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From the Editors 

This issue of Minnesota En~lish Journal demonstrates the vitality of English 
studies. Elizabeth Nist's "The Consequences of Arrogance" describes the persistent pain 
of Hiroshima and her response to it, as a teacher and a citizen. Stephanie Fielen explains 
the important role young adult literature can play in AIDS education. Gayle Gaskill, 
appearing in Minnesota Emdish Journal now as contributor, reveals the "insistently 
American" qualities of Hope Leslie and The Scarlet Letter. Articles by Elizabeth and 
Paul Grawe, Christopher Johnson, and Carol Galbus offer insights into the usefulness of 
tagmemics, into thematic units, and into collaborative learning. There is poetry by Elmer 
Suderman, Galene Erickson, and students from Luverne Middle School. And, (as the Cat 
in the Hat said, "That is not all, oh no! that is not all!") there are reviews of books about 
literacy education, multicultural literature, interactive education, the discussion of 
literature in the classroom, and the nature of voice. 

Costs of publication have increased greatly in the last several months, and the 
consequence is a larger, more economical size for the Minnesota English Journal. We 
have taken this as an opportunity to try to create an even more pleasing format. Please 
let us know your opinion. 

John Banschbach Gwen Griffin 

The Consequences of Arrogance 

Elizabeth Nist 

As we walked to the train station 
in Kobe that morning, I was looking 
forward to the hour and a half ride to 
Hiroshima as a chance to meditate on 
how I felt about my country's 
development and use of the atom bomb. 

I was eight months old on August 
6, 1945. Sometimes I feel as though the 
bomb is my fraternal twin, The Little Boy 
-- an intrinsic part of my psyche, a living 
being. In my daily routine, I block the 
bomb out of my mind--just as I numb 
myself against the facts of germ warfare, 
world hunger, acid rain, the thinning 
ozone layer, and all the other human 
atrocities that, together, overwhelm me. 
But in Hiroshima, I didn't want to be 
numb. I wanted to be sensitized. I 
wanted to be vulnerable to the human 
experience of atomic war. 

All of this churned in my mind as 
my husband Jack and I climbed the stairs 
to the boarding platform and looked for 
our gate. After a week in Kobe, I was 
becoming more confident of my sense of 
direction even when I couldn't read any of 
the signs. I was getting used to strangers 
on the trains approaching us with broad 
smiles to ask if they could practice their 
English on us and then looking confused 
by our American accents. I was getting 
used to being stared at. "Gaijin!" 
(Foreigner!) Children giggled behind 
their hands watching Jack duck his 6'2" 

frame to enter a doorway. "Takei des 
yo!" [Giant!] 

Three weeks in Japan--but not as 
tourists staying in hotels, taking guided 
tours, and speaking English all day. We 
were guests of the Kido family, staying in 
the Tuan home: Kido-san, the father; 
Kaneko, the mother; Shotaro, the eldest 
son (age 21); Junko, the daughter (age 
22); Daikichi, the youngest (age 14); 
Sakuko, an aunt; and more aunts, uncles, 
and cousins who lived nearby. We felt 
honored and welcome. Every day a 
different family member guided us on 
and off trains and through mazes of street 
malls, teaching us Japanese signs and a 
"survival" vocabulary. 

Shotaro had spent a year with us 
as a foreign exchange student, and the 
family had spent Christmas with Jack and 
me and our twin sons, Bobby and David, 
in our home in Utah. Ever since their 
visits they had repeatedly invited us to 
come to Kobe. 

Only Kido-san and Shotaro spoke 
English with any fluency. Nevertheless, 
Kaneko and I developed our own style of 
conversation, always with the dictionary 
alongside the constant flow of gestures 
and laughter. We were close friends, not 
only sharing each other's homes and 
holidays, cooking and doing dishes 
together; she had even shared her son 
with me. 
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The evening before our trip to 
Hiroshima, we sipped tea with Kido-san 
and Kaneko at their dining room table. 
They talked about the War. K.ido-san 
was in elementary school then, watching 
from the safety of Mount Rokko as his 
city was bombed by Americans. He told 
us of finding his father sitting on a 
tattered box in the middle of the smoking 
cinders that had been their home. He told 
us we were sitting on top of those cinders 
now ourselves. Kobe, like all Japanese 
ports, was almost totally destroyed by 
U.S. fire-bombing. This was months 
before we "bombed" Hiroshima. 

The general belief that we 
dropped the bomb to save thousands of 
American lives is a myth. By the end of 
July the Japanese knew they were beaten. 
Their cities were already in ashes. 

Kido-san seemed to understand 
intuitively that we should not have a 
guide to Hiroshima. Instead he gave us a 
map and careful instructions. Kaneko 
wrote their name, address, and telephone 
number in Japanese. "Get lost, show this, 
anybody. They point you." 

I stopped, nervously hesitating at 
the entrance gate to the Peace Garden, 
quelling the emotion these thoughts 
provoked in me. I was afraid I would cry. 
Jack stood transfixed in his own anxious 
pilgrimage. 

Looming ahead of us, a large 
statue was set against the backdrop of a 
fountain of water with a view of the 
Memorial Museum behind. The 
sculptured figure of a mother in stride 
bent over the infant in her arms without 
losing hold of another child clinging 
behind her: Mother and Child in the 
Tempest. 

Suddenly my emotion exploded. 
"The sins of the fathers . . . " I felt 
betrayed by my country. As a second 
generation World War II survivor, I am 
not caught up in the same spirit of 

revenge, racism, and protectionism as 
other older Americans are. I feel trapped 
in the dilemma of either supporting a 
national government that wages illegal 
wars and then lies to me or denouncing 
the fatherland that has shaped me. How 
can intelligent, moral people commit 
violent acts against one another? What 
does the constant threat of annihilation do 
to us? Does a mother finally have only 
the fragility of her own body to shelter 
her children? 

There, beside the Fountain of 
Prayer, I looked up into the larger-than
life face of this universal mother 
enfolding her children. I wondered if my 
own sons and daughter would survive the 
world bequeathed to us all. 

The displays in. the Museum 
retold the story: 

•On August 6, 1945, the Enola 
Gay, an American B-29, dropped an 
atomic bomb on Hiroshima. 

•By the end of 1945, atomic bomb 
deaths in Hiroshima numbered between 
130,000 and 150,000. 

•Another 60,000 to 80,000 people 
died in Nagasaki. 

•Many more died over the years 
after the bombings from chronic illnesses 
caused by radiation. Some victims are 
still suffering from radiation-related 
sickness. 

Facts. Touring the Peace 
Memorial Museum was like watching the 
10:00 p.m. news. The facts distanced the 
event nearly half a century into history. 
Cold, hard facts. 

Written text in several languages 
explained each exhibit. The English 
text was obviously written by Japanese: 
the angry voice was distinct and filled 
with a clear pattern of non-native errors. 
This bothered me. The Museum is an 
international center to promote peace and 
understanding. Why hadn't the Japanese 
asked a native English speaker to edit the 
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text ... as a courtesy to English-speaking 
guests? It jarred me. In a country 
otherwise so pre-occupied with 
correctness, why would they be so 
cavalier about my language? I looked up. 
Jack was nearby, but also alone, on his 
own tour. Here there were so many 
foreigners, we each blended 
anonymously. I moved on slowly from 
exhibit to exhibit. 

A diarama of life-sized wax 
figures searching for water, for the river, 
for escape from the fire-storm. 
Procession of Ghosts. Clothes burned in 
an instant. Hands, faces, breasts swelled 
in purple welts that burst and left skin 
hanging like rags. Humans pushed on, 
holding their hands before them and 
dragging their burned bodies, falling and 
piling onto one another, groaning and 
dying .... 

•Graphs and statistics of thermal 
radiation and blast pressure ... 

• A photograph of a human 
shadow imprinted on the steps at the 
entrance to the Sumitono Bank ... 

•Photographs of groups of people 
taken approximately two hours after the 
explosion ... 

•Streaks of "black rain" on the 
white wall ... 

While I was looking at the 
remains of belongings of a Hiroshima 
schoolboy--a melted metal lunch-pail, a 
burned school book, and the shreds of his 
uniform--! overheard a young man and 

. woman passing by me. They spoke in 
heavily accented English--his accent 
German and hers perhaps Dutch or 
Belgian. I understood distinctly only his 
condemnation, " . American 
barbarians!" And he, a German! 

". . . An engine, an engine / 
Chuffing me off like a Jew./ A Jew to 
Dachau, Auschwitz, Belson." Sylvia 
Plath's lines rang in my head. How is 
Auschwitz different from this? How is 
Pearl Harbor different? 

At that moment I understood. 
There is no difference. These events are 
all the consequences of arrogance: the 
German arrogance as the superrace, the 
Japanese arrogance as world conquerors, 
the American arrogance as inventors and 
controllers of the bomb. Even here, the 
Peace Memorial Museum's presentation 
of exhibits is itself a kind of propaganda, 
wholly one-sided, showing only the 
intense suffering of the Hiroshima 
victims. Not once is there mention of the 
Japanese provocation that brought the 
United States into the Pacific War nor is 
there any hint of the atrocities committed 
by the Japanese against their Asian 
neighbors and American POWs. But I 
have been to Pearl Harbor, too. 

Somehow, all sides of the story 
must be told together. The focus must 
not be on the suffering so much as the 
cause--the arrogance that leads to one 
man's, one nation's, cruelty to another. 

The drawings and stories of the 
Hiroshima survivors are strikingly similar 
in horror and tone to the drawings and 
stories of Jews who survived German 
concentration camps. In the 
Museum Hall there was a watercolor 
depicting the inside of a warehouse lined 
with rows of tables loaded with boxes of 
bones and debris. A few solitary figures 
carefully picked over the piles with 
chopsticks. It was titled: Looking for 
Relatives. 

Usually works like this are 
exhibited separately, in places 
constructed to sanctify suffering and 
justify nationalism rather than to sanctify 
understanding and justify 
internationalism. 

Finally, Jack and I paused to rest 
in the Hall lounge. Jack, a former Navy 
pilot, said the images in the museum did 
not shock him as much as he thought they 
would. He took a yellowed newspaper 
clipping out of his wallet. The picture, 
headlined "A Breath of Hell," showed a 
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little girl running down the road, naked, 
her anns in the air, screaming in pain, her 
back burned off by napalm. 

"When I saw this in Vietnam, I 
thought, 'Nothing Not even my own life
-can justify that ... nothing,"' he said. 
"What's the difference here? It's the same 
experience." 

A Hiroshima survivor's painting shows a 
fatally burned bomb victim fleeing in pain. 

We walked along the edge of the 
reflecting pond, through the park, toward 
A-bomb Dome. A group of people 
chanted and waved placards in front of 
the Cenotaph, exploiting the sentiment of 
this park to draw attention to their own 
cause. 

Flocks of doves engulfed tourists 
who offered them food despite the signs 
warning that the birds carry contagious 
and fatal diseases--doves originally set 
free in the tradition of peace at the 
dedication of the Garden. 

We photographed Hiroshima's 
various monu:'.:ients: the Memorial 
Mound, A-Bomb Dome, the many 
colorful bouquets of children's paper 
cranes. We stopped in the middle of 
Aioibashi Bridge and watched children 

floating paper sailboats along the shore of 
the Ota River. Ground Zero. The estuary 
where the Ota River fans into the six 
rivers of Hiroshima was the aiming point, 
an easy target from the air. For some 
time I stared quietly at the children 
playing below me. 

Then, we turned back. Jack rang 
the Bell of Peace, but I could not. For me 
the symbol of peace is silence. Here, in 
this place, even sound felt like an act of 
aggression. 

As we left the Garden around 
dusk, palm trees waved in a breeze off the 
Inland Sea. Outside the Peace Park the 
lights of the city came on, and the streets 
filled with people returning home from 
work. It seemed as if war had never 
happened here in this clean, modem, and 
vigorous city. 

I don't know what I really 
anticipated I'd find in Hiroshima when I 
left Kobe that morning. I think I half 
expected a huge, city-wide brown hollow 
of wasteland with a museum and a pond 
in the middle. Instead, I saw a lush, 
crowded metropolis. The physical scars 
on the city were nearly healed; my own 
wounds from the bombing are still 
festering. 

Consequently, I feel compelled 
to share what I saw there--to risk 
inadequate communication in order to 
prevent a more terrible danger: forgetting. 
For the pressures to erase Hiroshima from 
our historical consciousness are stronger 
now than our desire to remember and 
understand. Indeed, as time passes and 
new generations come to power, memory 
fades. Psychic numbing is one of the 
greatest problems of our age--our national 
narcotic. 

A combination of technical 
prowess, economic priorities, and 
American protectionism blocks our 
emotional perceptions of what modem 
technology is doing to all of us--
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arrogance disguised in "progress." As 
new nationalisms, new alliances, and new 
weapon systems are promoted, the past is 
deliberately and selectively obscured. 

What can I do? First, I can 
remember. While I may not be able to 
bring the sunken U.S.S. Arizona to the 
Inland Sea, I can bring the stories of 
Auschwitz, Pearl Harbor, and Hiroshima 
into my classroom. I can promote an 
international perspective--a world view 
--by transforming my curriculum, by 
participating in programs like peace 
conferences, international student 
exchanges and foreign language training. 
I can stand up against the arrogance of 
any who would strip me of my liberties in 
the name of a patriotism that is blinder 
than justice, that gives loyalty to 
demagogues like Hitler, that allows my 
"democratic" national government to defy 
international law when such law becomes 
inconvenient. 

I can work for the rights of all 
people to live with hope for the future, 
food for the present, opportunity for self
actualization in any normal lifetime. 

I have ' come away from 
Hiroshima having found the courage to 
accept myself--as I am--unsure about 
lifeboats of beliefs which family and 
friends cling to with such strong 
conviction. There are few answers, but 
many questions. The challenge is to 
accept life without certainty. In fact, I 
must embrace uncertainty; I must wrap 
my arms around it and hold on to "not 
knowing enough" to impose my views on 
others. I can only oppose those who do. 

I am the mother standing in front 
of the Peace Museum at Hiroshima, 
sheltering the daughter clutched to me as 
I reach behind me fearing I will lose hold 
ofmy sons' ham:•• · 

Christm,; •. Eve, 1985--the year 
Shotaro's family was with us in Utah-
our son David, age 5 then, talked about 
war as we tucked him into bed. 

"Dad, animals kill for food, don't 
they?" 

"Yes, David, they do." 
"And people kill for food 

sometimes too, don't they?" 
"Yes." 
"But animals kill because they're 

hungry. People don't always kill only 
because they're hungry, do they?" 

"No. Sometimes people kill for 
other reasons." 

"Like war? You were in a war, 
weren't you Dad? What's war like?" 

"Like a nightmare, and you can't 
wakeup." 

"I don't want to be in a war." 
"I hope you'll never have to be, 

David." 
"Don't worry, Dad, I won't. 

