 
civil rights readings from Paula Rothenberg's collection Racism and Sexism 
had plunged the faculty into debate. 2 The spread of the problem was 
confirmed in a Berkeley conference "'Political Correctness' and Cultural 
Studies" which convened to consider whether political pressures were 
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affecting scholarship. The new concept seemed recently codified in the 
initials "p.c.p.," with the "politically correct person" representing a "sort of 
unofficial ideology of the university" ( 1). 

"Politically Correct" in a "Capital" Context 

Similar sentiments appeared in a November Wall Street Journal "Review & 
Outlook" column which linked oppressive ideology, thought control, and 
scholarly decline. While defining the concept and decrying a curtailment of 
free speech, this writer parenthetically situated the power shift in terms 
those who stand to lose the most: 

Political Correctness, though it is pervasive now on American 
campuses, is a subject that has received remarkably little attention 
beyond the schools themselves, perhaps because it strikes outsiders 
as silly. It isn't; it's worse than that. Political Correctness requires 
that students, faculty and administration project "right" opinions 
about women, sexism, race and the numerous other categories of 
victimology (white males have been identified by the Politically 
Correct as history's primary force of oppression). The chief victim of 
this effort is, of course, intellectual freedom. ("Politically Correct") 

This writer located "thought control" in language control, especially in the 
isms. Under scrutiny were not terms such as racism and sexism which have 
gained currency, but those that still remain strange: particularly mentioned 
were "'Ableism' defined as 'oppression of the differently abled by the 
temporarily ab led"' and "'lookism-the belief that appearance is an indicator 
of a person's value"' ("Politically Correct"). Further evidence of language and 
its professionals running amuck was found in the December 1990 program 
for the Modem Language Association annual convention in Chicago: noted 
was the striking contrast between missing scholarly discussion of the great 
writers such as Marlowe and Shakespeare and the appearance of more 
salacious topics such as "The Lesbian Phallus-or Does Heterosexuality 
Exist?" ("Politically Correct"). 

The writer indicated, however, that Wall Street Journal readers could find 
comfort in the broad spectrum of emerging resistance. At one end was the 
satire in the cartoon character created by a Brown University student, the 
super-enforcer P.C.P. At the other was the serious attention from academic 
professionals who were founding new chapters of the conservative National 
Association of Scholars. Then the writer dropped to the bottom line. Not yet 
involved in this fight were the real heavyweights-the parents who, paying 
nearly $20,000 a year in tuition, would and could, upon hearing of the 
erosion in liberal education, bring their financial pressure to bear. 

"Politically Correct" in Academe 

In late November, The Chronicle of Higher Education also ran two stories that 
drew out the professional and academic considerations which complicate 
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the political, intellectual and artistic issues. The first article tentatively 
admitted the controversy with the heading "Colleges Becoming Havens of 
'Political Correctness,' Some Scholars Say"; it discussed the possibility that 
curriculum development, committee assignments and even job retention 
could be affected by what some were calling a new McCarthyism. The 
American Association of University Professors was reporting that while there 
was no "wave of fear" some faculty members had become reluctant to speak 
out on issues of gender and race (Heller Al4). But, clearly, sides were being 
taken. Those joining the National Association of Scholars were calling for 
debate on curriculum change as well race, gender, and class issues while 
those attempting to make the changes marvelled at the irony that they who, 
until recently, had had no power were being charged with totalitarian tactics. 

Such disputes are not easily reconciled even when there is harmony within 
the opposing groups. And assuredly there is not. Later that same month, The 
Chronicle of Higher Education reported dissension in its article "Proponents 
of 'Multicultural' Humanities Research Call for a Critical Look at Its 
Achievement." At the annual conference of the American Studies Associa
tion, zealots were being criticized for shifting from social analysis to 
rhetorical posturing, for regrouping around special interests, and for 
avoiding self-criticism (Winkler A5). Mediating voices were calling change. 
Henry Louis Gates, known for his work constructing an Afro-American 
canon, looked for more tolerance and a "cultural conversion" to replace 
"oppositional criticism" (Winkler A5). Camel West, a Princeton professor of 
philosophy and Afro-American studies, worried that "The scholarship is 
obsessed with canon formation and canon bashing--it has become a battle 
between cultural supervisors" (qtd in Winkler AS). Both recognized that 
such internal strife could deflect attention from empowerment and might 
even further marginalize minority groups (Winkler AS). 

Fundamental Principles in Conflict 

Such political controversy in academe is hardly new for those who recall the 
1930s' Marxism, the 1950s' McCarthyism, the 1960s' Civil Rights and the 
Viet Nam War. But this debate seems to play out differently in that it pits 
the two most closely held American principles: the First Amendment 
freedom of speech against the Fourteenth Amendment guarantee of equal 
protection of the law. Additionally, the issues have become mired in 
ethnocentricism and parochialism. In the public forum of Newsweek, 
appeals to national pride hinted that American universities have succumbed 
to foreign influence. Its writers argued the political orientation is "Marxist 
in origin, in the broad sense of attempting to redistribute power from the 
privileged class (white males) to the oppressed masses" (Adler 53). Moreover, 
they found, the recent disruptive aspects in our culture may trace intellec
tual underpinnings to another "foreign" import-the French deconstructionist 
movement which holds that hierarchy and its correlates of assessment and 
judgment mitigate against an egalitarian world (Adler 54). 
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Bloom's Plea 

The Newsweek spokesman for the "tenured radicals"3 was Stanley Fish, 
widely-known proponent of reader-response criticism; he declared that all 
arguments come down to an ideology of "difference" replacing the older one 
of "coherence" (Prescott 50). This same paradigm shift was articulated at 
length in Allan Bloom's 1987 book The Closing of the American Mind which 
contends that American openness to new ideas has produced a closure of 
debate which puts the country in jeopardy of intellectual, moral, and 
spiritual death. Bloom's dire predictions, offered after meditation upon the 
students coming into his admittedly select classroom from a rapidly 
changing 1980s American culture, developed, however, in a form so 
offensively biased and defensive that many readers dismissed, did not hear, 
or did not care to heed a warning about a clash in values with the shift from 
a privileging of freedom, independence and autonomy to an apparently 
conflicting privileging of equality, interdependence, and community. 4 Though 
Bloom's book attracted wide attention, its thesis was not particularly new. 
In the 1970bookWeTalk, YouListen: NewTribes,NewTwj,NativeAmerican 
Vine Deloria had remarked on the same phenomenon, noting that "thought 
patterns are shifting from the traditional emphasis on the solitary individual 
to as yet unrelated definitions of man as a member of a specific group" ( 15). 
But while Deloria envisioned this shift as a positive change, Bloom vehe
mently rejected special group interest and the focus on self as a threat to a 
shared vision or common interest; he feared a force that could disrupt the 
social contract that keeps a country from the brink of anarchy. 5 

