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Thomas, Dylan. A Child's Christmas in Wales. Illus. Trina Schart Hyman. Holiday, 

1985. (Ages 9 & up) 

Van Allsburg, Chris. The Polar Express. Houghton, 1985. (Ages 5-8) 

Vogel, Ilse-Margret. Tikhon. Harper, 1984. (Ages 9-12) 

Wells, Rosemary. Max's Bath. Dial, 1985. (Ages 1-2) 

Wells, Rosemary. Max's Bedtime. Dial, 1985. (Ages 1-2) 

Wood, Audrey. King Bidgood's in the Bathtub. Illus. Don Wood. Harcourt, 1985. (Ages 

4-9) 
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Informing landscapes in the literature of Canada and the United States may - but not 
always - begin with the physical emigration of its writers. We might ask: does the 
immigration to Canada and the United States - as opposed to other immigrant expe
riences - make a fledgling writer more concerned with, and therefore more troubled 
with, the dividing line between the writer's life and his or her fictional, poetic or 
dramatic works? 

We can answer this question with a resounding "yes." We can supply examples from 
p9ets and novelists. The American poet William Carlos Williams unwittingly made 
mistakes from slips of memory in his autobiography, but had no intention to mislead 
his readers. He simply saw his life framed in a narrative impulse. He wanted, like any 
good writer, to unify and rephrase discordant and loose ends. 

Others mistook him, as they did Frederick Phillip Grove, for an insistent liar. Grove 
"rewrote" his autobiography to establish himself as the son of wealthy Swedish parents, 
culturally acute, sophisticated, and wronged in Canada. He consciously and subcon
sciously wrote nonfiction that was fiction . He was inspired to see himself as a person 
superior culturally to the country and its people. He saw himself as a writer with an 
appropriately artistic past. It induced him to, in fact, feel and consequently act superior 
to the countrymen he came across. These ranged from fellow teachers to fellow 
villagers, to supporters and intellectually equal admirers. Arthur Phelps, a professor of 
his at United College, said Grove wouldn't stand to be contradicted about his past. 
Grove steadfastly maintained that he was telling the facts. The most casual reader of his 
autobiography would have to say otherwise, yet it took almost thirty years to find out 
who he really was. The landscape of Williams and Grove was certainly literary; much 
of it rested in the shadows of desire, not deadly fact. 

Similarly, the Ontario immigrant Susanna Moodie, in writing Roughing it in the 
Bush, emphasized the horrors of settling in eastern Canada. She wanted to prove her 
point that England was far more comfortable, more cultured, more life-giving. She did 
not like the immigrant experience; the Canadian landscape terrorized her. She made up 
an idyllic England to console herself, and finally went back there. Much of Henry 
James' fiction and nonfiction attests to a similar infatuation with England and Con
tinental Europe. The Golden Bowl for Millie is the jewel of Europe; the United States 
couldn't compare; Washington Square was a landfill of confusion and conceit. 

But there is a difference between Canadian and American writers. It is their under
standing of the promise of the landscape itself. Canadian writers see it, as in Sharon 
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Pollack's western drama, Walsh, as the extension of the crown - good government, law 
and order, protection and preservation. In spite of what the American James says, 
North America is Europe transplanted! Americans see it differently. Writers like Twain 
and Guthrie see the landscape as future promise, rugged individualism, manifest 
destiny, the pursuit of happiness. Americans and Canadians are quite different in their 
mindscapes of landscapes . Canadians see the terrifying wilderness; Americans see the 
promised land, money, success. They are aware that the Garden is fallen; but the 
potential for happiness is worth a little corruption. Crevecoeur found in American 
daily life the dream of Rousseau, an idyl, "the humble rudiments and embryos of 
society speading everywhere." 

In Letter II, he says, "We are all animated with the spirit of an industry which is 
unfettered and unrestrained, because each person works for himself .. . We have no 
princes, for whom we toil, starve, and bleed; we are the most perfect society now 
existing in the world. Here man is free as he ought to be; ... . a mixture of English, 
Scotch, Irish, French, Dutch, Germans, and Swedes. From this ... . breed, that race now 
called Americans have arisen" (Crevecouer, 41-2). 

As Louis Hemon's novel, Maria Chapdelaine, ends, Maria searches her soul and 
comes up with quite a different picture of the new land of French Canada. Notice how 
she makes the very distinctions that separate the Canadian mindscape from the Ameri
can. 

" .... between the two wan expanses the ranks of the forest darkly stretched their long 
battle-front . 

"Maria shuddered; .... once again she said to herself: 'And yet it is a harsh land, this 
land of ours .. . Why should I linger here?' 

"[But]. , .. there was in it all that makes the soul of the Province: the loved solemnities 
of the ancestral faith; the lilt of that old speech guarded with jealous care; .... We bore 
overseas our prayers and our songs; they are ever the same. We carried in our bosoms 
the hearts of the men of our fatherland, brave and merry, .. .. nor have they changed. We 
have traced the boundaries of a new continent, from Gaspe to Montreal, .. .. saying as 
we did it: Within these limits all we brought with us, our faith, our tongue, our virtues, 
our very weaknesses are henceforth hallowed things which no hand may touch, which 
shall endure to the end (Hemon,159-60) . 