The world is more sane than that. " 

• Elizabeth Nist teaches literature and 
composition at Anoka-Ramsey 
Community College. This essay was 
revised during a Minnesota Writing 
Project Summer Institute. Liz is also 
Past President of MCTE. 

• The drawings included in this section 
were done by survivors of Hiroshima and 
Nagasaki and are presented here through 
the courtesy of Donna Casella who 
teaches at Mankato State University. 
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Bridging Our Worlds: 
Celebrating Literacy and Community 

What? 
When? 

Where? 

Registration: 

A Literacy and Book Fair 
Friday, October 20 7:30 p.m. - 10:00 p.m. · 
Saturday, October 21 9:30 a.m. - 2:00 p.m. 
Ronald M. Hubbs Center for Lifelong Learning 
1030 University Avenue St. Paul, MN 55104 

Available On-site $20 for 2 days, $15 for 1 day, 
half price for students 

Co-Sponsors: ARTS-US, SASE, Milkweed Press, Inner City 
Youth League, Creative Consultations, 
Minneapolis and St. Paul Public Schools, 
COMP AS, and a variety of booksellers. 

Friday: 7:00 Registration 
7:30 Kickoff: Afrikan Perfection (Afrikan 

Drum Corps), Readings and panel of 
authors and educators 

8:30 Readings & storytellers ( concurrent 
sessions) 

9:30 Reception: music and food, book fair 
Guest Authors: John Minceski, Alexs Pate, Mary Rockcastle, 

Deborah Keenan, Julie Landsman, Rose McGee, 
George Claborn 

Storyteller: Jerry Blue 

Saturday: 9:30 Kickoff: Walker West Music Academy and 
other student performance groups 

10:00 Group reading of authors 
10:30 Readings & storytellers ( concurrent 

sessions) 
11 :30 Student readings and performances 
12:30 Reception: music and food, book fair 

Guest Authors: Linda S. Finney, Alma Curry, Venise Battle, 
Michael Fedo, Davida Adejouman, John Caddy, 
Diego Vasquez 

Storytellers: Sean Brown, ARTS-US Young Storytellers 
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Teaching Students about AIDS through 
Adolescent Literature 

Stephanie Felien 

Open a magazine. Turn on the 
television. Listen to the radio. Read the 
newspaper. Go to a public restroom. 
Though they all seem to be a part of our 
daily lives, they also share another trait-
they all are confronting AIDS. Every day 
the media faces yet another story about 
AIDS, whether it be scandalous, medical, 
political, or personal, and it is time that 
our public schools start talking. Though 
AIDS education in the school poses yet 
another realm of controversy, there is no 
question that our students, our children, 
have a right to and an undeniable need for 
such education. 

Although AIDS education can 
take many forms, such as effects on the 
immune system, health-related 
consequences, prevention techniques and 
lifestyles, political controversies and 
histories, there exists an extremely 
powerful device for teaching our students 
about AIDS. Literature. 

Om students, whether they be 
seventh grade special education students 
or twelfth grade honor students, are now 
being exposed to something as scary as 
adultery, racism, and injustice, if not far 
more terrorizing. Neither Hester Prynne 
(nor Nathaniel Hawthorne), Uncle Tom 
nor Boo Radley ever had to live in a 
world terrorized and saturated with the 
threat of AIDS. In school I learned that 

racism is wrong and dishonor causes 
emotional destruction, but I never learned 
how to live in a world with AIDS. I 
learned about AIDS through media and 
myths. I heard lies and threats. I shared 
prejudices and hate. I was ignorant. It is 
through literature that such ignorance 
can be abolished. 

··,It is our job, as teachers who care 
about the well being of our students and 
the quality of the education they receive 
at our hands, to find a way to create an 
atmosphere of understanding, knowledge, 
and acceptance. Though AIDS education 
would seemingly be placed within the 
curriculum of a health or science class, 
literature has volumes of AIDS education 
that show students, in a different form, 
the urgency and relevance of this 
information. 

For years, literature has created 
both real and imaginary worlds that 
connect students with histories, cultures, 
diversities, and themseives. Through 
literature and the study of stories that are 
relevant to their own lives, our students 
can learn that they are not invincible nor 
ever immune to AIDS. They can also 
learn that they are not alone with their 
feelings of seclusion, fear, and self-hate. 
Hundreds of books have been written 
about AIDS, including personal diaries 
and reflections, such as Beatrice Spark's 

Minnesota English Journal 16.1 Fall 1995 7 



It Never Ham,ened to Nancy, information 
books addressed to adolescents, such as 
Clayton Bess's The Mayday Rampage, 
and fictional stories, like Alida Young's l 
Never Got to Say Good-bye, that often 
seem all too real. 

However, when you decide which 
AIDS related books to bring into your 
classroom, it is vital to the integrity of all 
students that the books are preread and 
analyzed. Unfortunately, there exist 
many AIDS related books that are 
prejudiced against homosexuality, biased 
against certain religions, and disregarding 
teen realities such as drug use and sex. In 
M. E. Kerr's Nite Kites, the AIDS 
infected protagonist is homosexual, and 
the novel denies the reality that all 

, unprotected sex can result in AIDS. 
Regardless of your position on such 
issues, it is your job as a teacher to find 
constructive ways . of getting the 
information across to your students. 
There will be homosexual, or at least 
questioning, students in your classroom. 
It has been estimated that one in every ten 
students in your classroom will be 
questioning his or her own sexual 
preference. There will also be prejudiced, 
narrow-minded students and parents. 
Therefore, it is crucial to find books that 
address the urgency for AIDS education 
that are relevant to your students and that 
do not ignore, belittle, begrudge, or 
undermine their integrity. Connection 
has to be made with each and every child. 
It is a matter oflife and death. 

Many schools are implementing 
AIDS education through literature. East 
Junior High School, in Superior, 
Wisconsin, observes an AIDS awareness 
week in its curriculum. During one week 
in the month of May, students are 
educated about what AIDS is, what AIDS 
does, how one can contract AIDS, and 
how one can be protected from 
contracting AIDS. Students read 
literature during this awareness month, 

and the teachers show their students and 
parents of these students that AIDS is a 
social reality, however terrifying, that can 
no longer be ignored. I randomly 
surveyed over 40 adolescent school 
children, ages 14 to 16: nearly all of them 
had had some type of AIDS education 
and sex education in school, and a great 
majority of them would like to have even 
more education. Some of the literature 
that East Junior High students read is 
Nite Kites and I Never Got to Sav Good
bye. These students also receive an 
information booklet containing hotlines, 
protective practices, and fictitious 
situations to help them learn to cope. 

When students learn about AIDS, 
it is essential that they learn the truths and 
dismiss the myths at an age that is young 
enough to make a difference. It has been 
estimated that age twelve is the first 
sexual experience for many adolescents. 
At East Junior High, the education starts 
at grade seven and continues throughout 
the middle school. In ninth grade, 
newspapers and current events, state 
papers and regulations, and visits from 
AIDS specialist doctors and victims are 
brought into the curriculum. The 
reactions from both parents and students 
have been extremely positive. East 
English teacher Kim Towns explained 
that she received thank-you notes from 
parents for teaching their children about 
AIDS. Towns also expressed the 
importance of teaching AIDS awareness: 
"It's no longer a matter of reputation 
concerning sex education. It's no longer 
bad girl or good girl ... it's dead girl." 

What better way is there to reach 
your students than through literature that 
could affect them for the rest of their 
lives? With peers working right 
alongside, comfort levels high, and 
anonymous questions welcomed, surely 
AIDS awareness and prevention will 
increase, and the spread of this 
horrendous disease will diminish. 
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Adolescent Literature With AIDS/HIV Themes 

Arrick, Fran. What You Don't Know 
Can Kill You. New York: Dell, 1992. 
The story of a thirteen-year-old girl 
whose sister contracts HIV from her 
boyfriend. Debra's life begins to 
crumble around her as she loses friends 
at school, confronts difficulties at home, 
and has to face losing her only sister. 

Baer, Judy. The Discovery. 
Minneapolis: Bethany House, 1993. 
The story of Todd, whose older brother's 
fiance discovers she has AIDS. In the 
midst of making her wedding plans, 
Nancy finds out that her destructive past 
has caught up with her and has left her 
with HIV. 

Bess, Clayton. The Mayday 
Rampaee. Sacramento: Lookout 
Press, 1993. 
The story of Jess and Molly, two young 
teens writing for their school newspaper 
about the controversial subject of sex 
education and AIDS. Jess and Molly 
report on the human face of AIDS and 
tum their high school upside down in 
the process. 

Hermes, Patricia. Be Still My Heart. 
New York: G.P. Putnam's Sons, 1989. 
In the middle of a teenage romance, two 
young teens find out their favorite 
teacher's husband has AIDS. As these 
teens battle to keep their favorite teacher 
from being fired, they realize how much 
they mean to each other. 

Kerr, M.E. Nieht Kites. New York: 
Harper & Row, 1986. 
Seventeen-year-old Erick discovers that 
his brother is gay and has AIDS. This 
story illustrates the complicated lives of 
three teens who are all dealing with 
prejudice in some form, self-identity, 
and self-acceptance. 

Miklowitz, Gloria D. Good-Bye 
Tomorrow. New York: Dell, 1987. 
The story of Alex, who suffers 
community and family prejudices 
because he has AIDS, as told through 
the eyes of his sister, his girlfriend, and 
himself. 

Sparks, Beatrice, ed. It Happened to 
Nancy. New York: Hearst, 1994. 
The compelling story of Nancy, written 
in her own words, as she copes with 
living and dying with AIDS. This diary 
is highly educating from both an AIDS 
factual summation to a painfully 
personal reflection on living and dying 
with AIDS. 

Young, Alida E. I Never Got to Say 
Good-bye. Ohio: Willowisp Press, 
1988. 
The story of Traci's best friend, Marc, 
who gets HIV through a blood 
transfusion. The story illustrates 
struggles of community prejudice and 
ignorance and the great importance of 
family and friends. 

Other HIV/ AIDS Materials 

Teacher Education Resource Manual: 
Resources to Aid in the Development 
of an mv /AIDS Curriculum for 
Teachers in Trainini. Baltimore: 
American College Health Association, 
n.d. 
This manual is an excellent source of 
AIDS information, carefully selected 
and organized to help teachers design a 
curriculum for education on AIDS. 
Included are medical facts, a glossary, 
HIV related values and opinions, health 
education guidelines, curricula and 
materials, information on how to 
integrate and implement HIV education, 
and resources. 
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Turck, Mary. AIDS. Mankato: 
Crestwood House, 1988. 
This pamphlet explains how people get 
AIDS and how to prevent it, and 
discusses popular myths about the 
disease. 

Yarber, William. AIDS: WhatYoun2 
Adults Should Know. Virginia: 
The American Alliance for Health, 
1989. 
The pamphlet answers questions that 

young adults would be likely to ask. 
Also included are national hotlines, 
numbers and addresses of support 
groups, activities, and personal 
information forms for students to fill 
out. 

~ Stephanie Felien is a Teaching 
Secondary English student at the 
University of Minnesota, Duluth, and 
currently resides in Carlton, MN. 

NCTE Announces 1996 Achievement Awards in 
Writing and Promising Young Writers Program 

To encourage our high school 
students and eighth-grade students in 
their writing and to recognize publicly 
some of the best student writers in the 
nation, the NCTE is accepting 
nominations for two awards in 1996. 

The Achievement Awards in 
Writing will be presented to students 
nominated and cited as excellent writers 
by judges based upon their entries of 
two written compositions. Nominees 
must be students who will graduate from 
high school in 1997. A maximum of 
876 awards is possible; the awards are 
announced in October when the student 
nominees have entered their senior year 
in high school. This is the thirty
seventh consecutive year that NCTE has 
sponsored the awards. 

Recipients of awards and the 
English departments from which they 
were nominated receive certificates of 
commendation from the NCTE. Their 
names and addresses are printed in a 
booklet that is mailed in October to 
directors of admissions and freshman 
studies in 3,000 colleges, universities, 
and junior colleges in the United States. 

Nominations must be sent to 
NCTE by January 23, 1996, with the 
entries submitted no later than April 21, 
1996. For more information, including 
a full listing of categories and rules, 
write for the Official Rules Booklet, 
Scholastic Writing Awards, 730 
Broadway, New York, NY 10003. 

The Promising Young Writers 
program, entering its eleventh year with 
the 1995-1996 school year, was 
established to stimulate and recognize 
students' writing talents and to 
emphasize the importance of writing 
skill among eighth-grade students. 
Eligible students who have been 
nominated by their schools in fifty 
states, the District of Columbia, 
American Schools Abroad, and Canada 
may participate in the program. 
Students who submit papers will receive 
either a Certificate of Recognition or a 
Certificate of Participation to 
acknowledge their efforts. 

Entries and fees must be 
received by January 10, 1996. For more 
information contact Ms. Sandra Nesvig, 
1757 Wellesley, St. Paul, MN 55105. 
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Hope Leslie: A Prototype for the American Female 
Heroism of Hawthorne's Hester Prynne 

Gayle Gaskill 

The Scarlet Letter (1850) is a 
fascinating tragic novel and deservedly 
a familiar component of many high 
school and undergraduate English 
curricula. Ho_pe Leslie (1827), a lively 
comic epic prototype of female heroism 
in colonial Massachusetts by 
Hawthorne's contemporary female 
novelist, Catharine Maria Sedgwick, 
provides an instructive and entertaining 
parallel to Hawthorne's work. Thanks 
to Rutgers University's new American 
Women's Writers Series, it is now 
available in paperback to stand beside or 
in place of The Scarlet Letter as a 
nineteenth-century woman writer's 
vision of the heroic potential in the 
founding American ideal. 

Bearing her enigmatic scarlet 
letter beyond the grave, Hawthorne's 
Hester Prynne triumphs heroically not 
only over the unforgiving Puritans who 
scorn her but also over the greatest 
achievements of seventeenth-century 
science (in the corrupt, Faustian figure 
of Roger Chillingworth) and of 
Protestant religion (in the timorous , 
passive figure of the eloquent preacher, 
Arthur Dimmesdale). Intimately allied 
to each man as wife or as lover, she 
nonetheless survives both of them, as 
well as a shaming social ostracism that 
neither of these revered figures ever 

faces. Hester comes down from the 
scaffold where Arthur has died to 
become a legend of new Boston, quietly 
creating gorgeous art with her needle 
and generous comfort with her deeds of 
charity. 

As Hawthorne presents it in The 
Scarlet Letter, the Puritan colony that 
has abandoned the partiarchal monarchy 
of old England to frame a 
commonwealth in new England 
unconsciously offers the environment for 
a new heroism. However, the hero must 
be female: men are too comfortably 
smothered by tradition. Between them, 
Chillingworth and Dimmesdale represent 
the traditional wisdom of the inflexible 
old world, yet they prove powerless 
beside Hester, who struggles to nurture 
superior, independent, charitable values 
in her personal moral wilderness. 

