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During the atademic year 1976-77, twel\te professors of English
from two-year colleges lived and- stucfled at the University of Mas-
sachusetts in Amherst. They were engaged in a seminar entitled

_ “Reading and "Writing in the First, College Years,”’ having been
selected for this purpose in‘a nationwide competition, The seminear

wasimade possible by a grant from the Fellowships Dmsmn of the
Nat.lona.l Endowment for the Hymanities. .

_* As director of this seminar,.I felt constrained to mtmduce the'
Rellows to a' modest critical vocabulary with some readings in
lihgydstics and .style; and to an approach to writing and teachmg
familiar to graduates of similar enterprises 1 have conducted re-

" cently. But a funny thing happened. Whether it was'because of the
relatively long duration of this particular project or because of thé,
energies #f this elite group, tifey began, well before Christmas, to
take thmgs into $heir own capable hands. Each Fellow had arrived
bearing plans for independent resdarch, ranging from pedagogmal
.interests t& standard literary scholarship. As the autumn wore on,
the individuality of these activities faded in the interests of a
common concern: the teachmg of English in the twd-year college.
Without abandomﬁg their various schola:lgenterpnses‘ the Fel-
. Jlows nevertheless began to see, in constant interchange with one

i another, that their shared 'commmﬁent to their professional obli-

= gatlons offered a common subject that- deserved to have their
: uni:ted attention, theré and then. .

During that’ fng1d wintdr, then, their papers were drafted and

red‘pa.fte@,grouped and regfouped, discussed and edited. The result _

. is ‘this collection, addressed to other college teachers of English,
purporting to say what we think we know-about the t@a;;hmg of -
readmg and wyiting to certain “néw” kinds of students ¥ noy famil-
. iad in the.two-year college and elsewhere. DR

The traditionally t;'amed’ professor in college or university (like .
me) will find some of these statements surpnsmg, not tc say alarm-

* ing. To responsibly teach the “new’student’ is not to'water down-
*tradltlona.l ap‘prnaches, it is to' do something different. Take -a,
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N ) Introductior;

»

smgle gxample the study of hterature in this instance is not a
‘display of works of art, structures of language to be npted and
admirdd® As Theresa Enroth and others point out, content is
paramount, for their students believe that if you ask them to read
an author, then you believe that what that author says about how
.to live should be taken seriously. Distinguishing between art and
life, 50 crucial to our tradltlona.i academic concerns with literature,
has to be postponed, or abandoned alfogether. These teachers
repeatedly ask themselves: What might gonceivably be worthwhile

. " in the twenty-first- century fo the student who will'not be a reader

of llteraturﬁe]‘?/And the opportunity. provided BY our grant meant
that we eqdld face some theoretical lmpllcatl ns of that questlon -

and its vafious answers. . .

We begin, then, with the students James R.\Doherty offers &
Jprofile of e new si;lldenb—m his mstance, ong wh¢ scores in the
lowest third on various ngtional tests of abiliy and aptitude.
Rejectmg a number of approaches that in gffect are dévices for
keepmg such students shackled in [ower-class posmons, Doherty.

s high ground. “Rather than lowering our educational goals,

. the students’ asplratlons, we shou'ld arrm:ge the world to fit

the needs of the students.”” If this seems an unlfk’ely possibility, the

" jmpulse nevextheless ammates; much of the mdvice that Doherty s
colleagues offér to teachers of thie-new students.,

It ‘should be added that the student hodies served bv ‘thesé™-
twelve colleges are anything but, monollt.hlc But some character-

. istics are passessed more or. less il common. by those we are here ' T

calling new students. They form a familiar list. The new students’
are poor at taking tests, they lack self-confidence in classroom
sithations, they expect failure. They are job-dtiented to the point
of being anti-intellectual. Their own economic survival is much on
their thinds, They don’t read very much. In sum, these are people
who, a generation hgo, would not have found themselves in insti-
tutions called colleges. But the teachers wiro are writing in these

. essays, far from deploring or bemoaning the presence of such

students, are deterrnined to provide them with an education in’
Eqglish that 'is supportive and practical—and based on the best
- possible linguistic and pedagoglcal principles. _
T The second paper reminds us of the way in which misused
" scientific termmology and procedures damage our téaching. James
- J. Kinney urges English teachers to find their salvation in them-
selves and not in * ‘scientism.” e,




Introduction

, -
. There fbllow.six fairly. practical proposals‘for attaining such c
+ sMlvation. The first two Jeal mainly with method. Theresa L, '.“
Enroth discusses the various appeals that fiction can provide for
the new student. They are far from the traditiopal lit-crit appeals
farmiliar to academe. In a related paper, Susan R. Blau suggests a
« personal approach to literature, emphasizing the reallife author
and flying in the face of the inten tional-biographical “fallacy.”
The next fou&pers address themselves to various kinds of
material ‘appropriate for new- student classrooms. Marsha M. Oliver
» defends_the use of popular “formula fiction” for students who afe
*unprepared for more sophisticated reading. In current Native
American literature, Craig Lesley finds materials that can “invite
the reader as listener to become a participant in the work."” Peter
d. Petersen brings the study of folklore directly to the wuriting
classr’oom proposing that students provide their own ‘materials
for’ compbosition in the folk sayings and beliefs that are part of .
their culture, Finally, dJohn Scally suggests that whatever one’s .
choice of reading and w;rltmg may be, a moral dlmensmn is both
appmpnabe and desirable. Building on systematic steps in moral
awareness, not-unlike the steps in Piaget’s views of language growth
"in ch\_dren—, Scal-lf prefers truthfulness in student« writing, even
over clal:lty . .
+ The remaining essays ‘turn to even larger concerns that underhe
the teacher’s actwity. Thomas C. Gorzycki calls for ahumanistic
response to the gloomy future of wntmg that is predicted in the
work of Marshall McLuhan and others. David E. Jones cites Piaget
and the recent work bf Frank D’Angelo to justify, on solid theo-
retical grounds, the Enghsh teacher’s concem for such traditional’
rhetorical modes as classification, division, and enumeration. A
complementary argument by Arnold “T. Orza shows the crucial
function of mietaphor in science, in the hiunanities, in all dis; _
rTourse. ., Re}ectmg the need for a choice between literature and
Lomposmon, Orza’ ca.lls for a recogrutl.on that all metaphorical,
language ¢an.be a source of power. Finally, "Ed Hancock relates
how the masuses of a ‘parficular word in high fashion academically
{in ..this .cage exce!!ence) can -deaden th reality around it, and
‘through semantic a‘nalysls he shows, how to escape such rugh’c—
mares. - ‘ :
As they completed this task and_ retumed to thelr research and
otlrer obligations, the?ellows kmd-ly ‘permitted me to write an
introduction to their efforts. _And,th)s is it. \Zs’hat we're hefiing—all

.
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thirteen of us—is that this collection may prq{ide- teachers of the

" new students with some fresh ways of sizing up their job, and then
doing,it. Indeed, it’s our growing conviction that much of what we
have to siy here about “new students,” under present conditiogs

to the teaching of *‘old students™ as

in higher_edugation, applies
well, . )

" .. Walker Gibson

" sererenan,
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i Thrée Ways 6f Looking
y.atan Open -Door -

*

Jarnes R. Doherty
Onondaga Community College

Qur- seminar-hegan wlth a dlscu.ssmn of the Phaedrus, Plato’s
_discourse on love and rhetoric. At one point Socrates restates the \.
two conditlons for artful rhetoric: **First, y ou must know the truth
abouththe subject that you speak or write about ... secondly,
you must have a corresponding discernment of the nature of the *,
soul, discover the type of speech appropnste to each nature,and  °
order and arrange your discourse accordingly.” The same can be
said of the teaching of rpading and writing." Arguing in part from

& Marxist point of view, James Doberty-reverses the sequence and
exploqs “the soul” of What somg have called the “new student.”
This exploration leads him to a Fefense of a humanist-educgtion
for a!l students. Fo ) . " "

“We teachers have alot of names for them, and those poured outin
* faculty offices are usually not complimentary, confirming that open
. admissions stydents are seldom like your old classmates. Possessing
. varied backgrounds-and ages, they commonly lack the familiarity
v With written language and llterature expected of college freshmen._
- Cross, in Beyond the.Open Door (1971), characterizes this “new
student” as_sconng in the lowest third among national samples of
. young people on the traditional tests of academic ability. She re-
tains this for her operational definition, but acknowledges the class,
racial, and sexual bias underlying a seemingly egalitarian merit
system for selecting those tq be blessed with higher education,
There js g high &orrelation be elween low testing and low soc1oeco-
nomic status (a lovely euphemism, that); and it’s difficult to get
. beyond high school if;you’re workingclass, a poor tester, awoman, -
or nonwhite. Open admissions policy has made it easier for some
of these people—at least if has opean the door, Now, what are we
gomg to do with them? -~ ¢ .o




~J'ames R Doherty-

g

As 1 seent, there are three mo; { rentedial education. The first,
and'L beheve the' most cammon niodel, is rnerltocratlc in philoso-
'phy and only offers a secoud cha.nce for.the new student G proye
his.or her fitness. The seCond is an egallt,anan-mog}el which hopes
to give all members of socwty the benefits of the traditional colle
educam_:‘n "The third modet is vocafyonal {or career oriented, to
use the new tetminology), offering’a “New Education for New "
Students,” the tytle of Cross s proposgl an Beyond the Open Door
(1971) , .

I'want to lodk at all threco[*these models of:el?\edlal educauon‘
to help teachers decitle what end they want their Leachmg to serve.

- After all, it ‘may be that ‘“‘every teacher in Ll_le community co]lege
is, in reality., a remedial teacfie;, as Wlilla.m Moore asserts :
o - N ¥ . } X

s Model"i Panmng the Sxit .

Teachers aal‘tenng to the furst model se® themselves resi[tmg the
wash that flows-out of the great gdld -dredgmg machines of the sec-’
“ondgry schgols The, theory here 15 clearly\merltOCrafxc through
remedial education, aselect fey, the flecks of goéd are saved fromr

the mass and ‘placed on the conyeyor, belts of higher education to

be refined 1nto thestuff ofthe el;t,e Whale his less worthy classmates <
are sent back where they came from, the contemporary Horatio *
Alger 13 gwven 2 helping hand on his upwardly riobile way. The,
emphasis {5 almost exgluswely on access; once he’ s in, let’s see if

he ut that same old mustard’ -
This burlesque of a cgmmon attitude informing En'glish teach-
mg 1n the comomumty college r¢sults in “*the open dodr as revolv-

1n‘g.dobr —with teachers as-the doormen Tite concept that “some
people [r@d “most community college students™] don’t belong in.
college can often be found lurking behind seemingly beniga nqtlons
such as “they’re not infenor, gust culturally dlsadvantaged,

. “suffenng from negative self- concept, ‘or “Jacking in motwatlon

* to succeed in academc endeavprs.” These comfortalle excuses for.
teachers’ lnablht.y or urtwillingness to help these students provide a
yuite practical approach. We operate a system of triage: saving the
few who can nse in the meritogrdcy, ‘doing-little for the critically
wounded beyond adminiétering the oplated,hat their wounds are.
gelf-inflicted, and recommending 2 gogd graveyatrd for the rest.

" The few who are saved cgn make‘goog, %o the-everlasting credit 0[

_ the mstitution. No one ever hears from*the others (lost'as we are-
jn the opate we admunistered), and we put the least strain on.our




. Lookmgoat an@aﬂ):or
od paltry resources. 1 find it repugnan.; The battlefield and Jungle..
metaphots aren t what I want 1ﬁfonnmg my teachiing. © - . .

[

' d
W - . -,

. Model 2: Moldmg into a'rradmonal Forn . _ .

s "

Tﬁe crusade to gwe all student,s a full share’in our cultural ,herltag .
is certamly néble. Why should those suffering from poor.schoo‘lu}g
gxperiences angd social inequities’be denied their humanity,
as college can develop it? Only because thky don’t behave hl!,;t.';e
_ traditionally cultured? Maﬁmg thqnew student over into the tradi- -
~ tional student would segm to be the ultimate goal of all réfedial
" efforts it the humanitids;-let’s'open the door of the cultural store-
house for all, not just for the elite of wealth arid merit, thoseinces-
tuous twins.” But there are a lot of-pitfalls in this model of remedi-

ation. -, i . . .
) . L

g Overcom;ng So;::a! and Schom Expenenées NN ]

First, it’s ne easy ]Oh Inagood amlysm of the fmlmgs of thls model,
Cross (1971) goes so far as to claim that ‘‘new students-are not
t.he same shape as traditional students” (p. 158). Two pattemsof
: sacml and school experience feed upon themselves, making it .
- Impossible for many of thesestudents to Succeed i In school withouta
_teorientation to lefammg In an article focused Qn a primary concem
—language. development—Deutsch (1965) explains how a teacher-
perceived deficiency in language functioning dwe—to-tlass origin
becomes lncreasmgls; pronounced with each, year in school‘ This -
cumulative defici s schodl to lose.much of its inten ded social-
izing and learning eff¥ct because'language is central to the schqol
experience, both for abstracting into manipulative syﬁ'bols and for
assertmgmembﬁrshlp in a community of leamers
A student”s awareness of a personal inability to'perform. the
- linguistic tasks expected by the teacher, and of the attention lav-
ished on.the few who can, reinforces a.sense -of low status, This
leads to-a Tetictnee toward communicating across the class lines
that are drawn early and often in the classroom. Qut goes functional
motivation to perform linguistically in anything but peer inter-
action. 'I‘he-.mo&t distressing aspect of the cumulative deficik hypo-
thesis is that it becomes progressiyely more difficult to reverse.
Bruner also emphasizes. the, central unport.ance -of language to.
formal education in Toward a Theory of Instruction (1966), echio-
. _ing two Soviet experimants w{uch found that “language, in short,

..

>

~

*
i
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. James R. Doherty
1 AT
provﬂdes an mterrial t@chmque for programmmg our diseriminations,
our .behawour, our forms of awareness. If there’is sulgable internal
language, the task can be done” (pp. 108-109) So without “sujt-
able intemnat language™ the learning activities wdpld appeat to ‘bew o
hopeless and very threatenmg to a student’s‘infegrity, .given the .
* student campetition in most classrooms, Then we have what Bruner
"(1966) calls “defending” rather than “ ‘coping.” “Coping respects
the requirements of problems we entounter while stlll respecting»
our integrity. . . . Defending is a strategy whose objectiye is avoidk-
ing or escapmg from’ probfe‘ms for which™we believe there is nov * "~
solution that does not violate our integrity of functioning” (p. 129)
. Bruner sees learning blocks as defenses against the activity of
leaming itself, Such activity threatens the students. sense of theni-
.selves, so they focus on protecting themselves from the dangerous . =
situation. Bruner believes schoel depends on denaturing or delibid-
infzing learning, freeing the intelleciual activity from its affective
links. For the new stude is may not have happened. These new
... ... Students—working-class, women, and minorities for the most, part—
* " have ‘experienced, school as a series of constant attacks on their
* + Yworth. School may be’so threatening to their uﬁeg‘rlty that they
“miss_out on a good deal of what is going on because they haye *
such an absorbing inyestment in scanning the wortld [here, of the

classroom] for danger” (Biuher; 1048, p: -142). .
So «we have the threat- of-failure syndrome which  Hoit details i
hls engaging qu Ch:idren Fail (1970) ) - UL

{

= Untit recemly it had not occurred to me that poorstudents thought
djfferently about theit work than good students: I assumed they
thought the same way, only less skillfully. Now it looks as if the
" expectations and fear of faiture, if stong enough, may lead children
to act and think in a special way, to adopt strategies different from

K those of more confdent children. (p. 48)

© Of course Holt, Bruner, snd Deutsch are discussing preadolescetrt
children, but Cross deduces this same syndrome from her data on
the new studént. She found a lack of self-confidence in school
sitpations; nervousness and tensfon in class, often paralyzing in their
intensity; and g defeatist attitude. The expectation of failure is.s0
great that many students quickly cease trying, behevmg ¥au can't
*lose when you haven’t made any “Bets. In light of the cumulative
nature of the problem, we college teachers are probably seeing the
wound at a more advanced stage, after years of festering. = 4
Because these “students react differently to learnmg activities
does not mean that they cannot bé' freed from the ‘pre-emptive
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‘ " Lookfngar&nOpenDoor
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metaphors,” as Bruner. calls.them. He maintains that leaming is
almost involuntary, the human gpecialization. Can we expect intel-
le¢ual. growthi in a new: studen{ equal to that of the old student,
+once the will to learn ® freed from its *mind-forg’d manacles”"
Mmg Shaughnessg (1976), the guru of basic writing, believes sor i
Bruner s work and in John, Carroli 's# A Model for School Learning”
she finds ewndence that, given sufficient time, mdedequate instrue-
everyo exceptmg the severely handicapped, can learn any
‘Wﬁ& arly skill mo matter how complex or subtle, =+
althougli there may be differences in ways and rate of learning;
aptitude is only a measure of time. ['th not so sure. Is it possible to f~ '
" regrient these stu ents to leaming, as Bruner and Cross call for,

gl‘}én,.t.he competitive, class-rid det educational system? Perhaps lt s

not.the students who need to be reonented ,

-
-

_OvercOm:'ng 4nrl'-l'nteﬂéctuaig'sm ) .

- — . -

But apparently that’s not the ‘only way in which studentg’ differ
from teachers. Crogs’s research {1971) also convinces her that they
are career-oriented to the point of being anti-intellectual, and
" * “Dragmatic seekers 0f imniediate and tangible rewards”, that they
-spend all their leisure watchmg ‘television, fixing cars, or sewmg
~ clothes; and that they are. nonquestioning authoritarians by prin-
ciple and personallty., Remember, this is nodeficiency conception—
Cross would ,never call “them® inferior, just different. What it
come? down to,"in her analysis, is that all the stsa.réotypes are true,

We might have known—there’s “them” and there’s “‘us.” v
in ad n, the career goals of the second model are unrealizable.
The monetary value ‘of any college degree is in direct relation to
its scarcity. When 80 percent of the population have a college degree
it will, be worth no more than the high school degree, significant
only- when missing. The world won't rearrange itself to fit the ex-
pectations of the new gra.duate and that world expects thatin 1980
only 20 percent of its jobs will require college-trained workers.
Sennett and Cobb ¢1973), referring to Ivar Berg’s Education and
_ Jobs: The Great Training Rpbbery, maintain that the real skill
requirements for most jobs Rave not ificteased in the last three
. decades. Automation and the growth of technologlcal industries
are not replacing low-skill routine jobs with Inore, intellectually
taxing work that démands higher levels of edireation. One set of
low-level JObS is sunply replaced by a different set; or, even worse,
expertise is concentrated in fewer workers, causing an overall de-
crease in the demand for skilled: human labor. G.ettmg through
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cdllege en masse will not help the new students vocationally; em- +
‘ployers will sumply raise the educationalt requirements f0r mential |
work. In a stratified sometv the bottom third will still be the bot-*
tom third, although the means for mamtammg rank may change.

. _

Model 3 Educatmg fo.r the World of Work™ \

ALK}

The th:rd rem,edaai model is now called ‘Career educahon" (known
as *wocational edwication” in the good old da’ys before doublegpeak
was carried to such heights). This model seems to be waxing as the
secand’ mod’el wanes. Karabel (1972) reported that 30 percent of
commumty college students were in cational courses. Grubb and
Lazerson ,(1975), in their excellent essay 'on career .education,
sclaimed a consensus that the figure was then about 50 percent.

