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From the Editors 

"Of the blessings set before you make your choice, and be content. No man can taste the 
fruits of autumn, while he is delighting his scent with the flowers of the spring: no man 
can, at the same time, fill his cup from the source and from the mouth of the Nile." 

The Princess Nekayah, in 
Samuel Johnson's Histocy ofRasselas. Prince of Abyssinia 

In the long run, the Princess Nekayah is probably right. But if the Nile represents the 
range of topics and responsibilities in English language arts, English teachers, particularly 
in the schools, prove amazingly elastic, and fill their cups, almost daily, from the mouth 
of the Nile, from its source, and from every bend and eddy between. The selections in 
this issue of the Minnesota English Journal indicate only some of the blessings we may 
choose from as we go about our work. Elmer Suderman gives us a personal history of 
composition studies. Judith Landrum and Brian Nerney describe innovative approaches 
to teaching composition. Claire Bock cautions us about the biographical approach to 
Virginia Woolfs fiction. Dierdre Hagstrom and Cele Zawicky remind us of the great 
personal investment that many make in the language arts. Marlow Ediger and Deborah 
Wilson describe methods of helping children to read and to use reading for understanding 
society. And there are reviews of a Stephen Schwandt novel, a history of rhetoric, recent 
research about writing labs, and Tom Romano's new book on teaching writing. 

The essays in this issue have undergone a blind peer review process, and we would like to 
introduce our new board of reviewers: Carol Galbus, Winona State University; Roland 
Nord, Mankato State University; John Solting, Maple River High School; Scott Stankey, 
Anoka-Ramsey Community College; and Thomas Zelman, the College of St. Scholastica. 
We wish to thank them for supporting the work of the Minnesota Council of Teachers of 
English with their time and expertise. 

The previous issue of the Minnesota English Journal was delayed in publication due to a 
number of circumstances, some in our control and some not. For those circumstances we 
could have dealt with and did not, we apologize. We regret any inconvenience this delay 
may have caused you, and we deeply appreciate your understanding and continuing 
support. 

John Banschbach Gwen Griffin 
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Fifty Years of Teaching Writing 

Elmer Suderman 

In September, 1946, I trembled in 
front of my first two sections of Freshman 
Composition as a teaching assistant at the 
University of Kansas. I had good reason. My 
undergraduate major was inadequate. The 
college I attended had less than two hundred 
students. It had fourteen full-time faculty, 
only two with Ph.Ds. I had taken all my 
English courses from one professor who was 
working on a Ph.D. in education. The college 
was unaccredited, but I had convinced the 
Dean of the Graduate School to allow me to 
enter on probation. I applied for and received 
a teaching assistantship. 

There they sat, my first composition 
students, twenty-six in one class, twenty
seven in the other, enrolled in the Engineering 
School, all men, all but the two recent high 
school graduates wearing their ruptured 
ducks. The war behind them, they were eager 
to learn in order to make their mark on the 
world they had saved from Hitler and 
Mussolini. 

Previously I had taught reading and 
social studies to junior high students for two 
years. I had never taught a college 
composition course. I had written only a little 
myself. With no syllabus and only a few ideas 
about assigning papers, how would I 
proceed? With only a gut reaction about what 
constituted a good paper, how would I 
comment on and grade the papers? 

No. one told me. The director of 
freshman English, a full professor and a 
Shakespearean, was new at the job. He didn't 
know much about teaching freshman English, 
having served his apprenticeship as a 
composition teacher and had gone on, as all 
of us wanted to do, to what we considered the 
real work of an English teacher: teaching 
literature. 

We were given a handbook by 
Forester · and Steadman, Writing and 
Thinking. Steven Vincent Benet's John 
Brown's Body and a book ofreadings. For the 
first three weeks we taught grammar and 
usage. No one told us why. I think the 
assumption was that if students could identify 
the parts of speech, make verbs agree with 
subjects, could spell and punctuate, avoid 
sentence fragments, and avoid dangling and 
misplaced modifiers, they could write good 
papers. And the way to learn was to do 
exercises. 

For the first three weeks I drilled my 
survivors of Guadalcanal, of D-Day, of the 
Battle of the Bulge, of the atomic bomb, on 
usage, especially spelling and punctuation, 
noting the number each student got right in 
the grade book and then working out a bell
shaped curve for the grades. No one 
complained. Students who fought against 
Rommel in Africa, who had seen the gas 
chambers in Dachau, who had seen 
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Hiroshima after the atomic bomb, never 
asked why they had to study grammar in 
order to write. They took it for granted, 
indeed expected it, just as many students 
today do. "Why didn't you teach us more 
grammar?" more than one student has asked, 
convinced that if I had, their papers would 
have been better. 

Considering the long-standing 
confidence of Americans in the efficacy of 
grammar, I speculate in my more pensive 
moods if Americans don't believe that we 
won World War II because Roosevelt could 
diagram sentences better than Hitler, that our 
seemingly booming economy is due to 
President Clinton's ability to separate two 
independent clauses connected by a 
coordinate conjunction with a semicolon, that 
if the Democrats had been able to recognize a 
dangling participle, they would not have lost 
control of Congress to those who believe in 
more traditional education. 

After the initial intensive grammar 
drills, I assigned papers, eight, and a term 
paper. I can't remember on what topics, 
mostly I suppose on topics chosen by the 
students. Forester and Steadman devoted two 
and a half pages to choosing a subject and 
offered three bits of advice: choose a subject 
on which you can write an interesting paper, 
get enough information, and limit your 
subject. Honest. That's all. Forester and 
Steadman said little about invention, style or 
revision, voice or audience. Only style 
appears in the index. To revise, students were 
encouraged to vary the sentence structure and 
proofread for mechanical lapses. Style was 
labeled as colloquial, provincial, formal or 
standard. They preferred a dignified but not a 
bookish or dull style. 

I did not know enough to supplement 
the text. I had not read Aristotle's or any other 
rhetoric. I identified sentence fragments on 
the papers and warned the class that 
infinitives ought to never be split or that 
prepositions should never be used to end a 

sentence with. Most were Kansans so never 
asked "Are you coming with?" 

In those first three apprentice years, I 
assigned expository papers and an occasional 
persuasive paper. Kinneavy had not yet 
defined the aims and modes of writing. Even 
if I had known what they were, I would not 
have dared ask students to write an 
exploratory, creative or expressive paper. 

Had I been able to explain to those 
students how to express their experiences, the 
papers would have been more lively. But 
individual experiences didn't seem as 
important as pursuing the symbols in John 
Brown's Body. It never occurred to me--0r to 
my students-that their experiences in World 
War II might enhance their understanding of 
Benet's depiction of war, or that John Brown's 
Body might illuminate and give greater depth 
and meaning to their own war experiences. 

We worked on grammar and 
neglected invention, voice and style, but we 
did work on arrangement. I was sure that a 
good paper began with an outline, and that 
one had to know what one was going to say 
and in what order before one could begin to 
write. My students knew better. They wrote 
the paper and then made an outline. 

I did not know then that writing is a 
process before it becomes a product, that the 
writer creates as well as discovers and reports 
knowledge. I may have sensed that a good 
writer employs the most pertinent 
information to find and define a problem in ' 
order to present it in her own proper tone of 
voice to her audience, but Wayne Booth had 
not yet reminded us of the pertinence of 
Aristotle's rhetoric. The first issue of College 
Composition and Communication was still 
four years away when I started to teach. 

My teaching didn't change much in 
1949 when I took my first full-time job. I 
continued to use a reader and a handbook, 
The Harbrace Handbook, of course, and still 
assigned usage exercises. I continued to work 
on the term paper (the rest of the college 
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expected it), which forced me to consider 
ways of choosing a subject, invention and the 
use of the library. 

In 1951 I went back to the University 
of Kansas for more graduate work. Albert 
Kitzhaber had been appointed director of 
freshman composition. He was, for God's 
sake, writing a dissertation on "Rhetoric in 
American Colleges: 1850-1900." Some 
graduate students were appalled. No one 
should get a Ph.D. in English with a 
dissertation in the history of composition 
teaching. We knew all we needed and more 
than we wanted to know about what Thomas 
Wolfe called "the deep damnation of teaching 
composition'' to worry about its history. We 
did not understand the significance of 
Kitzhaber's dissertation, and we certainly 
would not have understood Amherst's 
Theodore Baird who introduced his famous 
freshman composition in the 1930s. 

When he was asked about it in the 
1960s, Baird replied that he supposed that 
what he wanted "was simply to demonstrate 
that the teaching of this course was as 
engrossing as the teaching of an advanced 
course, that you could make a life out of it as 
well as by being a Wordsworth man" ( qtd. in 
"Live in Writing. An Essay Review of John 
Brerston," ed., Traditions of Inguizy (Oxford, 
1985), Minnesota English Journal 17 (Fall 
1986): 47). We could not then imagine that 
the majority of Ph.Os in English departments 
today would be in composition theory or that 
Kitzhaber would soon become president of 
both NCTE (1963) and CCCC (1969), or that 
his dissertation would be quoted more often 
than many books on composition or literary 
theory. 

Kitzhaber introduced a graduate 
course in composition theory. He had the 
audacity to assume that we should take the 
teaching of composition seriously and that 
there was something important to be said 
about it. Against our better judgment we 

enrolled in the course. We had no choice. It 
was required. 

K.itzhaber introduced other changes. 
As more and more people attended college, 
the quality of writing dropped. Or so we 
believed. Enter the basic writer. Kitzhaber 
developed a course to meet their needs: a 
three-credit course limited to 12 students 
which met five times a week, three times in 
the usual class situation and once in a two
hour laboratory in which we helped the 
students as they wrote, aware now that the 
process was as important as the product in 
teaching writing. We did not take the course 
very seriously. We assumed that these 
students were not likely to succeed in college. 
We encouraged them as they wrote, and 
asked them to write much. But we were 
expected to flunk at least 25%. We did. 
Cheerfully. The course was short lived. It was 
too expensive, and not many were committed 
to making it work. 

I'm afraid that my experience and my 
assumptions about teaching composition 
from 1946-1960 were widely shared: that a 
knowledge of grammar and many usage 
exercises would improve writing, that no 
body of knowledge and no tradition existed 
that would help us improve the way we 
taught, and that our function was not so much 
to teach students to write as to report to them 
and to the registrar how well we thought they 
could write. No wonder many students hated 
the course and wrote dull papers. The greater 
wonder is that some of us enjoyed teaching 
the course. The greatest wonder is that some 
students learned to write. 

My more serious interest in teaching 
writing began in 1960 when I came to 
Gustavus Adolphus College. Several things 
contributed to that interest. One was that 
everyone on the staff taught a course in 
freshman composition every semester. 
Another was an appointment as a visiting 
professor at Earlham College in 1964-65. 
Primarily because of the influence of Wayne 
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Booth, who had gone to Chicago the year 
before I taught at Earlham, Earlham had 
instituted in its introductory writing course 
the tutorial section. 

The students read a book a week 
ranging from Machiavelli's The Prince to 
Hawthorne's Scarlet Letter. They were 
assigned a paper on each book. Each student 
prepared six carbon copies of her paper (the 
xerox was not yet practical), one for the 
instructor and the others for members of her 
tutorial section. The tutorials (four or five per 
section)met with the instructor once a week 
to discuss the papers. Students pointed out 
strengths and weaknesses in each other's 
papers, then revised them on the basis of both 
the instructor's and other students' comments. 
It worked, at least at Earlham. 