D'Souza's Refinements 

Seen in this light, Newsweek's gravestone cover seems a fitting capstone to 
Bloom's book, and though it would be consoling to find a double irony in the 
marker, hearing in "Watch What You Say" a last gasp prior to the burial of 
debate, the question of whether this is the "new enlightenment" or another 
repressive era grows louder. And the sides for battle still suiting up. The 
latest speaker commanding a wide audience is Dinesh D'Souza, a man from 
Bombay who attended Dartmouth, then worked as a managing editor of the 
Heritage Foundation's Policy Review and later as a policy analyst for the 
Reagan administration. His recently released book Illiberal Education: The 
Politics of Race and Sex on Campus has received extensive publicity. As the 
cover feature for the March 1991 issue of The Atlantic, 6 D'Souza's twenty
page excerpt compiles evidence to support his contention that education's 
"bellwethers of the victims' revolution" (5 7) have embarked on a "fundamen
tal restructuring of American society" (55). Reactions and reviews have been 
swift. In Minneapolis at the April 1991 annual conference for MELUS (the 
Society for the Study of Multi-Ethnic Literature of the United States), James 
Banks, who has written extensively on ethnic and multicultural studies, 
pointed to D'Souza's work as a clear signal that the battle is far from over; 
appropriately, on the same day, syndicated columnist James Kilpatrick 
briefly summarized the book under the headline "U.S. Colleges Force
feeding Multicultural Education," and reiterated D'Souza's charge of a "new 
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cultural imperialism" (qtd in Kilpatrick 12 A). Later, The Chronicle of Higher 
Education, in an extensive review, located another disturbing angle in this 
debate: it indicated that D'Souza posits an even more sinister plot in 
multiculturalism by suggesting that its promoters insinuate into the main
stream only a "politically correct" view of other cultures (Magner A3). 

Opposition Retort 

Proponents of diversity have begun to marshall their forces too but these 
voices are not yet widely heard. In its December 1990 issue, Lies of Our 
Times, the leftist radical magazine which monitors The New York Times, 
responded to Bernstein in a series of articles and notes. The first criticized 
those with an ahistorical and myth-ridden view of a common tradition and 
culture for all Americans (Palmer 3). A second reminded readers that white 
males also constitute an "ethnic" group, then contended that a "politically 
correct" orientation has always existed (Pindell 4); a third suggested that we 
may not be able to claim art can be apolitical and value free (Rapping 5); 
finally, the most salutary note proposed that the debate over diversity may 
be offering an opportunity to re-examine tenets fundamental to our lives and 
work (Adams and Goldbard 7). 7 

An Option for Teachers 

With the controversies now wide-ranging and exceedingly contentious, it 
appears that questions of curriculum reform which have been under way for 
many years will be coming under closer scrutiny. Implicit will be the concern 
about the extent to which the classroom is, should be, or cannot escape 
being a place of indoctrination rather than inquiry, with the latter the most 
compelling and the most problematic. 8 As teachers of English, our 
immediate decisions may be focused on writing strategies oriented by 
process or product, composition readers that are content-neutral or con
tent-based, and literature anthologies as a means to promote coherence or 
difference, but the larger context will demand attention too. For those who 
do not want to overtly politicize the classroom, Northwestern University 
professor Gerald Graff has recommended another approach which I would 
like to reiterate: he suggests that we bring our critical faculties to bear on 
these highly divisive issues, and that along with our subjects we "teach the 
conflict. "9 

Content Notes 

1. The lead article was buttressed by three shorter pieces: Peter Prescott's 
"Leaming to Love the PC Canon," Patrick Houston's "He Wants to Pull the 
Plug on the PC," and Marcus Mabry's "A View from the Front: My Life as a 
Member of the PC Patrol." These three exemplify the factions. The first 
elaborates the diversity position; the second describes the traditionalists 
who resist the pressure to conform even if the goal is more laudable; and the 
third (from the perspective of a dorm liaison) represents a nice cross between 
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student and administrative perspective, both of whom may just look at this 
debate as simply another, not unexpected, idiosyncrasy of university 
education-on a par, let us say, with the absent-minded professor. 

2. Rothenberg has recently responded to Newsweek's charges of her book 
as a "primer of politically correct thought" by reminding her audience that 
on an earlier occasion George Will had brought similar charges without 
knowing who she was or what the book contained ("Critics" Bl). 

3. This term has been picked up from a book published in 1990. For a review 
see Kimball. 

4. While many have dismissed Bloom, especially when he fights so fero
ciously against the feminists who have found in the Great Books ample 
evidence of oppression of women, his arguments are alive and well and living 
in the "PC" controversy. And he is not alone. Werner Sollors in his study 
Beyond Ethnicity: Consent and Descent in American Culture frames a similar 
argument, although in a more reasoned fashioned, as he examines the shift 
in cultural codes as they appear in literature. His work on the tension 
between "new world content" and "old world forms" (237) proposes ethnicity 
as a construction, developed through stories which allow us to create and 
preserve culture. 

5. Bloom's argues in either/ or propositions to make divisiveness central and 
solution impossible; he insists on virtue as a control over passion, and 
speaks of human yearning for a sense of completion and wholeness that 
seems to preclude the perspective of the self as a part of a larger communal 
effort and existence. Using images of the herd and the hive to explore the 
difference in cultural orientation based on leadership and partnership, he 
finds a paradox in our liberal orientation which has allowed its own 
ethnocentric perspective to expand to such an extent that it witnesses its 
own collapse. 

6. D'Souza may well become a leading spokesman. In April of 1991, he 
continues his criticism in The Chronicle of Higher Education. 