Community college teachers know too well the growth of so-
called career programs at the expense of liberal arts cSurses. The
idea is fo educate people with their fusure place in the world of
work (and, by the way, in the social order) ig mind. John Gardner
(1961),, that incompetent philosopher, writes that ““An excéllen}
plu-mber is infinitely more admirable than an incompetent philoso-
pher."”-Cross {1971) rejoices that *Colleges can be different and
excellent too' (or js it “‘separate but equal,” “efuity notequality,”
or “some of my best friends are new students™?). Thls will lead ug
to courses In “Wntmg for Plumbers” and "“‘Pipes and Poems: Plumb-
ing the Depths of Literature.” Education for the new student will
be mmed zit “reducing expectations, limiting aspitations, and in-
creasmg commltments to the existing social structure"—that is,
cooling’them out. '

Maybe Simohe de Beauvoir (1974) can help us here aithough
adm!tfﬁdly&dlfferent context:. i t

fr;\t most they were willing to grant ‘equity in dlfference” to the
other sex. That profitable formula is most significant; it is precisely
like the *‘equal but separate” formula of the Jim Crow laws-aimed
at the Nérth American Negroes. As is well known, this s0-called
equalitarian segregation has resulied only In the most extreme dis-
crimination. The similarity jubt noted is in na way due.to chance,
for whether it is a race, a caste. a class, or a sex that is reduced to_
a position of |nferior|ty the methods ofjustlf‘matlon are the same,
“the eternal feminine” correSponds to “the black souls” and o
#the Jewish character.” Both are being emanclpated today
from a like paternalism, and the former master class wishet to
“keep them in ther places”—that is, the place chosen for them, In
both cases the former masters lavish more ot less sincere, eulogies,

.
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" either a th evirtues of “the g’ood Negro” with his dormant, child-
ish, .merry soul—the submissive Negré—or on the merits of the
woman who is “truly rem}nma"-that is, frivolous, infantile, irre-
sponsible—the submissive woman. In-both cases the dominant class

* bases its argument on a state of affalrs that it has itself created.
As George Bernard Shaw pufs it,“in substance, “The Ametican
white relegates the black. to" the rank of shoeshine boy: and he
concludes from this that the black is good for nothing but-shining

. shoes.” Thig vicious circle is mef with in.all analogous circum-
stances; whenan individual {or a group of individuals) js kept in a
situation of infetiority, the fact is that heisinferior. But the signif- - °
icance of the verb to be must be rightly undelstood here; it is in
bad faith to give it a static value when it really has the dynamic |
Hegelian sense of “to have become.” Yes, women on the whole
are-today in ferior to men; that is, theirsituation affordsthem fewer
possibilities. The question is: should that state of affairs continue?
(PP xxvii-x¥viii) . . 2

Vocationalism has been with us since the 1880s, when}{ﬁwai;
pushed to increase economic productivity and limit social decay
byt eradicating poverty, alienation, social unrest, and dropping out. .
Oddlv we still have all those problems. Vocational educatlon didn’t *

o _probiems, nor did it help the students. About all it b did

was fo reinforce racial, class, and sexual bias and to make certain -
that those new students, immigrants and migrating blacks, knew

they were second-class. Here we are in the 1970s with the big lie
of American egalitarianism' encouraging everyone to seek a college
education, with already too Many underemployed college graduates,
with high job dissatisfactipn and worker unrest, with a literal army
of angry and.cynical Vietnam veterans, and having just passed
through a crisis of racial and student unrest. Career edacation to,
the rescue. Grubb and Lazerson (1975) observe that

_ voeationalism has been conisistently offered as a general solution: v

ﬁmis;ﬂ to integrate working-class and immigrant children into

igh school and to solve the labor conflicts-imrthe late nine-
teenth and edtly twentieth centuries; it promised to solve the prob-
lems of technological unemployment and the lack of gapportunity
for minotities during the. 196(s; and career education promises
to solve the problems of over-educated and under-educated youth,
restore the fit between schoolingand work, and reverse thein creas~
ing disatl’ectlon with the schools.

The advantages niay bé manifold: the value of the elite degrees
won’t be undermined; perhaps the mass would be better adjusted,
or to put it another way,” would know their place; and it’s a lot
. easier to teach minimuin vocational literacy than full) participation
* in humay culture. That is, if it wotked. Might a century of faflure
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to hide basic social contridictions be emeded with-a magical name
change? That woman who graduated from New Bedford VocatiSgal
School jn home economics because her_janior high counseldt said
that was where she belonged is going to be so much happier and
more productive with her A A.S. in child care. Now she can make
the minmum wage while changing diapers in an orphanage, rather
than emptying bedpans in a nursing home. Don’t listen to the mal-
content who yells from the back row, “It’s easy enough forJohn '
Gardner and K. Patricia Cross to recommend that—their kids aren’t’

' going to be new Students.” Cross even says that we'll overt,lirow
status distinctions just so this plan can work.

-

Evaluating Our Perceptions of Social Class

Before ‘we go any further, let's ask: What makes “an ‘excellent
plumber“‘? Are people only their jobs? Shouldn't we work for the
day when every plumber is a humane man of lettexs, a competent
phllosdpher" Are the plumber and the philosopher creatures ©f
different “species, evolved to fit the dwmon of labor? Just how ~
1————-ﬂ-d4££erent.are_the.nm5hudents? e .
These questions resemble those underlying Sennett and Cobb’s.
The Hidden Injuries of Class (1373). Are there a few elite people— .
“us"—who are concerned with matters of.cultural and philosophi-
cal import, who desire to rise above simple materialistic concerns,
while' the™ mass—wlem“—are ‘pragmatic, career-oriented hedonists,
eing heaven iq a Seats catalog? Is it true, and always to be true,
that “culture $ind the . .masses, If net necessarlly enemies, have a
best few interbsts in common™? (p. 6} Is “m | livgs not by bread‘
alone’ a truism oply for an elite with an afftitude for culture? '
What of the antlmheuecmahsm_that_Cmsaﬁees as preventing ‘the
new student from succeeding 1n a tradltlonal l;beral arts education?
Sennett and Cobb (1373) dlscovered an astoundmg reverence for
education and culture among the “workers théy interviewed in
.Bdston, They found a deep-seated belief “that high culture permits.
glife in which material néed can be transcended hy a higher form
of self-control’”” (p. 23). Thése -struggling workers m81sted that their
children receive more educauon than they themselve} Jhad because
they saw educatiori as an “escape from becomi creatutes of
circumstance, more- chance to develop th.e defen the tools of
personal rational control” (p. 25). b/
But thls is not some simple peasant faith m the virthes of thei.r
masters. They have seen how education works in practice, besides
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sensing its potentlal They have seen the educated twist t.helr ad-
vantages into an opportunity to contribute less to the communal
welfare while appropriating more of its benefits, They have felt
. the power of the institutions of gchool and work as they insisted
-on their madequacy, t.hrowmg gelr class in their faces at every
* ‘turn. They résent. this ‘exploitation and these atfacks on their
. mtegnty. and this hostility combinas with a loyaltjr to their com-
rades, making'a complex dmbi¥ienc® toward uedul:a‘gjor.,;\_.,.yW‘hxlet
degiring the virtues that education might bring, these workers are
unwilling”to saczifice their prmoﬁ)les of class on ty to personal.
distinction.
The “pragmatic’ seekers of unmedlate and tanglble rewards,”’
when interviewed at length, reveal that their desire for a car, a house,
and the ever escalating ante of consumer goods is not at all a desire
for creature.comforts; it is the expression of a need to affirm their
pe nal worth and their power to shape their environment. Sennett
Cobb {1973) describe a (}reek immigrant who worked as a
]amtor, slaving to’ buy a home, not for comfort, but for *a sanctu-
ary, a living space . . . where he would not find his place in socidty -
throvgn in his face over the smallest matters’’ (p. 48). ]In 1972 he
earmed $10,000, owned a home, drove a car, had money in the hank
tor his children’s education; .yet, he felt-*‘vuinerable and inade-
quately arrned but what has he done wrong?” (p. 50)°
These are not some alien “them.” They need a humanistic edy-.
cation for the same reasons. we ‘do—to nrake sense of #heir lives—
and if that sense cannot be made, they need to do somethingabout
it. As an Australian vigitor to our seminar said, we need to *main-
-tain the integrity of their stupidity.” . ; 7

-

A
’

Questioning Our Tesich ing Goals . ‘
# T .
Questions ahout sta.nda.rds must always be answered in light of
teachers” hopes for their students If ‘they are only interested in
helping a mechanic write a parts oxder or read a repair manual,
humanistic consciousness-raising is clearly out of place But if free-
ing thwarted students to realize their possibilities is the teacher's
> rhetorical norms or standards will be of secoyfdary concem.
@controvemy over “‘the students’ right to their’own language
cannot be resolved by considering only the linguistic equality of
:dialects If the goal is td"help Horatio Alger on his way, fit him out
* with a banker’s dialect along with the pin-striped suit. i
What about the ‘‘back:to-basics movement’” which seems not so
. N ¢
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" strangely commdental Wlth the career educafion push" Doesn t'the
definition. of basics depend oft.the purposeof the edupatxon‘? Does..-
technical writing make any sense without.an endorsen‘ient of career -

e;l'ucatlon? These root questions have to carry over into’ llterature L

. courses as well. If yoll’re going to advocate teachihg- pOpular litera- -
tare rat.her than ‘Shakespeare in the one literature coume available
to many community college students, are you trymg(tOoreonent'
your students to the possibilities of literature, or are you only ex- T
. tending a disguised tracking system, locking the students into place?.
Shi]l we continue thé college preparatory busmess‘, angd general
educatlon system that victimized so many bﬁou,r students in high
. school; or shall we try, 1mposs1ble as the job may be, to overoolne'
the dlscnmmatlon s0 inherent in'our educational grid social system?
I dan’t want to integrate people inte an economic and social
ordet that wastes their possibilities. If developing their capabilities
puts them in traumatic conflict with the expectations of th¢ polit-
1ca.l economy, so be it. Perhaps we can resolve the conflict in si{ch
“a.way that the full devélopment of every citizen’ “becomes the
raison dletre for the social order. Rather than lowering our educa-
‘tional- goals, and the students’ aspirations, we should rearrange the
--wotld to fit the needs of the students. This contradiction between

o the goals of education and the needs of its master, the political

. €conomy, makes futile any hope fora fourth model a best of all
possible compromises for this best of all p0551ble worlds. As teach-
ers, we will always come back to the same questlon'- Are we educa-

tmg people, or plumbers; or only prospecting for the ruliny class?
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- ~The preceding essay makg the pointathat. the new students are

not statistical constructs but human beings. Defining their needs

“implies certain political decisions, ones we teachers might prefer

to avoid. Biit we do make these decisions, and the way in which

«  we decide deférmines whether we dehumanize our students and,
in so doing, dehumanize ourselves. In the following essay, James: -

:Kinney is also concerned with dehumarizing decisions, but shifts

our attenfion from the students to the subject taught. He warns
against choosing “scieritism” as a’ basic” afproach to teaching

" English. _ : oo C
- * ) '

A

i . . L 3
* ‘Science and humanism are not opposites. We are not foreced into an

either/or choice between them. In their highest foxins they actually
merge and give the world an Eiristein or a Schweitzer. But the
twentieth century seems tg have posited science and humanism ag
opposites—industrialization, technological warfare, atomic holo-
caust’ on one_ hand, art, music, poetry on the other. We in the

_humanities have ourselves been prone to dividing the world into -

“us” and-“them,” but with a curious resuit. While believing in the
science/hitmanismh dichotomy and proc¢laiming the superiority of
the humianities, we have belied our claims by flattering séience
through imitation. We_seem fo havé bought the idea that not to be
scientific is to be irtational, For the last fifty years, for example,
literary criticism ha$ been progressively refining itself into an imita-
tion of scientific method. Now the tgaching of writing seems to
face ap either/or choice—to pursue eiffiér a scientific appreach or
an irrational one. If we are to ‘aﬁnistakes of the past, Writing ~
teachers today need reassuraqcesthat e dichotomy, and the choice,

a-t:e false. . W7 ﬁ J":. '

# N
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The Reai Dmhotomv T
}n Moderh Dogma and the Rhetor:c of Assent (1974}, Booth ex-
pldins the Yeal dichotomy, which is ngt between sciehce and hétman-
.ifin_but between “scjEntism’ and “irrationalism.” Acdording to
Booth, this dualism began. with Descartes’ separation of mind and
' matter When" empirical science later demonstrated such mastery
of the material universe, the concept of “sc1entism" emerged, This
vérence for the empirically ¥ rifiable, exemplified by the logical .
posmtmsts Qdontrasted with the “lrratlonal" world of human values.

S Value Judgments were not subject to empmc;l analysis and valid-

" ation, and hence were ultimately absurd ‘Booth, in his best Aristo-
jan méhner, is seekingsthe via media, & balanced view of reason’s -

pHice™in the affalrs of humamty But his plea is for the future- t.he

A dfi‘hotomy Booth rejeets is stlll with us, We are still given to scien- *

© tismic awe for scieptlﬁc, appearances 1 believe this scientismic
attitudeé has long been apparent in our profesmon s dominant v1ew .
of what literary cntmism should be. As attention shifts from lltera-
ture t6 writihg, that long-neglected.stepchild, I fear the same s¢ien-

* fismic attit®de may.come to dominate again. --*

_ .__Many.of us_have sensed 3 kind of exosion in the humaml‘.les and
blamed it on a dichotomy between science and, humanism, As
science moved from one triumph to another in our century, from
Kitty Hawk to thie- moon;.the humanities lost. their central role i in
, educatjon and m life. Money and status flowed to the wlence%—m
“the world and,in academe. But this apparent tnumph of science
over rival fields was not ‘in itself harmful! because science and
humanism are complementary, not_comgetitive. “_‘Ti‘l_e
never defeat ‘u%.” Only we could ‘defeat ourselves. ' -

As “we wa’cched the sctences move ‘into new bulldm while
English departments huddled in the 'old, we began to create our.

. own problems. We wanted to get on the bandwagon. -Soon, every
discipline strove to be an “-ology’ in the restricted sense of “the
science of." Emphsis on empmcal procedures coliection of data,
and forrnulatlon of “laws’ spread into every field, “The result.
wasn’t that we became scientists or that we competed with the
_sciences but ‘that we infected our ewn disciplines with a false -
dmho&omy between §cientism and irrationalism. r

"Actua}ly‘ the new sense of tough-minded objectmty had many
positive effects at first, Wraining the swamps in which many had -
been mired. In psy chology, for example gfohn Watson’s behaviorism
was a beneficial move._out of the long, sterile maunde}'ings of the

i
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.introspectionists. But psychologists, seeing an el.therfor choice
befween $cientism and in‘atlonahsm, chose scientism and gave the
. world B. F. Skinner in .all his glory. English teachers have been
smugly aware of thé psychologists’ folly, and smugly aware that col-
leag‘ues in education, s‘ocmlogy, and pohtlca.l science have stooped
. to similar folly—pursuing scientism 'into ever dee,per quagmires of
data collection.and: j jargon. But_English departments, more often
. than not, have been equally guilty of pursuinig scientism; the old
/ houses we have huddled in have been mostly made of glass, "

L | a— -

The Ascent of Modernism * T :

z ~ Ae.‘ .‘\ :B . ' ) ! -‘ v
Earl’er irr this t:entitry the loss of religious faith and‘me'apparent
triumph of science drove humanists to take shelter in existentialism.
But belief in a humanly absurd Prational umverse greatéd the |
doctrine of Modernism, which has dominated aesthetic thoubht
for, decades. In’ brief, the humanlst turned away from the chaos” »
and absurdity of the universg at ‘large, to find solace in the reason

. and ‘rder of man’s created {iniverse of art. The Modernist aesthetic
led. to viewing a work of 4rt as an ob]ect as an ordered structure
_Gt‘pmm'fo mpha‘s“s.on form — ST
b -

Deyelopment of New Clj:t‘:c:sm . .

In literary criticismi, of course, this meant New Criticism. Again,.
“the first effects were positive, New Crltlt:lsm, as dne professor com-
mented, taught many people how to read. But teachers of literature,

-no less than those i other fields, became obsessed with objectivity
and scientific precision. They soon cleared awaythe ninheteenth-
century swamp with a vengeance. Romanticism subjectipity
became the foulest of dirty wi#s, As Ohmann has pointed”out
(1976, pp. 242-52), a bifurcated Englishelepartment developed.

. Our rajson d’etre to the outside world was the service provided by *
teaching composition, but our self-value lay fh our “disciplined” *
approach to ltterature, a now-ob]ectlﬁed “field” to be categorized
and analyzed like any other. Af first New Criticism—and later, for-

- malism—held sway only at elitistschools, But by the 1960s the doc-
 trines and terminology were o%present and by 1963, Northrop_
Frye, in an essay for new graadu students in ighglish, could assert”
t.hat their lives as scholarly critics w uld be devoted to classifying
genres and ing Ilterary‘structures. Once formdlism-became __
the* mode | raining all hteraT‘ure teachers, the eltherfor choice’

& .
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had beén made for\the Enghsh professmn*-we\ too had choser1 »
; scientism," ~
o With the choice mdde, oertaln results seemech to flow mewtably,
’especmlly once the vestlges of opposition were swept away. While,
all graﬂua& programs were being brought into line, a similar unifi-
catlon of approach Was taking place vertically. Applehee (3974,
pp.'185-215) relates how the Basic iwuesTonference in 1958 led
to the end of “progressw]sm” in elementary and secondayy English
_programs. Emphasis on the subjective ngeds of the child wasteplaced
-.'by the “academic liberal” approach, with_a curriculum logically
organized agcording to the structure of t.he discipline. With the
profession solidly organizéd and sohdly committed to sc1entlsm
the question became: How scientific can we be in English? The
answer, of cou;se, was Zrur hlossoming love affair w:Eh linguistics. - _

Recru:tmeﬂt of Str‘uétu al ngwst:cs . -

Struciurat llngulstlcs h heen a.l'ound for some time before the" .
sixties, but our search for the ultimate in a scientific approach to
language and llterature ok off just as transformatloml -generative -
grammar (TGG) came ¢n the sgene. No subjective nonsense here!,
~ The leading theorists 18 TGG ¢ Arie Trom*batkgrounds 1 physics, | ~

mathematics, and symbolic logic; the foremost spokesman taight
at Massachusetts Institpte of Technology. Structural grammar, *
however, did not lose dut completely. In a circuitous route similar .
to Poe’s, influence on Imagist poetry, structural lmgulStlcs had
mfernced the work of French anthropologist Claude Levi-Strauss,
whose structural .,anthropology in turn influenced Fremch literary
crities such.as Roland Barthes. Soon French structuralist criticism
was all the rage in American graduate schools. This newest criti:
cism, is m§ch more scientific than the old New Criticism, which
still involved syntagmatic—in effect, chroholpgical-analysis. Now
one could do paradigmatic analysis,. breaking the literary work .
down into structural patterns arranged in paradigms. Structural

. criticism now includes concepts taken from TGG and § already
spreading downward from .graduate centers to general classroom
teachers. Steinley (1976) points with pride tothe dccomplishments
of Gerald Prince’s “narratology” in reducing narrative art to “‘phrase
‘structure rules,’’ such as: " . N ) 3

: 5 ) _
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Effect of Scientism on Humanities’

Estat}#-—-[

I began b'y implying that the choice, and pursuit, of scientism has -
been a primrose path for our htel'al'Y colleagues. We have all be-
moaned the drastic retiuction in number of English majoss in recent
years, despite the fact that there are more students in college today
than ever before. We have explained that decline repeatedly in
terms of eonﬁemporary economic, political, and .social factors.
With not a scintilla of supporting data, I submit that, more than
—any other fhctor, our choice of scientism has led o our decline.
Again, it is not that the humanities and SCIences are in opposition,
but tather that the humanities once offered an alternative way of ° /
" learning about and experiencing the world—mot a better way ora
woTse wayy just a different way. Students once came to us for that
—alternative. BuUt—in pursuivig  formalistic approacito-teaching————'—
literature, we achieved Ortega y Gasset’s goal of dehumanizing art.
. Dehumanjzed humanities have noth ing to offer our human'students.
If they want formulas they can go to physics and get ‘better, more
productive ones; there the formulas can take people to the moon
and machines to the stars. Our formulas have done nothing but
déaden the souls of young people who came to us eager to explore i
~ .the mysterious universe within. -
-The end, in a whimper, of literary studies | may yet be averted.
The 3 utbreak of irrationalism in the late sixties was a powerful
.‘statement of student dissatisfaction with the scientism that dom-
inated academe, and the results have not been all bad. Interest in
sitbjective criticism is growing, for.example, ih the work of Barrett
. Mandel, Stanléy Fish, asd David Bleich. More important, the wide-
spread interest in rhetorical criticism holds much hope because this
approach emphasizes the human relationship between author and
. audience’ instead of the ‘scientific rélationship of ebseryer and
Object. But, while the pendulum may have begun to swing back in
literary studiés, the recent focus on composition may throw writ-
ing, instruetion, after years of benign neglect, dlrectlyf into the
temptmg embl;ace of scientism.




: Procnosis“for Com’position' }

Jusfras the earlier introductlon'of objecfive ;’:;(roaches had an _
Linitially salutary effect on psychology, thie cutrent éxcigement in
thetoric and coniposition owes much to the sweeping away of,
stagnant, unexamined attitudes. In the 1880s, Barrett Wendell

" institutiondlized fre&hman tompos:tlon as’ anew course at Hérvard
' Umversrty Desplte the* general semantics ‘and “cemmunication””
fads of the 1940s and '50s, there Wis not muc¢h changeuntil; the
1960s. We know the chaos that has Ielgned since then, espectally
the battles between the “uptaught" d the “hang loose schools
as.Edward P. J..Corbett once calleds#hem. ’
. Concurrently, ob]ectwe knowledge from behavloral and cognitwe
psychology and from lmgulstlcs has been brought to bear on the
~ writing process, stimulating new theories and'much discussion of
what had been for most college professors a rnonbuqd subject. So, ,
far, so.good; but the path toa neostenllty-—thls time hidden betiind™ .