Another incentive to pay more 
attention to writing was the weekly 
departmental seminars in the Gustavus 
English department. We felt that to teach 
composition ignorant of the growing body of 
knowledge about writing was irresponsible. 
We read and wrote about what James 
Kinneavy, Ed Corbett,-Joe Williams, Richard 
Young, Ross Winte~owd, Linda Flower, 
Andrea Lunsford and others were saying 
about teaching writing. 

When the National Endowment for 
the Humanities gave Gustavus a grant to 
improve the humanities, we were able to 
invite experts on writing to our campus to 
talk with us, to examine our program and to 
visit our classes. We were able, further, to 
visit other colleges with good composition 
programs, to attend NCTE, Four C's, and the 
Wyoming and Penn State Conferences on 
Composition and Rhetoric. We began to read 
papers and publish articles and to experiment 
with different ways of teaching composition. 

Have I learned anything about 
teaching writing in almost fifty years? 
Sometimes I am haunted by the feeling that in 
spite of what I have learned, my teaching is 
not so different from what it was in 1946 or 

1960. I don't feel too bad about that because I 
heard Ed Corbett voice that same concern at 
the NCTE in 1986. 

I do know that I now put far less 
emphasis on usage drills and much more on 
invention, aims and modes, voice and style. I 
have.experimented with applying ideas from 
other disciplines to the teaching of writing, 
but I have never separated literature from 
writing, as some in composition studies are 
advocating today (see the last two issues of 
College English). I am more willing to take 
risks and encourage my students to take risks. 
I no longer believe that good writing is 
dependent upon clearly defined rules etched 
in a handbook which claims to be "a 
comprehensive yet concise summary of the 
principles of effective writing'' (Harbrace 
College Handbook v) when it is merely a 
handbook on usage, or ~at writing is always 
a means to an end. 

Good writing is willing to risk 
breaking up old patterns to create new ones 
which delight and surprise, to make 
connections, let rip and dance its way toward 
knowing, willing to muck around in the chaos 
until it finds a new cosmos, always with a 
great deal of hope and always with the 
expectation of something lucky happening. 

I now prepare assignments with 
greater care. The assignments are written out, 
often covering a half-page single spaced, 
suggesting various approaches to the 
assignment. To ask students to describe a 
place where they feel at home and by eliciting 
the smells as well as the sounds, sights and 
tastes that make it their home place is likely 
to result in a more readable paper than merely 
to ask them to describe a familiar place, 
especially if they have read and talked about 
Thoreau's description of Walden Pond or 
Annie Dillard's description of Tinker Creek. 

Sometimes I suspect that with 
particularly good students it is most helpful to 
stay out of their way and give them as many 
opportunities and as much encouragement to 
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write as possible. In the final analysis I 
question how much influence I had on 
students who became good writers, Bill Holm 
for example. 

I am more aware today how 
demanding it is to teach writing. At best, 
writing does more than reflect a reality to 
discover. To write is to recognize that the 
world is not yet finished, that it and the writer 
can be transformed. To write is not only to 
repeat or discover but also to create 
meanings. If Wayne Booth is right, then 
teachers of composition must ask whether by 
teaching composition they are willing to 
become a partner in an emerging universe for 
which they and their students may in large 
part be responsible. 

Some sleepless nights I wonder if I 
might have done better than read at least 
20,000 student compositions, not all of them 
profound or even interesting, 60,000 plus 
pages (I once got a weekly paper of 25 pages 
and it was· a good paper too), 1,600,000 
sentences and at least 60,000 fragments 
(that's assuming one fragment a page, a low 
estimate), and 15,000,000 words, 60,000 of 
which were misspelled ( another low 
estimate). But when I consider that good 
writing may change the world and certainly 
change the writer, the answer is clear: I'm not 
sorry I've spent much of my life teaching 
writing. After almost fifty years I believe 
more than I ever have that writing teachers 
must do more than assume that any 
combination of three misspelled words, 
dangling modifiers, sentence fragments, 
comma splices, run on sentences, and period 
faults is automatically an F paper, even if we 
also believe, as Kitzhaber who gave us these 
criteria did, that "a perfunctory assemblage of 
commonplace ideas no matter how elegantly 
written is not a C paper." But we have an 
even great goal: to help create a more 
humane world. I'm sorry not to have a few 
more years to participate in this attempt. 

Elmer Suderman, a past president of the 
MCTE, has taught writing in Kansas, 
Indiana, and Minnesota/or 50 years. He is 
an emeritus professor at Gustavus Adolphus 
College, where he has taught for the last 35 
years, the last ten as a retired professor. 

A Call for Reviewers 

The following titles are recent NCTE 
releases. Should you wish to review one of 
these for the Journal, contact the editors. 
You will receive a reviewer's copy and the 
thanks of our readers. 

Laminack, Lester, and Katie Wood. 
Spelling in Use. 

Linn, Ray. A Teacher's Introduction to 
Postmodernism. 

McClure, Amy A. and Janice V. Kristo. 
Books That Invite Talk, Wonder, and 
Play. 

Morrow, Lesley Mandel. Motivating 
Reading and Writing in Diverse 
Classrooms: Social and Physical 
Contexts in a Literature-Based 
Program. 
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Students at Risk? What about Teachers? 

Deirdre Abbey Hagstrom 

I often read about students who are 
at-risk in the classroom. One student 
teacher surveying my school estimated that 
90% of my students were at-risk. When I 
told another teacher at work, he asked: 
"What exactly does 'At-Risk' mean?" 

I ventured to say an administrator 
told me once that an at-risk student was one 
who knew or fraternized with someone who 
had a criminal record or had been in jail. 
Well, I am a teacher at-risk, because many 
of my students have been in jail, haye been 
locked up, have been committing crimes, or 
are committing crimes as we read this. I talk 
to these students every day. 

Another characteristic of at-risk 
students is that they do not have anyone to 
identify with at home. They do not have a 
mentor, do not belong to an organized 
religion or community group. As a teacher, 
I usually speak to children all day, then the 
same at home. I have no mentor myself, as I 
haven't found the time to cultivate one. I'd 
like to belong to a community group, but 
they meet on nights when I'm carpooling or 
taking education classes so that I can 
understand the at-risk child. I participate in 
church services and Sunday school 
activities, but all the praying I do still 
doesn't help me through a day with at-risk 
students. 

Finally, at-risk students have little 
faith or hope in the future. They see their 

mission in life as bleak and have poor self 
esteem. I am the at-risk teacher whose 
professional idealism of teaching middle 
class values through well-thought-out 
stimulating lessons is ineffective. No matter 
how many ways I try to incorporate 
innovative teaching or gear ideas to 
students' ways or learning styles, it seems as 
if I am not capturing enough interest in 
learning. This doesn't help my self esteem, 
either. 

So the next time you read about the 
at-risk student, know that there, in the same 
classroom, is the at-risk teacher, fighting the 
same battle. 

Deirdre Abbbey Hagstrom is a secondary 
English teacher at Hazel Park Middle 
School Academy in St. Paul, Minnesota, 
teaching English and study skills for eighth 
graders. She has taught junior high English 
in St. Paul for 14 years, and senior high 
English in Salt Lake City for five years. She 
published Shadows after Closing, a young 
adult mystery novel, in 1988, and she has 
written for local newspapers and magazines. 
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Feminist Literacy: Moving the Theory into the Classroom 

Judith Landrum 

--Who sees the other half of Self sees truth. 
Daughters of Copper Woman 

In a way, teaching with gendered 
learning styles parallels teaching with 
sensory learning styles. For example, when 
teaching a concept to our students, we write 
it on the board or an overhead as we say it, 
because some of our students are visual 
learners and some of our students are 
auditory learners. If we fail to write it, those 
students who are visual learners will have 
more difficulty processing the information. 
Plus, by giving students information via two 
senses, they can also get a richer, more 
comprehensive grasp of it. Similarly, some 
of our students process their world in a 
feminist manner; some of our students 
process their world in a masculinist manner. 
If we do not allow-and encourage--our 
students to process their world through both 
processes, some students will have difficulty 
processing it, and all students will have a 
more shallow perception of their world. 

When using the terms masculinist 
and feminist with biological sex, dual 
characteristics are impossible; but in terms 
of gender, dual characteristics are probable. 
For example, a man may write, read, or 
analyze a text from a mascufinist or a 
feminist perspective. By the same token, a 

woman may write, read or analyze a text 
from a feminist or a masculinist perspective. 
Therefore, we need to use strategies which 
will help both groups maximize their 
potential. This essay does not suggest 
condemning teaching a masculinist literacy; 
rather, it suggests balancing literacy by 
structuring the learning environment so th~t 
students may learn through both a 
masculinist and a feminist process. 

In Cultural Literacy. E. D. Hirsch 
defines literacy in the cognitive sense of 
what a person knows. In this article, 
literacy is used in the cognitive sense of how 
a person knows or how a person processes 
information as well as the world. In other 
words, literacy, as it is used here, functions 
as a verb, not a noun. 

Connected Learning 
The final two chapters of Belenky, 

Clincher, Goldberger, and Tarule's 
Women's Wavs of Knowing focus on 
connected teaching, a key characteristic of 
feminist learning (1986). Connected 
teaching empowers students by beginning a 
lesson or learning with what students do 
know, rather than the more traditional 
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method of beginning learning with what 
students do not know. For example, a high 
school English teacher who wants to 
introduce her students to science fiction 
could begin by asking her students 
something they already know, like the 
elements of a western or a fairy tale. Then, 
she could follow up by asking them the 
trends or patterns they see consistently 
emerge in their science fiction reading. If 
there is anything they have missed, then the 
teacher can add that to their .information 
base. Connected teaching encourages 
students to place information within the 
context of what they already know, rather 
than have them learn a completely new 
schema, which may or may not appear (to 
them) to be related to anything else they 
already know. 

In discussing her teaching of 
economically underprivileged black women 
in a community college course in Detroit, 
Michelle Russell says, "We start where they 
are" (155). Sometimes this is what they did 
just to get there that day. Her objective is to 
begin with their experiences and ask them to 
look for patterns and processes to 
understand their world. "Making the pro
cess conscious, the content significant . . . 
generalize from the specifics . . . Make lists 
on the board" (156). The objective is 
beginning with students' knowledge and 
experience and helping them to move in all 
directions-general to specific or specific to 
general. Or, help them locate parallels-like 
fairy tales to science fiction or stories to 
poetry. 

Beginning the learning process with 
what students know, rather than what they 
do not know, also helps diffuse authority, 
another element of feminist learning 
(Ritchie, "Beginning" 1989; Tompkins, 
"Pedagogy" 1990). When learning begins 
with what students know, they are 
automatically placed in the position of an 
authority. Their knowledge is the basis for 

discussion. However, this does not imply 
that the teacher should play a passive role in 
learning. As Nancy Jo Hoffman says, " the 
teacher's power should be abandoned, but 
not her skills and knowledge" (148). 
Excluding a teacher's background and 
expertise on a subject fails to empower 
students. A feminist way of learning 
diffuses authority, but does not deny a 
teacher's expertise. 

Learning in a Web 
Another difference between 

masculinist and feminist literacy is their 
methods of organization. In the American 
culture, a masculinist method of organizing 
data is a ladder-a hierarchy moving from 
(for example) the most important fact to the 
least important fact (Frey, 1990). A feminist 
method of organizing data is a web-
weaving connections among all the data as 
well as students' personal experiences (Frey 
1990; Flynn 1988). 