7. In a December issue of The New York Review of Books, John Searle 
surveyed several books which take up the debate and marvelled that the 
argument has centered in English, French, Comparative Literature depart
ments and not in other humanities; too, he wondered that although the 
focus is education no one really addresses what happens in the classroom. 

8. Newsweek may have trivialized the issues by suggesting opponents 
jockeying for power-the traditionalists on the verge of retirement with 
nothing to lose willing to battle radical colleagues coming to power with a new 
agenda. But these complex issues seem more than "academic" dilemmas for 
wrangling employees. The ramifications touch all areas of education: 
funding for affirmative action programs; minority faculty hiring; appropriate 
student behavior; debate in issues of race, sex, gender, disability and 
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religion; curriculum transformation. 

9. In a 1988 lecture, Graff explored this option. 
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NATURE AND THE ENVIRONMENT IN THE 
ENGLISH CLASSROOM 

by 

Christopher Johnson 

Acid rain. The atmosphere's disappearing ozone layer. Water pollution. 
Rapidly shrinking rain forests in South America. Hazardous waste. These 
and other threats to our environment are issues that young people are aware 
of-and about which they care deeply. And while it is not the role of English 
teachers to provide the scientific background on such issues, they can 
provide something that may be even more important-a social, ethical, and 
philosophical context to help students think through their own attitudes 
toward nature and toward environmental issues. 

To create this context for students, teachers can draw on the writings of 
literary naturalists-writers who have taken as their subject nature and the 
environment. They include well-known and frequently anthologized 
authors such as Thoreau and Rachel Carson. However, they also include 
frequently overlooked writers, such as John Muir, John Burroughs, Aldo 
Leopold, Annie Dillard, and Mary Austin, who have done much to shape 
contemporary attitudes toward nature and the environment. Among the 
themes they have explored in their writings are the variety of nature, the 
rewards of observing nature closely, the truths taught by nature, and the 
environmental dangers posed by onrushing technological progress. 

For teachers interested in drawing upon this literature to deepen students' 
interest in nature and the environment, this article will summarize a 
number of readings and associated classroom activities. The readings are 
purposely eclectic; they are drawn from different literary periods dating from 
the middle of the nineteenth century, and they represent a variety of genres. 
In addition, they range in tone from the reflectiveness of Thoreau to the 
alarmism of contemporary science fiction. 

There are over 25 suggested readings-far more than can be used in a four
or five-week thematic unit. However, the purpose here is to suggest a menu 
of appropriate selections from which teachers may choose those most likely 
to speak to their own students. The literature is accessible to average or 
above average readers in eleventh and twelfth grades, and much of it is 
accessible to tenth graders. To give shape and organization to this listing, 
the readings have been organized into five themes. 
1. The experience of nature 
2. The awareness of nature 
3. The relationship between humanity and nature 
4. The value of nature 
5. The endangered environment 
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These five themes could serve as the organizing principles of a coherent and 
developmentally appropriate thematic unit. The first two themes include the 
most concrete selections-those that celebrate the rewards of nature and 
close observation. The third and fourth themes are more philosophical. The 
last theme returns to the concrete level by addressing particular environ
mental problems. 

The Experience of Nature 

Any selections-in this first group of readings could serve as a motivational 
introduction of a unit because they express the rewards of experiencing 
nature in simple yet memorable ways. To begin a unit, there is no better 
selection than Annie Dillard's Spring, a chapter from her book Pilgrim at 
Tinker Creek. The chapter clearly expresses the contentment and joy that 
Dillard derives from her observations of nature. For example, about a bird's 
singing she asks, "Why is it beautiful. . . . It has the liquid, intricate sound 
of every creek's tumble over every configuration of rock creek-bottom in the 
country" (106-107). Dillard's language is infectious; it reaches out and 
invites the reader to accompany the writer on a walk through the woods. 

A good companion to Dillard's piece is a chapter entitled "A Wind-Storm in 
the Forest," from The Mountains of California by John Muir (1838-1914), 
conservationist and cofounder of the Sierra Club. In this excerpt, Muir 
narrates his climb of California's Mount Ritter at a time of year when bad 
weather came quickly. He is caught in a fierce thunderstorm, but instead 
of seeking shelter, "I lost no time in pushing out into the woods to enjoy it" 
(259). What's more, to experience the wildness of the storm more fully, he 
climbs to the top of a tall pine tree. 

The slender tops fairly flapped and swished in the passionate torrent, 
bending and swirling backward and forward, round and round, tracing 
indescribable combinations of vertical and horizontal curves, while I clung 
with muscles firm braced, like a bobolink on a reed. (261) 

As he describes the fierceness of the storm, he becomes one with the tree and 
the storm. This union with the forces of nature is reflected in Muir's style, 
which vividly captures the wild beauty Muir experienced during the storm. 

The third selection that effectively conveys the direct experience of nature is 
Ernest Hemingway's "Big Two-Hearted River." There may not be a story in 
American literature that better suggests the feelings of calmness and 
wholeness that nature can evoke. At beginning of the story, NickAdams
recently returned from war-is traveling to northern Michigan for a few days 
of solitary fishing. He comes to the town of Seney, which has been destroyed 
by fire. Nick hikes away from the town, and the story describes how he 
camps, fishes, and prepares food. In the course of this description, it 
becomes clear that the purely sensory experience of nature serves as a 
source of healing and redemption for Nick. A good activity to accompany 
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this cluster of readings is to have students recall and share salient 
experiences that they themselves have had with nature. The teacher can ask 
students to write in their journals about one or more experiences with nature 
that absorbed them. Then the students might share those experiences 
creatively through a series of photographs, a collage of cut-out magazine 
pictures, a painting, or a personal essay. 

The Awareness of Nature 

The second group of readings consists of selections that not only celebrate 
the beauty of nature but also teach readers how to become better observers. 
A short, accessible essay to begin with is "On Lying Awake at Night," in which 
naturalist and author Stewart Edward White describes the experience of 
lying awake at night in the woods while camping. The essay is notable for 
images that appeal to sight, sound, smell, and touch-an excellent model of 
how to use all the senses to experience nature fully. 