Published in 1850 and set in 
Boston two centuries earlier, The Scarlet 
~ is the culmination of a quarter 
century of colonial Puritan novels 

' 
including Hope Leslie, the third novel of 
Catharine Maria Sedgwick, a fellow 
Massachusetts author whom Hawthorne 
admired "as our most truthful novelist" 
(Foster 72-73; 20). Published in 1827 
and set in Boston about a decade before 
Hawthorne's story, Hope Leslie 
anticipates the female heroism of The 
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Scarlet Letter in its title character. In 
both novels a strong female protagonist 
makes the triumph of the individual 
conscience over a repressive society the 
triumph of new American values over 
the corrupted patriarchal values of 

Europe. 
Two major differences 

nonetheless distinguish these novels. 
One is the ·issue that separates the female 
hero from her community; while Hester 
is the woman taken in adultery, Hope is 
the champion of Native American 
women. The central action of ~ 
~ revolves around what critics 
Gossett and Bardes call Hope's political 
acts of "civil disobedience" (21), her 
clandestine release from unjust 
imprisonment of two Native Americans 
who have saved her colonial friends 
from certain death. By valuing their 
personal loyalty over society's 
accusations that they are a witch and a 
rebel leader, Hope defies the strictures 
of her community, but she never stands 
accused herself, least of all accused of 
violating sexual mores. Second, Hope is 
as cheerful in her disobedience as 
Rosalind in Shakespeare's As You Like 
It, a popular literary precedent for moral 
freedom in the wilderness. In 1827, 
when Jacksonian democracy was an 
ideal just coming into practice and when 
her own professional successes were 
rising, Sedgwick framed the plot of her 
romance in the sprawling design of a 
Shakespearean comedy. A quarter 
century later, when the new Whig 
administration had displaced democratic 
idealism and removed the male author 
from his comfortable surveyor's post in 
the customs house, Hawthorne framed 
his plot in the tight design of a classical 

tragedy. 
Notwithstanding the exactions of 

his tragic design, Hawthorne explores 
the character of his American female 
hero with the same formula Sedgwick 

develops for Hope Leslie. Like Hope's, 
Hester's noble birth signals her noble 
character. At her first appearance 
Hester stands on the shameful scaffold 
recalling her "reverend" and "gentle" 
parents in their "decayed house of gray 
stone, with a poverty-stricken aspect, 
but retaining a half-obliterated shield of 
arms over the portal, in token of antique 
gentility" (55). This · gentility 
exaggerates Hester's shame while it lifts 
her above those who accuse her. 
Heraldry appears again at the end of the 
story in the mysterious "armorial seals" 
that mark Hester's letters from a grown 
and married Pearl. On Hester's 
tombstone, the language of heraldry 
transforms her emblem of shame into a 
badge of office: "On a field, sable, the 
letter A, gules" (238-40). 

Sedgwick's Hope Leslie is also 
set above her community by her noble 
birth and attitude, for she is the sole 
heiress of two titled English families. 
Unlike Hester's, Hope's nobility gives 
her freedom, for she lives comfortably 
in the governor's household and carries 
a convenient supply of jewels and public 
good will to win everyone she meets. 
Moreover, Hope's pride of birth gives 
her personal confidence to challenge the 
judgements of community leaders and 
release condemned prisoners, with no 
censure but a polite effort "to subdue to 
becoming deference and obedience, the 
rash and lawless girl, who had dared to 
interpose between justice and its victim" 
(121). While Hester's noble birth acts 
ironically to condemn those who scorn 
her and to elevate her to the level of 
tragedy, Hope's gives her comic social 
ease. Its only inconvenience is its power 
to attract a greedy, unwelcome suitor, 
Sir Philip Gardiner, who, though he 
candidly compares himself to Lucifer 
(198), yet fails to equal the forboding, 
demonic presence of Roger 
Chillingworth. 

12 
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Like Hawthorne, Sedgwick 
matches her female hero with two male 
figures who torment each other, one 
devoted to evil. Sir Philip assumes the 
habit of a Puritan but is in fact a 
Catholic adventurer with a French 
mistress. According to The New 
En2Iand Quarterly. Sir Philip is based 
upon an historical person, Sir 
Christopher Gardiner, who challenged 
the legal grant of the Massachusetts Bay 
Colony (Schants 807-09). To recover 
his political losses, Sir Philip woos 
Hope with songs, flattery, and insistent 
protectiveness; however, his gallantry 
only repulses the American woman, who 
is untutored in French coquetry. 
Eventually he comm1ss1ons a 
kidnapping, which fails providentially 
through mistaken identity. Foolishly 
thinking to impress Hope, Sir Philip 
captures and falsely condemns her 
Native American ally, Magawisca. 

Sir Philip's rival in love is 
Hope's childhood friend, Everell 
Fletcher. Born in New England but sent 
to old England for education, Everell 
anticipates Arthur Dimmesdale in two 
ways. First, though he is not a guilt
ridden preacher, Everell is a sexually 
attractive man in a sexually repressed, 
religiously oppressed society. 
Hawthorne describes Arthur's effect on 
impressionable Puritan ladies: "The 
virgins of his church grew pale around 
him, victims of a passion so imbued 
with religious sentiment that they 
imagined it to be all religion, and 
brought it openly, in their white bosoms, 
as their most acceptable sacrifice before 
the altar" (131). Everell similarly 
inspires bewildering sexual impulses in 
the maiden heart of Puritan Esther, who 
is "inspired with a strong desire, 
proceeding, as she believed, from a 
divine intimation, but which might 
possibly have sprung from natural 
feeling, to open her heart to Everell" 

(138). Tall, dark, and severely 
restrained, Esther, like Hester and the 
virgins of Arthur's parish, is stirred by 
the presence of a sensitive young man. 

Everell' s character further 
anticipates Arthur's in his inability to 
act. While Magawisca, who has 
courageously rescued Everell from her 
father's hatchet, languishes in prison, 
the young man can only wrench at her 
iron bars. It is Hope Leslie, the female 
hero, who contrives to substitute her 
indulgent old tutor for the prisoner and 
set Magawisca free. The attractive but 
passive young man finally joins the 
women to say farewell. Hawthorne 
compresses these elements of character 
into tragic dimensions. Hester Prynne is 
both the repressed Puritan and the heroic 
rescuer; Arthur is both the helpless, 
attractive man and the prisoner. Hester 
confronts Arthur in the forest and 
contrives the means for his escape across 
the sea. In the tragic conclusion of their 
story, Hester physically supports Arthur 
as he climbs the scaffold to cleanse his 
heart in public penitential farewell. 

The schematic difference 
between the men who create Hope's 
heroic dilemma is politics. The Catholic 
libertine Sir Philip comes to establish a 
rival political claim for Massachusetts 
and stays to try to seduce the colony's 
rr-r)st independent woman back to 
Europe. He betrays a Native American 
without a second thought. Everell, on 
the other hand, befriends the Native 
American. He is a sexually innocent 
Protestant who returns to his 
Massachusetts birthplace to father a new 
generation of good citizens. The 
marriage that concludes Sedgwick's 
comic epic resounds with patriotic 
optimism. In contrast, Hawthorne's 
tragedy concludes with a death, while 
his female hero leaves New England her 
legend but not her offspring. 

The schematic difference 
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between Roger and Arthur is 
metaphysics. Bearing his resentment 
like his hunchback, Roger forfeits his 
soul in order to torment his wife's lover. 
His whole study of alchemy and 
medicine serves one devilish purpose. 
Arthur, meanwhile, turns "all the 
learning of the age" (62) toward his own 
guilty anguish. Neither man can forgive 
or look beyond his own agony. Arthur, 
as Hester observes, has "ceased to 
struggle." Each is the victim of the 
corrupt old patriarchy that conceals his 
sin. Only the heroic woman can assert 
strength. "She assumed a freedom of 
speculation. . . . She might . . . have 
been a prophetess" as she contemplates 
a new social relationship between men 
and women from her isolated vantage 
point in the American wilderness. The 
Hawthorne narrator comments: "A 
tendency to speculation, though it may 
keep woman quiet, as it does man, yet 
makes her sad" (152). 

Just as Hester in her isolation 
wears the sad face of tragedy, 
Sedgwick's Hope, at the social center of 
her community, shines with American 
optimism. "It may appear improbable," 
the Sedgwick narrator admits, "that a 
girl of seventeen, educated among the 
strictest sect of the puritans, should have 
had the open, fearless, and gay character 
of Hope Leslie; but it must be 
remembered that she lived in an 
atmosphere of favour and indulgence, 
which permits the natural qualities to 
shoot forth in unrepressed luxuriance--an 
atmosphere of love" (122). Hester's 
Pearl lives in that indulgent, loving 
atmosphere. As her mother's alter ego 
and only companion, her "id," as the 
feminist critic Nina Baym calls her 
(141), Pearl thrives in affectionate 
luxuriance. Hester lavishes on Pearl 
"the gorgeous robes" and "richest 
tissues" she denies herself. In Pearl's 
unrestrained behavior, Hester can 

"recognize her [own] wild desperate, 
defiant mood, the flightiness of her 
temper, and even some of the very 
cloud-shapes of gloom and despondency 
that had brooded in her heart" (82-83). 
Pearl's freedom emphasizes her 
mother's restraint. Unbounded by 
Puritan law, Pearl's character depicts the 
Rosseauvian innocence that the 
American wilderness can nurture and by 
contrast to her mother emphasizes the 
bondage that the patriarchal law exacts 
on Hester's spirit. 

Just as Hawthorne isolates Hester 
with Pearl to emphasize the melancholy 
of his tragic female hero, Sedgwick 
surrounds Hope with female foils to 
emphasize her cheerful resilience. Rosa, 
Sir Philip's pathetic mistress, most 
vividly portrays the corruption of old 
world values. Though Sir Philip's 
seductive flattery cloys and embarrasses 
Hope, Rosa deserts the protection of the 
convent to feed on his faithless caresses 
and eventually destroys him and herself 
in suicidal jealousy. The dutiful maiden 
Esther is as sexually restrained as Rosa 
is sexually abandoned. By substituting 
propriety for self- assertion, Esther wins 
the approbation of her English elders but 
not the affection of the American 
Everell. When Everell begs her aid in 
releasing Magawisca from prison, 
Esther refuses to rebel against civil law. 
When Everell urges the Puritan example 
of the rebellion against the English 
crown, she only quotes scripture at him. 
In contrast to Esther, Hope asserts the 
claims of conscience above those of civil 
law and manages Magawisca' s jail break 
by using personal charm to manipulate a 
doting jailer. Rosa and Esther are 
equally the unhappy reflections of 
opposite patriarchal definitions of a 
woman's role, while Hope reflects a 
sensible American woman's balance of 
freedom and self-control. 

On the opposite shore, 
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Magawisca, the noble Native American 
woman, like Pearl, embodies the free 
spirit of the new world, which neither 
Hope nor Hester fully achieves. For 
example, when Hope accompanies her 
guardian into the autumn woods, her 
aunt declares such behavior "very 
unladylike, and a thing quite unheard of 
in England" (98). Thus by English 
values, Hope is self-consciously daring; 
however, Magawisca, like Pearl, is 
completely at home in the wilderness. 
She draws spiritual strength from it. 
"The Great Spirit and his ministers," she 
explains, "are everywhere present and 
visible to the eye of the soul that loves 
him. . . . I hear him in the rushing 
winds--in the summer breeze" (332). In 
short, the book of nature is Magawisca' s 
sole moral law. Magawisca' s brother 
marries Hope's sister, Faith, who 
abandons Puritan society, but Hope 
cannot accept so much freedom. 

Twenty years ago Michael Davitt 
Bell saw Magawisca as a "dark 
heroine," Hope's rival for the love of 
Everell and the American equivalent of 
Rebecca in Sir Walter Scott's Ivanhoe. 
Thus "Magawisca represents the perils 
of nature [while] Hope Leslie . . . is a 
tame nature that can be trusted" (218). 
Sedgwick does not place a male hero 
between rival women, however, but a 
female hero between a needy lover and 
a daring independence. Magawisca's 
departure shows that the European
American woman is not yet fully free. 
Magawisca leaves a prophetic blessing 
on the forthcoming marriage: "Oh! may 
the chains by which He, who sent you 
from the spirit land, bound you together, 
grow brighter and stronger till you 
return thither again" (330-31). The 
native of the wilderness escapes, leaving 
Hope in matrimonial chains. Like Pearl 

' Magawisca represents a higher level of 
moral freedom than the female hero can 
achieve for herself, she depends on that 

hero to realize her own freedom, and 
finally she disappears, taking her 
glimpse of freedom with her. 

The sprawling comic-epic 
structure of Hope Leslie accommodates 
a vast variety of characters with comic 
propensities: Hope's devoted old tutor, 
Mr. Cradock, for instance, is a fool for 
studying dead languages, while her 
fastidious Aunt Grafton is a fool for 
studying , European fashion, yet both 
show Hope adapting to the practical 
requirements of America. Like those of 
Jane Austen, Sedgwick's minor 
characters each exploit a single, static 
trait that shows the protagonist to 
advantage. 

Unlike Sedgwick, Hawthorne 
limits his historical romance to three 
complex characters, isolating them in a 
tightly balanced tragic plot. Arthur is 
both the learned man and the hopeless 
lover, both the eloquent spokesman for 
Hester in the governor's hall and her 
childlike follower in the forest. Roger is 
the depraved European avenger as well 
as the respected physician. By 
scrutinizing these few characters closely 
and dramatizing the interplay of several, 
often conflicting values in each, 
Hawthorne creates a psychological 
complexity that Sedgwick's story does 
not attempt. His Hester comprises 
Hope's freedom of con·c· •. ;,s 1ence, 
Magawisca's noble, transcendent 
physical strength, Rosa's sexual 
vulnerabliity, Esther's repressive self 
doubt, and even Aunt Grafton's minute 
appreciation for fashionable embroidery. 
As these contradictory forces mold and 
motivate Hester, she grows both more 
convincing and more enigmatic. 
Furthermore, Hawthorne follows 
Hester's meditations in her isolation and 
strives with her to reveal a purpose in 
her suffering. Sedgwick holds her 
readers with rapid shifts of action just as 
Hawthorne holds his with an intense 
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study of character. 
Both novels develop moral 

themes. By causing her female hero to 
plead for justice for the N~~ive 
Americans, Sedgwick takes a political 
stand. As Mary Kelley notes in her 
recent edition, the novel was "written 
during a decade in which nin~teen~
century Americans were demanding still 
more land from the Cherokees, the 
Chickasaws, and the Choctaws. · · · 
Hope Leslie resounded with ~n 
unmistakable challenge to the morality 
of a nation" (xxvii-xxviii). The moral 
issue in The Scarlet Letter, on the 0ther 
hand, is intimate and timeless, centering 
on sexuality and its repression and on 
compassion and its denial. Together 
these two insistently American novels 
propose a new moral paradigm whereby 
the individual conscience triumphs over 
the corrupted values of the past, and for 
that each needs a new hero, a strong 
woman acting out her new destiny in the 
new world. 
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Erratum 

In the Spring issue of MEJ, we 
published an article titled "A Student
Centered Approach to Shakespeare's 
Macbeth" by Susan Watts. This article 
was jointly written by Susan Watts and 
Sally Rothenberg. 