Again, instead of asking students to 
list ideas or information exclusively, a 
teacher can ask students to list it and make a 
map or draw lines connecting various ideas 
together. Instead of just listing (for 
example) the characters in a story, a teacher 
can ask students to draw lines and circles to 
show the relationships between the 
characters. Or, a teacher can ask them to 
contextualize their writing and reading 
within the time period, purpose, audience, 
etc. of a text. Seeing information as both a 
ladder and a web makes learning multi
dimensional, rather than one-dimensional. 

In Amusing Ourselves to Death, Neil 
Postman laments that the media-primarily 
television-is intellectually and morally 
destroying the minds of American society or 
the American people. The problem, he says, 
is that we view the world in terms of bits of 
information which we cannot connect. An 
example of the problem Postman suggests 
lies in the question/answer type of responses 
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that disconnect information and dominate 
most classroom discussions. Students recite 
single-word or phrase answers to a teacher's 
questions without reflection, analysis, or 
thought (Nystrand and Gomoran 1991). 

Along the same lines, national 
assessment tests are scored on the basis of 
knowing single facts, not their connection to 
each other. Postman says the epitome of 
knowing only the facts was the most popular 
parlor game in America during the 1980's
Trivial Pursuit. We Americans are in 
pursuit of trivia, but unconcerned with its 
relationship with us or the world as a whole. 
Although Postman's theory is reasonable, he 
may be eliminating a significant factor. 

J 
Although it is certainly not universal, for the 
most part American public education 
follows a male pattern of knowing, which 
classifies data, but does not connect it. A 
feminine model, however, is based upon 
weavmg these facts with personal 
expenence and contemporary society 
(Belenky, Clincher, Goldberger, Tarule 
1986). 

Competition and Collaboration 
The ladder metaphor, by its very 

arrangement, implies competition as a 
positive motive for learning. This ladder 
suggests an image of individualism and 
achievement orientation which is usually 
competitive and adversarial in nature (Frey 
1990). Competitive games motivate some 
students to learn, but some students feel 
threatened by these methods. Employing 
collaborative activities can encourage 
students who are not motivated through 
competition, but are motivated by social or 
collaborative learning models. 

One of the areas which English 
teachers can weave cooperative learning into 
is writing. Collaborative wntmg 
assignments naturally do this because, in 
order to succeed, students must work 
together rather than against each other. This 

does, however, require extensive modeling 
and explanation for some students. 
Therefore, they have to begin with short 
collaborative assignments, like an abstract or 
a summary, before they can do something 
more complex like an essay or a short story. 
Students quickly learn that although 
collaborative wntmg assignments are 
considerably more work than individual 
assignments, the results are considerably 
better. In addition, writing workshops at 
many stages of writing-brainstorming, 
audience analysis, peer critiques of drafts
provide a strategy for teaching which 
encourages cooperative rather than 
competitive learning (Hollis 1992). 

Unfortunately, placing students in a 
cooperative setting with a collaborative task 
does not necessarily erase competition. In a 
study on peer writing workshops, Sommers 
and Lawrence (1992) found that male 
students talked more frequently and 
competed for dominance within the group. 
As a result, Sommers and Lawrence suggest 
that in addition to using collaborative 
learning models, students must be taught 
how to operate within them. 

Reaction, Interaction, and Moral 
Development 

Whether we want the role or not, as 
classroom teachers we do play a role in the 
moral development of our students. 
Therefore, understanding both feminist and 
masculinist methods of moral development 
helps us with this task. In studies on moral 
development by Kohlberg (1972) and 
Gilligan ( 1977), it appears that men "react" 
to moral dilemmas and decisions and 
women "interact" with moral dilemmas and 
decisions. A masculinist method of 
processing a dilemma depends on whether 
or not the conflict is right or wrong; a 
feminist method of processing a dilemma is 
whether it is right or wrong for them at that 
moment m their lives (given their 
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relationships). This pattern is further 
supported by looking at the narratives 
college students chose to write about. The 
majority of men write about conflicts; the 
majority of women write about relationships 
(Kraemer 1992). 

According to Carol Gilligan, women 
base moral reasoning on their concern for 
their relationship with others, and sustaining 
a caring relationship and being considerate 
(usually self-sacrificing) for others. Men, on 
the other hand, equate morality with 
fairness; then they tie moral development to 
an understanding of rights and rules 
(Gilligan 1977; see also Kohlberg 1972). 
Again, Gilligan's study displays a feminist 
focus on contextualizing a conflict, and a 
community/relationship orientation rather 
than an established pattern of impersonal 
moral responses in relation only to the 
conflict. Feminist processing gets inside the 
conflict; a masculinist processing steps 
outside the conflict. 

Small group activities is one of the 
best methods for stimulating learning via 
relationships. Small group participation 
helps foster a feeling of community and 
build relationships more than large group 
activities. Furthermore, writing workshops, 
beneficial for writing in any discipline at all 
age levels, supports building community and 
relationships (Hollis 1992). 

Again these models are not presented 
to privilege one over the other. They are 
presented so we as educators can _see the 
difference between gender and processing. 
"For women, confirmation and community 
are prerequisites rather than consequences of 
development" (Belenky, Clincher, 
Goldberger, and Tarule 194). Collaborative 
activities (including writing) rather than 
competitive activities are an example of a 
feminist method of learning (Ritchie 1990). 
These classroom strategies may help our 
students see there is more than one path for 
processing their world. 

Intuition and Demonstration 
This "way of knowing" or processing 

of moral dilemmas (or any other situation) 
also underlines ways of reasoning. For 
example, a feminist method of 
understanding the world is to use examples 
from within the self. The world must be 
created or recreated using personal 
experiences as the touchstone (Maher 1985). 
Therefore, personal experience and intuition 
are both credible reasons for supporting an 
opm10n or action (Tompkins 1987; 
Belenky, Clinchy, Goldberger, Tarule 1986; 
Russel 1985). A masculinist process uses 
examples from outside the self (Kraemer 
1992; Flynn 1988). Logic, facts, and the 
experiences of others are credible methods 
of reasoning used to support a position or 
and opinion. Therefore, as teachers of 
writing, if we privilege knowledge which 
comes from within the self or knowledge 
which comes from outside the self as 
superior methods of support in a writing 
assignment, we really teach our students a 
set of acceptable or unacceptable processing 
values. By giving both equal credibility, we 
encourage diverse learning processes. 

As teachers of writing, the types of 
writing we assign or encourage also portray 
which method of processing we privilege. 
For example, of the three (Kinneavy 1971) 
forms of discourse-narrative, persuasive, 
and informative-narrative is perceived as 
the least significant beyond the elementary 
level. Part of the reason for this is its use of 
personal experiences and feelings as 
opposed to facts and examples from the 
world rather than the self. Yet, in the 
Englehard, Gordon, and Gabrielson study of 
eighth graders, they found a correlation 
between writing quality and the use of 
personal experiences as opposed to outside 
experiences. They found that the narrative 
is the genre of writing which clearly 
achieved the higher rankings or grades on 
state-wide assessment. Along these lines, 
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Terry Zawacki (1992) warns that we 
teachers must allow our students to express 
themselves in the narrative or the genre of 
writing which is most authentic for the given 
writers. By using narrative as an equally 
important method of expression, a teacher 
can welcome diversity into the classroom 
and respect for a student's authentic voice 
(Hoffman 1985; Bauer 1990; Hollis 1992; 
Bridwell-Bowles 1992). 

Unfortunately, giving students full 
reign with writing workshops, group writing 
assignments, and small group activities does 
not guarantee that a feminist approach to 
learning will work. As mentioned earlier, 
Sommers and Lawrence found in small, 
mixed groups, women were consistently 
dominated by men and were not allowed to 
play a strong, expressive role. This study 
has implications beyond teaching writing. 
In all feminist strategies, we as teachers 
must be aware that along with adopting 
feminist learning styles in the classroom, 
they must be modeled and monitored. 
Otherwise, the distribution and performing 
of tasks will alter slightly. 

By combining a masculinist and 
feminist literacy, we teachers are 
empowering our students by giving them 
what David Bleich calls "cognitive 
stereoscopy" ( 1984 ). Cognitive stereoscopy 
is the ability to process an experience-in 
the individual or in the world-through at 
least two perspectives simultaneously. It is 
like looking at a family conflict through the 
eyes of an adolescent and the eyes of a 
parent simultaneously. Cognitive 
stereoscopy also includes weaving new 
information in with pre-existing information 
or · experience. People come to know 
something in the present better because they 
know the past. According · to Bleich, this 
self-awareness is one of the elements which 
separates people from animals. Although 
Bleich does not directly refer to feminist and 

masculinist schema, the two elements can 
combine to create a cogmt1ve 
stereoscopy/perspective, by employing both 
the masculinist and the feminist elements 
previously discussed. 

Since the publication of texts such as 
Allen Bloom's Closing of the American 
Mind and Hirsch's Cultural Literacy in the 
late 1980's, literacy has become a prominent 
social and political issue. This public 
awareness and fear that "Johnny can't read" 
has increased "talk" about literacy and a 
flood of various assessment tests and 
mandated programs for students in 
kindergarten through college. Assessment 
tests are usually defined by the dominant 
culture and fail to consider diversity. As 
educators we cannot depend upon 
assessment tests to determine literacy; they 
measure parts of its products. We also 
cannot merely take a shortcut approach to 
learning and add a few women and minority 
authors to our curriculum. We must help 
our students see that although school may be 
related to things such as jobs or college, the 
value of education comes from the learning 
process itself (Tompkins 1990). As teachers 
we feel that tension between theory and 
practice, frequently feeling that they are 
divorced. Gender-fair literacy can only exist 
if we as educators understand both the 
masculinist and feminist learning style of 
our students, then implement them in the 
classroom. Until we do, we are erasing 
feminine literacy from the curriculum and, 
more importantly, from the minds and 
attitudes of our students. 
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Grounding Writing Centers in Theory 

Pat McQueeney 

Rev. oflntersections: Theory-Practice in the 
Writing Center. Ed. Joan A. Mullin and Ray 
Wallace. Urbana, IL: NCTE, 1994. 196 
pages. Paper: $19.95 ($14.95 members). 

Those who have participated in 
writing center conventions will immediately 
appreciate the title of Joan A. Mullin and 
Ray Wallace's collection of 15 articles. The 
title, Intersections: Theory-Practice in the 
Writing Center. identifies the tension that 
simultaneously is the life blood and bane of 
writing centers. Writing centers are 
historically places of practice; yet to earn 
legitimacy within the broader academic 
community, center pract1t1oners are 
pressured to demonstrate their programs' 
theoretical grounding. Most writing center 
literature to date has focused on practice
on pedagogical and administrative issues, 
specifically. As a "first book on writing 
center theory" (Mullin vii), this collection 
offers practitioners a fresh perspective from 
which to re-view their work and to link it to 
the research and scholarship of their 

academic colleagues. As Mullin notes, such 
theory-based exchange can also legitimize 
writing center work to theoretically based 
colleagues and afford these colleagues 
means by which to link their scholarship to 
years of productive writing center work 
(viii). 

The range of this collection is broad, 
covering creative writing workshops as 
Katherine H. Adams and John L. Adams 
describe, and ethnographical research 
strategies, reported by Janice Witherspoon 
Neuleib and Maurice A. Scharton. Explicit 
and implicit theories intersect, for, as Eric 
Hobson emphasizes in the initial essay, "no 
single theory can dictate writing center 
instruction" (8). Intersections situates 
practice in contemporary critical theory, 
ranging from social construction (Christina 
Murphy) and text linguistics (Ray Wallace) 
to feminist theory (Phyllis Lassner). 
Occasionally, theory is layered on practice, 
but more often the essays foreground theory 
that is already implicit in writing center 
work--especially collaboration and 
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individualized instruction theories, as 
Hobson notes ( 4 ). 