"Seeing," another excerpt from Annie Dillard's Pilgrim at Tinker Creek, is 
similar to "On Lying Awake at Night" in that the author describes natural 
phenomena that are perceived only by observing closely. However, Dillard 
goes further by explaining how to see well: "It's all a matter of keeping my 
eyes open. Nature is like one of those line drawings of a tree that are puzzles 
for children: Can you find hidden in the leaves a duck, a house, a boy, a 
bucket, a zebra, and a boot?" ( 1 7) 

Another essay with practical suggestions for observing is "The Art of Seeing" 
by John Burroughs. Burroughs (1837-1921), who lived in and wrote about 
the Catskill Mountains of upstate New York, asserts in this essay that the 
ability to observe closely and truthfully is an art stemming from the love of 
nature. He describes the characteristics that distinguish good observers 
and then concludes with examples of "minute things" that he himself has 
found in nature. 

The next two selections demonstrate what one can learn about nature by 
observing closely and well. "The Marginal World" is the first chapter in 
Rachel Carson's The Edge of the Sea. In the excerpt, Carson describes the 
life found along the shoreline of the sea, starting with a tide pool in which 
she sees green sponges, star fish, and beautiful flowers that are actually 
animals. She then recalls a beach in Georgia and an island off the coast of 
Florida-both of which hold for her intimations of the continuity of life and 
time. 

The other selection, from a chapter of Mary Austin's book The Land of Little 
Rain, explores an equally fascinating environment-the desert. Austin 
( 1868-1934), a j oumalist based in California, traveled extensively through
out the West and published numerous novels, short stories, and nonfiction 
books about that region. This excerpt describes the desert section of 
California that stretches east from the Sierra Mountains to Nevada. The 
point of the essay is that "Void oflife it [the desert) never is, however dry the 
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air and villainous the soil" (266). Austin concludes that the very barrenness 
of the desert conveys a "sense of mastery" to the humans who are drawn to 
its stark beauty. 

Classroom activities that accompany this group of readings should help 
students become better observers themselves. A simple thing to do is to use 
the opaque projector or slide projector to show students photographs of a 
variety of natural scenes. Each photo is shown for only a few seconds; from 
memory, the students then write down as many details as they can. 

Another activity is suggested by Annie Dillard's point that "Seeing is of 
course very much a matter of verbalization" (30). The teacher can implement 
Dillard's advice by letting students experience nature - perhaps by taking 
them on a nature walk- and asking them to write their observations in their 
journals or describe orally what they have observed. 

The Relationship Between Humanity and Nature 

The third group ofreadings explore the relationship of humanity to nature. 
The selections to be suggested here address key questions about that 
relationship: Is humanity a part of nature, or are people inevitably alienated 
from the world around them? Is nature essentially friendly, hostile, or 
neutral? What is humanity's relationship with the animal world? 

A high interest selection with which to begin examining these questions is 
an excerpt from John McPhee's Coming into the Country that shows how one 
man survived the hostile, life-threatening environment of Alaska's wilder
ness. Leon Crane was the copilot of a military plane that crashed in the 
Alaskan wilderness during World War II. Crane, the only survivor, found 
himself hundreds of miles from civilization. However, he miraculously came 
upon a deserted cabin in which he found a supply of food, firewood, and 
matches. Crane was the fortunate beneficiary of an Alaskan custom "always 
to leave a cabin open and stocked for anyone in need" (253). Crane stayed 
at the cabin for two months until he ran out of food. He then made his way 
down the river until he finally came to an inhabited cabin and was rescued. 
What comes across in the excerpt is not only the harshness of the 
environment but also humanity's interdependence in dealing successfully 
with that environment. 

The next selection, "All Gold Canyon" by Jack London, depicts humanity as 
inevitably alienated from nature. The story opens with a lengthy description 
of an uninhabited canyon in which "The leaves and flowers were clean and 
virginal" (399). A prospector for gold invades this Acadia, but nature pays 
him absolutely no attention. He prospects for gold, and as he does so, the 
gold fever heats up in him. Suddenly, though, he senses someone behind 
him. But before he can tum around, he is shot in the back. Not fatally 
wounded, he struggles with his attacker, overcomes him, and leaves with 
$40,000 in gold. At the end of the story, nature is described as completely 
unaffected by the man's greed-and the man is equally oblivious to the 
pristine beauty of nature. 
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An effective contrast to these two selections is 'The Chrysanthemums" by 
John Steinbeck. This story explores symbolically the struggle between 
people who are alienated from nature and those who live in harmony with 
it. A woman, Elisa Allen, has an affinity with nature as evidence by her ability 
to raise chrysanthemums. She encounters a traveling knife sharpener and 
mender. To win her business, he affects an interest in her chrysanthemums 
and offers to take some for another woman's garden. Elisa accepts his offer 
as sincere and, in return for his feigned thoughtfulness, gives him pots to 
mend. However, it turns out that he is only exploiting her, for as she and 
her husband are driving into town, she finds the chrysanthemums scattered 
by the side of the road-a fitting symbol of the rift between humanity and 
nature. 

An appropriate selection to pair with "The Chrysanthemums" is "The Bend" 
by Barry Lopez. This is a chapter from Lopez's book River Notes: The Dance 
of Herons, which consists of a series of fictional vignettes about a mountain 
river. In "The Bend," the narrator becomes ill and falls into depression. As 
part of his attempt to recover, he tries to measure quantitatively a bend in 
the river, but the measurements are meaningless to him. Instead, he goes 
to the bend and experiences it directly. When he relates experientially to the 
river, he feels whole again, and his loneliness ends. 

A particular aspect of the humanity-nature relationship that most stu
dents find interesting in humanity's relationship with the animal world. A 
story dealing with this relationship is "The Cat" by Mary Wilkins Freeman. 
It is winter, and the cat is on its own in a house because the cat's owner has 
left until warm weather returns. A stranger breaks into the house and stays 
through the winter. The man and the cat survive with mutual aid-and a 
bond grows between the two. However, one day the man leaves. Soon after, 
as spring comes, the cat's owner, a cold, officious person, returns to the 
house. The story ends with the man and animal staring at each other across 
an "impassable barrier of silence" (45). 