» arich f.ohage of statistical anmlyses, laboratory experiments, and
jargon—would be very easy to follow, Alreagdy the influence of be-_
havioral psychology has been immengse at the community COIlege
level. Mang of us ers have resistéd behaviorism for twao.reasons:.
first, it is openly hostile to the kind" of values, quch as human free-
ddm and dignity, we proclaim, and second it has been forced on
us from outsideit is the ellucationist’s’ sciehtism, not ours, But
scientism it is, and in Jhe form of ob]ectwes programmed texts,
and packaged ‘lea.m;ng experiences,” it has claimed a sohd piece
of theé writing instruction territory» particularly in basic writing

- - eourves, I%Io-eloubl;L the baek-to-basics movement will gwe t‘urther
* impetus to behavioral approaches :

~As humanists, our response to behaviorism has been to Increase
the tempp of our own development as “scientists exploring writing
technology,” largely by tuming to the more compatible theories of
cognitive psycﬁ}log‘y and linguistics. Cognitive psychology, partic-

*  ularly the work of Vygotsky, Piaget, and Bruner, has provided a
developmental theory’ of language acqulsm(‘, beginning with
_ innate structuring pnnc:lples universally present in the humanmind,
‘I 'f‘eachmg the Uniperse of Discourse (1968), Moffett has system-
atically applied aspécts of. cognitive theory to writing instruction.
D’Angelo’s A Conceptual Theory of Rhetoric (127%) has aroused °
considerable interest, and he too relies on cognitive psychology,
suggesting “that it provides a scientific base for teaching the trad:
itional modes of organizing expositidn, but for feaching them as

»
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s—beeause—these” patterns actually correspond to. innate
structures of the mind.
Not long ago, however, sc1entlsm veared its head when' Lauer
+(1970) gave us pages of bibliography on psychology and flatly
stated that we cam;tot. have a heuristic for rhetoric without relying
on.the scientists®o - *provide it for us. Berthoff (1971) respondéd
with a cogmt analysis of the dangers inherent:in Lauer’s position,
but the coghitive psychology bandwagon has been gathefing speed.
The problem, of course, is not with reaching out to science for
) whatever there is that t may be of use to us. Rather, the problem is
. Y. the belief that there is a dichotomy, and that we are on the weak
side of it. Cognitive psychology is not ahead of us in providing a.
~— -=- "heuristic for rhetoric; it is just now begmn to gather bits and
+  pieces of empiricajdata to suppqrt the heunstics we have long had.
As -D’Angelo indicates, Arigtotle,presented us with classification ”
and division, comparison and d contrast, as ways of exploring a sub-,
" Ject. Tt is gratifying to learn that Piaget and BFUnGr ate mow estab- -
. lishing expenmental verification, but let’s keep the cart before the
horse. We have, in fact, in Blbow’s Writing without Teachers (1973),
" a near-perfect discovery procedure for rhetoric. That no psychol.
ogist can yet explain in empirical termmology &hy or how Elbow’s -
. method works js surely no reason-to reject i;*nat unless one hag
. rthoroughlj dichotomized the world and dgcided that truth can
only be found in scientism. Certamly, explorations of other fields
can be useful and sfimulating, certainly students of writing instruc-
tion should be mtimat.ely familiar with worksuch as Moffett’s dnd
DiAngelo’s, or even directly with that of; iaget or Bruner; but as
progtams t,o train writing teachers develffp, we must be aware of
the’ self-destructive nnpllcatlons represer ted by scientism such as
. Lauer 8. .

t
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The Kew Grammar and Composition R
Closely related to our growing interest in cognitive psyc¢hology has
been our general enthusiasm for linguistics. In particulan.the study
of style has benefited from the ebjective methoa'ologles provided.
" by transformational:generative gfammar, as Winterowd asserted in -
Rhétoric: A Synthesis (1968, pp. 103-111). Perhapsmore than any-
one else, Winterowd has been associated with the applicatiop-o¥
. TGG,-and more recently of Fillmore’s “gase grammar,” to a theory
- of composition. He is also directing the nation’s first Ph.D, praggam
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fully devoted’ to rhetoric and cothposition. Winterowd, himself
presents a balanced view of the contribution new grammars may

‘. make to the teaching of wrifing. He -states in Contemporary
. Rhetoric that “we now have a useful and productive ‘technology

for teaching sentence structure.” Btit then he.asks the really impor-
tant quéstion, “Should we or should we not run students through
a serles of exercises designei to activate their [syntactic] compe-
tence?” He concludes that hermetically sealed exercises can have
only “a tangential relationship to the real use of language,”’ that

‘SystematiC exercises have no place in the composition‘class,” that ™ -

thesteaching of sentence structure should have “‘all the glorious
and productive lack of system that cha:ac terizes most real langu a.g‘e
learning tasks” (p. 254).

This is a marvelousiy humanistic view and one that Wmterowd
maintains throughout his work. Even so, the insidious lure of
scientism seems to touch him at times. Consider his statement in
“Linguistics and Composition,” addressed to co mposition teachers:
“We heed to understand the theory [of TGG] in general, but we
are not obliged to remain at the cutting edge of the field or to
‘follow the detailed arguments of linguists wh?wie atlempting to
bxmg their instrument, the grammar, to perfection in any of its
parts” (p. 201, italics addecl) The first half of the statement exem-
plifies the balance Winterowd brings to the subject, but the second
half hints .of scientism, lmplyufg t.hat linguists are going to arrive

at “perfection,” that we writing teac_[l_g_q are following their lead
to some ultlrnate empirical truth. Moreover, TGG is named an
“instrument,”’ suggesting all the concre'te uséful connotations of
that term, relfymg a purely theoretical constru . .

Winterowd is well versed’in linguistics and, clinsciously seeks a
balanced view of that subject’s relationship to composition. How
much fnore easily those of us who are not so knowledgeable ﬁ
Jdinguistics can be tainted with’scientism when we look at all those
tree diagrams, phonologicaf matrices, and impressive rewrite rules.
We struggle to feach writing, we operate in darkness and in doubt,
and we are twentieth-century persons imbued with awe for science.

- ientists of language seem to hold the last best hope for our sa.lva-
f t1 n, and we all too wﬁlmgly succumb to the spell

N i

Tag‘m@ﬁc Theory of Composition
T, - .
One cannot discuss scientism and the teaching of writing without

“mentioning another linguistic theory—tagnfemics—and the work of,
. ) - .

— .
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“Scientism" and the igeaching of English

.* Young, Becker, and Pike (1970) Just as TGG gives us fome useful
» waﬁrs of looking.at the s,tmcture of sentences, tagmemic theory
+ offer lﬁight into the structure of units larger than the sentence,

especially the paragraph. Both TGG and tagmemics are helpful in
post-facto description of wntmg, and thus have something to offer
at the'late or editorial stages of the writing process. But Young,
Becker, and Pike have chosen to emphasize tagmemic theory as a
heuristic procedure in the initial or discovery stage of the process,
and have borrowed the terms ‘‘particle, wave, and field” from -

_——physics_m describe this heuristic. Their system fer varying one’s

point of view on a subject o'bv:ously has some merit, but [ suspect
we may be falling prey to scientism if we accept its elegant design
~ang Scientific terminolagy as as proof that it is the heuristic, our own’
-~ answer toscientific method, > . e

As rhetoncums, I think we should be more senSItwe to_the e per-.
suasive 1mp tions of the scientific termindlogy. Particle, wave,
andl field immediately bring to mind the awe-inspiring successes of
quantum physics—who dares question? In any “event, while I re-
spect many of‘those who acclainr particle,. wave, and field as the
heuristic, I submit that we might do better to take it with a grain
of salt. I keep remembefing Corder’s tomments in an article called
“What I Learned at School” (1975), where he says:.

/
We hungered after vanous..heunstlc models for discovery;. &%’
.. looked at this, that and the other thing as particles, waves, and
fields, We eveh tried the TUTO rhythmic method {and I'll be glad,

“"to answer letfers inquiring after the TUTO mysteries). But the sorry

~—+ truth is ... I was never able tg try portions of the essays from

different perspectxves . to take'a possible subject, hold it inmy .
hand, 1eok at it this way and tlfat way, and scout jts possibihties
(p 331

Corder’s experience matches my own, and I simply wondef how

many of us,-or how many of our students, truly find a scientific

. heuristic all that productive. In fact, it often seems that the more

scientific and systematized the Heuristic, the mére it is apt to pro-

- .duce the kind of mechanical writing Kenneth Macrorie calls
" +“Engfish” and William Coles reférs to as “themewnriting.” Emig

(1984) pointed out that the more “conscidus’ the writing process,

the more “conscious,” i.e., labored, the result. Actually, a heuristic

need not he methodical at all; fundamentally, a heuristic is any-

thing tifat génerates investigation and discovery. A simple prop-

osition can be a powerful heuristic if offered as a premisé around

which thought-may be structuréd. For example, fry offering 4s a

. 5 B -
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basic premise the in‘oposition that men are more intelligent than
women at the next faculty discussion of pay increases.

Need for Moderation,in Viewing Scie'ntism

Warnock (1976a) correctly éautlons agamst bemg “afraid of
theory,” and I want to guard agamst my being misinterpreted. I
trilly appreciate theoretical advance and enjoyed Warnock’s own
such offerings. I am simply suggesting that we not be steamrollered
in our theoretical orientation into a one-dimensional, scientismic
posture. People talk about making a bridge between science and
the humanities, but the trafffc seems to be all one way. Imports
" are brought back from forays into the sciences and we shove aside
mch that is of value in our own leritage. I suspect, for example,
t in our enthusiasm for particle, wave, and field theory, we may
be neglecting the full potential of such nonscientismic heuristics
as Kenneth Burke’s pentad of act, agent, agency, scene, and pur-
pose. This heuristic derives from a study of drama and focuses on
the human element in a subject rather than on its “thingness.”
Another valuablé discovery procedure originates in a concern
with the rpystenous aspects of human creatlvxty, rather than in the
empirically identifiable stages of go-called probiem solving. Rohman
and Wlecke (Rohman, 1965; Rohman & Wlecke, 1964) have given
us a Yery humanistic, rational approach to invention in their work
on what has come to be called pre-writing. Their discussions of .
journal-keeping and meditative techniques have been neglected in
our search for structure and precision in discovery procedures.,
In sum, we certainly should not be afraid of either science or
theory. We would do well, however, to be leery of our lack of con-
. fidence which tends to make us feel inferior because we are nat
smentists ourselves, . .

- Linguistic Theory and Practical Apphcat;ion

oy

.4 v
Actual scientists fi.nd our atternpts to co-opt scie nce rather confus-
ing at times, if not downright amusing. For example, few people
trained purely in linguistics have any interest in connecting their
work with writing instruction and don’t seem to understand rhet-
oricians™ obsessive insistence that there isa connection, Most lin-
guists, excep} for dialecticians, are quick to explain that they are’
only concemed with “competence” (the theoretical construct that
says all human beings come equipped with the capacity to develop




-

“Scienasm " cmd the Teaching of Enghsh

{
the: whole structure of a language) and notrwlth [inguistic *“‘per-
formance” (how people actually use a language) Grammatical
t.heory-TGG ‘fér example—can provide ph structure and trans-
formational rules which accurately -account for “the production of
all English sentences that are grammatical and which generate none
that are not, But this fact does not mean that the mind actually
uses those rules and transformations in either producing or process-
ing sentences. Linguists are the first to state that there is no neces-
sary connection between their theoretical work Jhe way people
use language in everyday commumoatlon Chomsky says in the
classic Language and Mind: s )

-

' == Wa noted at thé outset that performance’ and competence must

-

be sharply distinguished if either is to studied succéssfully. We
have now discovered a certain model of competence. h would be .
tempting, but quite absurd, to regard it as a model of performance )
as well. Thus we might propose that to produce a sentence the

. speaker goes through the successive steps of constructing a hase-

. derivatlon, line by line from the inltial symbol.S, then inserting
lexical items and applying grammatical hansformations to form a
surface striicture, and inally applying the phonological rules in
their given order, in accordance with the cyclie principle discussed
earlier. There is not the slightest justification for any such assump- "
tion. (p. 157). "

To better understand what Chomsky means, we might look at
hngu:stlc rules as analogous to the “laws’’ of physicsand at lmgulsts-
as théoretical physicists. Physics applied to the external world can
accomplish marvélous things, but it can tell us little about the psy-
chomotor behavior of a’human bemg, except to describe its effects.
Physical laws can describe and predict the flight of a handball as it
is hit and caroms off walls, ceﬂmg, and flgor. But physics cannot
explain what goes on inside the mind of an experienced handball
player:that allows him or her to know, at the instant the ball is hit,
where to move to meet it. The chologlcal processes involved
® are unobservable and unielated to physical laws and mathematical
formulas. The psychological processes involved in producing lan-
guage are about equally unobservable, despite the best effofts of
psycholinguists to study them. °

Actually, the pure hngulst like the physicist, is not baswa]ly
concemned with the processes themselves, but only with creating
formulas adequate for describing the effects. Moreover, neither the
theory of the physicist nor the thory of the linguist is *“true”; we
know, for example, that Newtonian laws operate only within cerfain
limits, These theories are mental constricts, nothing more. They

—
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areconvenient ways of describing something that has been observed.
They are simply de\rices to use Owen Barfield’s phrase, for “saving
the appearances.”

Seiéntists themselves know these lnmtatlons and are refreshingly
hongst about them. The best illustration of the limits of linguistics
.as a gcience is an anecdote related to me by a young instructor of
 linguistics at the University of Massachusetts. He compared the
scientist studymg language today with.a Lman who studied a2 Coke
machine,” Every day the man spent hours in obser¥ing as person
after person walked up, deposited a quarter, and waited until the
machine coughed forth a shiny red can bf Coke. Intrigued, the

constructed a theory to describe how it worked. He rushed {o his

observer puzzled over this phenomenon at great léﬁgth and finally

4

workshtop and soon produced s beautiful worki odel . thiat
looked just like the Coke machine and duplicated its functioning
nght down to the soft “plop” as the can came oiit. One day, hew-
ever, he suffered a f'atal shock. He was agam observing the original
machine when, for the first tithe, a Coke truck pulled up. The
driver opened the machine, took out the collected quarters, and
filled the intkrior racks with shiny red cans of Coke, Our observer,
of course, had built a machine that took in the quarter, flattened
it, rolled it into the size and shape of a can, and pdlnted it bnght
-red. .t

The.Risk in Adopiing Scientism

, The problem is not in our scientists, it is in’ ourselves. We want too

¢ much td believe that there is an answer to all the problems of teach-

ing composition, and, wanting that, we are foo eager to see science
as the redeemer. We might be more objective about our problems
if we saw them as parallel to those faced by our colleagues who are
teaching music and art. Most of us would find jt amusing to watch
them scramble all over optical and acoustical physics in-an attempt
to learn how to teach basic drawing or piano. [f we are not careful,
someong will fill our need to believe, but it won’t be the scientisis;
it will be the scientismic members of our .own profession, especially
those in the graduate programs of prestige institutions. The fine
minds working in our most renowned graduate centers have devoted
years to making the study of llterature as scientismic a pursuit as
posgible, and we have seen the gosped according to Harvard, Yale,
Berkeley, and Hopkins spread dowm the academic pyralmd

.




“Scientism” and the:Teaching of English

So far, these worthies have regarded composition and rhetoric
as inferior, methodological rather than substantive subjects, But if,
as seems likely, the academic study of literature diminishes to an
.occupational status about on a par with the study of classics, then
other name-brand institutions will follow the lead of Jowa, Michi-
gan, Southern California, and Ohio State into the writing business.
In that event, as now, the law of academic downward mobility will
govern. The danger is that.scientism may govern with it, for scien-
tism could quickly come to dominate the teaching of composition.
Picture an item in the MLA Job List: “Bgginning Assistant Pro-
fessor. Dissertation in tagmemic heuristics, to teach three comp

sections and possible upperdivision classin spiecm.lty Ph.D. required,

publications desirable.” Dozens of sweaty-palmed néophytes who
fit that job description will wander hotel hallways, waiting for the
chance to hecome thé “heurisfics person™ at some tiny college.
_And students will wander college hallways, driven from scientismic
writing classes just as they were driven from literature.
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Some community college students do not resemble those described
by James Doherty. Thejr parents have gone to college, and they
too have always expected to go. However, they have had iittle
interest in English In school and have learned nothing about the
humanities. Distracted by televisionz these studentis are impatient
with books. At the Callfomia cgmmunity college where Theresa
‘Enroth teaches,-sécond-semester freshman English provides an
introduction to drama, poetry, and fiction. Since it is not required
for the Associate in Arts degree nor for transfer to most universi-
ties, the course is elected by only the fairly capable students who
have known some academic success. But even they have little
experience of literature and are puzzled, perhaps even anxious,
" ¢ when they confront it in the classrgom. .

2

4 v . ]

Iama tough~m.1nded no-nonsense teacher of literature and com-
position—of the timeless works of the imagination and of’clearg
logical exposition. I am an open- mmded liberal: I wou.ld never
mmdoctrinate my students. I would defend to theu' deaths their
right't resist, challenge, And disagree (in logical, clear/prose), I
believe the world ‘can be set to‘rights with language. bf.a.m alsp a
sensitive' soul who ftno\ws that deep in the hearts of even the most
marticulate student lies poetry. I teach my studenis about the’
beauty and symmetry of the pre-Copemican universe. I impress
tlem with the absurdity and indifference of ‘the world. I slip from,
the chain of being one week into existentialism the next, displaying’
utter conviction. In short, I am a schizoid, a phony, and a liar:

I am afsmgiven to overstatement. \But my students, too, are
' extrenusts They believe that [ believe the. substance of.whatever
literature’ I teach. No disclaimer will rescue e from their convic-
tion that the content of our literature represents fny views. For
_them, response to 1deas and themes in what, we re\q:i isimmediate




26 ' : i The‘resa L _r;:m-'om
¥ ’

and honést. They assume it is the same for me, ahd whether or n.ot

I mean to proselytize, I do.

Knowmg this, I must confront'the posmbﬂitv that implicit in
every choice of poelﬁ, essay, or story is an effort to influence the
students’ views. Even while I try to center discussion on structure
or device, I am-promoting a world view. I am mcu]catmg what 1
conceive to be -civilizatiop. Like the statues in E!E. Cumihings’s
.park, my choices of speaf c examples loom solidly as delmatlons
of my own values and convictions. to

.
H

*

Content as a Factor -~ L
1 Y .
I do not believe I am alone in my. fajlure to confront the implica-
tions of content. Many English teachers, preoccupied with genre
and style, avoid these troublesome implications, And we miss, at
the same time; the simplest and strongest method of interesting
our students in reading. In our own bloodless world of fort, every-
thing, as Arnheim (1966) says, seems to count except the subject
of the work. But for students, form is only a hazy concept; their
prlmary interest is in the subject, and their secondary interést often
is in the teacher’s attitude toward the subject. They haven’t learmed
to command the gritical stance that enables us to escape the “com-
pelling call of art.” Students associate literature with real life,
directly and unselfconsciously. Art verifies and epraiHS their
experiences without their being aware of technique. -~ o
We, ds teachers, choose a particular novel not just because we
think it will be “teachable,” but because we like it. It engrosses us
sufficiently-so-that we are willing t0 read and reread it. The pleasure
we feel ‘1?' an intricate mixture of interest in subject and theme and
an appreciation of style, form, amd texture;much of ourenjoymeént
is personal and unexamined. Each of us hag a range of interest and
satisfaction: above it, the reading is too difficult to yield pleasure
easily; below it, the subject or its handling is offensive or dull. In
choosing to teach a book we like, we may be placing enjoyment
heyeond the reach of many of our students. Though Thqreau advises
sta.ndmg on tiptoe to read most of us can endure only a limited
number ‘of “improving” bpoks at any one time. For our students,
most books are “improving” books, difficult partly because they
must be read on schedule. But even with the implicit coercion of
class requiremenfd students usually make some efforf to find plea-
sure in assigned fiction. We need to encourage their enjoyment by
selecting books within their range of interest and pleasure,
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. Inte;eist in the Classics

Choosing literature within the students’ range need not mean pan-
dering to fads or doubtful tastes nor need it mean stepping out of
our own rahge. Most of us are not half as aesthetic as we think we

. are, We like books that satisfy our curiosity as well as books that

., make us feel well regd. Booth (1961) caritends that reading satisfies -

‘  a basic.nead to learnt This i8 bome out, I befieve, in my students’
irfterest in Greek tragedy and mythology (They think they ought
to know fundamental material even when the content i8 incompat-
* ible with their own beliefs and observations. They wish to know
something great and classie; for thiftheyATve come to college,
and for such works they are gvilling<to hold their own values and
convictions iemporanly in abeyance. They will usually make the
same congessions for Shakespeare—and more easily because they
often find something romantic or amusing in his plays. _

Before I figured out these things about students* interests, I rms- .
took their respect for known classics for an interpst in the great
themes in literature, arid I cKose to teach them from Irving Howe’s
collection of Seven Short Novels. I encountgred antipathy and b&re-
dom. I heard depressing comments absut “all that death’ and the .

© “dumb chatacters.” Short as the seléctions were, I was Unable to
_ impress my students with the rich variety of masterful styles. After I
" took them beyond Sophocles and Shakespeare, their reverence fox
learnthg paled. They had not come to college to read Henry James
or even Tolstoy The subjects and ideas and characters had to be
closer to their own experiences. Conmdel:mg our society’s adoration
for youth and_ terror of age and death, how could I get them to
, empathize with Tolstoy s (Gerasim? Unacquamted as they were with
-~ humility, how could these freshmen feel anything for Flaubert’s old ’
servant with her stutfed parrot? With their wholesome psyches apd
ever-adjustable personalities, could they be anything but irritated by
James’s neurotic pupil and his tutor? Almost nothing in thege stor-
ies coincided with their limited experiences. Only “The Secret
Sharer” touched their imaginations and suspended their disbelief.