The discussion of collaboration 
through the writing center prism allows this 
collection to stand as a useful contribution to 
that strand of inquiry. Sallyanne H. 
Fitzgerald's article on collaboration in terms 
of whole language theory and Tom 
MacLennan's use of Buberian theory to 
discuss collaboration are two of several 
essays in this strand, which includes tutoring 
as a central focus. In addition to Alice M. 
Gillam' s essay on peer tutoring and 
collaboration, Mullin examines assumptions 
about the place of tutoring, and Jay Jacoby 
and Phyllis Lassner, in separate articles, 
explore the relationships of tutor and writer. 

Discussions of individual instruction 
theories are tied to tutoring but also 
constitute their own strand. In addition to 
Fitzgerald's examination of whole language 
theory, readers will find Julie Neff s article 
on students with learning disabilities, Muriel 
Harris' essay on cross-cultural differences, 
and Pamela Farrell-Childer's discussion of 
affective education useful in addressing 
students' learning needs. 

Not everyone will agree with my 
praise of the multi-faceted nature of this 
collection. Writing center specialists 
committed to practice may fear that students 
will be de-centered by theory. Conversely, 
theoretically-conservative academic col
leagues may not be readily receptive to a 
pragmatic, multi-theory approach of the sort 
that "reshape[ s] theory to fit our particular 
needs in the particular historically located 
situations in which writing center 
practitioners find themselves" (Hobson 8). 
Sometimes, an attempt to link to a 
colleague's theoretical interests is more 
threatening than no attempt at all. 

That doesn't mean that we shouldn't 
try to promote such a dialogue. And in that 
spirit, I take up Mullin' s challenge "to 
continue the conversation ... " (Mullin xiii). 

In the process of focusing on student-tutor 
relations, several e3says in this collection 
marginalize or exclude faculty altogether. 
If, however, Intersections seeks to extend 
and expand the writing dialogue, faculty 
need to be included actively and positively 
in the conversation. Perhaps it is through 
theory that we can take a positive next step 
in this conversation. We can follow the lead 
of Mary Abascal-Hildebrand, for example, 
who uses Gadamer' s theoretical frame of 
translation in her essay to discuss faculty as 
well as tutor and student relations. 

Ultimately, it may be that this 
collection makes its most substantial 
contribution to the literature by providing a 
variety of theoretical frames that can serve 
as conversational intersections for writing 
professionals-writing consultants, comp
osition specialists, and writing program 
administrators as well as writing center 
practitioners-about commonly valued, but 
differently experienced, discourse issues. 

Pat McQueeney is associate director of 
Writing Consulting: Faculty Resources, the 
writing-across-the-curriculum service at the 
University of Kansas. 

To Air Is Human 

Shakespeare was born on April 23, 1564 in 
Stratford England. He also died on the same 
date. As far as his birth date is concerned 
there is a bit of confusion if he was really 
born on April 23 or if because of an 
upcoming feast it was delayed a few days. 

It's like the old saying: "Familiarity breeds 
content." 

Contributed by Gayle Gaskill. 
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Collaboration on Course Content Encourages Critical 
Thinking and Commitment to Learning 

Brian Nerney 

In many of the writing courses I 
teach at Metropolitan State University, 
which are about 90 percent adult learners, 
we work together to decide the reading 
assignments and related writing topics for 
about two-thirds of the course. As we work 
through the decisions about texts and topics, 
we debate the value of the texts to the 
writing assignment, to the course, and to the 
students' education. This approach often 
leads to unsolicited debate about the society 
of the classroom and about major social and 
educational issues. Such classroom 
discourse and collaborative decision making 
raise the students' level of control and 
encourage critical thinking about the 
purposes of reading and writing. As the 
students exert control, they feel empowered, 
which inspires good discussion, reading, and 
writing. 

To begin with, I require three 
books-a brief textbook on writing, a 
handbook, and a multicultural anthology 
containing a diverse range of essays, short 
fiction and poetry. I assign reading in the 
textbook and refer students to the handbook 
as needed, keeping the anthology as the 
locus for our decision making. To establish 
direction and get off to a brisk start, I select 
the reading for the first third of the course 

from the anthology and assign two papers 
based on the reading. Also, during the first 
third, we select the reading for the remaining 
two-thirds of the course through one of two 
methods--either group discussion or 
writing and discussion. 

To decide on the reading through 
discussion, and to prepare students for 
writing expository essays, I organize 
students into small groups and assign them 
the task of recommending specific readings 
from the anthology and discovering other 
materials from outside sources. To help 
focus each group's efforts, I usually ask 
them to focus on two or three issues or 
sections of the anthology, but I also 
encourage them to roam freely throughout 
the book and to search elsewhere for 
pertinent contemporary or historical texts. 
Each group then uses discussion and 
negotiation to develop recommendations and 
a brief rationale, which it presents to the 
class (including the instructor) for further 
discourse, including possible changes or 
amendments. Eventually, we agree to three 
reading assignments, each of which will 
serve as the basis for an essay assignment. 

To make the same decisions through 
writing and discussion, and to prepare 
students for writing persuasive essays, I ask 
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each student to write a three-to-four-page 
essay in which the student recommends 
reading assignments, preferably from the 
anthology, and a related topic for writing. 
In their essays, students are to persuade their 
classmates and me that their 
recommendations are appropriate to the 
course and to other members of the class. 
The students write the papers in three drafts 
over a period of three weeks, and each week 
students receive feedback on their drafts 
from me and from peer response groups 
composed of students recommending the 
same or similar topics for reading and 
wntmg. Each peer group presents each 
week to the class so we can hear all the 
recommendations and the reasons for them. 
The wntmg, rev1smg, peer group 
discussions and classroom discourse all help 
students to think critically about their 
recommendations and to identify and meet 
the demands of their audience, including 
both students and instructor. 

Because the students and I 
collaborate on the content of the course, I 
have to listen to their opinions and work 
with their contributions. The outcomes from 
such collaborative decision making 
contribute to learning in several ways. 

Asking students to decide what we 
will read and write about for two-thirds of 
the course involves them in a real 
educational problem. Such problem solving 
inspires critical thinking about the nature of 
education, demythologizes the teacher as 
fount of knowledge, and increases students' 
control over the course. Together, these 
elements encourage student compliance and 
commitment. 

While surfing the anthology's 
selections so they can recommend readings, 
the students are practicing exploratory 
investigation. In other words, asking them 
to explore the anthology is like sending 
them to a museum to view the collections. 

Such exploration helps develop their 
understanding and appreciation. 

As students discuss or write about 
the works to be read, they accomplish 
several things at once: as we might expect, 
they clarify their positions on the issues 
raised by the texts and, more unexpectedly, 
they reveal their reasons for pursuing an 
education. For example, many students 
want to read and write about abortion and 
euthanasia because, they argue, one of the 
purposes of education is to prepare them for 
moral and ethical crises. Such unsolicited 
debate about the goals of writing courses 
and the purposes of education increases 
students' control over their education, thus 
helping to balance the normally 
asymmetrical power relationship between 
teacher and students. 

Collaborating on · course content 
enables students to understand the context of 
educational decisions, which leads them to 
discover and think critically about some of 
the theories behind the decisions. For 
example, they may question the 
compositionist's idea that there are 
significant parallels between decision 
making and the writing process. And those 
interested in management, either as a 
discipline or a condition of employment, 
may compare collaboration with other 
theories about how to lead people in the 
effort to produce quality work. 

Brian Nerney is assistant professor of 
Writing at Metropolitan State University. 
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Foolish Old Flimsy as a Cautionary Figure: Biography and 
the Interpretation of Virginia Woolf's Writing 

Carol A. Bock 

One of the more delightful scenes in 
Between the Acts occurs when Lucy Swithin 
breaks the barrier that separates her, as a 
member of the audience, from the actors and 
author of the play she has been watching. 
"Ignoring the conventions," she peeps over 
the shrubbery that forms a dressing room 
wall to address the playwright and her 
astonished troupe: 

. . . a head popped up between the 
trembling sprays: Mrs. Swithin's. 

"Oh, Miss La Trobe!" she 
exclaimed; and stopped. Then she 
began again: "Oh Miss La Trobe, I 
do congratulate you!" 

She hesitated. "You've given 
me ... " She skipped, then 
alighted-"ever since I was a child 
I've felt ... " A film fell over her 
eyes, shutting off the present. She 
tried to recall her childhood; then 
gave it up; and, with a little wave of 
her hand, as if asking Miss La Trobe 
to help her out, continued: "This 
daily round; this going up and down 
stairs; this saying 'What am I going 
for? My specs? I have them on my 
nose .... "' 

She gazed at Miss La Trobe 
with a cloudless old-age stare. Their 
eyes met in a common effort to bring 

a common meaning to birth. They 
failed; and Mrs. Swithin, laying hold 
desperately of a fraction of her 
meaning, said: "What a small part 
I've had to play! But you've made 
me feel I could have played 
Cleopatra!" 

She nodded between the 
trembling bushes and ambled off. 

The villagers winked . 
"Batty" was the word for Old 
Flimsy, breaking through the bushes. 
(152-53) 

"Batty" Lucy certainly is, but I find 
her battiness endearing, particularly in this 
scene where she appears to me as a kind of 
double for myself as a reader of Virginia 
Woolf s fiction. Like Lucy, I am "stirred in 
my unacted part" (153) by Woolfs novels; 
I am reminded that "to, be the audience [is] a 
very important part too," as Lucy's brother, 
Bart, observes (58). I am also tempted, like 
Lucy, to violate the boundary that separates 
me from the virtual author; that is, I am 
attracted to the so-called biographical 
approach to the study of Woolfs writing. 
Turning from the novels to the abundant 
biographical and autobiographical materials 
available on Woolf, I try to go behind the 
scenes of her narrative performances in an 
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effort to know the author who. produced 
them. 

I sometimes think, however, that I 
am as "batty" as "Old Flimsy, breaking 
through the bushes" in my effort to pay 
homage to Woolf by confronting her, as it 
were, in propria persona, rather than through 
the distancing medium of her craft. Even if 
I could meet her eye to eye on the other side 
of fiction, would not the "effort to bring a 
common meaning to birth" fail? At the end 
of this brief paper, I will argue that Between 
the Acts warns us against the biographical 
approach to interpreting literature, but first it 
is necessary to concede the predominance of 
this approach in current Woolf studies and to 
consider why it is so attractive. 

There is today a virtual industry of 
biographical scholarship on Woolf and a 
consequent steady production of biocritical 
readings of her work. Four major 
biographies, each significant its own way, 
are currently available, and the trend in these 
is toward emphasizing the connections 
between Woolfs life and art. Bell's 
biography-the first, being published in 
1972-deliberately refrains from discussing 
her writing, perhaps in an attempt to let her 
texts speak for themselves. 

But the more recent works insist that 
Woolf s life and writings must be seen as 
one composite text. For example, Phyllis 
Rose eschews the idea that a biographer can, 
or should, present an objective account of a 
person's life history, and instead offers us 
what she calls Virginia Woolfs "personal 
mythology": the story that Woolf 
supposedly told herself in an effort to give 
her life shape and meaning (ix). Woolfs 
actual narratives-her novels and 
memoirs-thus become part of the larger 
narrative that was Woolfs life and, 
according to Rose, can best be understood in 
that context. 