"Howling Back at the Wolves, " an essay by contemporary essayist Edward 
Hoagland, explores the relationship between humanity and wolves. The 
essay focuses on research being conducted by L. David Mech, a young 
scientist who has worked to reverse myths about the wolf. Most notably, 
Mech has discovered that by howling at wolves, he can get them to answer 
him-part of what Hoagland says can be "a special relationship" between 
wolves and people. 

An appropriate follow-up activity to these readings is to have students 
explore how other cultures view the relationship between humanity and 
nature. For example, they might work in groups to do research on how 
nature is viewed in different countries in Latin America, Asia, and Africa, as 
well as in Native American cultures. The groups might find myths and 
legends in each culture that express the humanity-nature relationship. 
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Each gr~up can present its findings to the class in a number of ways, ranging 
from wntten reports to panel discussions. In addition, the students can 
present myths and legends by illustrating them on posters. 

The Value of Nature 

Having examined the relationship between humanity and nature, the 
students can then turn to works that explore the value of nature-how 
nature enriches, enlightens, and gives meaning to human life. In these 
selections, nature is viewed as a repository of wisdom that teaches us about 
human behavior, ethics, and the deepest mysteries of the universe. 

An exc~llent essay to start with because of its accessibility is "The Gospel of 
Nature by John Burroughs. Burroughs wrote the essay in response to a 
clergyman who asked him what "message" he found in nature. Burroughs 
asserts that nature "has distinctly a religious value. It does not come to a 
man or a woman who is wholly absorbed in selfish or worldly or material 
ends" (141). Burroughs also believes that in nature we can find wisdom to 
guide our conduct. 

To explore further the wisdom that writers have found in nature, two 
exce1:Pts from Walden are recommended. The first comprises approximately 
the first quarter of Chapter 1, "Economy." Here Thoreau introduces his 
theme that "The mass of men lead lives of quiet desperation," (7) with 
materialistic pursuits blinding humanity to the values of nature. A few 
pages later, he summarizes those values: "simplicity, independence, mag
nanimity, and trust" (13). 

The second excerpt is the entire second chapter, "Where I Lived, and What 
I lived For." In this chapter, the woods teach awareness: "Morning is when 
I am awake and there is a dawn in me" (81). The richness of Thoreau's 
experience with nature teaches him to "elevate his life by a conscious 
endeavor" (81) toward more noble ideals, particularly self-reliance and 
independence. 

Fiction writers have also depicted nature as the source of authentic values. 
An excellent example is William Faulkner's short story "The Bear," the 
shorter version of which is accessible to high school students. This narrative 
recounts the efforts of a boy to track down a large bear in a woods. However, 
he cannot encounter the huge creature until he summons up the courage 
to set aside his gun and make himself vulnerable to the bear and to the forces 
of nature that it represents. The naked confrontation with nature allows the 
by to see clearly that the authentic values of life are "Courage, and honor, 
and pride ... and pity, and love of justice and ofliberty" (410). 

Besides finding in nature values that can guide humanity's ethics and 
actions, many writers have looked to nature for spiritual truths. For 
example, in his essay "Once More to the Lake," E.B. White tells about a week 
that he spent with his son at a lake in Maine where he himself had spent his 
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summers in childhood. As the week progresses, White increasingly has the 
sensation that he is his father and that his son is himself. The experience 
leads to reflections on the gifts on nature, particularly its aura of perma
nence and continuity. Toward the end of the essay, a thunderstorm comes 
up, bringing the week to a climax that is nearly operatic in its grandeur. The 
experience catalyzes one more sensation in White-that of morality-as he 
concludes the essay. 

That nature connects humanity to the mysteries of life is also the theme of 
"Aravaipa Canyon" by Edward Abbey. The essay begins with a description 
of a hike by Abbey and some friends into a well-known canyon in Arizona. 
As they move further into the canyon, the hikers come to "what appears to 
be a bottomless pool" (157). Abbey contemplates the pool and reflects , "To 
any man of natural piety this pool, this place, this silence, would suggest 
reverence, even fear" (159) . These feelings of wonder and mystery deepen 
as he and his friends retreat from the canyon, leading him to the final 
reflection that the world is "infinitely rich in details and relationships, in 
wonder, beauty, mystery, comprehensible only in part" (159). 

Ralph Waldo Emerson's famous essay "Nature" also explores the spiritual 
truths found in nature. The thesis of the essay can be summarized in the 
famous line that when the writer is in contact with nature, "I become a 
transparent eyeball; I am nothing; I see all; the currents of the Universal 
Being circulate through me" (24). The essay goes on to explore the symbolic 
import of nature: "Every natural fact is a symbol of some spiritual fact .... 
An enraged man is a lion, a cunning man is a fox" (32). For Emerson, truth
an understanding of the universe-originates in people's observations of 
nature. Because Emerson explores so thoroughly the spiritual aspects of 
nature, his essay is a fitting conclusion to this group of readings. 

As a follow-up activity to this group ofreadings, the teacher may want to give 
students the chance to see what truths they themselves can discover in 
nature. The teacher-perhaps with the help of one of the science teachers 
in the school-demonstrates a process of nature that the students observe, 
reflect upon, and draw meaning from. For example, the students could 
observe the behavior of ants in an ant colony and then reflect upon the 
meaning of what they have watched. What does this natural process say to 
them about life? About humanity? What lessons can they draw from it-as 
Thoreau, Abbey, Burroughs, and Faulkner drew lessons from nature? 

The students can then use their observations and reflections as the basis for 
writing a personal essay-of which Abbey's "Aravaipa Canyon" is an 
excellent model. That essay has an introduction that sets the scene and 
establishes the tone, a body that intertwines the author's experiences and 
reflections, and a conclusion that summarizes the meaning of the experi
ence. 

The Endangered Environment 
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At this point, students have explored their awareness of nature, the 
multifaceted relationship between humanity and nature, and the wisdom 
found in nature. By now they have both an experiential context and a 
philosophical context in which to read literature that deals with the 
importance of protecting and restoring the environment. 