My stiidents rejected anguish, despair; and death. Each of us
~ brings to any work of literature our own associations and faculties
for understanding. in an &sagy on"taste, Lucas (1957) points ont

. differences in response: “One can never rationally say (as people’ ,
. persistently do, with that familiar air of mingled sorrow and super-».,
jority), ‘But you otuight to llke it.”’? Art, in providing form for our
perceptions and experiences, also conveys and elicits feeling. Our’
gfudents are unal;:le to enjoy reading that doesn’t involve their

3
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emotions. Their hmitations may arGuse intolerance in some Enpglish

teachers; we are, nevertheless, paid to expand students’ minds. 1
. tried. T worked hard to teach stoties I liked, and I probably implied

‘that my students ought to like them. But they did®not like the

stories; they did not work hard—and they did not learn. My alter-

ndtive lay in conIronting my own limitations. I needed to learn
«~ howto engage students’ interest in the study of hiterature

{Sources of.Readmg Pleasure

Like most English teachers, I have always liked to read; I respond
.-to art with pleasure. This pleasure, according to Arnheim (1966),1s
% specific than the purr of acat.” He also compares pleasure
ing to that in eating, a comparison that does not seem to re-
X y and complexity of feading experiences (although
it does silggest parallels of taste and forced feeding). Reading pro-
vides enjyyment and fulfillm nt of needs on many levels. Good
readers 't describe the ple: re, nor explain why it leads to more
., diverse and more demandmg reading. Feelings, perceptions, and
understanding all seem to compel readers toward more s,el&cuwtv :
- and even tow \, active critical appraisal. But we know o ,students
are not'good repders and are seldom ready to join our ysual game
of examining form and style. If they are to get anything out of
‘reading, they must be ensnared by a gubject they can ynderstand
and characters for whom they can feel something. To have mean:
ing for readers, fiction must objectify and externalize & ] eir human
conflicts. Emotion provides the energy of art—and the pleasure,
However, we want our students to do more than purr. ’
Reading pleasure derives in part {rom the distance fand pattern
the author gives to experience. Despite their empathy| readers can
+ retain their perspective afid feel safe in the knowledge that they
will see events and characters whole. Readers survive the most per-
ous adventuresand devastating losses. The dangers, demands, and
randomness of hfe seldom permit such satisfaction a3 fiction pro-
vides. Fiction aliows us to confront aspects of our lives and images
of our natures. Fiction allows but does not insist.

Three Responses to Fiction

My students, however, insist whenever possible or confronting




-

What Am] Teachmg?

is lackmg, they compla.in rather precisely that they “can’t relate to
that~ll .

. Their behawor exhibits each of the primary onses to fiction
delineated by Lesser in Fiction and the Unconscious (1957). He
says every reader reacts by-identifying, analogizing,.and appraising.
In the last twenty years, Jungian theories and mind/brain yesearch
have modified our definitions of “the unconscious,” but the sub-
stance of Lesser’s theories remains. We can understand “‘uncon-
scious”’ to encompass the perceptions and feelings not yet willingly
or totally accepled by the more rational or logical part of us. Or
we can simply term the responses innate, or natural.

- Identlfymg .

Of the responses destribed by Lesser, ide nt.ifymg seefns most fam-
fliar to _us; we have used-it as a means of stimulating class discus-
sions. .But identification is more than simply putting ourselves in
another’s placé; it expands our capacities for discernment and com-
passion. We recd-gmze ourselves in several characters simultaneously,
magsge\gf and dispersion of identities varying with our self-knowl-
edge. Identification relies on both understanding and imagination,
Fiction allows [us to see our own complexity—to see ourselves as ’

. villains and ' herpes, as victims and oppressors. Part of our satisfaction

lies in req_pgm ing our all-too-human condition—in knowing we are
like others, in lknowing we are not alone. Those who prefer not 6
look at their ovbn\co ntradictol'y’ natures are allowed to be spectators
Fiction does not \wt dn conscious identification.

.Analogizing t

‘The second response Ig a creative one, and one we are likely fo
regardag peripheral to ilterature. Analogizjpg is abit like daydream-
ing; it may seem totally levant to the teacher who is trying to
attend fo'.the text. According to Lesser, however, we all create
parallels while we read. Satjsfaction may lie in remembering or

. inventing a pleasant event or econstruggl/ng and altering a pain-

ful one, Some of my students'recalled theif ove as they read
“Araby.” The process of analo, does not detrac m the read-
ing but reflects and ehhances its'meaning. Operating like a photo-
montage, like counterpoint or h ony, analoglzmg makes few

- démands on our- attention while.adding depth to- our reading

_pleasure,

b«\_\k\
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Appra:smg .

) Appralsmg is t.he third response, and,'lt solnds’ much like something

"~ “ive ought to be teaching. It only faintly resembles literayy criticism,

however. Appraising is a hasic, continuous effort to comprehend'

events. We incessantly cqmparedtfer, interpret, categorize; we test

f’ iction against our own experiences. Students from Califomia

~__vall valiev _towns, for example examine Steinbeck’s views of migrant

" “workers against thelr own backgrounds. This innate tendency to

evaluate jnvolves numerous aspects of lea.'mmg. As teachers, we

- can help students\to expand and trust this tendenay, and to develop

bases and_ points of referehce £or their apprals

Each of the three responses to fiction ariseés from content, the
most accessible aspect of li rature. For the experienced reader;

, ———oontent provides only a smail part of the pleasure, but for most of
my students, content is a cent}‘al concern. They are innocent of the
effects of style, form, and texture—and will remdin 50 unless they
can “relate to” the colfbent To tell them form cannot be divorced
from meaning, to say the charactérs and -settings and situations
exist-only as the author choosés to present them, is worse than
useless. They have heard it before and still do not understand. -

The power of content and of the students’ need, to respond to
stories directly, as if there were no writer, showed clearly in iny

students™ reactions to two stories by Saul Bellow. Seize the Day is

\ very short novel with lots of dialogue and little description. It
does not even have a difficult vocabulary. Despite these advantages
“very few of my students liked the story at all. They are not espe-
cially tolerant and the-excesses of Wilkie puzzled and disgusted:
them. They could riot empathize with him: he is a New Yorker -
and a loser, and they are neither. They could. riot see why he was
hanging arbund the hotel, sucking up to his father, and drinking
Cokes for breakfast. They would have left town, after a healthful
instgnt breakfast, and pumped. gas in Fresno rathe;‘ than floupder -
like Wilkie.” -

I have no idea why, when I abandoned the book in which Seize
the Day was the least popular story/I choseé to teach Bellow’s
Henderson the Rain King. The novel is long and full of strange
people. with -even stranger names. It includes long, descriptive pas-
sages and flashbacks that elude sequence. inly Henderson’s
behavior is bizarre and his aging person isjrepulsive by all-the

- standards one would expect my students to apply. ‘But Henderson
is a seeker, a believer, a lover of life and action. My students loved

. -
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him«They evidently shared Wayne Booth’s willingness to “subor-
dinate mind and heart to the book” and to enjoy it to the fuu[
_4 Taken by Henderson, they were ready to surrender all resistan
and to examing the story in every way—to discuss structure, themes
motifs, dnd language. Entrée was-achievedbecause of the novel’
cdntent and the students” powerfully’involved emotions. .y
As English teachers, our greatest limitation is not in how. we
tea¢h but in being unaware of what we teach, In literature Wwe
emphasize form, style, genre~canon, and critical modes; in com-
position we &pound qn thesis, logic, coherence, and commas. We
behave as if our own sophisticated enjoyment were dmed from
an art devaid of feeling and meaning. Arry piece of literature seems
., to serve our pumgoses: we can remain aloof from content and -
emotion—from the whole~range of human response to humane
letters. We can do this. But look where ltjet.s us.

[
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. Like those of Theresa Enroth, Susan Blau’s suggestions ahout teach..
ing literature to first-year coliege students emphasize the concrete,
content-otiented approach. She finds that traditional Ilteratute is

* , a proper and rewarding study, but that.iraditional methods of

. - instruction need rethinking. She begins her discussion. with a call
for demystification of the réading of Jiterature. Her specific sug-
gestions about the student-cenbered approach to literature under-
line the importance-of studylng the artist3, the boundary.expand-*
ing nature of creativity, and the stude nls' lnbense personal mvolve

___mentﬁf h what tﬁey read ]

~pd

Sometlmes I get the feeling fhat the teachmg of hterature is an
anachronism—at least for my students Are dental hygienists, sec-
retaries, and mechanics going to reaqd or care about McMurphy’s
battle with Blg Nurse or Holden's breakdown or, even more.remfote-
ly, Ahab’s manic search for a whale, when they can have totally
absorbing entertainment just by flicking a switch? Haven’t we
already been ushereg, some of us Ricking and screanung, u%to
McLuhan’s postliterate society?

The case has been made many times, of course, for the power -
and importance of llterature in defining our humanness. There is
no.need-to-convince, an avid reader of this. ‘Yet how can we show
the mental health technicians that McMurphy, Holden, and A b~..
can speak to their needs and concerns as, individuals as Well asp
professionals? (

If the problemis that literature seems‘maccesmble to our students,

. the solution does not lie in bowing to the inevitable, onslaught of
the McLuhan age and teaching media in place of reading. It’s assilly
to throw out the literature as it is to throw qut the students. The

_ answer is either to find literature that iS accessible, as Marsha
Oliver suggests in her approach to.nontraditional literature for th
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“new student,” or to fmd a way to bring trad:t;onal lrterature to
* the nontraditional student.

Demystlfymg theratl.ge

———a

My apprafigh to teaching literature in the flrst college years begins
with demysﬁhcatlon Many of my students have a sense that

-

d Lit. I1. We have to de-
ing that one either innately -

ture that our students will
uggesting t.hat all of our
ollege people are capable of reading‘and enjoying literature, and.
on a fairly sophisticated level, if we allow them to become initiateg
into literature from a position of pleasure rathex than one of pain-
ful inaceessibilit&y. . .

-

Apprqaching Literature by Studying Writers

In the.preceding essay Theresa Enreth focuses upon the specific
content of a lite work. 1t is, after all, the concrete and not the .
abs‘fra‘ctﬂ\thmh,a‘btracts our students. Andéther concrete and &njoy-
able way to approach literature is through a study of the artist.
Intimidated by the fear of committing the intentional or bio-
——-————g;mphmal_faﬂagi 1 have taught literature as I was taught it in the .
. waning clays of New Criticism, as thoug
wditerary landscape fully formed and leather .pound, unsullied by

human hands. Not only doegthis view separate the artist %

work, but, more\{;enously, it also preverits the reader from
ing that writingand reading are human activities beset by anxiely
and climéxed-sometimes—by triumph, . )
Litepary criticism, whether it j the formalistic or any of the
aesthetic, etflical, or scientific modes, Has beersthe traditional way
(i which-students are introduced to literature. Yet the very act of
wsing formal criticism as a way to understand a book elevates the
ir‘nportangg of the critical apparatus gﬁl sideste pgth ?‘tjjrect reading
A, - .
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experience. Eventually criticism becomes larger than the literature
_it_is supposed to examine. As Clark (1976) writes, “No I6nger
simply the hand-maiden- of literature, criticism has become more
clearly and more clamorously an intellectual enterprise in its'own
right ...” (p. 224}. '
e ‘It seems to me that many of the traditional approaches to‘bntlcal .
— equsrtlon not only overpower but also limit the literature. They
- limit because they suggest that the literature (and therefore the
human experience it expresses} can be looked at in one way, divorced
from any larger social, political, moral, historical, or artistic reality.
Such specialization may be fine for scholars and perhaps eyen for,
. upper-division students; but my students have too much fragmen-
. ... tation_in their lives already. They are plugged into Psych at ten,
oc.: at eleven, and Lit. at twelve as if there were no common-
gtrotmd among them. Even the abbreviated titles alienate. Students
aye delighted, and surprised, when a bit of knowledge from Psych.
,'oan 1 be applied in Lit. -

To me a more interesting approach would be to use the life and
times of the person behind thé words to show the'historical, polit-
ical, social, and ethical worlds in which the artist lived and worked.
Explore how these worldly conditions, as well as the circumstances
of the artist’s life, influenced his or her world view. Show.the
artist in context with the world, the times, and the artisgitf envi-
ronment. Out of this grounding in the artist’s personal Iandscape
the work of art grows and takes on new meaning.

In an introductdry literature course, seventeenth- or eighteenth-
century poets often are rejected in favor of modern poets, who,
we are told, can “speak” to the students. Students are already
famx.llar with at leas some of the nuances of the world and time in

+.the modern poets write. But students also can relate to poets

‘from other fime d other places an'ﬂcé"—am access to areas of
knowledge formerly closett: em. "
Take an extireme example: Puritan ‘poetry is taugh% i

-at all, in the upper-division courses. Xet an intredible nchness;f)f
e'kpenence is lost by this omission in the first college years. So
much of our modem society—our literature, myths, and ethics—is
roofed in the Puritan era. Living in 2 seventeenth-century tggoc
racy was substantially different.from living in a twentieth-century
democracy, and yet the closeness of our modern society to Puritan
New England is undeniable. Not gnly have we inherited the Puritan
work .ethic, but we also can trac any of ot national attitudes
toward s&x, religion, and polltlcirt.o our colonial ancestors.

. - .
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* Thete is no reason not to teach traditional colonial literature to.
first-vear stucdents. QOne could introduce them to" Anne Bradstreet,
a woman who lived on the edge of the American frontier (2} that
time Ipswich, Massachusetis), ofien separated from her husband.
_ ._While raising eight children, she still managed to find time to write
some impressive, very personal poebry. A study -of Bradstreet’s
poetry would tiesin with topics such as Puritanism, the role of
women, and the place of poetry in Puritan life. Considering the con-
. ditions of the pePiod, the fact that Anne Bradstreet wrote poetry
at all becomes an extraordinary act, a‘quiet kind of rebellion, and
t,h_e_poems she wrote can be approached with a sense of their con-
text. They no longer seem’ pulled out of time and place, but part
of a world that is comprehensible today. Modern students, with-
out knowledge of the woman and her times, might understand the
wit but Mmiss the courage in tb‘is poetlc retorf to her criticy:

{ am obnoxious to each carplngtqngue
Who says niy hand a needle better fits,
A poet’s pen all scorn | should thus wrong,
. For such despite they cast on female wits:
H what { do prove well, it won't advance,
T il say it’s stolen. or else it was by chance.

I suggest at Anne Bradstreet can indeed speak to our students
- UMMerstanding the writer jn context with .the time provides the
- student wWith a way into the literature. Yet the writer riust not
overwhelm the work ofiart, and so it is important to make the leap
from the person to the petsona, from the real person to the fictional
world. Without this, there is danger that some students may dismiss
Svlvia Plath’s poetry pecause suicige is tmmoral, or ignoré “Howl”
because they don’t like hou‘lﬁge}s Or; to the other extreme,
hey may become so fascina by Emily Dickinsonis person that
. they neglect her persopa.

What [ have beén c0 ed with ﬁp to thi}, point is the use of the
artist’s rgqle~in the creative process as an entrance to the literary
work. Thé next aspect I would like to examine is the artistic process
- itself. What is it? What is it that we do when we write or paint or
build-“or compose? The complexity of the question makes it almost
unapproachable However, a few years ago I had an insight into
the nature of creatmty, which relates in part to teachmﬁllterature
After our family Thanksgivmg dinner in Washington, D C,, 1
wandered off for a few hours to a van Gogh exhllﬁtitg the Phillips

o
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Galle';y. After viewing two rooms of van Gogh pictures, one partic-
ular self-portrait, which I had seen many times in reproductions,
ensnared me. I'm not sure whether. it was the wine-laced meal or
the intensity of my immersion in van Gogh, but it suddenly séemed
"clear to me that the boldness; and the.anger of the brush strokes
in the portrait were not my world translated through an artist’s
eyes, but a world I'd never seen and probably never would. It
seemed to me then, and still does, that the astist sees another
dimension of reality, or, in fact, creates a personal reality that is
substantially different from mine. I think of Yeats, Eliot, Faulkner,
Joyce, C. 8. Lewis.”

If this theory is true, then ik becomes easier to see the task of.
the literature teacher as one “expapding horizons’®-a trite
metaphor perhaps, but also a powerful Jfe if the horizons are the
outer limits of our defined world. I don’t suggest that this is a
mystical or inspired experfence, although it may indeed be. After -
all, van Gogh’s paintings are often described as extraordinary or .
works of genius. Certainly the artistic expression of hjs reality has
touched many and perhaps has even caused some to shift their
focus on the world. However, this experience may also be the
down-to-earth realization that the heroes of the word —are not
necessarily white, middle-class, or male. This realization, too,
changes forever the way one views |jfe. The student has to learn
to push away the limitations of the known world, just as in the
parlor-game test for creativity the partlc:lpant can connect the nine
dots with four continuous straight lines only by going beyond the
v:sua.lly suggested boundaries (see Figure 1),

-
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This view of creativity as the expansion 6f traditional bound- !
aries, along with the artist-centered approach to literature, suggests f
a connection between literature and compdsition. It also suggests a
‘ reordenng of the traditional sequence of composition first, then

literature. If we bfgln with the artist and the artist’s world, the'
student will see by example how adeal person exists, experiences a
certain set of circumstances, and then translates this into art. Writ- .,
ing then moves away from ‘‘themewriting,”’ which William E. Coles,
Jr. (1971} describes as ““no more than a kind of transecription, a
known, not a way of knowing, a wiy of saying something, not
something being said.”” Writing becomes the creatiye-act of’express-
ihg a subjective reality. It becomes art.

When we examine literature as a personal statement about an

artist's perception of the world, emphasizing that it is an expres-
sion of something important that the artist needs to say, it quickly
becomes a concrete example of what we want our students to do
when they write. As.van Gogh translated his sense of the world
onto canvas, inexperienced wrifers also must study their worlds,
outer\and inner, and from this examination find something impor-
tant} say. In this way literature can servé not only as an example
of | and why to write but also, by opening their world to other
places and other people, may give the students something more to
say. It makes sense, therefore, to begin a freshman English course
with a study of literature and then move to writing. '

Approaching Literature through Persona!hfnuolvement

My final suggestion abhout making literature accessible to students
is perhaps the most logical. When an artist has a personal vision
tha. is translated 1nto a work of art, this private perception-of life
is brought into the public world. Once “The Love SongofJ. Alfred
Prufrotk? wag published, Eliot’s vision of modern man was no
longer his alone but in the public domain. I-I‘?ﬁ%&'er a reader can
bring this public statement back to the private, subjectlve world,
The reader of “‘Prufrock” in a’sense re-creates the work by-filter
ing Eliot’s images, words, and rhythms through persoha.l experl-
ences and biases. The eighteen-year:0ld student reacis to frufrock’s
lament ““[ grow old” with less sympathy, but perhaps more objec-
tivity, than the middle-aged reader. The ¢ompletion of the move-
ment from writer to reader allows llterapure to be a powerful,
intensely personal experience, .And. so” the highly subjective ap
proach_to literature seems not only logical but appropriate.

1 wl\m to lead my students to the point ghere they ganiuse
. ri -
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literature to learn about themselves and the larger world. Kafka
rematked that ‘‘a book should serve as the axe for the frozen sea
within us.” That same axe can be used to chip away at the percep-
tual rime which limits our view of the external world. ’

Teachers of the very persona.l' very subjective approach to liter-
ature have often been called self-serving and nonacademic. I have
repeated’to.my students the enjoinder to be objective, fo look at
Big Nurse as a symbol rather than as a person—hoping all the while
that they will come to be deeply offended by the oppression of
the human spirit which she symbolizes for me. I come to literature
because it touches me, speaks to me. My students may never have .
this experience if I deny them the power of their personal involvé-
ntent by demanding objectmty, expecting the humanistic values
expressed in literature to somehow rub off.

In this personal, subjective approach, literature can be llberatmg
m an idealistic, humanistic gense as well as in a pragmatlc political,
sense. It can be an.escape from the narrowness of the places in
which we all dwell.

On the personaj level, 1 want my students, through their involve-
ment with literature, to begin to understand tolerance, to concede
that other people may have perceptions of reality and live in
worlds that are different from their own, but which are still okay.
I wamt them to understand that they are not alone but still unique
by seeing the commohness of human problems and the variety of
responses to these problems. I want them to understand that not

all problems can be solved. .

Usiné Literature to Interpret Social Values

In a political sense, [ want to help my students extricate them-
selves .from the self-limiting definitions of their class-oriented live
_and values, and begin fo be aware of a world bigger than th
thought—and with more options. It is a-common experience while
teaching ‘“The Unknown Citizen” to reglize that many students so
completely accept the values which W. H. Auden is satirizing thats
they initially fail to detect the irony..The poem then becomes a
fine tool for exploring commonly accepted assumptions about
material possessions, technology, conformity, and individuality.
The woods are full of writérs who can shock readers out of their
complacency. and perhaps help them move from what things are
to what they might be.
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It seems to me that this is one of the most radical things that

tan be‘@dne in any education system, to help students break away
" from the self- and culturally-limiting definitions and to touch their
world with a compamonate and realistic sense of what can be
changed This is especially radical if we are dismayed at education
today as it creates individuals who fit comfortably into our fast-
moving, progress-oriented, scientifically based technocracy—indi-
viduals who don’t Qquestion, wnte poems, or make revolutions. I
see literature as jife pepfect vehicle to reawaken students to a sense
of their shared humahity. Literature is of human creation and as
such reflects the human condition in its squalorand in its beauty

If literature i8“{g centinue to be presented as an area of impor-
tant human conceém, then teachers of literature will have to shake
themselves loose from the traditional assumptions about how it
should be taught. My suggestions about the need to demvat.lf
literature, the role of the artLSt the creative process, and the suE)S
jective mode are offered not as a solution, but to provoke thought
about the teaching of literature to the students who arg in our
classrooms now. It is these students who must be touched by liter-
ature, who must find in literature the humanizing forces that we
claim aré there.
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Anoka-Ramsey Community Co}lege

Many writers in this collection argue that exposure to humanities
courses is vital for a!f students. Marsha Oliver makes the practical
observation that new students won’t awaken to the humanizing
possibilities of literature 1f the¥ refuse to.enroll in literature
courses. In her experience, weak readers will sign up for an elec-
tive class in popular fiction.,Such a course gives them the chance
to read material that tradltlonal students read before coming to
collegge and to raise their level of reading maturity so they can
appreciate and understand serious literature.
Y . o
Many two-yea: colleges have shlfted their onginai mission: where
formerly they prepared students for transfer to four-yea: institu- .
tions, they now offer them a marketable'skill. Often these colleges
began w1th traditional liberal arts requirements, but pressura from °
govemment funding agencies, state umvemtles, and comﬁlunltv
members forced them to limit their transfer courses and expane
‘thel'r two-year vocational programs. This situation occurs primarily
in open-door colleges serving low-income communities. Because
. economic survival is the most immediate concern of students at.
these schools, they are reluctant to enroll in courses which they
regard ags superfluous—courses for which they must pay tuition but
which are not directly related to future jobs.