DeSalvo is even more emphatic ( one 
might say reductive) in tracing the influence 

of Woolf s life on her writing, for she sees a 
direct connection between Woolfs 
experience as a victim of childhood sexual 
abuse and her handling of her fictional 
materials as an adult novelist. Biocritical 
analysis looms large in Lyndall Gordon's 
intelligently sympathetic A Writer's Life, 
and James King, author of the most recent 
biography, maintains that in Woolfs case, 
life and art are virtually inseparable because 
"her career was the central fact of her 
existence and her fictional writings are so 
deeply autobiographical" (xvi). 

The availability of these compelling 
life histories thus makes the biographical 
approach to the study of Woolfs writing 
most appealing. Indeed, I often assign 
Rose's biography in undergraduate classes; 
though I find its scholarship less responsible 
than that of Gordon and King and its theory 
of biography a bit muddled, students think it 
is refreshingly accessible and engaging. 
And when I feel twinges of doubt about · 
encouraging them to intrude, like me and 
Mrs. Swithin, into the privacy of the 
author's actual life, I remind myself that 
Woolf s own practice also justifies my 
approach. 

Hers is one of the best documented 
of literary lives because she scrupulously 
recounted it ( and revised it, as Rose 
correctly observes) in volumes of diaries and 
memoirs. Having a theoretical and practical 
interest in the art of biographical writing 
herself-witness her biography of Roger 
Fry, her parodic handling of the genre in 
Orlando, her essay on "The New 
Biography," and her concern with the lives 
of women writers-she surely knew what 
use would be made of the autobiographical 
material she left behind. And certainly her 
own emphasis on the ways in which "fiction 
is like a spider's web, ... attached to life at 
all four comers" (A Room of One's Own 
43) warrants the attempt to read her novels 
m the light of the autobiographical and 
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biographical material available. 
There are at least two other related 

reasons why the biographical approach is 
predominant in Woolf studies today, and 
these have to do with the popularity, or 
marketability, of ideas and methods. First
for reasons too numerous to consider in this 
paper-biography is simply a very popular 
genre at this time. Visit any chain bookstore 
and you will notice that biographies occupy 
a relatively large amount of shelf space and 
are typically located near the front of the 
shop, where they are highly visible to 
potential buyers. Second, while the 
marketability of a particular kind of writing 
by no means assures its reception in the 
academic circles of scholarship and 
instruction (indeed, the reverse has been 
more often true), in the case of women 
writers, the work of publishing scholars has 
sanctioned popular interest in biography. 

This has ·been particularly true in the 
United States, where feminist theory has 
emphasized the notions of silencing, voice, 
and authenticity. American feminists who 
have understood women's wntmg as 
primarily a medium for self-discovery and 
self-expression obviously value scholarship 
that sheds light on the author's life and tend 
to interpret her work autobiographically. 
They have promoted the notion that the 
literary text is, ideally, a medium through 
which the author's "authentic voice" can be 
heard; texts are expressions, that is, of the 
often suppressed, but "true" subjectivity of 
the woman writer. More recent feminist 
theory has, of course, usefully complicated 
this naYve idea of an author's relationship to 
her writing (for example, by revising our 
notions of the subjective self and, in Britain 
especially, by articulating the relationship 
between gender and cultural practice with 
more factual precision). But the influence of 
this approach remains strong enough to 
boost sales of women authors' biographies 
and to encourage both students and critics to 

read the lives and writings of women authors 
as mutually interpretive texts. To see our 
lives as stories we construct to express 
ourselves, and to see an author's fictions as 
part of such a life narrative, is now an 
established~ practice within academic 
institutions and among the many women 
who have been trained as readers in an 
academic environment. 

I will probably continue to "take the 
biographical approach" when I teach 
Virginia Woolf again next spring, and I will 
do so for the reasons outlined above: 
because excellent biographical and 
autobiographical sources are easily 
available, because Woolf s own convictions 
about the connection of life to art and her 
consequent interest in biography seem to 
warrant such an approach, and because my 
students are both happy and skillful when 
applying this method of interpretation. But 
the figure of foolish "Old Flimsy" will haunt 
me as I do. I will be made uneasy by my 
sense that Woolf cautions us against this 
approach in Between the Acts, her last and 
most mature novel-the one novel in which 
she is explicitly concerned with the roles 
that authors and audiences play in their 
"common effort to bring a common meaning 
to birth." 

After the play has ended, Lucy again 
wishes to speak directly to Miss La Trobe, 
to thank her, but Bart gruffly advises her to 
"thank the actors, not the author . . . or 
ourselves, the audience" (203). Bart 
correctly sees· that Miss La Trobe has no 
desire to connect with her audience in her 
own person; she speaks to them (indeed, 
sometimes at them) during the play through 
her artistic materials: through the words of 
her script, through the actors and actresses 
she so masterfully directs, through the 
symbolic objects like the "orts and 
fragments" of mirrors in the last scene, 
through nature (by chance), and through 
technology in a "megaphonic, anonymous, 
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loud-speaking . . . voice" (186) not to be 
confused with her own. When the play is 
over, she seeks not congratulations but 
obscurity: solitary among her actors at the 
pub, "what she wanted, like [a] carp ... was 
darkness in the mud; a whiskey and a soda 
. . . ; and coarse words descending like 
maggots through the waters . . . the first 
words," that is, of her next play (203 & 
212). 

Although neither Bart nor Lucy can 
read as an authorial spokesperson-like Mr. 
and Mrs. Ramsay, they represent contrasting 
visions of life rather than the authorial 
norm-in this case I suspect Bart has it 
right. And I sometimes wonder if we have 
failed to play the more rigorous part Woolf s 
novels assign to us as readers when we turn 
away from the "coarse words" of her fictions 
to the more fluid but peripheral stories that 
biographers tell. As critics and students of 
Woolf s writing perhaps we should "thank 
the actors"-that is, gratefully study the 
aesthetic materials of Woolf s craft, the 
"coarse words" of her texts-and thank 
"ourselves, the audience"-that is, study the 
variety of interpretive responses that her 
"coarse words" evoke. "She don't want our 
thanks," as Bart says, but I believe she did 

want us to attend to her words, to "remain 
seated" (59) and play the important role of 
audience to her narrative performances. 
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Inspiration: An Interview with Marsha Wilson Chall 

Cele Zawicky 

"I never seriously thought I would write a 
book. I just knew that I needed to write 
because I had something to say. I didn't 
know it would be for children-mostly it 
was going to be for myself" 

Marsha Wilson Chall is the successful 
Minnesota author of Up North at the Cabin. 
She was born in Minneapolis, Minnesota, on 
November 7, 1953, and holds degrees in 
English Literature, Education, and 
Educational Psychology earned at Iowa and 
Minnesota universities. Marsha is a 
friendly, compassionate, and creative mother 
of two, presently living in Minnetonka. She 
found early in life that writing came 
naturally to her. Her love for writing about 
Minnesota, as well as Iowa, grows from a 
real connection to place. 

Marsha and I talked over lunch at the 
Sunshine Factory in New Hope, Minnesota. 
A secluded comer in this fascinating place 
was a wonderful atmosphere for our calm 
and relaxed conversation. I found Marsha to 
be a gentle, warm · and congenial person. 
She certainly is my kindred spirit. 

Influences on Her Life 
Marsha's father was a wonderful 

storyteller. He loved telling a good story; 
however, none of his tales was converted to 
written form. Her mother showed Marsha 
how to see beauty in everything through the 

eyes of an artist. She grew up in Des 
Moines, Iowa, and there she and her friends 
wrote newspapers as children and sold them 
to their parents for twenty-five cents each. 
She loved to read and play library and 
school at home. All her life she wrote in her 
spare time and kept journals and diaries. 

Eleanor Estes and Carolyn Haywood 
were some of her favorite authors, and 
perhaps even then, she realized many of the 
authors she read as a child were women. 
She remembers once meeting a woman 
journalist, but could not truly relate to her 
kind of writing. Marsha completed four 
years of English Literature at Drake 
University in Iowa where she was 
encouraged by her college professors to 
make creative writing a career. 

Marsha returned to Minnesota in 197 5 
and pursued a degree in education. Again 
her professors recognized her obvious 
talents and encouraged her to continue with 
her writing. For five years she taught at 
Hennepin Technical College in the remedial 
and developmental reading field. She then 
made a conscious decision to become a 
mother by day and a student at night, 
earning an advanced degree in educational 
psychology. Her advisor at the University 
of Minnesota urged her to popularize her 
master's thesis and submit it to magazines. 
By the time she finished the query letter she 
knew this was not her forte. 
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Death came to her mother one dreadful 
day in 1986, and as she put it, "This is 
probably a time when any person goes 
through considerable self-examination, and 
when every son or daughter realizes, yes, 
mortality is an issue in life." 

Reading children's literature to her 
children had become a major part of 
Marsha's life, and she found the Children's 
Book Review, by Jane Resh Thomas, in the 
Minneapolis Star and Tribune to be very 
informative. Children's literature had 
become legitimized in the 1970s and 1980s, 
not only by Dr. Seuss, but also by other 
outstanding writers and artists. From that 
point, Marsha became very interested in this 
form and wanted to attempt it herself 

She registered for a class at the Loft 
called "Writing Fiction for Children," taught 
by Susan Pearson. Still quite emotional over 
the recent death of her mother, Marsha 
found she had a compelling connection to 
these children's stories. What was 
connecting was the child within her. She 
found she had never been this deeply 
affected by reading books written for adults. 
"Yes," she said, "I had never been as 
intimately touched as I was when I read 
stories for children. I realized they were not 
only for children, but for everyone." 

A Minnesota author, Mary Dane Bower, 
once described the writing process to 
Marsha in this way: There is the writer 
holding the pen, there is the child who will 
some day pick up the story to read, and then 
somewhere in the middle is what is called 
the childhood center or the child within. 
You are then writing to your child within as 
well as to that child who is going to pick up 
that book. 

Her Career as a Writer 
While continuing her teaching career, 

Marsha writes in her spare time. "The more 
I write, the more I realize the works that 
succeed have a very deep connection to me 

and my issues." Marsha relates, "I think the 
stories we are meant to tell will come to us. 
I am finding that if I believe there are only 
some stories I am meant to tell, I am 
listening for them in a better way. It is 
probably a slower process, but ultimately 
more satisfying." 

Up North at the Cabin is about loss. 
Recalling the last year her mother was able 
to participate as a family member before her 
death, Marsha was really trying to preserve a 
picture of life that was slowly ebbing away. 
She wrote Mattie out of the yearning from 
childhood to have a sibling. She was an 
only child and could not figure what boys 
were all about, becoming almost obsessed 
with them. Marsha explains, "We all have 
issues we grow up with, not necessarily a 
tragedy, but certainly something that is deep 
rooted." 

Although she sometimes passes her 
work through her family, Marsha never 
shares anything publicly until after it is 
published. She is a member of a writing 
group consisting of Minnesota authors who 
meet twice a month. This group always 
critiques what she writes. Susan Pearson, 
her Loft instructor, founded this group and 
has since become a New York editor, but 
their indestructible writing group has 
continued in her absence. 

An editor once told Marsha that the book 
the writer is currently working on is the 
favorite. She found this to be true and has 
been equally involved with every book and 
loved each one dearly. She does not feel at 
all detached, and says, "They are like 
children, and they are a part of me." 

Marsha's manuscript for Up North at the 
Cabin sold in fall 1989. Steve Johnson, the 
illustrator, was suggested by Jane Resh 
Thomas. Marsha said she was a bit 
disappointed not to have met the artist until 
after the book was published two years later 
in 1992. 