As a beginning in examining this theme, two highly dramatic science fiction 
stories are recommended. "Autofac" by Philip K. Dick dramatizes the 
problem of the earth's dwindling resources. In the story, all industrial 
production is in the hands of automated factories that are programmed to 
produce consumer goods automatically after a nuclear war. Because of their 
high rate of production, the factories-known as autofacs-are depleting the 
earth's resources so rapidly that in the near future, those resources will be 
completely gone. The four central characters in the story develop a plan to 
set the autofac in one region against that of another, and their trap leads to 
war between the two autofacs. But as the characters enter one destroyed 
autofac for the purpose of resuming industrial production themselves, there 
are surprising results. 

The other story is "Gas Mask" by James D. Houston. Charlie Bates is caught 
in a traffic jam on the freeway on his way home from work. He sees that traffic 
will not move for days, so he leaves his car on the freeway and walks home. 
The next day, he and his wife ride a bicycle to the freeway to watch for 
movement in the traffic, but still there is none. Finally he hears the sound 
of cars starting up, runs onto the freeway, and starts his own car. The 
freeway is soon enveloped by smoke and exhaust, and a thick smoke of 
poisonous exhaust settles over the road. The police tell drivers that it will 
be yet another 36 hours before the traffic jam is broken. Lungs burning with 
smoke, Charlie runs off to buy gas masks. 

Once these two stories have brought environmental issues into focus, a 
highly recommended selection is ''The Land Ethic," an excerpt from A Sand 
County Almanac by Aldo Leopold ( 1887-1948) , who was one of the founders 
of the Wilderness Society and an expert in forestry and game management. 
The excerpt is a pivotal statement of ecological philosophy-a view of nature 
that Leopold claims is essential to halt the ruination of the earth. Leopold 
writes that the land ethic enlarges "the boundaries of the community to 
include soils, waters, plants, and animals, or collectively: the land. . . . [Al 
land ethic changes the role of Homosapiens from conqueror of the land
community to plain member and citizen of it" (239-240). In making 
decisions about the use ofland, humanity must move beyond economics to 
consider the "healthy functioning" and beauty of the land. 
The next selection, "A Wilderness Letter" by the novelist Wallace Stegner, is 
also philosophical. Stegner wrote the letter in 1960 to an official of the 
Wildland Research Center in California to argue for the preservation of the 
remaining wilderness lands in the United States. According to Stegner, the 
wilderness must be preserved because it allows us "to see ourselves single, 
separate, vertical and individual in the world, part of the environment of 
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trees and rocks and soil, . . . part of the natural world and competent to 
belong to it" (328). Like Aldo Leopold, Stegner articulates a philosophy in 
which humanity is a part of the community of all living things. 

To show students how the ecological perspective can be applied to a 
particular issue, "The Obligation to Endure" by Rachel Carson is recom
mended. In this, the second chapter of her landmark book Silent Spring, 
Carson asserts that the rapid introduction of new chemicals into the 
environment leaves no time for nature to adapt to them, with dire effects for 
that environment. Toward the end of the chapter, Carson asserts that she 
is not saying that "chemical insecticides must never be used" (12). Instead, 
we must learn to discriminate which technological advancements are really 
necessary from those that are not. 

The four selections just described have brought environmental dangers into 
focus and have introduced students to ecological philosophy, but the 
question remains, "What is the responsibility of the individual in regard to 
these problems?" The next two selections will deal with that question. 

The first is a short story by Kurt Vonnegut entitled "A Deer in the Works." 
The main character, David Potter, is the editor of a small local newspaper 
who has taken a higher paying job as an advertising and promotions writer 
for the Ilium Works of the Federal Apparatus Corporation. On his first day 
on the new job, he has to cover a story about a deer that has wandered into 
the factory from the nearby woods. As he pursues the deer throughout the 
factory, he finds out that when the deer is caught, "the venison is going to 
be used at the Quarter-Century Club picnic" (219). David finds the deer 
surrounded by a semicircle of company workers, including a dozen company 
policemen with drawn pistols. Acting quickly and instinctively, David opens 
the gate of the wire fence and allows the deer to escape into the forest. The 
events in this story should lead to a rich discussion of the extent to which 
one should follow one's conscience and principles in regard to environmen
tal issues. 

Examining the same theme of personal commitment is Henrik Ibsen's play 
An Enemy of the People. Written in 1882, it is remarkably prescient in 
foreshadowing environmental issues such as finding the proper balance 
between economic development and environmental protection. 

The plot concerns the discovery by Dr. Thomas Stockmann that the town's 
public baths-of which he is the medical officer-have been polluted by 
chemicals from a nearby tannery. This pollution is causing a high rate of 
illness, including typhoid fever, among those who use the baths. Complicat
ing matters is the fact that the baths draw people from all over Norway, 
serving as the key factor in the town's economic resurgence. Furthermore, 
solving the problem will require the laying of an entire new network of pipes, 
straining the economic resources of the town. 
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In spite of these economic ramifications, Dr. Stockmann presses ahead in 
issuing a report on the dangers of the polluted baths, bringing him into 
dramatic conflict with the mayor of the town and most of the other 
townspeople, who brand him, ironically, as an "enemy of the people." 

The readings just summarized will have sensitized students to problems of 
the environment. To give the students the opportunity to examine and 
communicate about environmental problems that directly affect them, a 
cooperative learning project is suggested. The students should divide into 
groups of three to five and explore an environmental problem in their own 
community. Each group should select its own problem, such as a hazardous 
waste site, a littered stream or river, air pollution caused by a municipal 
incinerator, the disposal of recyclable materials, and so forth. (You may 
want to enlist the help of a science teacher in identifying problems for the 
students to work on.) 

After identifying its own problem, each group should conduct research into 
it. What is the nature of the problem? How long has it existed? What are 
the causes? Once the students have researched and described the problem, 
they should then create an action plan for solving it. They might, for 
instance, plan a publicity campaign or present a local legislator with a plan 
for legislation that would remedy the problem. 

As a fitting and thought-provoking conclusion to a thematic literature unit 
such as this one, it is useful to ask the students to reflect on how their own 
attitudes, values, and behavior toward nature and the environment have 
evolved as a result of the unit. The teacher can provide questions like the 
following, which can serve as topics for either writing or discussion. 

* What were my feelings about nature and the environment at the 
beginning of this unit? How are those feelings different now? 

* Which literature selection had the greatest effect on me? Why did it 
have this effect? 

* How has my awareness of nature changed? Am I a better observer? 
In what ways? What natural phenomena am I able to notice now that 
I probably would not have noticed before? 