Instructors in the vocational programs often sugpon:t the stu-
dents by lobbying for fewer humanities requirements, not wantmg
students to “waste’ their limited time _and mongy.on cgurses that
have no immediate practical return. The administration usually
accedes to the demands of the vocationat lobbyists,. rationalizing
that those who are really interested iri humaniiies classes will select
-them as electives. But this is often not the caée‘. particularly with
traditional literature courses; in colleges whers literature is no
longer required for graduation, clastes are often Qsappoi.ntingly
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smell. Because of past experiences with the “hlghbrow” tastes!of
English mmstructors, students decide not to enroll m elective colrses
that deal with serious fiction and poetry. They have sampled the
selected readings in the required freshmancomposition course and
have found them too abstract for their interest and reading level.

. In one midwestem college, for example, the instructors chose ta
teach Melville’s Billy Budd in their composition classeggiuring the
‘Vietnamn protest years, thinking students would find the conflict
between institutional authority and personal conscience “relevant.”

Only the teachers were aroused; the students fell asleep, co mplai,
ing that the story was boring, difficult, and depressing. As soor}.as
the literature requirement was waived they abandoned this ne%;- .
sary eXposure to the humanitie§ for more practical, “real world”
courses. Many left school with two-year degree certificates but no
courses in literasure, history, or philosophy.
In an attempt to atiract more students into literature classes,

some instructors Kave rearranged the material, hoping that perhaps
a thematic approach would be more appealing than the traditional
historical grouping. What they failed to realize is that no matter ,
how attractively serious or_mainstream.literature is packagéd—as =~
“Love Themes in Fiction,” or “Tortured Heroes in Drama apd
Poetry,” for instance—it still ,requirés a level of reading maturity
t.hat many students have not achieved, particularly those called

“new students” by Cross-(1971). She describes them as people
who have never been successful in school, whio feel intimi¥iated in
the classroom, and who are suspicious of ipforrffation that chal--
lenges their values. Few have ever read for pleasure, and most were
ratsed in environments where reading w i
members of the McLuhan generation, théy spent their formative °
years in front of the television set; now that they are'in college,
they often cut noen classes t0 watch soap 0peras on.the TV in the
student lounge. . .

Students entering private four-year colleges, in conirast, hav)e ’ / .

had more reading experience than their new-student peers, although
admittedly they read less than their pretelevisipn parents. They
enroll in college literature classes, ready at least to begin loakmg at
mainstream fletion because they have experienced the hormal
stages of reading development, commop to most educated pegple,
during childhood and adolescence. In the early grades hey read

. series. books about daring young detectives, athletes, ‘or orphans
and then movey to popular or category .f:ction with older heroes’

“and heromes, dunng jutiior high or high sch&ol ,while at t}e same .
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time starting on some of the classics. By college their reading gkill
has reached the point where they are comfortaisie with literary
devices such as allusions, flashbacks, or digressions—all puzzl g to
the new students in the two-year colleges who lack this background. g
The ability to appreciate and understand serious Titeraturé seems
to come after a person has had a wide exposure to agtion-filled
- plots, strong heroes and heroines, and the other ch ristics of
popular fiction. . b

" Popular Fiction as a Literary Option

Operating from thjs premise, some two-year college English instruc-
t0rs have considered offering courses in popular fiction to supply
the new students with this missing stage of gdolescent teading
development. But when they suggest revising fheir curriculim to
include courses whose material follows a predetermined formula—
_such as westerns, mysteries, or adventure storjes—their traditionally
educated colleagues and administrators oftep demur, despite assur.
-Ances that firstrate pobular works will be/studied—not books by
Mickey Spillane or Barbara Cartland. T feel that 'popular fic.
tion should not be taught at the. coltege level because it is not
intellectually demanding and is lacking in literary merit. Common
arguments parallel those of Perrine (1959), who states in the intro-
duction to Story and Structure that popular fiction is no¥an
' appropriate topic for college study because it offers the readdx
pleasire rat.her than a ‘‘keener awareness of what it is to be a -
. human being.’> He criticizes the sympathetic, action-filled plots,
' the reliance on suspense and gimmicks, and the fact that popular
«fiction slips “smoothly through the mind, requlrmg"ilttle mental
effort.” Worst of all, it gives the réader “superficial attitudes goward
life’” and “false concepts and false expectations of reality.”

These comments should- not deter English instructors from
teachmg popular fiction to the new students for two reasons.
First, Perrine’s arguments apply to students who presumably have
passed through the adolescent stage of literature appreciation; for
them, such a course would not be particularly challenging ‘or
worthwhile. The new students, on the other hand, didn’t learh of
Nancy Drew or the Hardy boys whtil they saw thgrﬁ on telévision, ®
Finishing a two-hundred-page mystery novel is a demanding task
for those with eighth-grade reading skills. Second, g¥od popular
fiction is not thé pap that Perrine makes it out to be, although it is

~




. e .
44 Marsha M. Oliver

written for a different pm}pose than serious literature. A popular
writer {ries to provide readers with a pleasurable escape from real-
ity, while a serious writer tries to give insight into reality. The best
examples of bath kinds of fiction usually acheve both goals, dif-
fering only in degree of subtlety. The literary merit of a popular
story or novel depends on how imaginatively the writer works with-
In the boundaries of certain conventions rather than on how crea-
tively he or she explores new territory. The best popular writers
transform stock characters, trife plots, and implausible situations
into something new and entertaining. Such writers vary old stereo-
types, invent ingenious twists to familiar plots, and create such a
rich fantasy world that the reader’s interest is sustained for long
periods of time. Serious writers work with the same basic material
but they are not limited by the demands of a formulaic convention,

#

-Stereotyped Characters

Stereotypical characters are an essential part of popular writing,
usually being too good or too bad to resemble real people;in con-
trast, serious writers-try to present characters who behave the way
humans really .dct in specific situations, Cawelti (1976) explains
that good popular writers vitalize the old stergotypes, “often add-
lng new elements, by showmg us some new and unexpected facet,
oFbyrelating them to other stereotypes in a particularly expressive

) eans of achieving thls vitalization is to invent con-

oe’s C. Auguste Dupin, has such a unique personality that
readers have been fascinated by him for decades. Holtmes is a masg-
ter of rational analysis, but he smokes opium, and once, in a burst
of patriotic passion, he uses his plstol to shoot the queen’s initials
.in the wall. é
An authop also can give significant touches of human complexlty
or frailty to a stereotyped figure, as Georges Simenon does with
Inspector Maigret. In the course of one investigation, Maigret feels
attracted to a forty-one-year-old alcoholic murderess. As he tries -
to understand his conflicting emotions, the reader gains at least
something of a “keener awareness, of what it is to be 8 human
being,” despite the fact that Maigret is cut from the same bolt as
Dupin and Holmes. .

+
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It isetrue that pldts in popular fiction are predJctable in contrast, '
choices made by the characters determine the plots of serious liter-
ature, regardless of whether these choices disappoint the readers’
wishes for a resolution or @ happy endihg. A'popular work is writ.
ten according to a formula that rgaders have found pleasing over
the years,/énd its success cannot be judged-by the originality of its
plot. The best; populdr writing teases its readers by threatehing to
break the fgi‘mulalc pattern and then reassures them by returning
to a fathiliar structure. The charm of formulaic literature comes
from the repetition of a formula, but in adifferent wayﬁhat makes
the der’s expected experience more intense—without ﬁmda-
mentdlly altering it.

Po; writers don’ t try to heighten their readers’ awareness of
reality gs do the writers of serious fiction. The best popular authors
present/a slightly remote, ideal world which the audience can still
accept{as having some conneétion with reality—similar to the “pn-
mary world”’ -mvented by authors of fantasies. Thé formula story

. creates its own field,of reference which relates to the readers’ pre-
vious familiarity with the formula itself instead of to their actual
experience with life. The result is to make t.hem less inclined to
measure the story in terms of their ordmary standards of plausi-
bility. If writers estabhsh a sugcessful imaginary” world, they can

- streteh the limits of plausibility and still retain eager reader accep-
tance. At the end of John Buchan’s The Thirty-Nine Steps, the

. readers are so enmeshed in his primary. warld that they barely
notice how unlikely. is the dfﬁccﬁe‘ry of the mysterious steps.
Works like the Sherlock Holmes stories or Gone with the Wind do

- contain stereotypical characters, unlikely situations, ang obsolete

themes and values; but they give readers pleasure, years after they
were written, because their fantasy world ig.s0 complete and inter-
esting,
The literary merit of popular flctlon, then, depends on how
™ imaginatively writers combine familiar mgredlen to take the
readcr away” from the real world, not on how creafi ively they in-
vent unusual characters and situations to take the reader more
deeply into reality. Al#ffough some may consider ‘popular fiction
as frivolous, good popular writing is composed of the same basic
elements mainstream literature, making it appropriate for intro-
ducing weak readers to elementary literary concepts and principles.
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Benefits of Popular Fiction .

% ]
Half of the students at the college where I teach are read.}ng at the
eighth-grade level or below, and almost all ¢f them’woulg’be called
_new students by Cross. We have successfully taught coyfses in pop-
ular fiction to these students and we find that they ¢an understand”
conetpts such as conflict, character, plot, suspense, D ink of view,
and style when they discuss them in refation to apook they can™
_actually read. They soon realize how much more satisfyinga com-
plex“character is than a flat one when they commpare the characters’
in Agatha Christie’s Murder on the Orient Express w1th those.in
Dorothy Sayers's Gaudy Night. . -
In addition -to giving the new students a foundation on thch
they can eventually build an appreciation of serious literature, a
course in popular fiction answers many of their personal needs.
Vocationally oriented people who have previousty mret-with- litthe
academic success usually hesitate to sign up for one of these classes;
-but if we assure theém that’ they 'will be able to do the work, and -
tempt them with tidbits from the assigned readings (corpses stuffed
up chimneys, afid so on), they agree to try it for a few days. Once
" in the classroom, they are surprised that they can reagf the books
and comment on them intelligently. Their confidence increases as
they discover that they do have some criticaPjudgment and that
they can distinguish between hack work and good wtiting. When
they read that Lord Peter Wimsey {in Murder Must. Advertise) dives
from the top of a high fountain into a shallow pool and emerges
unscathed, they are able to discuss the limits of plausibility. They
have no problem in undérstanding the importanee of setting and
its relation to stispense when they read about Grimpen Mire in The
Hound of the Baskervilles. They notice the sentirpentality in gothic
romsknces. As their confidence grows, their hastility toward “lm
prittical” intellectual activities decreases.
.Reading and discussing popular fiction also sharpens their
" to think critically; a8 students identify the conventional
. plistic values often present in pepular writing, they learn og-
nize and evaluate their own assumptions. For exampl®¥ many
" ’books provide opportunities for discussing sex role stereotypes.
" Students can analyza-masculinity as presented in hard-boiled de-
! tective novels angh then decide whether a “‘real ntan” actulilly isa
hard-drinking, hgkd-fighting, emotionally uninvolved lonér. Gothic
romances present an excellent chance to dlscuss a woman’s role in
society.(The gothlc conveniion demands that the heroine be a

.
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‘poor, passwe’ friendless girl who fears shedsn’t pretty (but she 13)
She has few redeeming features, being ordinary, poorly educated,
and characterless—but she Is good with children. Same of our
mature women students identified with this passive herdlne at the
.start of one mystery course, haying read endless variations of the
gothic formula in their spare time. But after discussing a gothi
tomance in class, they realized how they differed from this ch
* acter, particulaily since they ‘had made-the independent decision
to attend college'and perheps prepare for a career.
Some students are able to make the leap to serious fiction after.
\ they understand how it differs from popular writing, if they don’t
feel threatened by aesthetic values different from their ‘own. At
.,y school, traditional'classes in"poetry, short story, and Amencan
' literature averaged about six students each during one spring term
’several years ago. After we began offering courses in popular fic-
tion, enroliment in $Hese classes increased, and insfSring 1977 each
of these subjects rew about twenty-five s nts. Roughly one-
thn'd of those in the so-galled traditional courses Had previously
taken a class iff popular fiction, People who formerly would never
have chosen even-one literature elective are now taking two. *
These resilits suggest that it is unrealistic to expect pragmatic
students ,yith weak reading skills ﬁo choose a course that :examines
the works of James, Conrad, or Melville. We should take into ac-
count their level of reading maturity by providing them with the
chance to experience the adolescent stage of literary appreciation.
We aren’t serving the needs of all our students if we limit oyk liter-
-ature offerings to traditional courses that dttract only a g?,people
each.term. Even if these new students have enrolled in gbllege pri-
marily to iniprove their chances in the job market, Weshould entice
_them into couyses that expose them to a more creative and human-
izing altemative for their leisure hours than watching television.
" Popular fiction, possessing its own kind of literary -méfit, is one °
way, to introduce inexperienced réaders to the pleasures of escape
fibtion Some will gain the confidence and conceptual understand-
ing necessary to advance to mamstream hterature and the adult
level of rea;jmg maturity.

¥




6 Characteristics of Contempofary
Native American Literature *

Craig Lesley
Clackamas Community College

Craig Lesley's essay reflects Susan Blau's idea that 6& effective
approach tg: literature’ includes a study of the writer and the °
world in whick he or she lives. This approach is particularly per-
tinent to the study of Native American literature. The perceptions
and values of Native Americans differ from those of Anglos bet
cause of the many differences between the two cultures. There.
fore, a proper investigation of Native American literature neces.
) sanly includes some understanding of the Native Americdn’s world
.. view, Lesley also suggests that the Process of studying Native .
« * American'literature and eulture will énable Anglos to gain another °
“perspective from which to evaluate their own ldeas- of the way -
thmgs are.

— ,

A

-

" When N, Scott Momaday was awarded the Pulitzer Prize in 1969
for House Made of Dawn, contemporary Native American htera-
ture gained natlona.l fecognition. The excellent Indian anthologles
and novels published since Momaday's work demonstrate that
Native American literature continues to be a major llterary force.
Nonethgless, many readers 5‘glam puzzled-about the néw Indian
writers bedause their wo ol be explicated fully accbrding
to familiar literary criteria. | :

This bewilderment décreases if readers bear in mind that: the
Indian writer’s perceptions, values, and culture are different from,
those familiar to the~ssglo. Once these differences are ascounted
for, wé can better undérstand contemporary Indian writing.- -

By studymg Natwe Americar literature we learn that there are
other ways of percemn g, other values operatmg, in the process,\we
inerease our understanding of the Native American’s perceptions
and values. We also gain another perspective from whlch to view
our own idea of the}@z}h{ngs are.




 Craig Lesley )

- Importance c:_f_& Land o .
——

An mvestlgatloﬁ of cont.empe Natlve Amerjcan writing reveals
the close relationship between the Writer’s work and%d Na-
t.lve Americans understand themselves in relation to.the lan
There is reciprocity between the Native American and the'land, &
part1c1patlon of the Indian in-the landscape. This strong connec-
tion is yeadily apparent in most works bg contemporary Native
‘American authors. Momaday explains, ‘“Man understands hnnsglf
in relation to the free over here and the mountain over here and
the river and naturally operates out of that environment, operates*
immediately out of it.... Man understands that he‘is dbligated
in_certain ways to the landscape, that he is responsible for it, that
he shares in the spirit of place” (“A Conversation with N. Scott
Momaday,” 1976, p. 19).

Leslie ‘Silko, a Laguna Pueblo writer, demon’strates an. under-
standing of Momaday's concept as she explains, ‘I grew up at La-
guna Pueblo. . . . This place that [ am from iseverything [am asa
writer and human being.”” She understands also Momaday’s discus-
sion of man’s relatiomtoatrez-ora Mountain. In the introduetion

~to her book Laguna Woman (1974), Silko describes her great»
»grandmother’s place at Laguna and the large cottonwood tree
.there. In her shog story “The Man to Send Rain Clomds, Silko
uses the cottonwood as a focal point: “They found him under a
big cottonwood tree. His Levi Jacket and pants wére:faded a light-
blue-so that he had been easy t d. The big cottonwood tree
stood apart froth a small grove™of winterbaré cottonwoods which
grew in the wide; sandy arroyo’’ (Rosen, 1974, p. 3).

. ) .«
“*  Search for the Center

L)
8

This close relationship to'the land enables Native Americans to
have a-sense of a “‘center,” a place where they helong. Frequently,
the center is pictured as a hoop. In “‘The Great Vislon” chapter of
Black Elk Speaks (Whardt, 1981); the Oglala Sioux holy man re-
«wveals the significance of the center When’he recalls the Voice which
. told him in his ysuth, “‘Behold the circle of the nation's hoop, for -
it is holy, being ‘endless, .and thits all powers shall be one power in
the people withoyt end” (p. 35). At the conclusion of his work,
after assessing the slaughter-at.Wounded Knee, Black Ektates,
“And [, to whom so gr,eat a_vision wa&gwe‘fﬁh‘my“ th usee
. menowa pltlfu] old man who has done nothmg, r th jon’s .
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_ Hoop is broken and scat _-
* thesacred tree is dead” {p. 2 B
In splte of Black Elk’s disillusionment, the idea of the center
remging an integral part of Native Ameribﬂn\‘@;ception and a
actesistic of their literature. If, as many have noted, t.he"
fe HE 'terature is t.he search for the self
" *  the country of the sélf;
center. Much of contempora
press the reality of the center a.nd to®
center. .

Silko’s novel Ceremony (1977) traces the attemptso Y6
_Indian World War.iI veteran, to regain health and mental ethb-
rivim_after his discharge and return to the Southwest. A contempo-
rary medicinme-man finally counteracts the illness with a ceremony
desigried fo return Tayo's-awareness of the center. The main image
of this ceremony is the hoop The medicine man chants(p. 143):

-1 will brim! you through my hoop, .
mmz”‘ FIESEEL DTN I IEEiNTToeme
.‘ v F
Retum to Iong life and happiness agam. ... .

After the ceremony, has beentperformed Tayo regains hlshealt.h
liis awareness of the center and his. relationship to his land: “The
magnetism of the cefter spread over him smoothly like rainwater
down his neck and shoulders; the vacant cool sensation glided
over the pain like feather-down wings. It was pulling him back,
— close to the earth, where the core was cool and sﬂent as mountain
—sbone, ...” (p 201). .
Momaday E‘Ho&se_Mad_giD wn (1968) also includes a passage
that expresses the importance ¥ the center an relatio tath\
land. His speeker, Abel, remembers: “‘And that night your g'rand- S«
father. . . told you stories in the firelight. And you were little and =~
right there in the center of everything, the sacred mountains, the “
snow-covered mountaing and the hills, the gullies and the flats, the
sundown and the night, everything—where you were llttle, where
you were and had to be” (p. 157). -
Abel’s closeness to the 2 center depends-en-his ties with the land.
tat closéness: is enhanced by the presence of his grandfather.
. Relativeg: clan membets, adopted families, tribal elders, and medi."
cine men all give the individual a sense-ofglace in the tribak sys-
« tem, but the influence of the grandpa.rents or great-grandparents is
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frequently the most imporfant. ‘Silko’s latid’nship with her
gregtygrandmother indicates-this importance:s! y mother had to
work, so I spent most of my timg with my great-grandmfi, follow-

her around her yard while she watered the holly-hocks and
blug~morning glories. When 1 got older I carried the coalbucket
inside for.her. Her name was Maria Anaya and she was born in
Paguate vilia orth of Old Laguna . She togkTare of me and

my sisters and she d us about how things Te when she was a
little gir” (Silko, 1974, pp. 84-35). -

lationship to th P‘ I ‘ B
Relationsiip to the Past .

f \\ ; LI %

“The closeness of Native Americans to their grandparents, great-
grandparents, or great-great-grandparents suggests another part of
the Indian’s perception that makes the center approachable. The-
Indiap writer works out of a concept of tine that is cyclidal rather
than linear. TFhis involves a concentric continuity whereby the
speaker becomes closer to the future (and. the past) rather than
furfher removed. Momaday. (“‘A Conversation with N. Scott Mom-
aday,” 1976) expresses the Indian’s relation to heritage and time
as follows:

. -
I think the storyteller in Indian tradition understands that he is
dealing in something that is timeless, He has a sense of its projec- *
tion into the past. And jt’s an unlimited kmd of projection. I am

speaking, I am telling a story, I am doin hing that my
fathel’s father s fathel’s father's fdther’s fatfer’s father did. That
kind of ‘wrderstanding of the past ang-of a continuity in the
human voice i3 2 real element in the oral tradition. And it Eoes

forward In the same way. 1 am here and what I arn dolng is back
here and it will be here. (p. 21) -

In House Meade of Dawn, Momaday uses three distinct narratwe '
voices to emphasize a sense of continuity and:closeness with thé
past. A mythical voice describes the rituals and the Native Ameri-
can’s relation, to the land. A hj toncal vopice records the life of
Abel’s grandfather. A contempofr indicates the protagon-
ist’s (Abel’s) perceptions. By interwdaving the three voices, Mom-

aday demonstrates; the integral dynarhic relatlonshlps between
Abel and.hi# heritage 4nd tribal history. ; -

Because Native Amencan writers understa(ld that they are a

part of the past and the past is part of them, they may merge then'

) . ’ ices with voices from the past. One example occurs whe : .
mwmpomry Quapaw Cherokee; takes on the voice of
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White Antelope-in his poem /Sand Creek.” White Antelope, a

Cheyenne chief who Was slaughtered in the Sand Creek massacre,
reportedly folded his arms and sang his death chant “Nothing lives
long/Only the earth and the mountain” until he was shot down by

1

the advahcing cavalry, Ballard (Rosen, 1975, p. 123) integrates (
that chaht with his Poem as his voice and the voice of a kristorical
figure become one:

And on this day too old to ran am I

-mﬁmm arHoVED DU 70 COPYRICET ROSTRICIIONS
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White Antelopeismy name S L

d

The Indian culture -is based on the lan'd, the tribe, and the past.