Susan Watts is assistant 
professor of literacy education and 

teaches reading methods courses at the 
University of Minnesota. 

This article was based on a 
collaborative effort with her former 
student, Sally Rothenberg, who teaches 
students with learning disabilities. 

We apologize for the omission of 
Ms. Rothenberg's name from the title. 
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Ten Minutes to Grammar Readiness and 
Faster Reading 

Elizabeth Grawe and Paul Grawe 

The following narrative, like 
much of modem literature, points to 
many morals from a variety of 
perspectives. Our own preference is to 
see it for what it says about Upper 
Midwestern students' preparation for 
grammar instruction. In an age when 
virtually everyone decries declining 
communication skills, the moral we 
propose is that students, especially 
below-average-achievement students, are 
missing a key and absolutely basic 
concept about language. In ten minutes' 
time, without formal introduction, they 
can painlessly become more sophisticated 
about what they inherently already know, 
move to impressively increased 
comprehension rates in reading, and 
prepare themselves significantly for 
meaningful grammar instruction. 

Our story begins about four years 
ago with Elizabeth as a seventh grader in 
Minnesota Independent School District 
861 (Winona). The Winona schools by 
that time had already achieved national 
and international recognition in Science 
Fair competition based in the Winona 
Middle School Project Science classes of 
Mr. Jerry Foster. Foster's classes 
consistently produced State Science Fair 
winners, high-ranking international 
competitors, and not a few practical 
discoveries. (A Foster alum was the first 

person to isolate the Lyme's disease virus 
in the Midwest, a feat accomplished as a 

\ 

high school junior!) Project Science 
taught middle schoolers science and 
communication skills in a one fe]l swoop. 

Were this a fairy tale, we might 
compare Elizabeth's plight to 
Cinderella's. Other kids' dads with 
advanced scientific devices were at ease 
digging core samples from Mississippi 
Pool 5 or could help engineer wind 
tunnels or could teach exotic-gas 
welding. Poor Elizabeth's Dad was just 
an English professor over at Winona 
State University. What could he offer his 
7th-grade budding scientists compared to 
these other involved parents? Maybe use 
of his office computer. 

With such a deficient family 
background, Elizabeth's choice of science 
project--the effects of music listening on 
academic performance--was predictably 
low-tech. It would have also been 
unoriginal--every science fair has some 
entrant out to prove that, yes, students 
can study and listen to music at the same 
time--except that Elizabeth decided to 
study whether the brain laterality of 
students made any difference to their 
ability to study to music. And as long as 
she was at it, Elizabeth decided also to 
test whether the site of the music--in the 
left ear, right ear, both ears, or neither 
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(i.e., silence )--made any difference. 
You, our dear reader, will be 

relieved that none of these musical results 
is important to the present article. You 
may also be relieved to know that, 
generally, teachers have always been 
right that silence is the best condition for 
high performance. 

Elizabeth continued her testing 
program for two years, the second being 
directly concerned with English skills. In 
the first year, her test instrument was a 
simple, mixed, math facts test: 3x4=, 
1 +8=, and the like. Each student took 
equally difficult tests four times, once 
with each ear locus for music. 

Surprising to no one, Elizabeth 
found no learning curve in these math 
tests. There was no improvement from 
test 1 to test 4. Her eighth grade subjects 
had drilled these facts for years. Ten 
minutes' work was not going to make any 
difference. 

The surprise came in the second 
year when Elizabeth replaced the math 
facts tests with a simple verbal syntax 
test. 

Elizabeth devised four tests 
composed of same-grammar sentences-
finally Dad's expertise was of some small 
use. In each set of four sentences, the 
same element was left out, and a choice 
of fillers for the vacated slot was given. 
For example: 

The boy wore (red, cucumber) 
shoes. 

The girl wore ( cherries, pink) 
socks. 

The dog ate (tables, hard) bones. 
The cat killed (brown, rug) mice. 

Students were asked to fill the slot 
appropriately and to dismiss a misfit that 
could not grammatically fill the slot. 

Clearly, the point of such 
questions was not their difficulty--just 
basic comprehension. Elizabeth's attempt 
was to find something with respect to 
language that was equivalent to drilled 

math facts. The order of questions was 
mixed lightly in the four locus tests, just 
as multiplication, addition, subtraction, 
and division had been mixed in the math 
tests. But with one question from each 
set of 4 syntactically identical items on 
each test, the tests were as close to 
identically difficult as could be devised. 

Surely, something this simple 
would be as well drilled into the students 
by a life of verbal experience as any 
drilled math. Thus, the assumption was 
that no learning curve would be involved 
in the syntax tests and that Elizabeth 
could move quickly and directly to the 
great issues of brain laterality and music 
site. 

But, imitating Shakespeare, "soft 
--what ho?" a learning curve appeared in 
the data. 

And just as the plot thickens, in 
Shakespearean manner we digress to 
subplot. In both years, Elizabeth tested 
approximately 90 students, about half of 
these at Winona Middle School and half 
at Cochrane-Fountain City (C-FC), a 
rural district just on the Wisconsin side of 
the Mississippi River, 15 miles from 
Winona. 

Both Winona and C-FC systems 
have high standardized scores for math 
and for English at the middle school level 
vis-a-vis their respective states. And, of 
course, Minnesota and Wisconsin 
standardized scores are the envy of the 
rest of the nation. There was every 
reason to believe that the students tested 
had strong verbal abilities and would not 
show any substantial learning curve over 
a mere ten-minutes' testing period. 

Nevertheless, Elizabeth found an 
average learning curve of better than 10% 
in Winona between the first and fourth 
two-minute tests. Moreover, the learning 
curve was smooth, increasing by almost 
the same amount between any two 
successive tests. At C-FC the learning 
curve was agam smooth, increasing 
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consistently between the first and fourth 
tests. In other words, students kept 
learning from test to test. It was llQ1.the 
case that at some point they suddenly 
"caught on" to the format of the test and 
thereafter achieved at a constant rate. 

These learning-curve results were 
soon forgotten in favor of the statistical 
analysis of music sites. Interestingly, 
while silence was the best condition for 
performance in both math and English, 
music in both ears was the second best 
for math and worst for English. With 
these and similar results, Elizabeth went 
from local to district to state and finally 
tri-state fairs. In something less than a 
classic Cinderella happily-ever-after 
ending, at Tri-state Symposium, 
Elizabeth's project missed the cut-off to 
go on to national competition by 2/1 0Oths 
of a point. 

But beyond science contests 
remained the fact of the syntactic learning 
curve. With competition behind us and 
the results in front of us, it was hard not 
to return to the learning curve. It became 
impossible not to concentrate on the 
curve when we realized an even more 
important fact: the learning curve is 
much greater for below-average students. 
At C-FC, below-average students had an 
astronomical 68% increase in 
comprehension performance over 4 two
minute tests. Winona's below-average 
students had a 21 % increase. Below
average students were reading 
enormously faster by the end of the ten 
minute testing program. 

We can legitimately ask, if they 
didn't "catch on" to the test format and 
then do better, what were they learning 
that accounted for their steady test-to-test 
gains? Presumably, they were catching 
on to one of the great ideas of modem 
linguistics. They were learning that 
language can be thought of as a series of 
slots, and these slots must be filled 
according to pertinent rules or 

parameters. 
In linguistics, this idea of 

language as related slots is called 
"tagmemics," and it is discussed beyond 
the reading abilities of almost everyone 
by Dr. Kenneth Pike of the University of 
Michigan and his associates. Students at 
C-FC and Winona weren't being exposed 
to Pike or even to the word "tagmemics." 
Nevertheless, they were becoming much 
more tagmemically proficient in a matter 
of minutes and with absolutely no formal 
instruction. They were learning to access 
what they had always inherently known 
as learners of language from infancy. 
With this newly appropriated but inherent 
knowledge, C-FC's below-average 
respondents were reading--that is, were 
appropriating meaning--68% faster 
during the final two-minute test. 

Now imagine such students asked 
to understand grammar rules. How well 
will they do in grammar without a firm 
sense of the slot-nature oflanguage? To 
answer this question, let us not think of 
grammar as knowing a gerund from a 
present participle. Instead, let us imagine 
a student trying to distinguish a subject 
from a direct object. 

Subject and direct object are some 
of the simplest grammatical concepts. 
They are also extremely useful concepts 
for avoiding or correcting basic 
grammatical error. People who can't spot 
a subject or a direct object are in deep 
trouble in an information society. But 
neither subject nor direct object is really 
understandable without the m:iru:, ~ 
~ar concept that language is a series 
of slots. Subject and direct object are 
simply two of the most basic slots to be 
filled in accordance with pertinent rules 
or parameters. 

Yet clearly here in high
standardized-score school districts, that 
necessary pre-grammar slot concept is not 
ingrained at the 8th grade level. In fact, 
many 8th graders are able to make huge . 
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gains in reading comprehension speed in 
just minutes of practice emphasizing this 
slot understanding. For reading 
comprehension alone, lower-performing 
students particularly are quickly made 
more proficient by applying their inherent 
understanding of slotting. 

If students' grammatical abilities 
and reading abilities were the only 
casualties of not understanding slotting, 
that would be tragedy enough. But the 
game of filling slots is not limited to 
grammatical and comprehension 
questions. In a very important sense, all 
good writing is a game of filling slots 
successfully. Good writers spot the slots 
at every level of writing and go on to 
make the right kinds of slot choices. 
Students who don't recognize a slot when 
they see one are thus unlikely to make 
good writing choices either. 

For example, a college student 
fills a slot simply in choosing a subject 
for a theme. Perhaps the student chooses 
"Seven Ways to Meet Drunk Women at 
Singles Bars" or perhaps instead chooses 
"The Effect of Ultraviolet Light on 
Sunburst Nasturiums." Either way, the 
student has made a choice and filled a 
slot. And this choice of filling will 
influence many, perhaps most, of the slot 
fillings later in the essay. 

The student who chooses to write 
on women in singles bars has risked a 
great deal with a good many audiences in 
the very first slot choice of the paper--it 
certainly isn't politically correct. And 
such a consideration argues for the 
student not to press his luck on his next 
slot-fillings. Unfortunately, gruesome 
examples are commonplace at the college 
level of students who have not learned 
such a lesson of prudence in moving from 
one slot choice to the next! 

The point, howe':er, is not that the 
students who chooses to write about 
women in singles bars is the only one to 
make a risky slot choice. The writer of 

"Effect of Ultraviolet Light on Sunburst 
Nasturiums" has also made a risky slot 
choice. At a minimum, this student will 
be confronted with numerous additional 
potentially dry-as-dust phrase choices. 
And too many slots filled with dry-as
dust descriptors may be as deadly as 
descriptors of imbibing females. 

In both cases, good writers will 
recognize one of the greater subtleties of 
tagmemic consideration, the need either 
to balance off slot choices or to accept a 
limited audience willing to endure as 
unending repetition of similar choices. 
Trying to teach--or learn--such a subtle 
lesson clearly is made a lot easier by a 
prior understanding of the slot nature of 
language. 

With so much about reading, 
grammar, good writing, and balanced 
thinking at risk when students do not 
focus on language slots, what should 
English teachers do? A start is to check 
to see if a learning curve exists in your 
own class. Elizabeth's Dad finally did so 
for his classes at Winona State. WSU, 
like District 861 and C-FC, has much to 
be proud of in its standardized scores. 
This year Barron's advanced WSU three 
ranks to "very competitive" among state 
univers1t1es. Nevertheless, testing 60 
first-year students from this year's 
entering class, which has the highest 
standardized scores for WSU in several 
decades, Elizabeth's Dad found that WSU 
students improve just about at the average 
rate of District 861 and C-FC 8th graders. 
In other words, even though this testing 
was done with students five years older, 
the test evidence suggested that tagmemic 
readiness had not improved over entire 
high school careers. 

Again in the WSU results, there 
was a fairly smooth learning curve. And 
again, those who scored below average 
over all had the best gains between tests 
1 and 4. At the top of every class are 
students who do not improve--they may 
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actually go down one or two percent from 
test 1 to test 4. They presumably are 
tagmemically sophisticated to begin with, 
and they are also the ablest. In every 
school tested, these students at the top are 
heavily overbalanced by students who do 
not perform well, but who do make very 
great improvement over even a brief 
testing program. 

Once students have taken a series 
of slot tests, teachers should find it easy 
to discuss the basic idea of tagmemics 
without using big words. Students can be 
asked to describe how they know that 
their answers are right--they do know. 
Their attempts to answer are a fine start at 
their building a personally understandable 
grammar. Some classes may be highly 
energized by finding out from such a 
discussion how much they already know 
about language. And teachers can build 
on that energy by engineering a few trick 
questions of their own to interest 
particularly their brighter students, 
questions like 

The cat killed (brown, desert) rats. 
Such a question can easily lead students 
to recognize one of the profound truths 
about English among the world's 
languages, namely its nasty habit of 
letting words move from one 
grammatical slot to another ( as here, 
"desert" moves from an original noun-slot 
restriction to become an adjective). 

Once students are used to talking 
about slots, that talk can be focused on 
essays. Especially the top students in the 

class may find it fascinating to consider 
what kinds of slot choices great authors 
make and how the slot choices in one line 
create the basic context for slot choices in 
the next line. 

These are very basic suggestions. 
Behind them all lies the fact that any 
normal English-speaking teen-ager is an 
expert at English--he or she just doesn't 
know it. Most American adults consider 
English their 

1
poorest subject--even 

though they have been experts in the 
language almost all their lives! It is past 
time to let our students know that they do 
know a great deal. And inherently, if 
they speak the language, they do know 
about slotting. Elizabeth's tests show that 
we can make very large progress--at the 
8th grade level or at the college level-
simply by letting students find out what 
they already know about slotting. 

Teachers who would like to test 
their own students can get copies of 
Elizabeth's tests free, simply by writing: 
Elizabeth and Paul Grawe, c/o English 
Department, Winona State University, 
Winona, MN 55987. 

M, Elizabeth Grawe is currently a senior 
at Winona High School. In 1994-95, she 
received the Harvard Book Award and 
was named a National Merit semifinalist. 

M- Paul Grawe is full professor at 
Winona State University where he has 
taught for 27 years. 