Marsha's book signings for Up North at 
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the Cabin were at the Hungry Mind, The 
Red · Balloon, Baxter's Books, Barnes and 
Noble, and she did a couple of benefits for 
the Children's Medical Center. More 
invitations came from Walker, Fergus Falls, 
St. Cloud, and Winona in Minnesota, and 
still more in Fargo, North Dakota. She was 
interviewed and asked to read her book on 
Minnesota Public Radio (MPR) on 
Memorial Day. This is the weekend 
everybody goes "to the cabin." 

Up North at the Cabin received the 
International Reading Association's 
Teachers' Choice A ward for 1993. This is 
an international award given to twelve 
children's books considered to be of high 
quality literary merit that can be used 
multifacetedly in the classroom. Up North 
at the Cabin also received the American 
Bookseller's Association pick-of-the-list 
categorization, the starred review in 
Publisher's Weekly, and a New York Times 
Review. On the whole, ninety-eight percent 
of every word of the reviews for both books 
was very positive. The New York Times 
reviewer said glowingly wonderful things 
about Up North at the Cabin; however, 
toward the end of the article she questioned 
whether the advanced level of activities in 
the book, such as canoeing and skiing, might 
not be enjoyed by the four-to-eight-year-olds 
who were the intended audience for the 
book. Immediately Marsha thought, "She 
does not know anything about 
Minnesotans." 

Mattie was also published in 1992. It 
contains three stories all having the same 
characters: "Kid for Sale--Any Amount," 
"The Chocolate-Ant Valentine," and "The 
Haircut." These stories are all a 
combination of fact and fiction. Marsha 
created the brother and added the classroom 
nemesis, Jeb, who was her friend's older 
brother. He was cruel to her, but she liked 
him! 

The unexpected and wonderful part of 

publishing is how her books have touched 
other people. The family of a deceased 
elderly man read Up North at the Cabin as 
part of his eulogy and buried a copy of the 
book with him. She had not dreamed it 
could affect anyone that deeply--and he was 
not even a child. She had no idea she was 
connecting with something larger, and 
discovered everything she writes about is 
truly a part of everybody else. 

Other Books 
Happv Birthday. America, illustrated by 

Guy Porfirio, is expected to be published in 
spring 1997. Of course, as the title 
indicates, the story is about celebrating the 
4th of July. 

Prairie Train, illustrated by artist 
Thomas B. Allen, will be published in fall 
1997. This is about a young girl and her 
adventures on a steam train traveling 
between Iowa and Minnesota in 1924, and 
should appeal to everyone from cradle to 
grave. 

Sugarbush Spring, illustrated by Jim 
Daly, is anticipated to be published in spring 
1998. Gathering maple sap and making it 
into syrup in Northern Minnesota is a unique 
experience for anyone. 

The idea that she would like to have ten 
books sold by the end of the decade is a goal 
only to propel herself a bit, but she does 
intend to continue writing. There are some 
brilliant authors out there whom Marsha said 
she admires and would trade places with any 
day, such as Cynthia Rylant, Jane Yolen, 
Chris Van Allsburg, and Mirra Ginsburg. 

Marsha is still vacillating between her 
career as an educator and as a writer. She 
has done other kinds of writing; however, 
her first love is children's books. She has 
many pieces in the making at home and 
hesitates to call them short stories for that 
reason. Currently she is working with a 
family literacy project, so she is now able to 
dovetail her teaching interests with her 
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reading, as well as wntmg, children's 
literature. "Parents need to read to their 
children, and this is really exciting," Marsha 
said. "I am beginning to see myself as an 
educator in a different way and am able to 
pass on my passion for reading to people 
who have never been to a library. This does 
not seem like work at all." 

All too soon our interview came to a 
close with Marsha's final comment, "I used 
to think I would stop being a teacher at some 
point. Part of me would like to think I have 
five days a week all year long to write. The 

other part of me likes people and the social 
contact, so I will probably be doing some of 
both for a long time." 

Cele Zawicky is from Hibbing, Minnesota. 
She has three children and presently lives in 
Blaine, Minnesota. Retired from her 
administrative office career, she is a student 
of Liberal Arts at Anoka Ramsey Community 
College and has begun her second career as 
a writer of children's fiction. 

1997 Calendar of Events for NCTE 
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During the upcoming year, 
NCTE will sponsor a series of 
conventions and other professional 
meetings focused on improving the 
teaching of English language arts at 
all levels of education. Major 
events-NCTE's Annual 
Convention, the annual convention 
of the Conference on College 
Composition and Communication, 
and the annual NCTE Spring 
Conference-rotate· on a four-year 
cycle which places them in each 
geographical region of the United 
States in turn. 

Founded in 1911, NCTE now 
has some 68,000 individual 
members. Subscribers to its journals 
bring the total to more than 120,000. 

For more information on the 
meetings listed here, contact the 
Membership Service Representative, 
NCTE, 1111 W. Kenyon Road, 
Urbana, IL 61801-1096; 217/328-
3870, ext. 251; fax: 217/328-0977. 

January 4-7 
Conference on College Composition and 

Communication Winter Workshop 

Theme: Looking Toward Monday Morning 
in a New Millenium 

Clearwater Beach, FL 

March 13-15 
Conference on College Composition and 

Communication Annual Convention 

Theme: "Just Teaching, Just Writing: 
Reflection and Responsibility" 

Phoenix, AZ 

April 10-12 
NCTE Spring Conference 

Theme: "Story Matters" 
Charlotte, NC 
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Integrating Whole Language and Phonics 

Marlow Ediger 

The great debate persists on which is 
better in reading instruction, whole language 
or phonics. The debate has gone on for 
decades and one reason that it is still 
unresolved, perhaps, has to do with it being 
presented as an either/or situation. Does it 
have to be dichotomized between whole 
language versus phonic instruction in a 
combative role? 

Personalizing Reading Instruction 
I have supervised student teachers in 

public schools for 30 years. Several of my 
student teachers and regular teachers have 
stressed personalized teaching of reading in 
the early primary grades. Personalized 
reading instruction encourages students 
provide content for their reading lessons. 
The content comes from personal 
experiences of pupils in a group or 
individually. 

For one personalized unit in reading 
instruction, the student teacher and the 
regular teacher brought farm toys for an 
interest center in the classroom. These 
objects were discussed with the pupils who 
then provided content which the teachers 
recorded on a flip chart. Learners were 
excited to see their own ideas recorded by 
the teacher. Content presented for one 
personalized chart had the following ideas: 

The Farm 
Tractors pull plows when plowing the fields. 
Later, the tractor pulls a disk to destroy the 

weeds. 
Wheat is seeded using a grain drill. 
In summer, the ripe wheat is cut and stored 

in a bin. 
Some-of the wheat is made into flour and 

used for baking bread 
Some of the wheat is used in making 

different cereals for breakfast. 

This content came from the students' 
discussion of the objects with the two 
teachers working as a team. Pupils read the 
ideas aloud together as the student and the 
regular teacher pointed to the phrases. Some 
students wished to read the entire selection 
by themselves and several made no errors 
when reading individually. The whole 
selection was then read together again by the 
group. Phonetic analysis of words was not 
emphasized. 

While looking at the recorded 
selections, one student pointed to three 
words that had the same beginning letter and 
sound-"pull," "plows," and "plowing." 
The student teacher asked them if they could 
think of additional words that started with 
that same sound and they mentioned "pan," 
"panel," and "poet." Another pupil pointed 
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to "disk" and "drill" that have the same 
beginning letters and sounds. At this time, 
the students were making many discoveries, 
even words that ended with the same letters 
such as "seeded" and "stored." 

Drill and rote learning of phonics are 
not stressed here nor are pupils tested on the 
amount of phonics learned. The students 
determine what they deem fascinating in 
learning phonic elements while the teacher 
may ask questions that generate additional, 
relevant learning. Elementary students need 
to enjoy the concrete experiences (model 
farm equipment in this case) as well as 
abstract ideas such as seeing ideas in writing 
and reading the related content. Interest in 
learning increases their group effort in 
presenting ideas for the chart in a committee 
setting. Learners seem to like working 
collaboratively in listening, speaking, 
reading, and writing activities. With 
writing, pupils saw the student teacher write 
ideas in neat manuscript letters for the 
personalized learning activity. Respect for 
the thinking of each other further enhances 
cooperative learning endeavors. 

A second personalized reading 
activity involved learners presenting the 
following ideas after viewing and discussing 
toy farm animals and related illustrations: 

Cows and Milk 
Cows like to eat grass and give us milk. 
Their babies are called calves. 
Machines are used to milk cows. 
The milk goes from the cow to the bulk milk 

tank. 
A truck comes to pick up the milk which 

leaves the bulk milk tank to a larger tank 
on the truck. 

The milk finally ends up at a supermarket. 

After reading the personalized chart 
"Cows and Milk," learners were asked to 

locate words that started with the same 
letter. One pupil mentioned the words 
"cows" and "calves." The two teachers, 
working as a team, then asked which word 
was mentioned most frequently in writing. 
The word "milk" was written eight times. 
Learners then gave additional words that 
started with the same letter and sound as the 
word "milk." The following words were 
given by pupils-"my," "mine," "must," 
"make," and "money," among others. The 
word "machine" was noticed in the chart. 
One student mentioned that "silk" rhymes 
with "milk." A final question pertaining to 
the personalized reading chart was, "What 
other things do you notice about the words 
here?" One good observation was that the 
word "grass" and "goes" start and end alike. 
Pupils were enjoying reading, and even 
more so were finding it fascinating to make 
discoveries pertaining to phonics. 

Whole language and phonics need 
not be at opposite ends of the continuum for 
pupils to like and benefit from. Phonics can 
be an inherent part of whole language 
instruction and not stress drill and rote 
learning. As noticed in this lesson, pupils 
made interesting discoveries emphasizing 
sounds and symbols which became an 
enjoyable game for them to play. Phonics 
instruction needs to be taught within the 
framework of meaningful learnings obtained 
by learners from reading content in 
personalized reading. 

Marlow Ediger is a professor of education 
at Truman State University, Kirksville, 
Missouri. 
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Teaching Twentieth-Ce1ntury Global Conflict in the 
Literature Class: A Bibliographic Essay 

--- ---- ~-Deora Kay Wilson 

Although America has recently been 
involved in the Gulf War, students of this 
generation are virtually unexposed to the 
horrible reality of global conflict. The most 
efficient way of educating students on this 
topic is by having them read novels that relay 
accurate accounts of living in a world in 
which peace is shattered. Also, by reading 
literature that deals with issues of war, 
students gain a better understanding of 
humanity and of the society we live in. As 
Larry R. Johannessen, author of Illumination 
Rounds, claims, "The very nature of war has 
a way ofrevealing not only the worst but also 
the best of what humankind is capable of. 
This literature reveals the power of art and the 
human spirit to give meaning to the 
senselessness and ambiguity of war" 
(Johannessen8). 

In beginning a unit that addresses 
Twentieth Century Global Conflict, a teacher 
should engage the class in an activity that 
induces students to think about war. At 
Odds, a publication assembled by various 
teaching professionals, suggests that students 
discuss what causes a conflict by analyzing 
the conflicts they encounter in their lives. 
The publication provides a diagram that 
models this activity. First, a student chooses 

a conflict, for instance an argument with a 
sibling. This conflict is centered on the page 
and circled. Branching from this central point 
will be the possible causes of this conflict 
(Alvermann 10). Students can then generate 
possible solutions to settle the conflict. Thus, 
students will better understand how conflicts 
occur and how they can be resolved. 