. Each ¢ butes to the Native American’s sense of self and close

relation toQe center. Contemporary dndian writers’ awareness of*
the center and, their belief in their culture save them, from the
esfrangement and bewildérment that permeate the works of their
Anglo gounterparts—~what Theodore Roszak terms “the dispiriting
conviction of cosmic absurdity.” While Anglo writers find them-

> elves in conflict with their disintegrating pulture; where technol-

-

' " f. L]
-.\1:»,it§emess toward White Culture el

ogy and shifting values ¢onstantly erode the sensge of self, Native
American writers embrace their culture and strengthen the self in

the process. - e e /3; .
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"Although contemporary Native American literature lacks & voice

that expresses ahenatpn toward Indian culture, it: contams many
voices that express®an aliehation toward the white culture, “the
wotld of stalking white men” according to the unnamed spesker
of Welch’s Winter in the Blood. The bitteress, hostility,” and

L

, estrangement of many Native American voices indicate that In-

dians feel a moraily and spiritually inferior culture has encroached
upon their own.

* Anita Probst’s poem “Manifest Destiny” (Nlatum, 1975, p. 163}
expresses her anger for the.intruding white culture: R

A
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and he Has yet to'live. :

P

The images of “red sand”’ and “river flowers’’ and the actions of
climbing the rooizs and smiling at the stars establish the speaker’s
close relationship to the natural world. The man who says that
Indians don’t know how to save and the allusion to buffalo slaugh- .
ter suggest the white'man’s lack of sensitivity toward and exploita-
tion of the natural world. A more personal exploitation, probably
a sexual one, can béiinferred from the brown! skin hanging on the
wall and the reference to white men mounting trophies. Although
brief, the poem effectively expresses a principal conflict between
two cultures, The Indian respects and lives in harmohy with-nature.
The white man.conguers and exploifs nature; n addition, e ex-
ploits the Indian—in both general and specific situations.

One method of exploitatian involved introducing Indians te”
alcohol, then acquiring their goods. The current effects of Indian
»alcohd) abuse are-all too evident. The poem “Eclipse” (Niatum,
1975, p. 178) exemplifies Probst’s general bitterness toward the
. white man’s drink. In addition, it illustrates a personal loss of love
" _through the effects of alcohol: y '

* Rlack Wolf, naked night-hunter“

bl
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Once you said it was-in my eyes.
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Through the effects of alcohol, the oncg sensitive lover has become
a snarling, crawling beast. James Welch’s poem “D-Y Bar” (Niatum,
1975, p. 250} contains similar imagery of man degraded mto
ammal .

»

In stunted light, Bear Child tells a story

3

MATERTAL REMOVED 5UZ 70 CCP‘!‘)TGHT RESTRI- - %

he balances & nickel on his nose.

The Native American writer understands that, too frequently,
overuse of alcohol results in death. The unnamed spesker of -
Welch’s Winter in the Blood (1974) lives with the nightmare mem-
ory of his father-freezing {o death after getting drunk in a white

* man’s bar and driving$f the road. Although th@speaker frequents
bars #3 his father did, eventually he rejeéts their corrosive influ-
encé: “I had had enough of Havre, enough of town, of walking
home hung over, beaten up, or both 1 had had enough of the
‘people, thq bartenders, the bars .. .

" The titles of A. K. Redwing’s poems are sufficient to express his
alienation from and contempt for the white culture. Some exam-
ples include “Chrome Babies Eating Chocolate Snowmen,” ‘Two
Hookers,” “Written in Unbridled Repugnance Near Sioux Falis,
Alabama—Apnl 30 1974,” and “A Lost Mohican Visits Hell’s
Kitchen.> —_ -

A Vietnam ve;,eran, Redwmg frequently points an accusatory
finger at the white political- mllltary establishmdnts (Rosen,. 197 5):

- Clarence Shortbull died.
by a finger from Washington (p. 134)

. P
and another example: .

£
-

A group ?'fng%uring politictans is shown melaborate
s — - Y
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In deploring racism, Redwing concludes:

Bronze statues of ancient tavist3

*

Pl -
"RETERTAT RENOVED BUE T0 COPYRIGET FLCTRICTIONS
Co Adam‘eeps. . .. (pp. 137-138) i

Belief in the Power of Words

Although alienated -and angered by the white culture, Probst,
Welch, Redwing, and other contemporary "Indian writers are hot
content to express criticism of the way things are. Their words are *
intended to bring about a changé, to iiprove the way thmgs are.
In corfmenting about her work Ceremony (1977), Silko indicates
the force behind Indian wntmg “This novel is essentially about
the powers inherent in the proeess of storytelling. . . I'Teel the
power that the stories still have to bring us together, espec:ally
when there is loss and grief.” Silko’s novel (1977, p. 2) includes a
poem, alsp entitled “Ceremony,” which further emphasizes the

power of the story
I mll tell you something about stories,

v

/
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if you don't have the stories.

For the Indian, the word is powerful and sacred. It is powerful
enough to change reality. In the introduction to American Indian
Prose and Poetry, Margot Astrov explainé that the word is “the
dirdcting agency that stands powerfully behind every ‘domg,”_,’

. “the reality above all tangible reality” (p. 15). B. L. Whorf’s sfu-g
dies~among tHe Hopis indicate that these people believe thought
can “determine and direct reality.” The com plant serves to illus-
trate: “By concentrating his thoughts on the corn plant, {the
Hopi] feels he ¢an influence its growth and maturation” (Astrov,
1972, p. 20}. In a similar, fashion, Crazy Horse dreamed and sang
himself Into'what he felt was another state of consciousness, into
andither reality. Today, the Indian writer intends to direct his

* . words to effect a change. .
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Because the Word ; is so powerful for Native Amencans, they feel
- a strong responsibility to use it properly. An ancient song of the
. Navajo priests reveals the priests’ belief in a self within the self, a
kind of conscience that ensures the proper use of language (Astrov, !
1972, p. 15): .

That standing within me
Which speaks with me
Some of these things are alwayslooking at me.
1am never out of sight. -
* Therefore I must tell the truth.
+  Thold my word tight to my breast.

.

feels exists between humans and.language. Momaday refers tg/this -
relationship in “A Conversation with N. Scott Momaday” (1978).
, +«He maintains that “maglc and the idea of magic, is very highly -~
- developed .. . It is everywhere. . .. [The Native Amencan iter]
is aware of its power. He understands that by exerting the/ /force of ~¢ =
language on the physical world, he can bring about actual change. -
And thatls a marvelous attitude. It insures that people use language
responsibly”’ (p. 20). *
Henry R‘éalbu‘d 4 Crow from Mdntana, adds anotherdlmefmon .
, According to him, serious language among the Crows is referr
. as “real talk.” Much of real talk reveals the wisdom of the Gre
Spirit, and may come to0 humans from othér humans, dreams,
—+———ghosts-ot-animals, Real talk is intended_to_lead or instruct men,”
) and it is never false. If humans hear real talk and ignore it, they
may suffer the conséqueiices since it was intended for their instruc- )
tion. The leaders in the village—the respected elders, chiefs, and
medicit}e mepare ones who understand and listeh to real talk.
' Because Indiaps know the power of words and because they feel
an bligation to use language responsibly, one can infer that Native .
American w\ter& would not use language to lie, betray, trick, or
+ s« coVer up. Momaday suggests that. the Indian writer is basically
honest when. he explains, “You know we have a stereotype of the
Indian who speaks the truth, the white man who speaks with the
forked tongue. ... There'is, a basis to the assumption that in an
ral culture one deals in the truth, One has a higher vegdrd for
guage; one tends to take it more seriously. One tends to have a
better understanding of-what can happen to him if he uses it care- :
lessly, if he abuses if” (“A Conversation with N. Scott Momaday,” -
1976, p. 21) .

T 1
This song emphasizes the moral relationship, which the Igf
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The Indign writer’s closeness to hature and sensntmtv for 1e- -«
sponsible use of language result in the use of ‘metaphors derived
from natural objects, from observations of natural phenomena.
Indian names frequently suggest this closeness and responsibility,
For example, Henry Realbird’s refatives were ptlrposefullv named,

* as he explainsin a composition he wrote for a college class:

+

My mother’s name, Cow-Necklace, was given to her by 2 clan
uncle, Bird Horse. Working as a cowboy, Bird Horse observed that
cows with bells around their necks were more trustworthy and
dépendable ‘than the rest of the lot. By gmqgmy other the
name, he was wisling she too would he a nice and trustworthy
. person.
) My -father has two names. His flrst name, Horse-Catching-Up,
is his childhood name. This is a name given to him by his great- "’
grandfather, Mediciné Crow. Medicine Crow had a dream in
which an old mare was talking to her colt and said, “Horge-.
Catching-Up.” The name means that there are colfs every year to
the extent that they are all close together age-wise. This denotes
the ease and g00d fortune of the old mare to foal every year with
no real problems. Medicine Crow hoped that my father, too,
would feag a life of ease and good fortune.
Then returning from World WaF 31 my father was given t
. name Bird Shirt, 8 name of his clan. [t is customary for a male to
change to an adult name after the {irst. participation in a warpar- -
ty. The parent3, along with the claii uncles, are the proper persons
to handle the transfer Of a particular name change. Names like
‘this one stay in the clan but they are'transferved from one meni-
ber to0 another as the need arises. It is not unusual for ah mdivid-
ual to acquire several names in his lite. In some instances, a per-
-xson’s name is changed 1f he 15 having difficuity in life. The new
, name will help hym find himself. .., e
. Henry's explanation indicates the-closeness of the Indians to
JReir names.and to theif environment. In addition, it suggests that
a change in name can bring about a change in fortune, attitude, or
persoriality. This echoes the.idea that words can change the way
things are and offers another reason why the Native American
chooses to use words in a responsible manner.
Indian writets frequently use metaphors taken from nattre. In
her poem “Red Rock Céremonies” (Niatum, 1975, p, 164), Anita

Probst demonstrates an ability to create striking natural metaphors:

With low thunder, with red bushes smaoth . *

L BETERTAL TaTrn 0 et e en
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brushirigr the star-tasseled-dawn from her lap. o
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Here, the natural metaphors include “‘red bushes smooth as water
stones,” *“blue-arrowed rain” with its *‘dark feathers,”” “obsidian
eyes,” and .“star-tasseled dawn.” Probst’s notable personification
of the desert as a maiden who brushes “the star-tasseled dawn from
her lap"* reinforces the closeness oY the Indian to the natural world.
At times, Indian writers furfher emphasize that closeness in pas-
sages where the speaker merges personal identity with an object or
ammal from the natural world Examples are abundantbut some
are particularly memorable. In her poem ““Indian Song: Survival”

(Rosen, 1975, p. 25), Silko writes: :
taste mre. P \

T l‘\‘q 4-\\ rA‘.- ol
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rurfmng on the edge of the rainbow.

Nevertheless, it oper}ates in contemporary Indian writing.

In an ofal story, ,we recognize silence as an mherent part of the

story. 'Stlence may be used dramatlcally to bufld suspense, or it

___may.pnoude_aop which the imagination of the lis-

+ "tener gcan work.,/But in a written story 6r poem, silence and, the

importance of jiat silence are more difficult to"app . Inspite

of that difficulty, Charles Ballard, in speaking of 1ndjdrliterature,

encourages readento listen to the silence and what it is saying.

In part, the silence indicates the complex and highly personal

relati p, Indian writers have to their heritage and their soc;ety

This - mlo/nshlp cannot always be expressed in words. It is to be
felt, sensef intuited.

_ The silence of contemporary Native American literature also is
one manifestation of the awesome silence that reflects the mystenr
of the ¥ndian culwre a.mystery that by its very nature denies ex-

. pressx . At times the {ndian’s approach to this mystery is through
ntual;or cgremony; bt the concept itself defies artlcula on. To
- makg a comparlsoq with a concept from our own culture, w ight
teflect on the vanety and intensity of feelings that are lumped to,
" gether as love, Often love 1s best(gucpressed m‘__r_l_grlverbal ways., ’ "

P
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In addmon, the silence arises frqm the Indian’s sense of ¢onti-
nuity and the unity of all things. agine for a moment a great
moving wheel that is touchmg the heavens and the earth. Imagine
further that the wheel contains the mystery of creation as well as
the ceremrony, rifual, and “real talk™ necessary to instruct humahns
and unify them with all creation. Only a section of the wheel
touches the earth at a given time. Yet there is a certainty, given
the cyclical movement of the wheel, that all sections will touch (or
indeed have touched) at some time. We may infer from this that
much is already known or much is to be known. In addition, much
will be expressed through ritual and ceremony. .
“Finally, there is the power of the wards themselves, and the In-
dian’s desire to use them in a responsible manner. Those with a
profound respect for words do not want to use them foolishly or
unnecessarily. Indian writersgtend to use few words; much of the

intensity of their literature dWhves from this économy. Underlying.

this economy is the wisdom of knowing which words to use. At
times a few will do when many will not. Underlying it also is the
knowledge that much is already known. As the Papago singer says,
“The song is short because we know so, much,” In the silence, it
seems to me, there is the certainty that much has gone before and
much is yet to come—the certamty of unity. Moreover, the silence -
affords the poetical lmagl.natlon and the mythological understand- °
ing a chance to operate. The silence, in other words, invites the
reader as listener to become a paxticlpant in the Indian writer’s

work and world.

*
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Can James Dohertys ideal of egalitarlan education survive in the
mundane context of required coyrses, tracking systems, and place-
ment examinations? Péter Petersen suggests that it can. Acknowl-
edging the inherent problems of a so-called remedial English
course, he presents an approach o writing that builds upon the
students’ strengths. Although the essay deals with an unusual
subject .matter, there are' a number of general suggestions that
may be useful for teachers who have no particular interest in
folklore.

.
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In “Three Ways of Looking at an Open Door,” James Poherty pro:
poses that the *new student” be educated as a per o rather than
asw plumber. Although T agree with the proposal, I'seé two imme-__
——~diate ob"ﬁcles thHe ¢olleges and the stuTnts Even if community
colleges were willing to give all students the benefits of a liberal
" education, many .of the students would be unwilling to accept
then).
The English teacher whcvls committed fo egalitariin education
begins with several handicaps. At this time most tommunity col- "~
. leges still require stidents to take basic English courses. Theyation-
, ale *for the requirement is simply that students will avoid Erglish
if they possibly can. Most schools use some kind of test to deter-
mine whicll English course a student must take. The inevitable
result of the placement ritual is.a group of English classes made up
almost entirely of the new students. Although school officials give N
these coumes titles such as “Fundamentals of Commumcatlog or
“Communication Workshop,” the stiidents themselves are more *.
dn‘ect They call the class “Bonehead English,” and they resent
. being there,
The classroom is constructed incorrectly: there are not enough
seats in the back row. The new students want to sit as far from the
L]
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teacher as possnble,%ck)' disappear, to get through the ordeal with a
minimum of pain, They know what happens.in an English class.
Students write papers:about subjects that dons't matter, and the
teacher makes red marks on the papers. Whatever the red marks;
5ay makes little di{fex’éﬁé{—nebody reads them anyway. But th
marks” themselves seem to be a special, coded language which,
loosely translated, says, “You’'re dumb.’

As veterans of English-class wars, these students have elaborate
defenses agamst the humiliation that English ¢thss entails. The sim-
plest form of defense 15 passive resistance. If you don’tdo anything
?u are 1n little danger,pd’.’Being embarrassed. The teacher may
‘tnake you feel lazy, but feeling lazy is preferable to feelmgstupid.

Another line of defense, more practical in that the studentmay
pass the course, is to reverssthe humiliation. Instead of allowipg
"~ the teacher to make a fool of you as a student, you makea foolg

the teacher. A few daring individuals will do this overtly, making
ill-timed jokes or asking irrelevant questions. For most students,
however, the reversal of humiliation is a private matter. Simply
‘decide that the teacher and the subject are ridiculous; then_you
can do the assignments and not be affected by the grades or com-
* ments because you know that the whole t&n%isean exercise in
iocy. Figure out what the teacher wants—w het
or wide miargins—and give it to him or her.

All the defenses have in common a lack of mvolvement. When
students become, involved, they run the risk of being burned, and
these new students have been burned too often.

The situation for the English teacher is not totally hopeless.
Any approach*that includes common sense and’common courtesy
will .draw some of the students out from behind.their protective
barriers. As the semester*progressek, some students will even pay
the teacher what they conceiwve to be the ultimate comphment
“You're not really hike an English teacher.”

Partial success is no mefin accomplishment. Certamly it is ali
that most Institutions expect. Cne dean of instruction used to jus-
tify overloadmg remedial classes by telling us, “Half of them wnll
be gone in four weeks anyway.”

r it is sinoerity

Folklore as an Aia to Teaching

- )
But partial success 1s hard to live with, and anyone who works -
with the new students soon searches for ways to 1mprove the Qdds.
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My present approach is to abahdon conventional reading and exer-
cise material and to use folklore as a basis for the class, This ap-

proack is founded gifon one of the truisms®of teaching. I begin
" with the students’ strength—their ability fo use speech—and use
-that ability as a starting point for further work. Q

Providing a satisfactory definition of folklore is difficult. In sind-
ple terms, folklore is traditional material passed from one person’
to another by informal means. One person tells ariother something;
onée person shows another how to do something. It may be ariddle,
. the way to play a game;’a song, an elaborate fairy tale, a proverb,
a joke, a way to make something. In the more precise.wdrds of
Jan Bryrivand, “Folklore is passed on by word of mouth or exam-
ple in traditiomal forms that are constantly clranging within some
group of people who share one @ more common traits, suc? as
occupation, age, ethnic background; religion, or place of resi-
dence.” The groUps within which folklore is circulated are called
folk groups and are not exclusive. Each person is a member of
. many folk groups.

For the studentg, the most remarkablé thingfabout studying
folklore is That I:hey have something to contrlbutet..,Each student

has a personal repertoire of folk materials that is different from all
others. No one else has heard grandfather muttey, “Foresight beats
hindsight_by™a damn sight.” No on’e/élse has had to experience
Aunt Ethel’s lemonade and honey remedy. Students are conscious
of only a small part of their personal repertoire, but will recall
many ‘more items while listening to other people’s materials.

The Oral Collection Session

A collection’ 8 ssion is often chaotic, as forgotten materials sud-
denly emerge faster than they can be recorded. One student’s
story abput the drunkard who falls into an.open{{rave jars the -
memories of the listeners: ““I heard that one, but there were two
guys,” “I heard one like that except...” “I heard one about
these two kids in a gyeyard.” Each student s contribution is im-
portant, both as an addition to the collection and as a stimulus for
the others. The teacher is only one membg of the group, with
contributions no more lmportagt than those &f any other member,
. Contrast this kind of session’ With a class meeting in which the

students are t¢ discuss an assigned story or essay. Ih this instance
_the students suspect, probably correctly, that the teacher already
knows more about the piece than they will ever know. No matter

T
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what they say about the work, the teacher will leam little, and-
each studéent comment will be treated as a right or wrong answer,

The comparison is unfair and oversimplified, but I am concerned
with stadent perception rather than absolute accuracy. In thé col-
lection session, no pne is being judged. The class members are sim-
ply working together to compile materlals Free from any threat
of humiliation #nd having something to contribute that no one else
can, the student is in the unfamiliar bul very comfortable position
of feeling significant in the classroom:.

The élass can be studentcentered in another rdspect. It would
be impossible, n one semester, to study all 6f the areas included in
the broad field of folklore. Recogmzmg that there is no obligation
to cover the entire field, the teapher is free to et the students ex-
plore whatever interests them. A class may concentrate upon
hortor stories gr children’s games with equally valuable results,

It is not always easy to predict which segments of folklore will
interest a class or-whjch will offer the richest ‘possibilities for dise

ire, clrawn up ‘with the particular region in
inhd, wil) often help the class decide upon direction. Because at
- — ——=.. —this-peint [-am interested only- m—genefal trends, [ prefer a f6Tmat
that calls for one-word responses: none, some, many. The form
might contain such standard items as these:

.