MCTE Confirms Spring 1996 Conference Site 

The annual spring conference for 
the MCTE will be held at the Radisson
Arrowwood Resort in Alexandria, MN 
from Thursday, April 18, through 
Sunday, April 20, 1996. The conference 

site is located on the shores of Lake 
Darling, 130 miles northwest of the 
Twin Cities, and 100 miles from 
Fargo/Moorhead. Additional details will 
be forthcoming in MCTE News. 
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The Purpose of Life 

When I was growing up, 
say between the ages of9-12, 
I knew the answer: 
to walk barefooted 
as early as possible in Spring: 
after a rain 
to jump into puddles 
splashing water all over myself 
or squish viscid mud 
between bare toes, 
and, as summer deepened, 
pick sandburs 
from bare feet 
and at night 
bottle fireflies. 
Now that I'm older 
and have thought about it 
some 
with my Ph.D. mind, 
well, my early answer 
will still have to do. 

• Elmer Suderman has published 
poems, short stories, and scholarly 
articles from New York to California 
and Minnesota to Texas. Past 
President of MCTE, he is Professor 
Emeritus at Gustavus Adolphus 
College in St. Peter, MN. 

Sports 
Bloody, sweaty 

Crunching, checking, huffing, and puffing 
95 MPH slap shots 

Hockey 

-. Nick Domagala is a 7th grade student 
at Luverne Middle-High School. 

Sports 
Quick, fast 

Swinging, catching, throwing 
A great, diving snag 

Baseball 

-. Clint Gehrke is a 7th grade student at 
Luverne Middle-High School. 

• Nick and Clint are students of Elizabeth 
Peterson who teaches English at Luverne 
Middle-High School in Luverne, MN. 
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Planning Thematic Literature Units 

Christopher Johnson 

In the March 1994 issue of 
Eni:lish Journal, the editors marked the 
100th anniversary · of the report of the 
NEA' s Committee of Ten, which 
established the curriculum of English in 
this country. To commemorate this 
anniversary, several authors presented 
their perspectives on the present and 
future of the English curriculum. 

Don Zancanella described efforts 
to move toward an interdisciplinary 
curriculum, to infuse multicultural 
literature, and to incorporate mass media 
(23-29). 

Robert Y agelski argued that 
"Literature . , , should be removed 
from the center of the secondary 
curriculum and become part of the study 
of Iani:ua~e that should be at the center 
of the curriculum" (35). 

Robert Probst emphasized that 
personal responses, connections, 
associations, and meanings are central to 
helping students develop a lifelong love 
of literature and reading. He stated that 
reforms in teaching literature should aim 
at "the over-archint: ~oal that 
experiences with literature will yield 
pleasure--aesthetic . intellectual, 
emotional. and social--for students" 
(42). 

Finally, Arthur Applebee 
suggested that quality conversations 
about literature are more likely to occur 

in thematic literature units, which 
encourage connections and multiple 
perspectives toward ideas. Yet, 
Applebee also observed, 11 As a 
profession . . we have given 
surprisingly little attention to how to 
construct effective thematic units, or to 
what kinds of relatedness will in fact 
foster rich conversations 11 

( 49). 
As Applebee suggests, 

well-constructed thematic units address 
the priorities and concerns expressed by 
the other authors in that issue of Eni:lish 
Journal. Units built around themes place 
literature into a context of ideas and 
issues that help students see the 
connections between literature and their 
own lives. In addition, thematic units 
integrate the language arts, create 
opportunities for authentic multicultural 
infusion, and expand naturally to include 
the arts and mass media. Finally, 
thematic literature units can grow 
naturally into thematic interdisciplinary 
units that extend to social studies, fine 
arts, science, and mathematics. 

One of the most educationally valid 
reasons for thematic literature units is 
that they move ideas to the center of the 
English curriculum. If introduced 
properly, ideas galvanize student interest 
because they are empowering. They are 
the vehicles by which people connect the 
random observations and experiences of 
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their everyday lives to form a coherent 
picture. Adolescents very much need to 
form these coherent pictures in order to 
begin seeing how they perceive their 
place in the world. 

But as Applebee has pointed out, 
thematic units accomplish these purposes 
only if ideas, activities, and connections 
in a unit are substantive rather than 
superficial. In addition, units should not 
be so loaded with material that 
insufficient time is left for exploration of 
and reflection upon each text. 

To help teachers create effective 
thematic units, this essay will present ten 
suggestions based on current research, 
classroom observation, and the writer's 
own experience as a teacher and 
curriculum developer. These suggestions 
are intended as a starting point in a 
dialogue that will lead to the creation of 
thematic units that interest students, help 
them relate literature to their world, give 
them opportunities for authentic 
communication, challenge their thinking, 
and, as Probst wrote, "yield 
pleasure--aesthetic, intellectual, 
emotional, and social" (42). 

1. Base the themes on issues and 
concerns that matter to adolescents. 

2. Specify the learning outcomes 
of the unit. 

3. Make the theme concrete and 
real for students. 

4. Use guiding questions to give 
the unit purpose for students. 

5. Develop the theme with 
widely diverse literature: a variety of 
genres, authors, cultural backgrounds, 
and historical periods. 

6. Make media part of the unit. 
7. Invite and encourage students' 

personal responses to the literature and 
other texts. 

8. Focus on the meaning of the 
literature and explore literary technique 
as it contributes to that meaning. 

9. Make connections to other 

disciplines. 
10. Use culminating projects to 

give students the opportunity to 
communicate in authentic ways about 
the theme. 

Base the themes on issues and 
concerns that matter to adolescents. 

In his book From Rhetoric to 
Reality: A Middle School Curriculum, 
James Beane presents a superb overview 
of developmentally appropriate themes 
for adolescents (61). While Beane 
presents these themes in the context of 
interdisciplinary instruction in middle 
schools, they are also a remarkable 
synthesis of universal themes and ideas 
that have been the stuff of literature 
since the earliest stirrings of the literary 
imagination. In addition, these themes 
have the potential to be highly relevant 
to students today. Consequently, they 
are a useful starting point for planning 
thematic literature units (see table on 
following page). 

Beane identifies both a personal 
aspect and a social aspect for each 
theme. In doing so, he addresses two 
major tasks of adolescence: to develop a 
personal identity and to develop 
awareness of the issues and problems of 
the world outside the self. He 
emphasizes in particular that schools 
should challenge students to examine 
"the array of larger social issues that 
face our society and world today and 
those which are likely to do so in the 
future" (57). 

Specify the learning outcomes of the 
unit 

Without this step, the unit may be 
nothing more than a potpourri of 
interesting and fun activities whose 
educational purposes aren't clear. 
Teachers may want to consider learning 
outcomes built around the following 
commuQ.ication and thinking domains, 
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Early Adolescent Concerns Curriculum Themes Social Concerns 

Understanding personal Transitions Living in a changing world 
changes 

Developing a personal Identities Cultural diversity 
identity 

Finding a place in the group Interdependence Global interdependence 

Personal fitness Wellness Environmental protection 

Social status (e.g. , among Social Structures Class systems (by age, 
peers) economics, etc.) 

Dealing with adults Independence Human rights 

Peer conflict and gangs Conflict Resolution Global conflict 

Commercial pressures Commercialism Effects of media 

Questioning authority Justice 

Personal friendships Caring 

Living in the school Institutions 

for a unit based on the theme of 
conflict (table on page 26). Notice that 
several of these domains go beyond the 
traditional focus of language arts 
classrooms. Domains such as self
directed learning, collaborative 
working, community participation, and 
high-quality production will help 
students connect literature to their lives 
outside school. 

Make the theme concrete and real for 
students 

Themes like wellness, justice, 
and caring need flesh and blood--the 
feel of everyday human experience. A 
good way to make a theme concrete is 
to launch a unit with an activity in 
which students articulate their prior 
knowledge about the theme. For 

Laws and social customs 

Social welfare 

Social institutions 

instance, a way to introduce a unit on 
conflict would be with a variety of 
role-playing situations: 

• Two friends argue becaust: 
one has cheated on a test. 

• Two students argue because 
one accidentally bumps into the other 
in the hallway and knocks books out of 
his or her hands. 

• Two siblings constantly argue 
over using the television or stereo. 
Teachers should encourage a debriefing 
discussion of each role-play. Through 
discussion, students explore further 
their own experiences and prior 
knowledge about the theme. 

Use guiding questions to give the unit 
purpose for students 

Heidi Hayes Jacobs writes, "A 
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General Outcomes Sample Outcomes for Unit on Conflict 

Effective communication skills in: 

Reading Comprehending nonfiction articles about 
conflict 
Making inferences about how the theme of 
conflict is treated in stories, novels ,or plays 

Writing Writing an article that analyzes causes and 
effects of conflict 

Speaking Contributing to small-group discussions of 
conflicts in literature 
Mediating and resolving conflicts in role-
plays that simulate real-life situations 

Viewing and listening Understanding and analyzing conflict 
situations in television newscasts 

Independent, motivated, and self-directed Completing an independent writing 
learning assignment to explain a plan to resolve a 

conflict 
Completing an oral project that presents 
conflict-resolution strategies 

Effective collaboration in groups Working in groups to develop a public 
service campaign related to conflict 

Effective thinking skills: 

Synthesizing ideas about a theme Finding similarities and differences in how 
conflict is treated in different literature 
selections 

Developing original ideas about a theme Developing original ideas about kinds of 
conflict, causes of conflict, and responses to 
conflict 

Solving problems related to a theme Identifying a conflict and developing 
strategies for resolving that conflict 

Citizenship and community participation in Developing strategies for resolving conflicts 
relation to a theme in the local community, the nation, and the 

world 

Development of high-quality products Developing written compositions, oral 
related to a theme presentations, and visual presentations that 

deal with conflict 
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structure for the unit of study will 
occur as a scope and sequence of 
guiding questions is developed" (59). 
Guiding questions unify the unit, giving 
the students a sense of purpose for 
reading each selection. 

For student ownership and 
involvement , the best practice is to 
have students generate the guiding 
questions. However, teachers may 
want to have a few questions in mind in 
case the students need help. Here are 
some possible guiding questions for a 
unit on conflict. 

• What is conflict? 
• What are the kinds of conflict in 

our personal lives? 
• What kinds of conflict do we see 

going on in the world around us? 
• What are some ways to resolve 

conflicts? 
As the class goes through the unit, 
teachers can assess the students' 
understanding of the theme by 
continually coming back to these 
guiding questions. To facilitate this 
process, teachers might have students 
create a poster with the questions. The 
poster can serve as a touchstone to 
which the students return as they read 
each literature selection in the unit. 

Develop the theme with widely 
diverse literature 

Students will be exposed to 
multiple perspectives, and they will 
start to see that there is no one true 
perspective toward the theme and no 
one right answer to the guiding 
questions. Moreover, they will begin 
the empowering process of developing 
their own perspectives and their own 
answers to the guiding questions. 

The unit should have the more 
traditional literary texts. But there 
should also be a healthy dose of 
nonfiction, and the other arts and the 
media. I would recommend beginning 

the literary exploration of the theme 
with one or more nonfiction articles. A 
good article will concretize the theme, 
making it accessible to most students in 
the class. ~ and Newsweek often 
have well-written overview articles. 
(Be sure to request permission from the 
publisher to reproduce such articles for 
classroom use.) The local newspaper 
may also have articles of use. 

Not only will nonfiction help 
students connect the theme to the real 
world, but it will also bring into focus 
many of the key issues surrounding the 
theme. 

In the conflict unit, for instance, 
articles and essays might explore 
family conflict, school conflict, sibling 
rivalries, and labor conflict. The 
students could bring in and share their 
own articles about conflict. In addition, 
the teachers should keep relating the 
articles to the guiding questions, 
recording responses as the class 
progresses through the unit. 

Once one or more pieces of 
nonfiction have introduced various 
aspects of the theme, the students can 
move on to short stories, poems, 
novels, and plays. These works should 
be chosen for their variety as well as 
their quality and appeal to students. 
Literature from different cultural 
groups is particularly important in 
introducing perspectives that students 
may not have from their own personal 
experience. For the same reason, 
gender-balance in both authorship and 
major characters is critical. Finally, 
including both classic and 
contemporary literature will help 
students see the evolution through 
history of attitudes toward the theme. ,,, 

Make media part of the unit 
Media present different kinds of 

texts through which the students 
explore the theme. In addition, media 
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often have subtexts that will help 
students sharpen their analytical skills. 

For example, one possible 
mass-media text to use in a unit on 
conflict might be a local television 
newscast. Newscasts are filled with 
stories involving conflict: crime, arson, 
abuse, war, and so forth . By asking 
questions like the following, teachers 
can have students analyze how conflict 
is treated in a nightly newscast. 

• What kinds of conflicts are 
covered on the nightly newscast? 

• Do news stories about conflicts 
contain racial stereotyping? 

• Do news stories about conflicts 
contain gender stereotyping? 

• What image of society do these 
stories about conflict create or 
reinforce? 

• If you were the producer of the 
nightly newscast, what conflicts would 
you focus on? Why? 

• What strategies, if any, for 
resolving conflicts are shown in news 
stories? 

Film, radio, and popular music all 
present rich opportunities for 
exploration. Because students are 
analyzing these media in the context of 
a theme, they have a conceptual 
framework to begin understanding how 
mass media influence and manipulate 
their attitudes, preferences, and 
behavior. 

Invite and encourage students' 
personal responses to the literature 
and other texts 

A thematic literature unit can 
stimulate students' responses to 
literature for a number of reasons. 
First, because students are exposed to 
multiple perspectives toward the theme, 
they begin to see that no one point of 
view is correct. They also come to see 
the validity of their own responses and 
perspectives. In addition, a thematic 

literature unit creates an intellectual 
context that helps students to develop 
further their own ideas and opinions 

. about the theme. 
For example, as students read 

different selections in the conflict unit, 
they are developing ideas about the 
social and personal causes of conflict. 
In addition, they have observed a 
variety of literary characters struggle 
with and come to terms with conflict. 
As students become more familiar with 
concepts and vocabulary related to 
conflict, they will become increasingly 
able to articulate their own responses 
and ideas. 

Focus on the meaning of the 
literature and explore literary 
technique as it contributes to that 
meaning 

In transaction theory, the reader is 
a collaborator, an active participant in 
the creation of the meaning of a work 
of literature. As Robert Probst 
explains, "Meaning resides neither in 
the text, nor in the reader. In fact, it 
resides nowhere. Rather, it happens, it 
occurs, it is created an recreated in the 
act of reading and the subsequent acts 
of talking and writing about the 
experience" (40). A thematic unit helps 
the student become a more active 
co-creator of meaning by providing a 
conceptual framework. The challenge 
is how to help students use this 
conceptual framework to think about 
and discuss each selection in ways that 
are involving, provocative, and 
personally relevant. Here are some 
suggestions for achieving this goal. 

Use the guiding questions. The 
guiding questions can serve as a 
framework for exploring--and 
creating--the meaning of each selection. 
For example, the guiding questions on 
conflict can be modified to be 
appropriate for an individual selection. 
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Guiding Question Question Applied to a Specific Selection 

What is conflict? What do you see as the central conflict in 
the selection? 