The conclusion of John Richardson's Wacousta illustrates the symbolic garrison of 
the English in Canada. The garrison, attacked by the Indian nations, is in danger of 
being destroyed. Symbolically, it was also attacked by Hemon's French. As the Ottawa 
Indians demand a council and prepare for peace, the English [are miserable men] "seen 
once more issuing from their fort. . ... Still they were grateful to Providence for their 
final perservation from a doom that had fallen, without exception, on every fortress on 
the line of frontier in which they lay:• The terrifying wilderness in the form of nature's 
Indians has subdued them; yet the garrison has preserved them. They see no virtue in 
the Canadian landscape; they survive only by adhering to European ideals, however 
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inadequate, against the landscape. How different this is from Crevecoeur's exclama
tions! Americans embraced, Canadians fended off the landscape. Each had quite 
different mindscapes about the land (Richardson 298). 

Nowhere in Grove's A Search for America is this more evident. He sees his work 
days in the United States as finger exercises in a raw, corrupt materialistic culture. Only 
when he becomes a hobo and a threshing crew worker in North Dakota does he feel this 
country's virtues. He used a peFsonae, Phil Branden; he never claimed definately that 
this was nonfiction. Readers deduced it autobiographical, and he didn't deny it or 
suppress the idea, but his preface to the fourth edition suggests he warned them it might 
be fiction . In Over Prairie Trails he was merely a landscape reporter; this was not a 
literary landscape; it was a journey in survival - another motif central to Canada and its 
landscape but not the United States. Guthrie's The Big Sky, suggests that the frontiers
man was the American Adam; with more people, the land was spoiled. Yet the promise 
was still there, only to be taken . Boone Caudill's landscape disappears, but his literary 
landscape is limitless. Huck Finn lights out for the territory because civilization is 
always less, the frontier more . The painter in As For Me and My House returns to 
Saskatoon because he finds the landscape of frontier Horizon, Saskatchewan limited, 
but the city protecting. Controls on the environment are fenced around the literary and 
real landscapes of Canada; in the fledgling United States, Crevecoeur prays, ... . "I bless 
God for all the good he has given me; I envy no man's prosperity, and with no other 
portion of happiness than that I may live to teach the same philosophy to my children; 
and give each of them a farm, show them how to cultivate it, and be like their father, 
good substantial independent Amerian farmers .. .. [!]" (Crevecoeur, 260). Susanna 
Moodie says [in Roughing it in the Bush], " . ... The [farmer] works hard, puts up with 
coarse, scanty fare, and submits, with good grace, to hardships that would kill a 
domestic animal at home. Thus he becomes independent, inasmuch as the land that he 
has cleared finds him in the common necessaries of life; but it seldom, if ever, in remote 
situations, accomplishes more than this .... .If these sketches should prove the means of 
deterring one family from sinking their property, and shipwrecking all their hopes, by 
going to reside in the backwoods of Canada, I shall consider myself amply repaid for 
revealing the secrets of the prison-house, and feel I have not toiled and suffered in the 
wilderness in vain" (Moodie, 236-7). 

May the two mindscapes of landscapes rest in peace! 



62 

LIST OF WORKS CITED 

Crevecoeur, J. Hector St. John. Letters from an American Farmer. New York: Double

day, 1961. 

Hemon, Louis. Maria Chapdelaine. Toronto: Macmillan, 1973. 

Moodie, Susanna. Roughing It in the Bush. Toronto: McClelland and Stewart, 1973. 

Richardson, John . Wacousta . Toronto: McClelland and Stewart, 1967. 

A Multilevel Writing for Discovery Approach 
by 

Michael Segedy 

63 

Teaching students to read below the surface or literal level entails the development 
and refinement of higher level thinking. We could say it simply requires teaching them 
how to "read between the lines." The simple recall of facts or events (even when the 
recall involves sequencing), apart from skills of interpretation, inference, analysis or 
synthesis, is at best only skimming the surface of meaning. The question isn't really so 
much what constitutes higher level thinking, but rather, viewed from the perspective of 
English teachers, how do we teach it through reading and writing about literature. The 
key is to engage students in a process of discovery where these higher level faculties are 
developed and refined. An effective strategy for exploring literature for "meaning" is a 
multilevel writing for discovery approach. This technique requires students to utilize 
three modes of discourse: the Socratic dialogue, the interior monologue, and expository 
essay. 

A multilevel writing for discovery approach provides the students with the heuristic 
means for making unique discoveries about the rhetorical relationship between speaker, 
audience, and purpose. Higher level thinking will not occur if the student doesn't shift 
from the reporting stage to a higher level of abstraction required in forming generaliza
tions about characters and events that eventually lead to a discovery of theme. This, of 
course, requires invention. His observation of facts may be stunningly precise and 
colorful, yet unless he reflects on his fact-gathering and constructs some theoretical 
meaning for his facts , he risks becoming a veritable copying machine, accurate, precise, 
and valuable, but still a copying machine . This is not to suggest that the factual 
recording state is insignificant in the discovery process. Yet writing in various modes of 
discourse requires the student to undertake an imaginative expansion within and at the 
same time beyond the contextual limits of a particular story. It involves a creative 
adventure along the road to discovery. 

To demonstrate the application of the multilevel writing for discovery approach, 
Gina Berriault's short story, "The Stone Boy" was chosen.' This story is anthologized in 
many secondary literature textbooks, and more recently was the subject of a Holly
wood production.2 

The multilevel writing process begins with the Socratic dialogue. In the Socratic 
dialogue the student takes a position on thematic interpretation and defends it by 
appealing to textual evidence, logic, rhetoric, related experiences, and common sense. 
Once he chooses his position, he writes out, on a sheet of paper, his first supporting 
argument and passes it to his opponent-partner who responds to it, supporting his 
response by directing his attention to passages in the text. While his partner is searching 
the text of the story for textual support, he is brainstorming for ideas to bolster his own 
position. At the conclusion of the Socratic dialogue, each student is required to write up 
a transcript of the dialogue, revising areas to enhance clarity and sharpen rhetoric. 