Do yougmow any stories about place names in this area?

Do you remember hearing of cures (oth.e.l' ‘than Jommerc;al
medicines) for colds,” h2adaches, hiccoughs, a:thrms or any
other diseases or discomforts? -7

"Do you remember any stones about college that
in high school? - :

Do you remember any ghost stories or frlgh,tem_ngtﬂ %%Eat j_
were told around campfires at pa}Z’na partiles‘, orothe sﬁoh
occasions? . LAY SRS —

Der\ou know any parod-ies (lmﬁlons that. make‘ .ft;l*n-of B
the original) of nursery rhymes ¢r commeroals‘? IE’xampie'-
“Mary had a littletamb. The docfor famt?ed M-

‘_‘—

These general quesii:ns ‘can be up‘plementqd vJ‘th more speclfic

questions about local phenomena. For example,. irrfﬂlo northern .
Califomia area’ where [ teach, students wouldsbe! ‘asket&io regall
stories about Jost mines, Bigfoot, the Lemdhians; gr ée
dictéd disasters such as the collapse of-Shasta Dam—er.iahg émj‘?tmn -e R
of Mount Lassen. e “'*“‘* -
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The same information could. be gat.herea. witholit a question-

* naire, but the operation would be time-consuming. Whatever loss
of spontanéity results from the polling system is made up by the
clearer- direction the class can take. Also, the questions tend to
pique the students’ curiosity, and the process often has to be inter-
rupted long enough-for someone to explain who the Lemurians are.

Developing Awareness of Differing Value Systems

When the class begins to share métenals on a subject, inevitahbly
ther@-ugl be contradictions. The same mtne will be located in two
" different mountain ranges; the same feat will be ascribed to differ--
ent men; two entirely different ahdegually pl‘ﬂuslble stories wijl
* account for a town’s name. It is crucial that no judgment be made.
The students are compiling what they have heard, and the only
right answer i5'a corréct account of what was told.
This folkloric ‘approach tfeats.all groups with respect. The pur- .
pose is to study what "exists, not to judge or to change. For the
new students, this approach is valuable. The term culturaily de-
6rivell, often applied to these students, is theaningless'to the folk-

K lqpst except as an example of ethnocentrism. Culturally deprived
sisnply means a lack of the elements that’exmt in the cuiture of the
one who applies the term.

We are all ethnocentric, of course, and there is SOme value in
allowing people to recognize their biases. A quicklway to do this is
to encourage a class to talk about Christmas or birthday rituals. As
the Christmas Eve present-operfers begin to gang up on those who
wait until Christmas moming, with the compromisers {one present

_the night before) feaning back in their chairs, the students are
learning that there are other equally valid ways of doing and look-
ing at things. They also will be learning that their first reaction to
these other equally valid ways is often negative. Becoming aware
of ethnocentrism is the first step toward tolerance. Students begin
to understand bdth their reactions to things that are different and
other people’s reactions to their different ways. .

A more complex form of olerance dévelops out of the study of
fo ﬂdgre. As a class studies'i dividual items (i.e., a story about an
interfering mother-in-law or a method for water witching), one
question contmug'ally recurs: What value does this item have for
the people who circulate it? Or, more briefly, why is this told? -
Often there is ng single clear answer, but the qliestion of value will
come up‘again, as it should. If an item hasno- vahle to afolk group,

it will be forgotten or cHanged.
%
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The funélon of a specific itet may be stralghtforward A stan-
*dardized greeting may ¢onfirm one’s place in the group. A proverb
may lend the authority of tradition to an otherwise bland state-

- % ment. A Joke may confirm a shared prejudice or anxiety. A story

-‘.

[

may teach a lesson. Like ot jer types of communication, however,
folklore often works on several levels at once.

When [ attended a' ruralecommunity eéllege, | heard several .
vanants of the followmg story: A

A group of guys put a tomcat through-the L'nwerslty of California
at Berkeley. They enrolled it m big classgs and had somebody
who had had the class take the tests. The cat almost graduated
cum laude. buf a couple of the peoble taking tests didn't remem-,
bet the courses as Well as they thought, and the cat got spme C's
and D’s in upper-division work. .

v

The story was humorl'ous and detailed enough to seém plausible,
but its function for'us was much mere than entertainment, It jus-
tified our anxlety about transferring to a*huge university, where
students were so anonymous tHat even.a cat could graduate. At
the samie time, the successful prank was a victory for the students,

a victory over the system. And any suggestlon that the SVStem'
could ﬁe defeated served to ease our fears.

Looking at specific pieces of folklore, we are led to con51der_ .
the values of the group in which the pleces circulate. Similarly, by
studying the stories that we were told as childrer, we learn much
about our own value systems and how they were formed.

Pu t,ung Folk!o re m Proper Perspective . : ‘ ‘

1

It 1s robably time to remind you that [ am discussing an English,
course, ot a class In folklore or personal adjustment. The elements
T have discussed are essentlal to the success of the class, but thev
are not the whole n.lass v .
From thd begmnmg the students are explormg the use ‘of lan- .
guage, even though they are working from a different point of .
view.:Many of the basic lessons of successful commumggtlon #e .
learned indirectly. The concept of the folk graup, fdr exam 18,
.helps the students to yecognize that communication demands an,
audience—and one.for whom certain kinds of translation must be v
made. The 8tory that is 1mmed1ately understood. by lumber work-
ers has te he modified when 1t is told to people who are unfamiliar
with terms like “green chain™ or “*splinter picker." As they examine
fotklore 1n «context, the students begin to see that the speaker is *
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performing for an audience, The assumptions t,hm speaker
makes about a particular audience determine the selection of bot.h
method and materials. By studvmg different versions of a story and
discussing the context in which each version was told, the class can
see how certain eléments were enlargedor diminished to meet the
particular demands of the group. .
As the students discuss the performances they have obs2rved,

ey often struggle to find adequate vocabulary: “It was like he
really believed it, but you could tell he didhit.” “When she told
. this, she was acting tough, like none of ‘this stuff scared her.” At
this point rhetorical,concepts_such as irony and persona can be
introduced naturally. Stude’a”dopt the terms, not to pass a test,

but because they are useful in a discussion: - .,
! - 4

Fromh Oral Performance to'Written Composition . :

After the class has analyzed a number of oral performances, a lo‘gI1 '
cal step is to examine the differences between oral and written
material. An effective way to begin is with d live perfonngncé\(or
one on videotape) that is then transcribéd onte paper. The stu-
dents will immediately recognize that the successful performance
is far less effective when the wofds are s:rnply read. As they work . ,
to define what has+been lost in the trangfer to print, they are deal-
ing with the strengths and weaknesses of writing and gpeaking.
Then they are asked to work with the written document, trying to
discover ways to recoup what has been lost.” .
The advantages of this &fproach to writing may not be com-
’ plefely obvious. The students are looiing at writing in a way that
is not threatening, They are simply trying to find ways to make
the written plece ‘as.effective as the oral performance. Writing i is
seen, notras a sign of intelligence or status, but as a peculiarly hm- .
ited form of commumcatlon that must be Handled w1\th specials
Lare. - " =
Once wntmg has been demystified, the students are somewhat’ ,
-less threatened whén they are asked to write., Bw tying wntmg
gesighments to the folklorg being studied, the teacher can rémove
” «the most frightening obstacle of all—nat havmg ahything to say.
Students who are involved w1th the differences between two ver-
swns of a ghost story may even forget that they are wntmg an
English paper. The teacher’s job is to help. them discuss the ghost
slories without remmdmg them that they.are, in fact, writing
English paper. * . /

L
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Learning to Do Research - " /

-

] . *
The collections and analysis that the class has gone lead haturally.
toward research projects. I prefer to bégin with a group project
that will serve as a model. Students afg asked to collect material
on & specific subject selected from ‘the earlier collection sessions.
The class members bring in examples Both pemonaj and collected
from others, giving as much information about context as possible.
Once the examples are accumulated they can be sorted according
to_categories suggested by the material. When the examples are
classmed each student writes a summary of the process and con-
clusions about what has been gathered:
This research model of collection, classification, and interpseta-
-tion is then used.for individual projects Usually these projects
involve an area. wéﬁ knownto the student—j&b, hobby, or family.
Because students are working with their own +materials 8and with’
a fampiliar model, they are less intimidated by the idea of doing
,research. .
If my comments about the writing a581gnments 1mply a straight-
forward sequence, I am overstating my case. Each class creates its
own order. In a given semester a student may do one mdividual
project or several, ten analytical papers or none. It doesn’t matter .
what kinds of writing the students do. What matters is that they"
do write and that they write something that is important to them,
At the end of 2 semester it is always hard to tell what has been
accomplished. Some of the important facets of the folklore ap- .
proach’ rj‘efy measurement. I hope that the students know more
about themselves ﬁd their fellow human beings as a result of their
work. 1 hope- that the experiences of operating from a posmon of
strength "and pagtlclpatmg as"a valuable member of a group have-
' improved their images of themselves. But, except for my own
biased observations, I h4ve no way to determme whether such
‘hopes are realistic. What can be demor)strated however, seems to
justify the approach. If the class has been successful, the students
should write more confidently ‘and more effectively. than t.hey did
* at the beginning. They should have an elementary knowledge oI"6
folklore, rhetoric, and research. Whether they .go on to other classes
or leave schoo,l for a }Ob they should be better prepared for what
they will face. ° s P
The folklore approach is not a cure-all It 1fay not be the best”
way to work with an English class made up of the new students,
but it is.the best way I have found go far. And.If we believe that
every studént desefves thg <nef“ of aljberal edycation,. we have

to starf somewhere. i
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Moral E_ducation"

John Scally
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¥y .
Joht Scally’s essay meets head-on the problem of relating com-
position to technical-vocational educaticn. How, for example, can
composition become gn integrai part of a mechanic’s training?
Scally finds the answer to this question by looking to Lawrepce
Kohlberg’s work in moral education. Scally suggests that writing
can be a stimulity to moral development; and, if this is the case,
then teaching writing not only helps students master a useful s
but also .contributes to the moral maturity of people about to
,enter professions and vocations that cayry with them ahigh degree
of mora| respansipility. Scally points out that activities demgned
to stimulate moral development resemble the methods wntlng
seachers use to develop students’ wntmg skills.

-

" * K .
'

My interest in the relationship betweeh the teaching ofpéomposi-
tion and moral education grew from attempisito justify the useful-
ness af what I was teaching in freshman composition courses. The

~cold eye that I have learned to cast on the world around me ap-
praises with suspicion those who purport to teach “values” and .
courses in “ethics.” 1 still maintain that very little moral g'rowth
results from taking a course in ethics that is taught like acourse in
_biology or algebraor composmon ﬁut that same cymctsm{:reated
a moral vacuum in my own classrc?oms—a vacuum forstudgnts soon
to enter professions laden with ;ﬁoral responsibilities, ,

My students are typical of those in most commurfity colleges
ang ‘four-year institutions with technical-vocational programs: fu- /
ture wel secretarles, coSrnetologlsts food setvice technologsta
X-ray te(fhnl s, tool and die makers, mechanies, and bhody and
fénder peoples In the world of work, these studénts will never
write to chax!ge. peoZ{e’s mincis, and rarely will their writing agsert.
an-opinion dr defly avalue system. Rather, they are going to he
techmcm;s ‘w'hose writing-tasks—if they have: -any at atl--will be to

¢ -
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*assemble facts and data into some readable, organized form. For
, years [ aSsumed that if I could teach them how to do that, the ’
composition class had fulfilled its service and writing could be de-
fended as a skill that is useful for success in the real world. Lately,

. however, the nature of the society in which my students will
work, the nature of the work they will do, and the kind of training
they, get before going to work have combined to make me see that
1 myst give them something more than just another “useful” tool.

Arriving al Fresh Insights' /’}

A technical-vocatignal cumeculum 1s traditionally concerned with
creating marketable skills. It pays little if any attention to devel-
oping the moral maturity of those who wield those skills. I havea
special admiration for good mechanics. A good mechanic has a
close, wlmost intimate relationship with ailing machinery, broi.lght
in for diagnosis and repair. If a mechanic manipulates nuts "and
bolts merely 4@ recewe a paycheck, his or her’ skills will never
reach the level of craft; for a craftsworker is morally involved with
his or her work, If only to the extent of domg a good job for the
dollars earned. & . -

My class schedules have allowed me to teach many stutdents in

*" automotive and heavy equipment programs. Clever analogies be-
tween working on an engine apd writing a paragraph b&came my ..
special kingdom of relevanceléghen in 1975, the state of Michigan
passed a series of laws tq protect consumers from unscrupulous
garage owners who performed unnecessary or shoddy repairs. I’he
state governinent was trying to legslate ethlcs by imposing a code
“of behavior on a trade that in thousands of documented cases had
indeed shown evidence of comruption. -

The furor the Michigan legislation caused among the ;tate s gar-
age owners and mechanics reminded me of Clark% warning (in
Educating. the Expert Soc:cty) that the educauonal systenmr was
bent on producmg a nation.of “technical barbagians.” And [ wasa
contributor. I evaluated themes in terms of the strictly oblective
criteria of structure; syngax., spelllng, and usage. I never stultified
or influenced the developmont of personal value systems and 1deas.
To the contrary, ] maintained a gracious tolerance for all sorts of
opm'lohs and wdeas (“'as long as you can back them up with facts”).
After all)’ pr&'tlcal, nseful, writing demands objectivity; diseussions
of abstractions ot assertions of unsupported opinion tead to “mere
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rhetonc, * a skill irrelevant to the concerns and needs of my stu-
dents. My 'most useful writing exercise subpvefled the freshman la-
ment “1 can’*think of anything to say.” But, I explained, writing
s like building a chair: you simply glue and nail the pieces together
and pretty soon you have a chair. Here are the pieces. And 1 wo
pass out sheets full of the ‘‘facts’ and ask the class to assemble
them, applying, principles of unity, order, and transition to create
a functional product. -

Teaching people to mampulate facts and data to produce writ-
ing that eliminates personal involvement actively encourages the -
degradation of craftsmanship. There are all jhese faéts lying around
like random. pistons, valves, and .sparkplugs spread on the garage

or. Put them together and the machine will function. | was rein-
forcing the “scientific” notion of a value-free, mechanistic, indif-
ferent universe, to people whom I would rely on to take a moral
interest in fixing my automobile. Booth (1961} malkes a pertinent
observation: ‘“When human actions are formed to make an art
work, the form that is mad® can never be divorced from thehuman
meanings, including the moral judgments, that are implicit when-
ever human beings act.” In teaching literature we are compelled to
talk ‘about values and the quality of human actions. Why don’t we
do it in the composition class? .

Teaching writing—by means of the strategies we.choose, the
«commepts we write, and the attitudes we assumé—inevitabiy en-

tangles us in.moral questions. Nothing else i ina student’s education
" bears more directly on the development of a mature moral outlook
than does leagming about Woguage and how to use it. The'way a
person_uses language—particularly .the mterplay of form and mean-
ing that is characteristic of written language—adumbrates that per-
son’s Mmoral standards. If we.can ferret out the moral perspective
of a writer by looking at what he or she writes, then the possibility
exists that we can stimulaté .moral gr0wth through the teaching of
writing.

- 3

Neui; Possibilities for Rhetorie -

The test of this essay explores a perSpective on writing and motal
growlh that offers English teachers some justifications for their
professlon and opens up ney possibilities for teachmg rhetoric.
Engllsh .deparcments seem convinced that survival means a parasiti-
cal attachment to the thriving, healthier bodies of the practical
disciplines, so couffses such as “Comp. for Mechanics,* “Poetry for
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Policemen,” “Spelling “for Secretaries” flourish. (One chairperson
smlrked “'[1 s still the same thing: we-just changed the labels.””)
Ohmann (1976) remarks that “. .. even if writing were more use-
ful than it is, utility of this sort seems an odd Jjustification for a |
freshmin English course.” Why bother to teach writing to people
who likely will never have to write anything and who can legiti-
mately assert unassailable iruths hke “English won’t help me
bump out a fender’? Justifying writing in terms of utility is at
best self-defeating and at worst hypocritical a ﬁ insidious.

Recent research on the procegs ¢of moral ed®ation has important
mmplications for the teaching of composition. In fact, the work of
Lawrence Kohlberg, based on some fifteen Vears of research, pro-
vides_a model for a composition cutriculum designed to stimulate
moral growth while developing the writing skills of our students
English teachers have maintained for years ‘that writing and read-
ing patently help develop the whole man or Woman, but no one
has offered objective empirical evidence sto support this claim.
Kohlberg's research does it for us. My essay is intended as a door-
opener—it gives only a sketchy summary of Kohlberg’s ideas while
emphasizing the importance of his work in justifying aud valldat-
ing what goesonin a composntlon class.

Kbhlberg’s Six Stages

Kohlberg (1971} specifies six stages in moral é_levelopment accord-
mg to the bases orf which moral decisions are made. Stages seems
to me an jll-chosen term because the process of growth is more
like movement along a continuum, with each higher level incor-
porating the lowerlevels and being dependent on ttiem. No matter
how they are defined, the order of thése stages is always the same:
“The sequence represents a universal inner logical order of moral
concepts, not a umversal order found in the educational -practices
of all caltures or an order wired into the nervous system” (Kohl-
bergy 1971, p. 48). The sequence and stages of moral development
{adapted from Kohlberg, 1976, pp. 34-35) are described in the
following paragraphs. ’

_ Level 1. Preconventional. - _ .
Moral decisions grow from cultural rules of good and bad be-
hawor.‘The dominant forces are avoiding punishments and’

. seeking rewards (usually physical and hedonistic). This level .
has two stages:
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Stage 1—Heteronomous Morality o

One avoids breaking rles backed l;:y punishment and is obedi-
" ent only for the sake of obedience itself. There is no respect
for any undeflyiag moral order.

Stage 2—Individualism, Instmmgntal Purpose, and Exchange

The instrumental relativist orientation sees right action as
that which satisfies personal needs and sometimes the needs*
of others. A pragmatic view of human relationships lqﬁasto a
“you ‘scratch my back, I'll scratch yours” attitude: a right
action is gne that is fair, an equal exchange, a deal, an agree-
ment. ) et

Level II, Conventional , L,

This level is characterized by unswerving loyalty to family,
\group, or nation and devotion to an existing social order.
Thi$ level has twc; stages:

Stage 3—Mutual Interpersonal Expectations, Relationships,
and Interpﬁonaj Conformity

The “good~boy-nice gitl”" orientation résults in behavior de-
signed to please or help others and receive approval. Thisdevel
is characterized by conformity to stereotyped images of

“normal’’ behavior. -

Stage 4—Social System and-Conscience

The “law and order” orientation regults in behavior governed
by fixed rules and the maintenance of social order (doing
one’s duty and respect for authority). “Laws are to be upheld
except in extreme cases whére they conflict with other fixed
social duties. Right is also contribution, to society, the group,.
or institution.” . N .

Level [11. Postconventional or Principled

The individual attempts to define moral values and principles
without relying on external authority or identifying withe
groups holding these values. Thig level has two stages:

Stage\ﬁ—\-Social Contract or Utility and Ir]dividlal Rights

consti
ally and democratically agreed upon principles “in the in

The social contract-legalistic orientation accep
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of impartiality and because they are the social contract * But
ultlmatelv nght action is a matter of personal values and
opmlons, “some nonrelative values and rights like life and
liberty . .. must be upheld in any society and regardless of
majority ophuon

Stage 6~Universal Ethical Pri nciples‘

The universal ethiéal principle orientation defines right action
in ?s of self-chosen ethical principles. “When laws violate
thede principles, one acts in accordarice with the principle.

Principles are universal principles of justice: the equality of
human rights and respect for the dlgnlty of human belngs as
individual persons.’ . .

Kohlberg and his associates use a dilemma-and-probe method to
gather data on their subjects. The dilemma is posed as a concrete
" though hypothetical situation demanding moral judgment. For
exarnple, does a man have a right to steal food or a drug to save his
wife’s life if he has exhausted every other legal means of obtaining
it? Responses to such gquestions are analyzed in terms of the moral
categories on which the judgment is based. Probe questions and dis-
cussion with others, some of whom may be at a higher moralevel,
stimulate and open up the individual’s potential for movement to
the next level &n theRlevelopment scale. People in a classroom will
Be on many different levels, so the interaction among the students
themselves provides stimulus for growth: “moral stages represent
the interaction between the child’s structuring tendencies and the
structural features of the enviropnment” (Kohlberg, 1971, p. 42}.
The stimulus to change stages grows from conflict, and the class-
room can provide the conflict. Essays, stories, poems beecome the
vehicles for moral dileinma, and student judgreent and interaction
form the basis for moral growth. Writing is a way of communicat-
ing judgments and a means of revealing growth in maraf awareness
by lnteractlng with the world of experienge. Con

Use of Rhetorical Mode

Compbsnlon hés the same relationship to moral development that
0y Angglo {1975) finds between rhetorical forms and innate con-
ceptualizing processes. D’Angelo validatés tlie structure of what
we teach; Kohlberg gives us a way of determining and evaluating
the substance, thf content, of student/wntmg The rhetorical forms

-
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are symbolic represintations of the innate conceptualizing pro-

ssed used natyrally By the individual to recognize and understand

* the }.‘Jorld of experienge; in the same way, each person, regardless

of socml or cuztura.l enVironment, moves through a natural process

of,moral growfh that hag close links to those same innate-cognitive

’ ‘processes. The activities\in 2 composition class can stimulate this

atural process of moral dgvelopment. If a student’s writing reveals

s or her dominant moral standards, we can help those standards

/ develo and grow along with writing proficiency. The compositipn

, re ment takes oh a new, purpose: we are not only teaching a

useful skill, we are contributing to the moral maturlty of persons
who.are training for professions vital to our society.