Another activity is to discuss how 
conflicts affect people's lives. This can be 
organized into a chart that lists war's 
physical, emotional, political, geographical, 
and economical effects (Figure 1, Alvermann 
11). These ideas will be generated from the 
students' prior knowledge of war. Students 
should analyze this chart after the unit is over 
to discover how much more they have learned 
about the effects of war. In another activity, 
students discuss how conflicts could be 
resolved more peacefully (Alvermann 11 ). 
This activity should be incorporated at the 
end of the unit when students have had more 
exposure to the issues. 

It is extremely beneficial for students 
studying this subject in an English class to be 
exposed to it simultaneously in other areas of 
curriculum. For example, if students are 
learning about World War II in history it 
would be beneficial for them to be reading 
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Physical Emotional Political Geographical Economic 

death fear new government new borders high cost of food 

Figure 1. Effects of War on People's Lives 

novels like Anne Frank: The Diarv of a 
Young Girl in English. The history 
curriculum would provide the student with 
factual knowledge about the war which 
would aid in the understanding of the novel, 
and vice-versa. 

In a unit on Twentieth Century Global 
Conflict, the wars should be studied in 
chronological order. Therefore, the unit 
would begin with literature based on 
experiences in World War I. Hemingway's A 
Farewell to Arms and Remarque's All Quiet 
on the Western Front offer an inside 
perspective on the first "Great War." A 
Farewell to Arms exposes students to what it 
was like to be at the scene of battle. Since the 
main character is an ambulance driver, 
students get the chance to understand how 
emotionally disturbing it was to witness the 
horrid scenes of battle. Students also get a 
civilian's perspective on the war since, early 
in the story, the main character is injured and 
eventually leaves the battle scene. 

All Quiet on the Western Front is an 
extremely valuable novel to teach as it 
portrays the opposing viewpoint of the same 
war. This novel depicts the war from various 
German soldiers' perspectives. Furthermore, 
students will be able to identify with the 
characters since the story follows several 
German school boys who go together into the 
unknown and unfamiliar depths of war. 

Both A Farewell to Arms and All 
Quiet on the Western Front are available on 
video cassette. Also, plays are available that 
relay the experiences of World War I. One 
such play, Journev's End by R. C. Sherriff, 

captures the experiences of trench warfare on 
European territory. 

There are also books that feature 
poetry that WWI inspired. Poetry of the 
Great War: An Anthology ( edited by 
Dominic Hibberd and John Onions) and Men 
Who March Away: Poems of the First World 
War ( edited by I. M. Parsons) depict wartime 
and express the mixed feelings that stir in 
people whose nation is in battle. Wilfred 
Owen, in particular, wrote several poems 
dedicated to World War I battle experiences 
(The Collected Poems of Wilfred Owen, 
edited by C. Day Lewis). Women's Poetry of 
the First World War (edited by Khan 
Nosheen) offers students a female perspective 
of this war. 

It is important for the teacher to 
provide background information on this war 
before the class studies the literature. For 
example, since the war is fought on European 
territory, the geographical locations cited in 
these novels can be confusing. It would be 
productive for students to research the battle 
sites of the war and locate them on a map. 
Students could also research issues such as 
the allies and enemies in the war and 
America's role in the war 

In the study of World War II, many 
complex issues can be explored, such as 
violence, racism and the Holocaust, Nazism 
and dictatorship, and nuclear war. For 
students, the Holocaust hardly seems real 
because it is hard to believe that such a 
terrible thing occurred. One way of making 
students aware of this reality is by exposing 
them to speakers who lived to tell about their 
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experiences. At a Holocaust 
Commemoration at the University of 
Minnesota Duluth, Henry Oertelt shared his 
experiences at three different concentration 
camps, and emphasized that young people 
need to be educated especially about the 
Holocaust because it is "important for them to 
know what can happen when prejudice and 
hatred is uncontrolled." Students could also 
view films such as Night and Fog and 
Schindler's List which portray the Holocaust, 
in addition to reading novels like Anne Frank: 
The Diary of a Young Girl and Upon the 
Head of the Goat: A Childhood in Hungary, 
1945-1948, by Aranka Seigal. Other books 
to be considered are Night and Dawn, by Elie 
Wiesel. 

An effective way of helping students 
understand how the Holocaust happened is by 
generating a class discussion about whether 
or not a holocaust could occur again 
(Chartock, "Holocaust'' 284). It is likely that 
students will deny that such a thing is 
possible, as it is hard for them to conceive of 
such an occurrence happening in the first 
place. Here it would be valuable for students 
to view the film The Eye of the Storm 
(Chartock, "Holocaust'' 282). This film 
demonstrates how people can so easily 
become prejudiced towards others. In this 
video a third grade teacher, Jane Eliot, singles 
out all the blue-eyed children and openly 
favors and praises them over the brown-eyed 
students. Eventually the blue-eyed students 
treat the brown eyed students very harshly. 
The teacher then favors the brown-eyed 
children, and, interestingly, the brown-eyed 
children, who were formerly treated so 
poorly, behaved just as badly to the blue-eyed 
children. This video can be compared to the 
ways Hitler influenced the German people to 
hate Jewish citizens. 

Another interesting activity is to have 
students organize a news program that 
features the Holocaust. Two students could 
be anchorpersons and interview survivors of 

the concentration camps, civilians, and Nazi 
soldiers. These roles would be distributed 
among students who would then research 
their characters' roles in the war before the 
news program is taped (Chartock, "Teaching" 
36). 

Students should read about the war 
from other perspectives, as well. Novels that 
are appropriate are Summer of My German 
Soldier, by Betty Greene, Slaughterhouse 
Five, by Kurt Vonnegut, and Catch 22, by 
Joseph Heller, as each displays a soldier's 
view of the war. It is also important to 
address the bombing of Hiroshima which is 
compellingly portrayed in Hiroshima by Jim 
Hersey. Poetry that features WWII can be 
found in Poets of the 1939-1945 War (edited 
by R. N. Currey) and Chaos of the Night: 
Women's Poetry and Verse of the Second 
World War (edited by Catherine W. Reilly). 

Plays that depict WWII experiences 
are also available to teachers. The Wookey, 
by Frederick Hazlitt Brennan, captures the 
experience of being a civilian in London 
during the battles of WWII. There is also a 
dramatic version of Anne Frank: The Diary of 
a Young Girl, titled simply, The Diary of 
Anne Frank. by Francis Goodrich and Albert 
Hackett, and of Catch-22. 

Other wars that can be covered in this 
unit are the Korean Conflict and the Vietnam 
War, and students will, again, need 
background information. In addition to 
reading novels such as James A. Michener's 
The Bridges at Toko-Ri and James Hickey's 
Chrysanthemum in the Snow, students will 
need to conduct research to understand the 
relationship between the U.S. and the Soviet 
Union during the years of the Cold War and 
how this tension came about. Especially to 
understand our country's bitterness toward the 
Soviet Union at this period of time, students 
could view the film Red Dawn. 

Topics of research for the Vietnam 
war should include 1) causes of the war, 2) 
the draft, 3) the public's reaction to the war 
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focusing on protests, riots, speeches and 
music, 4) battle conditions for soldiers, 5) the. 
climate and atmosphere of Vietnam, 6) 
resolution of the conflict, 7) prisoners of war, 
8) and the United States' present relationship 
with Vietnam. 

In studying the Vietnam war, students 
could read the novel In Country. by Bobbie 
Ann Mason. In this novel, a young girl tries 
to understand the war that killed her father 
and emotionally damaged her uncle. All of 
the veterans that she comes into contact with 
rarely discuss the war and the community 
treats the veterans disrespectfully, which 
intensifies her curiosity. Other novels are 
Travelers, by Larry Bograd, Fallen Angels, 
by Walter Dean Myers, and Home Before 
Morning: The Story of an Army Nurse in 
Vietnam by Linda Van Devanter. These 
novels portray the war through the eyes of a 
fatherless son, an African-American soldier, 
and a female nurse. Also, in "Young-Adult 
Literature and the Vietnam War," Larry R. 
Johannessen recommends for adolescent 
reading: Tim O' Brien's If I Die in Combat 
Zone, Cynthia Rylarit's A Blue-Eyed Daisy, 
Bob Green's Homecoming: When the 
Soldiers Returned from Vietnam, and 
Kathryn Marshall's In the Combat Zone: An 
Oral History of American Women in 
Vietnam.1966-1975. 

Poetry that relays the Vietnam 
experience can be found in Demilitarized 
Zones (edited by Jan Barry and W. D. 
Ehrhart), A Soldier's Time: Vietnam War 
Poems (edited by Robert Barth), and in Out 
of the Vietnam Vortex: A Study of Poets and 
Poetry Against the Vietnam War (edited by 
James F. Mersmann). Also, The Cry of 
Vietnam. by Thich Nhat Hanh, portrays a 
Vietnamese outlook on the war. Short stories 
can be found in Enemy Countrv ( edited by 
Emilio DeGrazia), and Writing Under Fire: 
Stories of the Vietnam War (edited by Jerome 
Klinkowitz and John Somer). Plays include 

Coming to Terms: American Plavs and the 
Vietnam War. 

According to W. D. Erhart, young 
people today have an image of warfare that is 
distorted by Hollywood (Johanssen, "Young 
Adult" 48). Their vision of the Vietnam War 
largely resembles the images seen in the films 
First Blood and Rambo: First Blood Part 
Two. At the end of this unit, students can 
view films that portray a more realistic image 
of the war, such as Platoon Apocalypse 
Now, Born on the Fourth of July and In 
Country which better justify the realities of 
the war and the United States' state of affairs 
after the war. Also, a film that is ideal for the 
classroom is Dear America: Letters Home 
from Vietnam Dear America is a very 
emotionally moving film in which famous 
actors and actresses read real letters written 
by Vietnam soldiers as home-made war 
videos are displayed. Viewing the film is an 
especially appropriate way to conclude a 
lesson on the Vietnam War. 

A way to conclude the entire unit on 
Twentieth Century Global Conflict is to have 
students interact with war veterans in their 
community as suggested in At Odds 
(Alvermann 114). An activity recommended 
in At Odds is to have the class construct a 
memorial dedicated to all veterans in the 
community. A booklet consisting of poems 
and sketches could be created by the students 
and then presented to the community's 
veteran organization, such as the local VFW 
(Alvermann 115). It is also recommended 
that students interview a veteran or research 
about a local war hero (Alvermann 114-115). 
With so many actiyities, a teacher can assign 
a variety of writing assignments to the 
students which will demonstrate how much 
the students have learned. Indeed, by having 
students study novels that address the issues 
of Twentieth Century Global Conflict and 
incorporating the recommended activities, 
teachers will discover that students will have 
learned a great deal about our world. 
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Coping With the Death of a Parent 

Ronald Barron 

Rev. of Holding Steady by Stephen 
Schwandt. Minneapolis: Free Spirit 
Publishing, reissue 1996. 176 pages. Paper. 
$5.95. and rev. of A Teacher's Guide to 
Holdine: Steady by Stephen Schwandt. 
Minneapolis: Free Spirit Publishing, 1996. 
28 pages. Paper. $10.95. 

Young adults respond to books in 
which teen characters deal with problems 
which do not have simple solutions. They 
also like books in which characters act and 
talk like the people in their own lives. 
Finally, teenagers appreciate well-plotted 
books which contain adventure and an 
element of danger for the major characters. 
Stephen Schwandt' s YA novel Holding 
Steady (reissued by Free Spirit Publishing, 

1996) holds up well when measured against 
these three YA litmus tests. In fact, Judith 
Beckman and Elizabeth Belden, in their 
English Journal review of the book when it 
was first published in hardcover, contended 
"the book illustrates the high quality 
possible in adolescent literature." 