What are the kinds of conflict in our What kinds of conflict do the characters face 
personal lives? in the selection? 

What kinds of conflict do we see going on in What kinds of conflict do you see in the 
the world? 

What are some ways to resolve conflicts? 

Relate the selection to other 
selections in the unit. Students should 
see the selection as another voice in a 
continuing conversation about the 
theme. The teacher should use 
questions and activities to help students 
relate the selection to other selections. 
For example, 

• How was the conflict 
situation similar to or different from 
those in other selections? 

• How do the conflict resolution 
strategies in this selection compare with 
those that characters use in other 
selections in the unit? 

• What advice do you think 
Character X in this selection would 
give to Character Y in another 
selection? 

Use mini-projects. Often a 
mini-project that grows out of a 
selection can stimulate students to look 
more closely at that selection. For 
example, a mini-project for a story in 
the conflict unit might be to have 
students work in small groups to 
role-play a situation in which a 
mediator helps characters in the story 
to resolve their conflicts. 

Set up a discussion or debate 
around one central issue in the 
selection. Instead of asking many 

world in which the characters live? 

What strategies do the characters use to 
resolve conflicts in the story? Do they 
succeed or fail? Why and how? 

questions about a selection, teachers 
can often stimulate better discussions 
by giving students one rich, 
controversial question or issue to think 
about. For instance, in the story 
"Antaeus," by Borden Deal, T.J., a 
boy who has grown up in the country 
and moved to the city, convinces a 
group of boys in his neighborhood to 
create a garden on an apartment roof. 
The owner of the building discovers 
what the boys are doing and forces 
them to remove the dirt from the roof. 
A good stimulus for debate on this 
story would be the following. 

Resolved: The owner of the 
building should/ should not 
have forced the boys to remove 
the garden from the roof. 

Teach literary form and technique 
as a means to an end--the expression of 
ideas and feelings. When students 
become engaged in the· ideas expressed 
in literature, they start to see more 
sense in the analysis of literary 
technique and form. For instance, 
examining plot structure, setting, and 
methods of characterization in 
"Antaeus" makes more sense once 
students have explored meanings in the 
story, because students can more 
readily see how these elements add 
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resonance to the theme of conflict. 

Make connections to other disciplines 
Another way to make literature as 

relevant as possible is to help students 
see that literature explores human 
concerns and issues that are also the 
subjects of inquiry in other disciplines, 
including history, science, fine arts, 
and mathematics. For instance, in the 
conflict unit, teachers might use 
readings on the following topics from 
various disciplines. 

• World history--diplomacy and 
international conflict; labor conflict; 
the clash of cultures in colonialism; 
religious conflict; economic conflict 

• Science--conflict in the animal 
world; competition for scarce 
resources; conflict in the process of 
evolution 

• Fine arts--portrayals of 
conflict in paintings (Guemica. the 
paintings of Jackson Pollack) 

• Mathematics--resolving 
conflicts in labor negotiations; 
resolving property conflict through land 
surveys 

In a high school with a 
commitment to interdisciplinary 
curriculum, the possibilities to expand 
a thematic literature unit into a thematic 
interdisciplinary unit become more 
potent. A good starting point is to 
adapt the guiding questions for 
literature into guiding questions for 
each discipline. For example, the 
guiding questions on conflict might be 
adapted to history as follows. 

• What are the causes of 
conflict among nations? 

• What are the different kinds 
of conflict? 

• How have nations attempted 
to resolve conflicts throughout history? 

• What are ways in which 
nations currently try to resolve 
conflicts? 

• What works and does not 
work when nations use these 
conflict-resolution strategies? 
Similarly, the guiding questions can be 
adapted to other disciplines: biology, 
chemistry, physics, art, and even 
mathematics . Moreover, if teachers 
encourage students to generate some or 
all of the questions, then the students 
are more likely to take them seriously 
as starting points for inquiry. 

The guiding questions can then 
serve as advance organizers for 
integrated instruction. The questions 
for each discipline will suggest content 
for the unit. At the same time, the 
questions suggest concerns that cut 
across the disciplines. In the example 
of the conflict unit, these issues are 
causes of conflict, types of conflict, 
resolutions of conflict, and evaluation 
of conflict-resolution strategies. These 
common issues become the unifying 
principles around which true 
integration occurs. 

Use culminating projects to give 
students the opportunity to 
communicate in authentic ways about 
the theme 

Finally, whether the thematic unit is 
interdisciplinary or remains focused on 
literature, teachers can use culminating 
projects to give students authentic 
opportunities to synthesize their 
thinking and express their own ideas 
about the theme. In authentic projects, 
students meet true needs in the school, 
the local community, the nation, or the 
world. Furthermore, students complete 
and present their projects to authentic 
audiences. By doing such projects, 
students will synthesize the 
understandings they have gained about 
the theme and will apply those 
understandings in creating something 
new that has practical application in the 
real world. 
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For instance, several writing 
projects suggest themselves for the unit 
on conflict. 

• Students put themselves in the 
place of a mediator and write a plan 
explaining how to resolve a particular 
conflict. 

• Students take a conflict issue 
in the newspaper and write an article 
that gives background on the issue and 
alternatives for resolving the conflict. 

• Students think of a conflict 
they are having in their own lives and 
write a letter to the person with whom 
they are having the conflict. In the 
letter, they suggest ways to resolve it. 

Another type of culminating activity 
is a community service project, in 
which the students create and deliver a 
service that meets a community need 
related to the theme. The unit on 
conflict could have several possible 
community service projects. 

• Students work in groups to 
develop a public service campaign to 
suggest alternative ways of resolving 
conflicts . They might create posters, 
write songs, or create television ads 
against violence. To make the project 
truly relevant, students can focus on 
conflict issues in their own community 
or school. 

• Students can create a 
presentation that will help students in 
elementary school resolve conflicts. 
This presentation might involve 
role-play situations, posters that list 
conflict-resolution strategies , 
brochures, and resources in the 
community for resolving conflicts. 

• For the global community, 
students might develop and present a 
strategy for resolving a particular 
conflict, such as one over trade, natural 
resources, or national borders. The 
students can research the conflict, 
develop resolution strategies, and 
present those strategies in creative 

ways. 
Such projects are for real 

purposes and real audiences. In 
addition, they are interdisciplinary. To 
do them, students must go beyond 
language arts into history, sociology , 
psychology, communications, and even 
statistics. 

Moreover, teachers can use such 
projects as assessment instruments. The 
projects ask students to synthesize 
information and ideas in order to create 
new products or services. Teachers can 
develop rubrics for evaluating the 
projects. In this way, the projects 
become important measures of the 
extent to which students have 
understood the content of the unit, 
developed the skills taught in the unit, 
and synthesized their understandings by 
creating something new. 

By the end of a thematic unit 
organized around the ten principles, 
students will have explored an idea that 
is at the center of the human 
experience. But the hope is that they 
will have done something more--that 
they will have immersed themselves in 
that idea and will have made it their 
own. And if we as educators can help 
students connect that idea to their own 
lives--if, for example, students are able 
at the end of a conflict unit to settle 
arguments or avoid fights or understand 
something of the dynamics of 
international conflict--then the unit will 
have been a success. For the students 
will have read, thought about, and 
become involved with literature for a 
larger and more authentic purpose--to 
enlarge and enrich their understandings 
of themselves and their world. 
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To Air is Human 

A Collection of Humorous or Thought-Provoking Examples of Misspellings or 
Unexpected Language Use from Student and Faculty Writing 

In response to their instructions for 
using their new vocabulary words in a 
sentence, Jim Holden's students 
provided these submissions: 

Spliced: Man and woman were spliced 
together in Holy Matrimony. 

Bias: The king was sitting on his bias 
and all his subjects were kneeling. 

Pestilence: A pestilence is when 
someone is always bothering another. 

Prohibition: He was on prohibition for 
defacing public property. 

Mystical: The unicorn was a mystical 
beast. 

Adagio: Frank is very adagio when he 
tries to get away from his dad. 

Belittle: To make the dress fit you have 
to belittle it through the seams. 

Prevalent: Parents are so prevalent that 
we take them for granted. 

lo&, Submitted by Jim Holden, St. Olaf 
College, who collected these daffy 
malaprops during his 29 years of 
teaching high school English. 
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Best Practices 
Try It (Collaborative Learning); You'll Like It! 

Carol Galbus 

Tired of lecturing? Do you often 
feel that your students• are ''tuning you 
out"? Did you know that collaborative 
learning promises more learning retention 
than other teaching methods? 
Collaborative learning works and most 
students enjoy it. However, planning 
and directing is necessary for it to be 
successful and effective. Good teachers 
are not "off the hook" or taking the easy 
way out when they use it properly. 

Collaborative learning involves 
small groups of students, usually 3 or 4, 
working together ( often within the 
classroom setting) according to specific 
guidelines to achieve identified goals. 

In writing classes, collaborative 
learning can be used for a variety of 
purposes: inventing/brainstorming for 
topics and topic development, peer 
critiques of drafts, researching and 
writing collaborative papers, collective 
interpretation and evaluation of published 
writing, quizzes, and oral presentations. 

The benefits of group learning are 
endless. First, in most situations, better 
solutions are possible when more than 
one person seeks them; in other words, 
the cliche "two heads are better than one" 
applies. Also, group learning offers 
diversity within the classroom, and 
provides the opportunity for students to 
learn from each other and to share their 

writing and ideas with each other rather 
than receiving reactions and suggestions 
only from their teacher. It teaches 
leadership, cooperation, initiative, and 
responsibility to group members as well 
as to self, and it helps to develop students' 
self confidence. Finally, it offers students 
a chance to get to know each other better 
on a learning level as well as a social one. 

For further reference 
Bruffee, Kenneth A. A Short Course in 

Writin2: Comp os it ion , 
Collaborative Leaming and 
Constructive Reading. 4th ed. 
New York: HarperCollins, 1992. 

Gaard, Greta. "Tools for Structuring 
Freshman Composition: Peer 
Writing Groups, Analysis Sheets, 
and Critical Questionnaires." 
.Mfil 21.2 (1991): 6-16. 

Haring-Smith, Tori. Leaming Together: 
An Introduction to Collaborative 
Leaming. 3rd ed. New York: 
HarperCollins, 1992. 

Spear, Karen, et al. Peer Response 
Groups in Action: Working 
T 02ether in Secondary Schools. 
Portsmouth, NH: Boynton/Cook, 
1993. 

-. Carol Ga/bus is assistant professor of 
English at Winona State University. 
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audition 

an anatomically challenging assault 
on the 
microphone 
polished flamboyance 
betrayed by scarlet slackness 
in those lips 

she projects silently into a 
noise-deafened chamber 
swerves abruptly 
flinches, peers toward 
sunlit April raindrops 
stippling the piano 
her music 
her dream 

M- Galene Erickson teaches 8th and 
9th grade language arts at Valley 
View Middle School in Edina, MN. 
She also serves on the NCTE 
committee on teaching about 
intolerance and genocide. 

Dreams 

Dreams can magnify your life. 
They make you shed those tears. 
They crumble down that sweet facade, 
And illuminate your fears; 
But dreams aren't always evil, 
And through eternity, 
They've proven to accent your strong points, 
And what you strive to be. 
What drives us all is different, 
And sometimes it just seems, 
We possess one trait in common: 
We're driven by our dreams. 

• Sarah Klosterbuer is a '7th grade student at 
Luverne Middle-High School. 

• Elizabeth Peterson teaches English to 
Sarah and her peers at Luverne Middle-High 
School in Luverne, MN. 
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Books Reviews 

Multiple Definitions of Voice 

Review of Voices on Voice. Ed. 
Kathleen Blake Yancey. Urbana, IL: 
NCTE, 1994. 363 pages. Paper, $22.95 
(members). 

At a recent gathering for 
graduating seniors, one of my former 
students looked me in the eye, and said, 
"You gave me my voice." I could think 
of no more affirming comment he could 
have made, but after reading this 
volume, perhaps I need to ask him just 
what he meant. I heard him in the sense 
of Paulo Freire's pedagogy, his voice to 
take power politically as an African 
American man. And I think that is what 
he intended, but I also intended to give 
him a voice to speak in academic 
communities. 

Kathleen Yancey's collection of 
essays on voice addresses multiple 
definitions of voice, not only in the 
sense of Authentic Voice, as one of the 
contributors capitalizes it, but in the 
sense of multiple ways of looking at 
voice culturally (Native American, East 
Asian, the Deaf community), voices 
within a particular text such as Joan 
Didion's, and even the electronic "voice" 
embodied in e-mail. Yancey 
characterizes the purpose of the book: 
"to inquire into voice, into the ways we 
use the term, into what we enable and 
what we constrain: theoretically, 
personally, conventionally, 

pedagogically, culturally, ideologically, 
technologically" (xx). For the most part, 
the book succeeds in these goals. 
Yancey includes the points of view from 
those who harken back to early Elbow, 
Macrorie, and Murray's concept of the 
pedagogical task as encouraging 
students to find their individual voice 
and self, as well as those who see the 
self as illusory in a postmodern world. 

One of the most provocative 
essays was Paula Gillespie's essay, 
"Classroom Voices." She interviews 
three teachers of writing who define 
voice very differently from one another. 
One sees voice like the Authentic Voice, 
another directs students to using a 
particular "strong" voice which she 
defined as "objective yet passionate." 
The third talks not about voice, but 
about authorial personae. Gillespie 
describes the effect of instruction on 
students' interpretation of voice, 
contrasting those who try to direct 
students' voices to a particular register 
and those who try to get students to 
convey a self with multiple voices, 
affirming them in the process. 

Margaret Woodworth comes 
from the perspective of encouraging 
students to develop multiple voices. In 
her essay on "Teaching Voice," she 
approaches voice from the standpoint of 
pedagogy as she explains a concrete 
sequence of ideas to try out in class, 
encouraging polyvocality. For example, 
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she has students write a quick 
autobiographical paragraph to introduce 
themselves to one another at the 
beginning of the class. They save the 
paragraph to rewrite at a later point, in 
Charles Dickens' style (voice) as well as 
in J.D. Salinger's. I'll try my own 
version of her sequence next fall. 

With all of the media attention to 
the cyber community, two essays 
connected to voice in that context are 
timely. In "The Virtual Voice of 
Network Culture," Mark Zamierowski 
talks about voice on e-mail networks, 
describing the function of flamers and 
the effects of the virtual community on 
voice. In another e-mail connection, 
Yancey and Michael Spooner dialogue 
about this essay collection over e-mail, 
their dialogue reprinted as a summary 
article. 

The essays on East Asian, Native 
American, and Deaf communities were 
also instructive, reminding us not to 
assume that all of the voices in a 
community are the same. Yet they also 
remind us to listen to the voice of many 
varieties of students with care. 