* What do I think should be the relationship between humanity and 
nature? What action or actions have I taken to carry out my view of 
that relationship? 

Answering these questions will bring into focus what has happened to the 
students in the course of the unit. If the students recognize that the 
literature has had an impact by making them more aware of nature and the 
environment, then the unit will have accomplished its primary goal. 

However, a further hope is that the students' interest in nature and the 
environment will continue beyond the end of the unit. This interest might 
take many forms. Some students may go on to study the scientific aspects 
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of ecology, while others may be drawn to the political side of environmental 
issues; any number of directions are possible. But the seeds of interest and 
involvement will have been sown by using literature to do what it does best: 
to motivate, to illuminate fundamental ideas and issues, and to engage the 
students' imaginations so that they can see what is-and so they can 
envision what might be. 
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My first introduction to Linda Miller Cleary was second hand. One of her 
students, an enthusiastic soon-to-be-teacher, was doing an apprenticeship 
at my school and was primarily observing and practicing in my classroom. 
Robyn tried to introduce me to the readings about adolescent literature that 
Linda had pushed, but it wasn't until Robyn and I began talking about 
adolescent writing that I began listening more seriously to what she was 
saying about her teacher. 

Yes! Here is a college professor who does, indeed, listen to teenagers. Here 
is a scholar who isn't twined in the ivy tower and strangled by its vines. Here 
is a writing teacher who responds to what kids write instead of strangling 
them with formulas. Robyn made me want to read Linda's book. And From 
the Other Side of the Desk was not a disappointing "how to teach writing" 
book. My copy is now underlined and tea-stained and dog-eared to the point 
of fitting in with my professional library, alongside Strunk and White and my 
Freshman Composition Book. Linda's book complements the "how-to" from 
methodology classes. Linda's book says "This is." 

This is a book about what writing is for adolescents: not how we should teach 
writing, but how we should respond to writing. Tracy, in Chapter 1, engages 
me from the start. With Tracy, we see the research process for this book. Her 
writing experiences focus our attention on exactly what the author of this 
research is aiming toward: an examination of what is ... with a projection, on 
our part as teachers, of what could be. Charts and graphs that profile 
students are made more real because we have Tracy. And Tracy can 
represent "any student" for both beginning teachers and experienced 
teachers. I found myself, while reading the charts and graphs, substituting 
students I've had in writing. So, I continued reading past Chapter 1, even 
though I think I know "how to teach writing." I was curious about how Linda 
Miller Cleary would break down all these sociological categories she had set 
up in her researcher's charts and graphs. 

This is a book about listening to adolescent writers. Beware of Carlos in 
Chapter 2. Carlos might make you feel guilty about everything you haven't 
done as a writing teacher. You may be excellent at teaching grammar 
structures and format (and these are important in the final analysis), but are 
your students writing, for real? Carlos tunes us to what writing is "supposed 
to be." By the end of Chapter 2, I'm affirmed, as many teachers of writing 
will be: writing should be a process for thinking for the student, not an 
exercise of style for the teacher. Carlos says, "And I worry what's the paper 



68 

gonna look like, am I gonna typewrite it or not? If I type it, it's too short. I 
worry about how neat it's gonna be. Is the sentence right. .. " Is this what we 
want our writers to worry about when they're drafting? 

In Chapter 4, Elana tells us how she can "get around" teachers in writing. 
She is successful as a writing student. .. she writes well. She knows what the 
teacher wants ... and she writes for the teacher. Linda Miller Cleary asks us, 
through Elana, is this what we want, as teachers of writing? 

And we find, in Chapter 5, peer pressure. The big deal. And Chapter 6, 
almost the opposite ... ESL. Whoa. Is this too much in one book? No. This 
is not too much. This is adolescent writing. It is everything. 

I like the introduction comments for Chapter 7 from Doug and Joseph: "Why 
does the struggle for voice begin for most students in the secondary school 
years?" I like that question. For most students, real thinking begins in the 
secondary years ... how could voice happen before then? The more important 
question is the one Linda poses for all of us who teach writing: 

Why aren't we listening? 

Chapter 8 summarizes "what's happening in secondary schools ... " Good. 

The first seven chapters are for current teachers of writing, and they are for 
entering teachers of writing. Read this book. It's a good book. Linda Miller 
Cleary is a good writer. .. and she does research well. I like it. 
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From Our Past 

During 1971-1972, MCTE continued to exert its influence in a variety of 
ways. It began a study of the relationship between State Departments of 
Education and professional organizations throughout the country to deter
mine the kinds of activities being carried out in areas of English language 
arts. Answering NCTE's request, MCTE established a task force to explore 
careers other than teaching open to English majors. Earlier, NCTE had 
created a network to secure information regarding English education. 

Important programs occurred during this period. The Humanities Commit
tee provided speakers at the fall teachers' convention. MCTE and MCEE 
sponsored a meeting in January 1972 on "English Education's Answer to 
Accountability" and subsequently worked on and issued statem1::nts about 
a performance-based approach. The two groups examined the relationship 
between the objectives identified in the program of seminars developed by 
the State Department of Education and the objectives of teacher training 
programs. As a result of this study, the Certification Committee was set up. 

At its Thirteenth Annual Spring Conference on April 28-29, 1972, at St. 
Cloud, the theme, "Accountability in the Teaching of English," was carried 
out realistically in the resolutions adopted: 

1. MCTE affirmed the right of teachers to attend professional meetings 
and NCTE conventions during regular school sessions and urged 
administrators and school boards to encourage attendance and 
provide adequate financial support. 

2. MCTE encouraged school districts to provide opportunities at the local 
level for teachers to participate and lead in activities such as summer 
school workshops , in-service courses, and other locally developed 
projects. 

3. MCTE charged MCEE to inventory the diverse and appropriate ways 
students learn and to recommend the most effective means of commu -
nicating this information to the public. 

4. MCTE insisted that women be accorded the same rights and privileges 
as men in all levels of employment and that all employers recognize the 
equality of men and women in hiring and promotion policies. 

5. MCTE established a standing committee on tenure and supported 
present tenure laws. 

6. MCTE rejected categorically the practice of eliminating teaching 
positions, increasing class size, and hiring certified personnel to fill 
teachers' aide positions. 