Brendon Turner, a 17-year-old 
haunted by the sudden death of his father in 
an auto accident, experiences feelings of 
guilt, anger, and frustration as he works 
through his reactions to his father's death. 
Complicating the situation is the difference 
he sees in the relationship his brother Ross 
had with their father, a closeness Brendon 
attributes in part to Ross's basketball ability, 
and the apparent ease with which Ross had 
been able to deal with their father's death. 
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The summer after the accident, the 
Turner family vacations on Washington 
Island, just off Wisconsin's Door Peninsula, 
in an attempt to gain respite from the 
tragedy. The Door Peninsula, an area 
Schwandt knows well because of his 
childhood vacations and because Schwandt 
and his wife built a summer home there in 
1985, provides an interesting backdrop for 
the story, and the Channel Challenge, a 
sailboat race from Washington Island to 
Rock Island, provides sufficient dramatic 
action for most readers. A rivalry with 
Clayton Wills, a local tough guy, adds to the 
action as Clayton goads Brendon into a 
fight, which Brendon wins, but which earns 
him the hatred of Clayton who vows 
revenge. 

While on Washington Island, 
Brendon meets Courtney Holmes, an 
independent young woman learning to trust 
her father, a recovering alcoholic, and trying 
to assess her current relationship with him. 
Although Brendon is immediately attracted 
to Courtney, he finds it difficult at first to 
open up to her and to break out of the rut he 
has gotten himself into since the death of his 
father. 

The major attraction of this book, 
however, is how Brendon comes to 
understand his father and his relationship 
with him. During an impromptu sailing 
venture from Washington Island to the 
mainland, an experience his father had 
always talked about trying, Brendon and 
Courtney are nearly killed during a severe 
storm. Later, reassessing what he did and 
why he did it, Brendon learns that he, like 
his father, is attracted to what he calls The 
Edge-challenges that are attractive because 
of their danger-and that this attraction can 
bring him close to destroying himself and 
others, but that it also brings a heightened 
sense of aliveness and makes him strong. 

The book provides sufficient action 

to hold a wide range of readers, but at the 
same time it tackles issues of sufficient 
complexity to stimulate the thinking of the 
most mature readers in a class. 

On its own merits, Holding Steadv 
would justify purchase for use in high 
school classrooms. However, A Teacher's 
Guide to Holding Steady. written by 
Schwandt, a veteran English teacher from 
the Mounds View School District, adds to 
the value of the book for classroom use. 
The Teacher's Guide includes "short write" 
topics, notebook topics, formal essay topics, 
and chapter-by-chapter study questions, 
small group discussion projects, and a 4-
page objective test (Schwandt's "Trivia 
Extravaganza") which provide a cornucopia 
of useful materials that can assist teachers in 
helping their students develop essential 
learning skills while reading the novel. 
Schwandt wisely prefaces each section of 
these study materials with the words "some 
possible" providing teachers with the option 
of using the items intact or as models for 
materials of their own design, thus making 
them useful for both novice and experienced 
teachers. Teachers who may be using A 
Teacher's Guide to the Last Goodie 
(released in 1995 by Free Spirit Publishing) 
which Schwandt wrote for his novel The 
Last Goodie will already be familiar with the 
high quality of Schwandt' s study materials. 

Holding Steady and A Teacher's 
Guide to Holding Steady are available from 
Free Spirit Publishing, Inc., 400 First 
Avenue North, Suite 616, Minneapolis, MN 
55401. Teachers may want to use their toll
free number (800-735-7323). 

Ronald Barron is a language arts teacher at 
Richfield Senior High School, author of 
Guide to Minnesota Writers. and a past 
president of MCTE. 
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The Rhetorical Tradition 

Carol A. Galbus 

Rev. of A Teacher's Introduction to 
Composition in the Rhetorical Tradition by 
Ross Winterowd with Jack Blum. Urbana, 
IL: NCTE, 1994. 126 pages. Paper. $11.95 
($8.95 members). 

Do any two teachers of composition 
agree on the reasons for and methods of 
teaching students to communicate through 
writing? Or for that matter, do any two have 
spare time to peruse the vast background 
material on the whys and hows of the art of 
teaching and the art of writing? And how 
many teachers of writing either have little 
background to back up their methodology or 
would like to gather some relevant 
information without pursuing coursework or 
another degree to do so? Finally, are there 
not some teachers who would like exposure 
to or review of some basic rhetorical 
perspectives and their origins in order to feel 
more comfortable dialoging about such 
issues with their professional colleagues? 

This little book, A Teacher's 
Introduction to Composition in the 
Rhetorical Tradition, can provide clear, 
helpful answers to some of the above 
questions. It can provide information to 
pique the reader's memory of content long 
forgotten and it may affirm the teacher who 
is questioning the why or how of his/her 
teaching. It can also frustrate a teacher who 
had previously felt he/she was teaching well; 
however, this should be welcomed because 
successful, effective teachers should 
constantly evaluate their methodology and 
content. 

The fourth volume in the NCTE 
Teacher's Introduction Series, this book 
does just what its title announces. Author 
Winterowd attempts to provide a historical 

context for understanding the field of 
composition\rhetoric. He takes the reader 
from the classicists Plato and Aristotle and 
their contributions, to the influence of 
Romanticism, to how "schools" of 
composition developed through the 
nineteenth century. Through necessity, he 
limits his attention to the contributions of 
only some individuals and texts and shows 
rhetoric becoming recognized as a separate 
discipline. He then examines the influences 
of two outsiders, I. A. Richards and Kenneth 
Burke. Further, he discusses the ideas of the 
empiricists vs. the rationalists and concludes 
that the rationalists' methods are more 
widely heard within the field. In the final 
chapter, the author's colleague, Jack Blum, 
analyzes poststructuralism and its influence 
on composition, particularly in improving 
critical thinking. 

Discussion regarding theory and 
methodology within rhetoric\composition 
must and will continue as a result of the 
sparks which will be kindled through 
reading this informative book. The author 
acknowledges early that his biases will 
undoubtedly be evident within his writing; 
true, but this adds to the healthy reactions 
which will certainly result from reading it. 

An excellent book for background, 
discussion, information, and evaluation by 
the reader, it contains much of value 
including the necessary aids so often absent 
in other books: expression of clear purposes 
and organization, an annotated bibliography 
following each chapter, a table of contents, 
an index, and a short but helpful glossary. 

Carol A. Ga/bus is an assistant professor of 
English at Winona State University. 
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Writing with Passion 

Linda Miller Cleary 

Rev. of Writing with Passion: Life Stories. 
Multiple Genres by Tom Romano. 
Portsmouth, NH: Heinemann. 238 pages. 
Paper. $22.50. 

In the fall of 1991, Tom Romano 
came to Duluth to speak to a conference 
entitled "Cutting Loose; Rethinking the 
Writing Curriculum." Romano's present
ation helped many of us (and our students) 
in the Northland to do just that, to cut loose 
and take an entirely new approach to 
writing. Some of us haven't been the same 
since. Perhaps the extreme cold which 
northern Minnesota celebrates has given us a 
yearning for the passion that Romano 
advocates, but I think our enthusiasm is 
more a tribute to Romano's ideas which 
were finally published last year in Writing 
with Passion. In this book Romano 
introduces the Multi-Genre Research Paper, 
and he re-introduces "alternate style." 

Romano himself cut loose in writing 
this book. I asked him on several occasions 
between 1991 and late 1995 why it was 
taking him so long to write what so many of 
us in Northern Minnesota wanted to get our 
hands on. "I'm working on another draft," 
he'd say, and I know now why it took him 
so long to write about what we were already 
doing: Romano dips into his own life, and 
he does so in multiple genres. The book 
practices what it preaches within its very 
pages, and it does so with careful craft. And 
he tells the stories of his students and of 
teaching them, even letting his students tell 
some of their own stories. 

For four years now, my university 
students have been writing multi-genre 

research papers and using what Romano 
calls alternate style, as have many local 
secondary students whose teachers attended 
the "Cutting Loose" conference. As 
teachers, we seem to agree that it is this 
writing that hooks our students, and as 
teachers we are astonished that we actually 
look forward to the stacks of student writing 
that come our way. 

In multi-genre research papers, 
students find a topic ( often a person) that 
holds high interest for them. They research 
the person or the topic, and they write about 
it, using a collage of narration, verse, created 
letters, songs, reviews, hypothetical 
newspaper articles, and any other form of 
writing they can find which might breathe 
life into the subject/topic. With new 
computer technology, my students have 
begun to scan in photos and to use graphics 
to make the papers appear published. They 
care about the appearance, and they care 
about every word. Romano's multi-genre 
research paper is the biggest advent in 
research writing since Macrorie's "I-Search" 
paper. Neither I-Search nor Multi-Genre 
Research will fully replace the formal 
research paper that some college professors 
will expect students to have before they 
enter college, but both demand the skills of 
citation and documentation of sources, and 
both let all students know just how 
compelling inquiry can be. 

Writing with Passion also re
introduces a concept first introduced by 
Winston Weathers as "alternate style." 
Romano describes how he teaches students 
to "break the rule" by purposefully using 
repetition, fragments, the labyrinthine 
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sentence, orthographic vanat1on, double 
voicing, and listing. He advocates "breaking 
the rules" by demonstrating how our best 
authors have used these stylistic strategies in 
the past. 

I am most fond of Romano for his 
honest discussions of how he has put his 
ideas into practice. One isn't left with the 
vision of a charismatic teacher that one can 
only admire from a distance; instead the 
reader gets the story of a real teacher who 
details his own struggle and joy, his own 
passion in teaching and writing. 

When my prospective English 
teachers finally were able to read Writing 
with Passion last winter, I was not surprised 
at the responses: 

I was excited, sweaty even, just 
thinking about possibilities. 

You can tell he's giving it to you 
straight. Atwell has great ideas and 
some passion, but you leave the book 
feeling like only she could pull it off. 
Atwell scared me; Romano inspired 
me. 

This book stinks of integrity. I know 
I will not do with writing what my 
own teachers did now because I can 
see through this book exactly how I 
can do it differently. And I know 
from my own experience that it will 
work with most every kind of 
student, including the kind of student 
that I was. 

You know I better understand the 
"Style A Grammar" that teachers 
have been urging on me for years by 
understanding the "Style B 
Grammar" that Romano describes as 
having worked so well for those 
authors he mentions: Dickinson, 
Wolfe, Woolf, Whitman, cummings, 
Stein, Dos Passos, Brautigan, 
Didion. 

The amazing thing about published 
writing is that just as soon as it's done
galleys off to the publisher-it is really just 
beginning. Writing with Passion: Life 
Stories. Multiple Genres has just begun its 
path through teachers' and students' lives. 
For some of us in Northern Minnesota, it 
was worth the wait. 

National Humanities Center Offers Summer Institute for 
High School English Teachers June 23 - July 11, 1997 

"The Writing of African-American 
Identity: Self, Race, and Gender" will 
examine the themes of freedom and identity 
in twelve key works by African-American 
writers. Taught by Wahneema Lubiano of 
Duke University, James Olney of Louisiana 
State University, and David L. Smith of 
Williams College. 

The National Humanities Center will 
provide participants with travel expenses, 

lodging, most meals, texts, and a stipend of 
$750. The application deadline in March 15, 
1997. For an application or more 
information, write or call 

Summer Institute Office 
National Humanities Center 
PO Box 12256 
Research Park Triangle, NC 27709 
919/549-0661 
email: summrins@uncecs.edu 
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