This essay collection includes 
familiar voices as well as new ones, 
offering some rarely heard perspectives 
on the subject. The book also includes 
an extensive bibliography on voice, 
compiled and annotated by Peter Elbow 
and Yancey. We and our libraries 
should own this book. 

-. Linda Hunter is Director of the 
Academic Support Center, Writing 
Across the College, and is an instructor 
in the English Department at St. Olaf 
College, Northfield, MN. 

Expanding the Boundaries 

Review of Crossing the Mainstream: 
Multicultural Perspectives in Teaching 

Literature. Eileen !scoff Oliver. 
Urbana, IL: NCTE, 1994. 235 pages. 
Paper, $14.95 (members). 

When I saw the request for a 
reviewer for Crossing the Mainstream, I 
gathered up my courage and offered my 
assistance. The motivation was simple; 
I had just been assigned the task of 
accumulating information on teaching 
Asian-American literature, and the short 
summary announced "comprehensive 
bibliographies of African American, 
Asian American, Jewish, Latino, Native 
American and cross-cultural literatures 
as well as of literature addressing 
emotional, mental and physical 
disabilities, homelessness, 
homosexuality, older adults, teenage 
suicide, and Vietnam veterans." Upon 
receiving my copy, I was delighted that 
Oliver has done so much more than 
provide bibliographies and a rationale. 
She has given me a practical 
Multicultural handbook, yet another 
research tool for ferreting out facts and 
resources efficiently, as well as tales of 
in-the-trenches experiences both to 
amuse and inspire. 

Oliver has taught twenty-five 
years in high schools, community 
colleges, correctional facilities and 
universities in various states. This 
experience has provided her with rich 
anecdotes as well as with a concern that 
we teach what is relevant to students; 
much of that is not in the mainstream 
canon. She provides relevant stories of 
her first efforts to teach "ethnic" 
literature, and I particularly enjoyed 
reading about her 1990 experiences 
teaching at St. Cloud State University. 

She encourages us to stretch our 
knowledge of what's available and teach 
literature with which students connect. 
Her concern is that if students are not 
motivated by the literature, they won't 
read. Having been there, watching 
students refuse to read curricular-
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mandated materials, I agree with the 
author that "We cannot perform miracles 
but--given the expertise and the 
commitment--we can make a difference" 
(220). The safest route is often not the 
most successful, and she chides us to 
try, to nudge ourselves, to challenge 
both ourselves and students in our care. 
Her firm belief that they are our 
responsibility, that we must "open the 
gate and let everybody in" does not 
always encourage politically safe 
choices. For those ofus (all ofus?) who 
possess inadequate time, money and 
knowledge in this area, she says, 

. . . by the time I become an 
expert in all of these area [ of diverse 
literatures], I will be retired. I have 
decided I must begin somewhere . . . 
Perhaps what I lack in formal 
background, I can compensate for 
somewhat with experience and 
enthusiasm. After all, isn't that what 
we English teachers do best? (134) Her 
book, then, is her attempt to save us that 
time providing a well thought out, 
experience-driven rationale. curricular 
challenges, and teaching strategies for 
Multicultural literature. 

Chapter 10, "The Right Rules for 
the Right Game: Critical Analysis of 
Multiethnic Literature," is ambitious. 
Yet she begins with her disclaimer as "a 
rank beginner in the search for 
understanding literatures in the United 
States." As many of use are just 
beginning as well, we can learn from her 
insights. She addresses terminology, 
suggesting that "the whole notion of 
separateness may become obsolete," and 
admonishes us to move beyond the 
Eurocentric models ofliterature we have 
been educated with and continue to 
teach. Oliver delineates criteria for 
evaluation of various literary traditions 
in a concise, clear manner. 

Because I was searching for 
material on Asian American literature, I 

picked that topic to explore. Chapter 10 
contains extensive information, with 
emphasis on Chinese American and 
Japanese American literature: 
"Historical Development of the 
Literature," "Barriers to Inclusion," 
"Popularity versus Authenticity," 
"Filiative and Affiliative 
Textualization," and "Common Themes" 
(150-157). In addition, Oliver includes 
a six-page bibliography on General, 
Cambodian, Chinese, Filipino, Hmong, 
Indian, Japanese, Korean, and 
Vietnamese literatures (90-96). 

I kept discovering more material 
on Asian Americans, such as a comment 
in another chapter on the diversity of 
Asian Americans and, in Chapter 12, 
"Approaches to Teaching Multicultural 
Literature," sections on chronological, 
thematic, and genre structures. In the 
chapter on multidisciplinary approaches, 
a list on "Teaching Literature through 
Music" did not include Asian American 
examples but did include several other 
groups. An index would help, as I hope 
I have exhausted my search but am not 
sure that I have. 

This book is rich in anecdotes, 
practical suggestions, and general 
information about various cultures. I 
will use it next year in teaching, and 
know I will share much of its 
information with my students. 

• Galene Erickson teaches all aspects 
of 8th and 9th grade language arts at 
Valley View Middle School in Edina, 
MN. She is currently on the NCTE 
committee on the teaching about 
intolerance and genocide. 

Delineating Tension between Theory 
and Classroom Practice 

Review of The Langua~e of 
Interpretation: Patterns of Discourse in 
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Discussions of Literature. James D. 
Marshall, Peter Smagorinsky, and 
Michael W. Smith. NCTE Research 
Report 27. Urbana, IL: NCTE, 1995. 
158 pages. Paper. $14.95 (members). 

In The Lan~ua2e of 
Intemretation, Marshall, Smagorinsky, 
and Smith examine how people discuss 
literature in academic and non-academic 
settings. The authors, all former high 
school English teachers turned 
professors of English education, ground 
their research in Louise Rosenblatt's 
transactional theory of reading and 
Mikhail Bakhtin's notion of "speech 
genres." Suggesting that literature 
pedagogy needs reform, the authors 
view their study as a transition piece 
between older text-based "transmission" 
models of teaching and newer reader
based "democratic" models. Simply 
stated, their three-fold purpose in this 
transitional study is "to describe how 
discussions of literature proceed, to 
explore the intentions and expectations 
of those who participate in such 
discussions, and to use [the] analyses as 
the basis of a consideration of what 
constitutes effective instruction" (1 ). In 
the main, this study is revealing as it 
delineates tensions between theory and 
classroom practice and as it raises 
insights gleaned from non-academic 
discussions of literature. 

To achieve their three-fold 
purpose, the authors examine evidence 
from interviews of participants and from 
transcriptions of videotapes and 
audiotapes of discussions. They analyze 
the interviews to assess pre- and post
discussion perceptions and goals, and 
they analyze the transcriptions, using a 
code developed by Marshall (presented 
in chapter two), to describe patterns of 
discourse. Based on Bakhtin's notion of 
a "speech genre," or what is perceived as 
the "right way" to speak in a given 
context, the code's organizing features 

are the communication unit ( a remark on 
a single subject), the turn ( one or more 
communication units spoken by a single 
participant who has the floor), and the 
episode (a sequence of turns on a single 
topic). The code allows for further 
analysis of communication units based 
on several categorical content areas, 
sources of knowledge, and kinds of 
reasoning involved. 

Chapters three through six form 
the core of the monograph. In chapter 
three, Marshall investigates teacher-led 
large-group discussions conducted in 16 
high school classrooms. Finding 
tensions between teachers' reader-based 
goals and actual classroom practice, he 
suggests that discourse remains teacher
centered and text-based primarily 
because of the "speech genre" of large 
groups. In chapter four, Smagorinsky 
investigates the relationship between 
"speech genres" of teacher-led large
groups and those of teacher-guided 
small groups in four high school 
classrooms and suggests that discourse 
patterns in small groups directly 
correspond to large-groups patterns. 
Finally, Smith investigates the "speech 
genres" of adults and adolescents 
discussing literature outside the 
classroom. In an analysis of two adult 
book clubs ( chapter five), he finds a 
reader-based discourse marked by 
cooperation, equality, ethics, and 
personal engagement. Similarly, in an 
analysis of ungraded one-on-one 
discussions between 16 eighth graders 
and a student teacher (chapter six), 
Smith finds students more willing to 
interpret texts personally and ethically 
than their counterparts in classroom 
settings. 

Drawing together these various 
strands of information, the authors 
conclude with a political challenge, 
arguing that three things must occur to 
achieve fully the transition to reader-
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based patterns advocated by most 
teachers in the study and observed in the 
two non-academic settings. First, 
teachers must fundamentally shift roles 
by vesting "authority in students' voices" 
(132). Second, teachers must also 
change the kinds of activities required of 
students to create contexts for more 
personal engagement with literature. 
And third, teachers and administrators 
must advocate for developing fully 
democratic communities both in 
classrooms and in schools themselves. 

The authors' conclusion is 
provocative, but perhaps the most 
engaging aspect of the study is the 
research findings, especially in chapters 
three and four. While reading these 
chapters, I examined mentally my own 
attempts to incorporate a reader-based 
pedagogy at the college level and found 
the descriptions of discourse patterns 
revealing. Although the authors attend 
specifically to discussions of literature 
in virtually every setting but college, 
English teachers at all levels who are 
concerned with reader-based pedagogy 
will find the study illuminating. 

.., William Hodapp is assistant 
professor of languages and literature at 
the College of St. Scholastica in Duluth, 
MN. 

Shifting the Balance of Power in the 
American Classroom 

Review of Activities for an Interactive 
Classroom. Jeffrey N. Golub. Urbana, 
IL: National Council of Teachers of 
English, 1994. 143 pages. Paper. 
$12.95 (members). 

Teachers at all levels, from 
kindergarten to college, are currently 
immersed in a shift in philosophy and 
practice. Where once teachers serves as 
lecturers, conveyors of a body of 

knowledge, and evaluators of final 
products, they are now asked to be 
guides to understanding, mutual 
participants in exploration, and 
observers of processes of learning. 
What strikes me as common to all of 
these new roles is a basic shift in the 
balance of power in the classroom. 
After years of class sessions in which 
teachers were the focal point, they are 
now attempting to shift the focus and 
allow students to interact with each 
other in small and large groups. The 
students are collaborating, formulating 
understandings, creating oral rough 
drafts, and thus negotiating the 
curriculum in a way that is meaningful 
to them. 

One of the difficulties faced by 
teachers who want to develop an 
interactive classroom is that students are 
not accustomed to responding in 
positive and productive ways within the 
context of school. Too many of them 
have been conditioned to expect the 
teacher to provide the answers and act as 
the arbiter of correctness. They have 
become comfortable with their role as 
passive recipients. Jeffrey Golub 
astutely recommends that the teacher 
begin slowly by creating a community 
of learners and a climate of learners and 
a climate of trust and acceptance. He 
provides some specific activities such as 
short impromptu speeches about objects 
that are important to them and "practice" 
brainstorming sessions that help 
students feel comfortable with each 
other and provide opportunities for 
instruction in speaking and listening and 
writing. 

Activities for an Interactive 
Classroom includes many concrete 
examples of instructional techniques 
build around interaction. Golub lists 
some specific principles for teaching 
and learnmg in such a classroom, 
namely authentic communication, active 
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engagement, collaborative learning and 
shared power. The focus in his 
interactive classroom is on the students 
and what they are doing. He explains · 
specific act1v1t1es for creative, 
descriptive and narrative writing. He 
also devotes one chapter to literature and 
two to specific uses for the computer. 

Jeffrey Golub is currently as 
assistant professor of English Education 
at the University of South Florida. 
Previously he spent twenty years 
teaching English, speech 
communication and writing at junior and 
senior high schools in Seattle, 
Washington. Clearly, he has practiced 
what he preaches. His book is clearly 
written and practical for both the 
beginning teacher and the veteran who is 
struggling to shift the balance of 
classroom power. 

My only wish for this volume is 
that it would have addressed interactive 
approaches to teaching literature as 
thoroughly as it did writing. The 
process approach for writing instruction 
has been covered in many other 
publications, but it seems to me that 
instruction in literature and interaction 
with text is still an area ripe for 
suggestions. Teachers need specific 
ideas for developing student responses 
to literature that are personal and 
creative. Golub provides a few 
suggestions which center on poetry, but 
very little for use with longer texts. He 
addresses techniques for encouraging 
participation in discussion, but does not 
describe activities that might better 
engage students whose learning styles or 
intelligences are not primarily verbal. 

Shifting the balance of power in 
the American classroom is a difficult 
transition. However, ifwe truly believe 
that students learn best when actively 
engaged, that they need to construct 
their own understandings of text, and 
that they can collaborate effectively, 

then we need to allow for more 
interaction in classrooms at all levels of 
education. Jeffrey Golub has provided 
a starting point for doing so. 

~ Nancy Healy teaches in a multi-age 
classroom in the Anoka-Hennepin 
School District. In addition to her 
teaching duties, she conducts seminars 
on interactive classroom procedures for 
the Society of Developmental Education. 

Coming of Age Across Cultures 

Reviews of Going Where I'm Coming 
From: Memoirs of American Youth. 
Ed. Anne Mezer. New York: Persea 
Books, 1995. 166 pages. Hard and 
paper. $15.95 and $6.95. Into the 
Widenin~ World: International Coming 
of Age Stories. Ed. John Loughery. 
New York: Persea Books, 1995. 268 
pages. Paper. $11.95. 

Earlier this year when Persea 
Books published two new collections by 
editors whose previous anthologies are 
similar in content, it seemed reasonable 
to review their new works together. 
After reading Going Where I'm Coming 
From by Anne Mezer and Into the 
Widening World by John Loughery, I 
realize that there are many more 
differences than there are similarities 
between these 1995 publications. 

Like at least four other 
anthologies published by Persea Books 
in the last five years, Going Where I'm 
Coming From is a collection of 
multicultural stories from the United 
States. Into the Widening World 
includes selections not only from North 
America, but also from South America 
and the Caribbean, Europe Russia, 
Africa and the Middle East, and Asia 
and the South Pacific. As in their 
previous anthologies, America Street 
(1993) by Mazer and First Sightin~s 
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(1993) by Loughery, in their new 
publications both editors focus on 
childhood and youth and what it means 
to grow up as part of a particular cultural 
group. Each book begins with a short 
introduction in which the editor explains 
his/her purpose in putting the book 
together and the connections between 
the selections, and each includes brief 
biographical sketches of the writers 
included. 

After stating these obvious 
likenesses between the two books, I will 
consider their differences individually. 
Going Where I'm Comin~ From adds to 
a growing body of literature with a 
multicultural perspective meant for the 
younger reader. Unlike America Street, 
a book of short stories (reviewed by 
Vicki Olson in MEJ 25.1 ), Goin~ Where 
I'm Coming From is a collection of 
memoirs and essays. This will certainly 
make the book more accessible to those 
young adult readers who dislike fiction 
and want to read only "true" stories and 
those who find the figurative language 
of a modem short story difficult to 
interpret. 