7. MCTE expressed concern to administrators, school boards (state and 
local), state English supervisors, state teacher organizations, the 
Minnesota School Board Association and appropriate officials in the 
executive and legislative branches of Minnesota government, about 
increasing student-teacher ratios.[Excerpt from: A History of the 
Minnesota Council of Teachers of English: The First Twenty-Five Years 
by Edna C. Downing. 
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National Basic Writing Conference 

The fourth National Basic Writing Conference will be held at the 
University of Maryland in College Park, October 8-10, 1992, cosponsored 
by CBW (The Conference on Basic Writing, a special interest group of CCCC) 
and NCTE. David Ba:rtholomae of the University of Pittsburgh and featured 
plenary panelists will address the theme Critical Issues in Basic Writing: 
1992. How are we, our writing programs, and our institutions meeting or 
failing to meet the needs of at-risk students? The conference will also feature 
concurrent sessions and workshops on a wide range of topics related to basic 
writing programs and practices. For details and registration information, 
contact John Garvey, Education Director, NCTE, 1111 Kenyon Road, 
Urbana, IL 61801. Phone: 217 /328-3870. 

Conference Announcement 

The Midwest Writing Centers Association will hold its 11th annual confer
ence October 2-3, 1992, in St. Paul, Minnesota. The conference theme is 
"Talking it Out: Writing Centers as Social Spaces." Steve North of SUNY
Albany will be the keynote speaker. For more information, or to receive a 
proposal form, contact: Dave Healy, General College, 240 Appleby _Ha~l. 
University of Minnesota, Minneapolis.MN 55455. The proposal deadlme 1s 
April 15. 

Thomas Hardy's England: 
July 5 through August 14, 1992 

General Description: A 41-day course in the Life and Works of Thomas 
Hardy, conducted in residence in Dorchester, 120 miles from London. The 
course includes guided tours of the areas of Southwest England that served 
as models for Hardy's fictional world, visits to his birthplace and gravesite, 
and participation in the 10th International Hardy Society's Conference--a 
week of lectures and seminars presented by major Hardy scholars from 
around the world. 

The course will be taught by Dr. JoAnna S. Mink, Mankato State University, 
a specialist in Victorian Literature and the novels and poetry of Thomas 
Hardy. There will be guest lectures and presentations by internationally 
famous Hardy scholars. 

Academic Credit: 4-6 quarter hours undergraduate or graduate credit. 
Course is open to anyone qualified for upper-level or graduate courses in 
English. 
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Course Fee: Approximately $2350 (which includes lodging, breakfasts and 
evening meals in Dorchester, and incidental program expenses such as fees 
for tour guides and lecturers plus registration for the 10th International 
Thomas Hardy Conference). Additional costs not included are transporta
tion expenses, MSU tuition, course materials, and spending money. MSU 
tuition for 4 credit hours is estimated at $146 undergraduate/$190 gradu
ate credit. 

For further information: contact Dr. JoAnna S. Mink, Department of 
English, MSU Box 53, Mankato State University, Mankato, MN 56002-8400. 
Phone: (507)389-1525 (office) or (507)387-3091 (home) 

Minnesota English Journal Award for Best Articles 

Two cash prizes of $75.00 each will be awarded for the two best articles for 
1991-92. These awards will be presented at the annual spring conference. 
Authors should follow the standard Minnesota English J oumal submission 
rules. All articles published in MEJ will be considered eligible, although the 
Publications Board reserves the right not to grant an award if, in its 
judgment, none of the published articles meets the Board's criteria or its 
standard of excellence. 
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Leo Hertzel is Emeritus Professor of English at the University ofWisconsin
Superior and Adjunct Professor of Languages and Literature at 
the College of St. Scholastica, Duluth. 

Jon Byrne is an instructor in English and Learning Skills at Itasca 
Community College. 

Richard Jewell is an English Instructor at Minneapolis Community College. 

Michael Ubbelohde teaches high school English in Spooner, Wisconsin. 

Bruce Maylath is an instructor in the programs of Composition and 
Communications at the University of Minnesota-Twin Cities 
Campus. 

Kay Hoyle Nelson is an English and Humanities professor at the Aurora 
University School of Nursing in Chicago. 

Christopher Johnson is an editor for a publishing firm in the Boston area. 

Julie Ball teaches English at The Marshall School in Duluth. 

University of Nevada 
hosts Summer 

Writing Institute 
The University of Nevada, Reno 

will hold its annual Sierra Nevada 
Writing Institute at North Lake Tahoe, 

California, June 21-27, 1992. 

Designed for teachers and writers, the 
Institute carries two semester hours of credit. 

For detailed information, write or call the program director: 
Professor Stephen Tchudi, Department of English/098, 

University of Nevada, Reno, Nevada 89557, (702) 784-6689. 

EDITORIAL POLICY: 
MINNESOTA ENGLISH JOURNAL 

The Minnesota English Journal is an official organ of theMinnesota Council 
of Teachers of English. It ordinarily appears twice a year, Fall and Winter/ 
Spring. The Minnesota English Journal publishes articles and poetry of 
general interest to its membership, teachers K through college.Manuscripts 
from Minnesota teachers are preferred. The MEI is distributed free of charge 
to the membership. Individual issues can be ordered for $3.50 a copy. 

Manuscripts should be submitted to the editors. If possible, also send your 
text on an IBM compatible 5 1 / 4" floppy diskette in Word Perfect 4.2 or 5.1 
format. Please use an approved style sheet, either APA or MLA. Internal 
documentation and a works cited list are preferred. Manuscripts should be 
5 - 18 pages, typed double-spaced. 

Please consult the call for papers that appear in each issue. At times, special 
issue will focus on specific themes announced in the MEI and posted at the 
Minnesota English Journal booth during the annual MCTE spring conven
tion. 

The editors will make every effort to acknowledge receipt of a manuscript 
within two weeks and to inform the contributor of its acceptance or rejection 
within 60 days. Include with themanuscript a stamped, self-addressed 
envelope. The editors reserve the right to accept or reject a manuscript. 

The editors may return a manuscript to request its revision, and the editors 
may make minor changes in the manuscript without consulting the con
tributor. 