Three of the fourteen selections 
tell what it is like to immigrate to the 
United States as a young person from 
Mexico, India, and Puerto Rico; four 
other selections explore the experiences 
of first-generation Americans from 
Czechoslovakia, Poland, Japan, and 
Mexico; and the other seven address 
cultural issues beyond immigration of 
Sioux, Hawaiians, Arabs, Chinese, and 
African Americans. In her introduction 
Mazer writes, "To find out who they are 
and where they're going, the writers of 
this collection have looked back to 
where they've come from." Young 
adults may recognize some of the 
writers included, such as Graham 
Salisbury, Gary Soto, and Hisaye 
Yamamoto, and will enjoy making the 
acquaintance of others, perhaps Helen 

Epstein, Ved Mehta, or Susan Power. 
One of the most intriguing 

aspects of the anthology for me was the 
focus on language, a tenuous thread that 
wove through and connected many of 
the selections in the book. Luis J. 
Rodriguez explores the results of 
obvious language problems, such as 
children who cannot speak English and 
are put in class with retarded children or 
in the back of the room, building blocks, 
until the teacher can "figure out how to 
get you more involved." Willie Ruff 
tells about his fascination with sign 
language as well as his intrigue with 
music and the spoken language of his 
world which to him sounded like music. 
Thylias Moss stopped talking in school 
in the fourth grade, but "still wrote 
words, and so did not lose" herself. 
Judith Ortiz Cofer said that in third 
grade she "instinctively understood that 
language is the only weapon a child has 
against the absolute power of adults," so 
she "quickly built up my arsenal of 
words by becoming an insatiable reader 
of books." This early recognition of the 
importance of language might be at least 
partially responsible for each of them 
becoming a writer. It could also spark 
the interest of student writers as they 
write their memoirs. 

Into the Widening World is a 
more difficult book to read. A number 
of the cultures represented in the stories 
are foreign to the average reader, and the 
different cultural ways of perceiving 
reality makes these stories confusing, if 
not incomprehensible. In "Barbaru, the 
Family" by B. Wongar, the narrator, an 
Australian Aboriginal child, struggles to 
make sense of her mother's 
disappearance by explaining, "She has 
not died or run away but has changed 
into a crocodile." In other stories the 
symbols of the culture are meaningless 
to someone not acquainted with the 
culture. In Tatayana Tolstaya's "Date 
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with a Bird," the Siren bird hovering 
over Petya's grandfather is the bird of 
death. An overweight young girl 
realizes her wishes of eating all the 
pastries she desires and flying, floating 
overhead, thanks to the help of Uncle 
Gonzalo in Jorge Edward's "Weight
Reducing Diet." 

Some of the stories are much 
easier to relate to because of the 
universality of the emotions, situations, 
or themes or humor. One of the most 
delightful stories, "Borders" by Thomas 
King, concerns a Blackfoot woman and 
her son from Canada stranded between 
Canada and the U.S. They are not 
allowed to cross either border until she 
identifies herself as Canadian or 
American in addition to Blackfoot. 
Other stories broaden the reader's 
insights into cultural customs and their 
impact on young people. "Mr. Tang's 
Girls" by Shirley Geok-Lin Lim focuses 
on polygamous marriages as well as 
arranged marriages for young girls, 
often with older men, and the emotional 
and financial effects of these marriages 
on the women. 

Although the American Library 
Association lists the book as an adult 
book recommended for young adults, 
the difficulty of the selections as well as 
the subject matter of some of the 
selections does not make this a book 
suitable for most high school 
classrooms. Individual stories could be 
selected to emphasize the commonalities 
and differences among young people. 
Adolescent girls of any country can 
identify with the obese African girl 
waiting for the train with father in Zoe 
Wicomb's "When the Train Comes." 

This anthology could easily be 
used in a college course focused on 
world literature. While it does not 
attempt to represent all of world 
literature, it contains 26 stories from 22 
countries. There is a balance between 

established and lesser known authors 
and even the translated stories are well 
written. The book does achieve the 
author's purpose: to acquaint the reader 
with literature beyond the American and 
British writers commonly known and 
studied. The content should help 
students to become more aware of the 
universality of the search for identity in 
the transition from childhood to 
adulthood despite cultural differences. 

Whether you choose to read Into 
the Widening World from cover to cover 
or to read individual stories, the book is 
a good choice for anyone interested in 
the world in which we live. Now that 
readers, including teachers, are 
beginning to have some options among 
the books of multicultural literature that 
are available for use in and out of the 
classroom, perhaps more books will be 
published to provide greater choices 
among writings with a global 
perspective. Into the Widening World 
and Going Where I'm Coming From are 
excellent additions to the multicultural 
list. 

• Jean Drummer, CS.I is professor of 
education at the College of St. Catherine 
in St. Paul, MN. She is Program 
Director for the Master of Arts in 
Education: Moving Students from Risk 
to Resiliency, and served two terms as 
Executive Secretary of MCTE. 

Teachers 
Knowing 

Thinking, Teachers 

Review of Teachers Thinking, Teachers 
Knowing: Reflections on Literacy and 
Language Education. Ed. Timothy 
Shanahan. Urbana, IL: NCTE and 
NCRE, 1994. 203 pages. Paper. 
$18.95 (members). 

Sometimes I have wanted for 
more or better or any words at all to aid 
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me in expressing, and hence in 
organizing, my thinking and writing 
about teaching, about "being" a teacher, 
about what transpires in my classroom 
(in my brain, in my students' brains, in 
administrators' and parents' heads as 
they respond to and interact with us). 
As I read Teachers Thinking, Teachers 
Knowing ( a 1992 conference of the 
same title), I smiled on realizing this 
book was an "ask and you shall receive" 
response to that very wanting for words. 

Teachers Thinkini, Teachers 
Knowing collects fourteen inviting, 
well-written pieces together in a 
collection that lends itself to a one-at-a
time reading, for the benefit of reflection 
over a long period of time. I was 
surprised to realize that I had 
accumulated 14 single-spaced typed 
pages of reading notes; this seems a 
perfect book for the launching of a year
or semester-long discussion, not only for 
the issues it raises but also for the 
community discussion processes it 
reveals. 

I agree with Timothy Shanahan's 
assessment, "At the end of the book, I 
felt I had a much better idea of what a 
good teacher is--and how I might • 
become a better one" (ix). But I also 
want to extend his thought: At the end 
of the book I had a much better idea of 
the range of practices and the daily 
enactments ( as well as benefits) of what 
"teacher inquiry" is--and how I might 
become more adept in reflecting on, 
making use of, and writing about 
making knowledge with students and 
negotiating my own sense of "identity" 
as teacher. 

Because I had watched my 
graduate school colleagues in teacher 
education, language education, and 
cultural studies conduct teacher research 
and had read many articles drawing on 
case studies, teacher lore, and other 
forms of teacher inquiry, I expected to 

feel comfortable with this 
interdisciplinary collection of essays by 
school teachers (K-12 and post
secondary), administrators, and writing 
project researchers. I was not 
disappointed in this expectation; the 
collection welcomes novices with 
enthusiasm (rather than preaching or 
patronizing) and insightful practitioners 
with provocative perspectives. 

Looking back on my notes, I 
trace an arrangement of essays that leads 
to this comfort in reading. Teachers 
Thinking can be divided into four 
sequential themes ( an arrangement 
slightly different from Shanahan's two 
segments of the eight talks-tumed-to
essays followed by five reflections 
written in response to talks and ensuing 
discussion groups): 

• Writings "coming to terms" 
with the "diffuse nature of English as a 
subject area" and the "nature of 
'knowledge in English" ( 4, 8); with the 
"messy world of actual practice" (14); 
with the suggestion that "a much 
different assessment of teacher 
performance" emerges when we 
understand an individual's teacher 
performance as an act of interpretation 
(26); with "the tension in talking about 
teachers as 'they' in these times" ( 41 ); 
and with Beverly Moss's cogent essay 
pointing out that teachers "must learn to 
think about cultural differences that 
exist within a classroom" on at least two 
levels: diversity within seemingly 
homogenous as w~ll as seemingly 
heterogeneous groups (77, 79). 

• Selections illuminating "what 
we are doing" in and with the practice of 
teacher inquiry /teacher research. Glenda 
Bissex's piece sets out practices of 
teacher research focused on discovering 
what we can learn rather than reporting 
or proving what we already know (90). 
Bissex doesn't rely on telling readers 
how or that we might use teacher to 

Minnesota English Journal 26.1 Fall 1995 43 



gather insights into student learning or 
query our instructional practices; rather, 
she shows a mind at work, mulling its 
own investigations by embedding the 
essay of one of her own students (who 
finds she has to rethink who she is and 
what she means by "reluctant writer") 
into the writing (99-101). 

• Analysis of how the myth of 
change as "one teacher, one classroom at 
a time" serves to undermine many 
school-based, knowledge-creating 
innovations. Written by Sally Hampton, 
a K-12 administrator, this magnificent 
essay takes on ways in which change is 
subverted in a cultural environment too 
rich in the ways of undermining and 
isolating innovators, of inciting parents' 
fears (some stemming from a perception 
that changes in the "old order" are 
attacks on what they know), and of 
mapping singular (if not so solitary) 
routes to production of student 
knowledge. 

Hampton is certainly not content 
to leave this analysis in the realm of 
critical cultural analysis. In fact, most 
of Hampton's writing sketches either 
representations of "situations' in which 
teacher, administrator, and student 
respond to change, or elaboration of 
change---from a particular root up 
through the system and into 9th grade 
English classes--as one teacher interacts 
with colleagues, supervisors, pi;lrents, 
and students. Hampton observes of this 
teacher's journal voice, "it is not the 
voice of some stellar change agent; it is 
the voice of a classroom teacher, 
tentative of how things are going . . . 
worried as much about the lives of her 
students as she is about their educational 
progress" (137). Hampton is similarly 
voiced and concerned in this 
contribution to Teachers Thinkinii, 
Teachers Knowin~. 

• Finally, like conference 
participants who heard these words as 

academic presentation, talks, and 
readings of papers, much has "followed 
me home." This final section of the 
book reflects on ways of making 
reading and writing (hence meaning
making) more personally meaningful for 
both teachers and students; on the role 
of univers1t1es in professional 
development of teachers, especially in 
light of the real possibility that "the 
opportunity to think clearly about their 
work [may] leave teachers with a more 
depressed sense of the inadequacy of 
current policies in schools" (165). 

Themes, ideas, lines of writing 
from each of the proceeding essays 
weave into the reflections offered at 
book's end. The book ends with 
questions posed by Michael Smith-
what it might mean to teachers like 
Jamie Owl if "teacher as inquirer" was a 
possible vision of what it means to be a 
teacher? and with more than a dozen 
questions posed by the conference's 
designated commentator, Renee Cliff. 
"How can we examine and evaluate the 
social, psychological, political, and 
personal forces that foster change or 
serve to maintain the status quo?" to 
"What is the impact of working with 
others whose discourses are different?" 
( 186) Important questions--and an 
important book--for thinking teachers 
who are looking to express to peers and 
publics what we do day after day as we 
create classrooms, knowledges, and 
ways of thinking that matter. 

-. Ilene Alexander is an instructor at 
Minneapolis Community College. Upon 
finishing her American Studies Ph.D. in 
May 1996, she will begin working on a 
manuscript about the now twenty-year 
search for her missing uncle. She 
welcomes ideas for and stories about 
searching for missing family members. 
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Announcements 

Reviewers Wanted 

The editors of the MEJ would like to 
have reviews of the following NCTE 
books for the Spring 1996 issue: 

Dialogue in a Major Key: Women 
Scholars Speak. Ed. Mary H. Maguire. 
199 pages. Audience: teacher 
educators, researchers, and theorists; 
feminist scholars. Contains spirited and 
thought-provoking conversations among 
ten internationally renowned women 
scholars, including Janet Emig, 
Margaret Gill, and Patricia Symmonds. 

How English Teachers Get Taught: 
Methods of Teaching the Methods 
Class. Peter Smagorinsky and Melissa 
E. Whiting. 173 pages. Audience: 
English educators, administrators. The 
authors present their findings on the 
education experiences preservice 
teachers are having before their student 
and professional teaching careers. 

Teaching with Children's Books: 
Paths to Literature-Based Instruction. 
Eds. Marilou R. Sorensen and Barbara 
A. Lehman. 270 pages. Audience: K-
8 teachers and teacher educators. 
Understanding, considering, preparing, 
modeling, teaching, collaborating, 
assessing, and supporting--these are 
steps to using literature in the classroom, 
according to the editors. The steps 
provide the organizational frameworld 
for the volume which contains practical 
advice for literature-based instruction. 

Speaking of Poets 2: More Interviews 
with Poets Who Write for Children and 
Young Adults. Eds. Jeffrey S. Copeland 
and Vicky L. Copeland. 204 pages. 
Audience: English teachers, K-12; 

parents. This is the second series of 
conversations with poets written and 
edited by the Copelands. 

Intersections: Theory-Practice in the 
Writing Center. Ed. Joan A. Mullin and 
Ray Wallace. 196 pages. Audience: 
supervisors and directors of writing 
centers, college writing teachers, and 
teacher educators. The editors have 
gathered together a number of 
illuminating essays which reveal the 
complexity of teaching writing. 

Preserving Intellectual Freedom: 
Fighting Censorship in Our Schools. 
Ed. Jean E. Brown. 243 pages. 
Audience: teachers, researchers, 
librarians, administrators at all education 
levels; community leaders; civic groups. 
During the 1993-94 school year, 
censorship reached an all-time high, 
according to People for the American 
Way. The contributors to this book 
include leading thinkers in the area of 
students' legal learning rights; 
information on the ways in which 
censorship arises; how it affects 
curricula, students, and teachers; and 
how it can be fought. 

A Teacher's Introduction to 
Composition in the Rhetorical 
Tradition. W. Ross Winterowd with 
Jack Blum. 126 pages. Audience: 
teachers of English and language arts at 
all levels. Provides the basic knowledge 
required "to understand the issues and 
questions of contemporary rhetoric." 

If you would like to write a 500-750 
word review of one of these books, 
notify the editors. You'll receive a copy 
of the book and the thanks of your 
readers. 
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Minnesota Council of Teachers of English 

Membership Enrollment Form 

Name: ________________ _ 

Address: _______________ _ 

City, State: _ _________ Zip: ___ _ 

Telephone: _ _ '-----------

Name of School: _____________ _ 

Type of School: Position: 
□ Elementary □ Teacher 
□ Secondary □ Administrator 
□ College/University □ Student 
□ Community College □ Supervisor 
□ Jr. High/Middle School 

□ I would be interested in serving on one of the MCTE Committees: 
Advisory Board, Spring Conference, Fall Conference, or Regional 
Conference ( circle one) 

Dues: $25.00 Student Dues: $10.00 
Elementary Members ofMRA: $10.00 
Retired MCTE Members: $10.00 

Membership includes subscription to Minnesota English Journal and 
MCTE News. Membership year is April-April or October-October. 
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