That is a largd claim. Is it po§sible to read someone’s writing as a
police officer réads 4 thumbp: '5\t? (Is writing an ethical thumb-
print?} But if we can a%lrate identify a student’s moral atti-
tudes through his ondger writing, then the possibility exists that we
can develop writing programs desigped to influence those attitudesg
All I am doing is folldwing hints dripped by some of our foremost
rthetoricians. An ekample T(}lbson 1966): -

A moral justifitation.for the study olf\rhetoric liestight here. We
improve ourselves by mproving ‘the wokds we write. We make our

- performances I&ss monstrous, by actmg like human beings. Just
what compnses a satisfactory hl{man performance 15 every man’s
complicated decision. But, at ieast, by lpoking at rhetoric, we
may degin (o know more about who It js We are making bejieve
we_are. And then, perhaps, we can do\sornell: ing about it.

If we can demonstrate that writ‘ing'\ uppotts moral growth, the
teaching of wnting needs no further justification for its social,
political, and educational use}ulness The En‘tg\\sfh teacher's work,
in or out of the classroom, then takes on an expansive purpose
commensurate with personal and social needs in%Qead of shrinkmg

-to teaching secretages how to spell. Writing teachers add to their
tools a heuristic that can promulgate craftsmanshlp and encourage
moral maturity. L -

To justify.the teacking of writing in terms of moral education
we must abandon the relatw1§e,_ modernist position that reduces
human action to meaning_less gestures. everyone has a set of per-
sona) standards and can do whatever feels good. We cannot view
social values as irretrievably fragmented and amenable only to
some externally impesed order. The obvious question, thenf i is:
What constl:y can provide a universal basis for our judgments and
some patterr’for the moral development we are encouraging? Hu-
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“manists as well as Enghsh teachers are compelled to seek dut uni-
versal principles of unity thgt reduce the antagonism between
humanism and technology {or, if you will, between composition
and usefulness). One 'starting point is to accept thg;premise that
there are universal principles of right action, apphéable tq
.ist and techmman alike. This posutlon is supported by BOOtml

© (1974} convmclhg arguments : - .

“ The philosophy of govd reason ledithlss to 4 Fealfifmation o™ ”"'”
those gmtral human values that other philosophtesnd religions
have Teached by other routes: of tolerance, of justice or fairness,
- of “democratic” equality of vote in all matters that concem all
men equally. Kant once remarked that the result of all his philos-
ophizing was to establish a rational basis for the piou?ﬂﬂiefs of
his ancestors: th_e golden fule regppears for him as the categorical
imperative] and it reappears in our rhetorical view as the concern
ta pay as mueh atténtion to your opponent’s reasons as.you ex-
pect him to pay to yours. . \
p . -~ ‘ .

D’Angelo has suggested.that teaching rhetoric develops the logi-
cal, cognitive powers of our students. Kohlberg_s research shows us
that, while nurturing cognitive development, we can also stirhulate
moral growth by attending to the substance of student writing.
And what could be of morevalue and more service to the profes-
sions ot to society than to encourage the development of morallv
mature individuals? In this way, the English teacher becomes truly
interdisciplinary and.can validate the form and content ofithecom-
pesition class with reference to-a sophisticated body of resedrch. -
Composition becomes much more than a useful survival skill, justi-
fied in terms of economie success. If becomes, rather, a necessary
part of every educational and training program that prepares people
to live and work in society.

Kohlberg (1971}, following Dewey and Piaget, rejects the notlon
of ethICF] relativity. His tesearch establishes that people in every
soclety he has studied share the same methods of thinking about
moral 15sues and the same pattern of moral development,This is a
“natural” deyelopment of the capacity for moral judgment tha$
oceurs ifi every individual. Rather than imposing somie external ’
‘code of behavior or set of moral rules or “bag of virtues,” the goal
of moyal education is to stimulate the natural development atready

_ »occunyng in the ndividual. The teacher does pot become amoralist -
“or a dogmatist. All the tedcher need do is provide the opportunity,
appropnate materials, and a suitable environment to stimulate the
growth -in moral matunty already natural fo the Jpeople in the

’ - - .o :

-
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classroom. “The attractiveness of defining the goal of moral educa-
tion as the stimulatign of development rather than as the teaching

of fixed ruleg stems frog the fact that it involves aiding the child

to take the nextétep in a-direction towards which he is already
tending, rathe;’ thah imposing an alien pattern upon him™" (Kohl-
berg, 1971, p..71). What better.place Lo stimulate moral growth
than in a setting devoted to the ®rganization and development of .-
ideas through writing?

*One idea occurs again and agam n discussions of moral educa-
tion and moral development. Kahlberg particularly emphasizes
that ‘the individual's moral growth comes about through moral-~
conflict and “the preconditioni for a moraf,ponfli(;t is man's capa-
city for role-taking” tp. 51). The ability* to see others aslike our- .
selves is, a necessary condition for moral development {a simple *
example is the difference between an oljective exammation of
capital punishment and something written from the G’lewpomt of
the man r woman on death row). Teachmg a student how to”
change voice or create a persorna thus serves a purpose far beyond
that of mampulastmg or entertammg a glvnﬁaudlence *Essentially

L

each of our stages defires {or s defined by} a new cognitive-
structural mode of role-taking in conflict situations?’ {(Kohlberg,
'p. 31). The conscioud mampulatlon of the mask or persona 1n a .

piece of ‘writipg is, then, part of developing moral maturity in
deepening empathy for others, ant cohtnbuting.to an understand.
ing of the universal morak. principles of justice: “‘the ohly “true’
{stage 6) moral- pnnc'.ple 15 Justice” {Kohlberg, pp. 62-63). The
impottante of play-acting and role-playing in teadhing writing is a
commonplace to the English teacher (one examplésamong many is
Dixon’s Grourh through English); but encouraging langudge play
becomes, far more significant when 1t 1s seen as an unportant coh-

dition for the natural process 6f moral growtm N

Each of Kohlberg's stages, as he :repeabed.ly “asserts. represents
.ncreased differentidtion and ‘integration. What we try to do in
teaching wrniting also involves dufferentiation and integration. Put
. simply.+we iry to get stlidents to see details and specyfics, to-duf-
feren fiate one puece of experience from another, then we ask them
to ‘integrate these specifics into a whole, It 15 possible, by the way,
to speculate that if, as D’Angelo suggests, the al yetorical
modes are rooted N innate cognitive structures, thdn the stage of
moral development lmkec}. to these same innate strugtures logically
mantifests itself 1n a specific rhetorical mode. Stages 1 and 2 (pre-
wnventronal-) vorrespond to the descriptive mode. seeing the world
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from the perspective.of the.self. Stages 2 and 3 (conventional)
introduce elements of cause and effect and comparison: the self is
seen 1n'relation to other people and to asystem of law and order.
Stages ‘5 and 6 (postconventional) em;iloy analysis and perhaps
argument—the ability to reach personal conclusions ang rise to a
sensé "Qf universal principles. As the proce}ées of differentiation
and integration beeotne more soﬁhisticagd, metaphor.should be-
cotne moreprevalent 1n a person’s wrnting. T .
This has been a rather hasty tour through a complex landscape,
but | think 1t shows some reasons for my belief that English teach-
ers can both provide a “useful” service and carry on a'tnﬂitlon of
humanistic education. [have seen composition linked to Capitalism,
Marxism, Buddhism, existentlzihsm, and v .cat’lonalism—with-much
less basis than | see for linking it to the natural human tendency
(“scientifically”” validated) to accept t on universal moral
principles of justice. . .

o

. !




'9 Marshall McLuhan and
the Humanisti¢ Justification
for Teaching English

#

L

Thomas C. Gorzycki
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_ This essay; like tirejone by James Kinney, concentrates on the
dehumanization of the teaching of English. Gorzycki.shares Kin-
ney’s be_lief that current popular scientific thinking has had ah
unnecessarily hfmful effect in shaping the deeply internalized.
alves and attifudes we live by. The following essay calls for En-
fish teachers to consider McLuhan’s Gutenberg Galaxy 2s a basis
ror recovering the humanistic yustification for their grofession.

- -
&
~

Students who say they can gee ne-:eiatlonshlp between studymg
. English apd their own interests or needs are €amiliar to most En-
“glish teach A high school gfudent once a.sked me how studying
Chaucer could help himdrive a tpuck, and one of my college-level
nursihg students eValuat‘ng'ny glass by writing, ‘“‘He taught me a
ot about how to write rh oric,’ “but I don't seé how that-can help
e s my chosen field, nursing.” Both comments were Jlacking in
SOphxstltatlon but each was worth more consifleratign than I gave
.them at the time. . e /
English teachers have #a tlonaﬂ,} given ﬁvo angwers to such
students. First, English has,een defmed as one of the humanities.
~Future truck drivers and, other peOpie study Chaucer, history, phi-
losophy, and the other humanties because their experience of
" what other human bem’gs have written, done, and ainderstood as
their purpose 'or meaning helps them understand what it means to
.. be a_humanibeing. 1t *'brpadens’ @em The second traditional j jus-
tification for Enghsh,is that it gives students.a cntlcaily needed-
skill—the ability to communitate ideas clearly on paper. -
The comlﬁents of my unsophifticated stugdenis were worth nmore
_ consideration than 1 first beheved tggeaug they were'unintention- |
- ally attuned to a general change n consmousnessd'hquh mnght ,

‘ﬁ-s ’ . | »”
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eventually suppld
" ing English. At the-purely practical level, mo
cation have come to realize that ever since the i .
simply is not the essential skill it once was. Mos} people can handle
their jobs and'personal lives without.the ability to write effectively,
But a change in consciousness whfch alters the humanistic Justifi-

cation. for.teachi obably Jnuch more significant to
out profession than an tion of an -essential gkill.
Scientists suchdas Conant {1962) and Blidgman (1959) may well

have been the precursors of a change n the general consciusness
that would have ¢xactly that effect. Both conclude ‘from their re-
search that human béings have no sensoty or mental apparatus-
tha_t can approach an understanding of the essential-nature of the
universe. We can never bscape ouf human reference. point well
enough to know whether our senses report an ob]ectwe reallby,_/
and we have found contradlctlons in our scmntlfic assumptions *
whichhr make them all appear (o be “absurd. Bridgman concludes
that human bewings can guly "“shut up.” As T understand.it, this -
eliminates, the humamsl%ustiﬁcatjon for teaching English, as w

@s all other human endeavor. Since Bridgman concludes that a/s a
human belng he can never ultimately know anything excgpt his

.. own consciousness, his decision fo shut up would nullify the goals
of any writery artist, historian, or phitosopher: If accepted, his logi-
. cal extension of egoceéfrunty leaves no room for anyone wha ven-
tures to represent or interpret human expenence, . o
o7 . ? - s« .

/ . Solipsism: An End of Linear Conscibusness ™.

-

+» Marshall McLuhan's “‘ptobings” nto cultu;a.l change have given Us
the tools to see that.such solipsidm is the probable consequence ar
" the logical end of a hinear consciousness. Most people think of
McLuhan as a media expert or popular sociologist. But perhaps hl§
most crechble writiig 1s the groundwork e attempts to build in
Uhe Gutenberg Galtyy (1962) for his later prophesies of cQ)tural
dhange. Galaxy explains how our pevcepuon of ourselves and our
world changes as our technology changes, so1tisa pamcu.larly-good
source ‘to [6ok at when we think about how twentieth-century
scientists have inflienced the way English q.eﬁchers look at them-
selves and, the world, ~ . ;
*McLuhan makes}-the fundamental assumptlon that we do have .
the a.blhty‘to expe r;ce objective reality with pur senses. In an
1deal state, each sen3e organ assists the ot,h to give an fccurate
. ) i o !
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« account of what actually exists. He refers to the best functlonmg
of the senses as a balanoed “sense ratio.” The. combined result of
all five senses working together i is* greater than the total of all the

. individual coMributions.considered separately bgcause we have th®
power to ‘‘trandlate each of our senses into one another” (McLuhan,
1962, p. 5). This endless translatlon is an essential crods-reference

which enables the braih to ven\fy expenence from its different
sonrces. s . L.

Unfortu ately, we do not exist in an ideal ‘state that perm1ts a
balanced J‘sense ratio.” McLuhan analyzes our predicament by

*using Hall’s theory (1?59) that each technological advance is actu-
ally an extension of ‘our bodies. For example, weapons are exten-
sions of our fists and tee;h"‘and clothing is an extension of body
temperaturg controls. In spite of the obvious benefits of these ex-
tenglons, they create a far less obvious set of problems for human ]

. perception™~McLuhan explains that “the pﬁce we pay fo"r-specnal

. technological tools, whether the wheel or the alphabet or radio, is
that these massive extensions of sense constitute closed systems.
Qur private senses are not cldsed systems but are endlessly trans-

* lated into eath other 1 that experience we cal conscwusness

Our extended %enses, tools, technolagies, t_hrough the ages, have |

" been closed systems incapable of interplay or collective aware-

“Tess (McLuhan, 1962, p. 5). The effeet of shutting off the cross-

referencmg gr translatin g'abahty of our senses is blindness. Without

- the interchange among our extended senses, we perceive a distor N

tion of reality. McLuhan beheves that the tWentleth—centuty mind

is' particularly ®linded by an unbalanced sénse ratio caused by, its
extensions. He says that “our extended faculties and senses how
constitute 7 single field of expenence which demands that they

" +become collectively conscious” (McLuhan, p. 5). The blindngss

-which McLuhan describes 1s a linear Coﬁ!ousness whose probable

consequence or logical end is tl}‘e sollps:sm of Conant and Bridgman

PR b

"Oratl to Literate Tradition .

“in_The Gitenberg Galasl §cLuhan tres 6 show Jiow the Thove
from an oraltraditieh to a literate tradition was a move from one
kind. of. blindnessyto amother. with a transrtlon period of tremen-
dous insight and understandmg ‘that calblg‘he Renaissance. The
pertéption -of oral humans ‘was so Tommate by sound that th%y}‘.é_", ,
could not expenenc.e the' constant interplay of senses that McLithan b

X .cons:;ders normal‘ Today, on the_other hand, we gannot egcperience
this“interplay because our experierive of oufselves‘;a'nd, out world
. * * - " -

] + . -
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ihated by sight ever since the invention gf the-alpha-
hanical printing. During the transition, sight and hear-
ed ant equilibyium which enabled the ex plosmn of ipsights
. durjng the Renaissance. . -

he move from the pral trddition to a literate one' produced a ~°

tug change i the way humaqs perceived theinselves in relationship

" td their world. McLuhan quotes J. C. Carothers’s article “Culure,
. Psychlatry, and4he Written Word™ from a 195 Sake oszg/:atry
to describe Wie most significant characteristic ‘of the prefiterate,
oral human. A modern preliterate Africgn’ “comes to regard him-
sélf as a rather insignificant part of » much larger organism—the
family e clan—and not as ndependent, self-reliant unit;
personal initihitive’and ambitiop-are permitted little outlet; and a
rneani.nngI integratiotrof perienck on individual,’personal
lirres is achleved" (McLu 1962, p. 18). The absorption of the
ger organism is nof a complete anni-

ers Carothérs believes that a world domi-

- McLuhan, p..18). , -
thel'ate humans reverse this attltud boward the selﬁm relation-
ship 10 the worM. When we developed a written languags, we also

i the\ablhty to freeze our sensory experiences into a static

M. This static representation of our experiences gave us the

Y 111.ty look at-them more “objectjvely.” But such representa-
N tions were also far less dynamic and personal than th@ direct sense
1rnpressuons which totall) absorbed our dlstant ancestors in -the
pfesentyinstant. When we le fo freeze a Perception or an ex-
penenc% written languag@ i turn_to it at leisure, we acquired

Jhe abil y to separate ourselves from direct experience in a way

" .that was hot possible before. Rather than being absorbed in the -
-dynamic immediacy of experience, we became a detached observer
of it. In the words of Alexjs de Tbcquewlle, literate man “shuts
himself tightly up within Yiimself. and - ipsists upon judging the °
world from there” (McLuhan, p, 7). J‘he logical end of this inward
rnovemént IS cdmplete sohpswm

-

Uncertamty of Ob;ectwe Real:ty .

I-und stand McLuhan’s miodel 6f how hurnan beings percelve the
self 1 relat!,on te the world to be a continuum. At one’end are
.~ _ prehterate humansy so confident of the existence of an-uter real-
.- lty t»haﬁ they lose' themsetlves in it? At the other end. is the I&lcal

]
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exlens’xon of Ilterate humans,'so unsure, of anything outside the
egcistencqu_'their own consciousness that they become egocen-
tric—eventually "&ven “solipsistic. McLuhan believes that humans
“suffer from d!fferent kinds of blindness at either end of the con-
tinuum, ‘

However McLuhan evaluates hls continuum, English teachers :
must find a place for themselves somewhere along it before they
can come to a philosophical basis for their teaching. Watker Gibson-
builds his philosophy from the linear-egnsciousness of twentieth- -
century scientists such as Cogant and Bridgman. Rat,her than
acggpting the bleak consequer?tqs ol having to “shut \up,
pushes beyond their conclusion to ask what kind of*‘response is
possible to their findings. The Limits of Language (1962) is a col- -
lectionr of essay$ which {ibson selected because they “present a
* particular sét of qualities and difficl§ties in modem expression.
Conant’s essay in that book, entitled “The Changing Scientific
Scene, 1900-1950,” must have greatly mflueneed Gibson because
he refers to 4t extensively in his own essay, “Play+and the Teaching
of Writing” (1971, Conant says that scientists in the eighteenth
and nineteenth centuries Mjsunderstood the relatjonship of thée

" ndividual consciousness to nature at a fundanteatal level. He be-
lieves that a-faulty metaphor reﬂects that misunderstanding. In

. Conant’s words, “Those who said they were investigating <he
sttycture of the universe imagiyed themselves as the equivalent
“of early explorers and map- ers"-{GJbson, 1962, p. 24). But
Conant believes that develSpments in modern physics have forced
scientists to see the abwrdlt} of this metaphor More specmcallv,
the results. of many experiments demand that phys;cxsts accept the -
idea that, although corpuscuflar and wave theories of light should
be mutually exclusive, light is, nevertheless both corpukculdr and
" wave. .

Couant exp!ams the problem this loglcal contradiction creates ~
for the map-making met.aphon; thus “It almost seems as though
he. modern physlelst were hke an explorer who, ungertain as to
whéther the coldred areak seen from a distance were ri:ks or trees,
found on looking they were both!” (Gibson, 19862, p. 27). Suchex”
plorers must conclyde that sometiiing has gone tertibly wrong with
their sensory awatus or that they have stumbled into terrltory 80
foreign that they can never hope tg understand it, much !f
it. Alexis de Tocqueville's lineat man, mentioned previously,”‘shuts
" mmsgelf tlghtly up withinshimself and insists on judging the weorld,
Erom there. " (,ona:nt carries his Jineanty' much furthﬁr He shuts*
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hl.mself u% tlbhth within himself and says that if an oblectwe real-
1ty does exist, 'man has no s¢nsory or mental equipment that can
meisure it. Corapt agrees with Bridgman that contemporary’scien-
tists who accept this view o human limitation can only “Shutup.”

-
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. _-_:G_leQD accepts the idea t gt | humans can n'ever know whetherthejr
senses report an objectwe reality. Speakmg to Enghsh teachers or
ather careful reafiers, Glbsoﬂ (1971) says “everythifig we criticize
in the names of precision,” ‘exactnéss,” and other such virtues, we
dp 1n re€ponse to an image of the wnter as an explorer and map-
per of a universe spread out before him for examination” (p. 281).
g‘hen he rejects the applicability of the map-making metaphor be-

ause he cg‘mes to believe, as Conant did, that the unjverse is not

spread out* before us for examination. On the contrary, final

knowledge about its .objectwve reality is cdmpletely beyond our

. f ability. v .
dn his attempt to push beyond’ the restraints suggested by

Conant and Brldgmn Gibson replaces the map-maker with™a—

' metaphor moré appropnate to his philosophy. He believes the rela-

f wtfonshiip of the self to the wotld 1s better described in terms of a
potter before a lump of clay, \/aterlal in an English class should be”
taught and judged from the bélief that humans create rdther than
discover their world. Thé?jdqs Gihson to attribute an lmporfance
to the~eelf which The Gatenberg Galaxy destribes as the loglc'a‘H
end of th¥ linear consciousness. The purpose of education becotﬁles
self-creation: and Gibson (197’1} ‘suggests thai one of the main
functions of Englsh teachers is to offer opportunity for the stu-
dent “to tgﬁf‘a version of himself and his possibilities wlthout
committing himself permanently” (p. 283). -
Although Conant hets that future cultures will adop_t a much

more relatwistic athitude toward science, he does say that other
scientists might be correct in ge:.r guess that “the idea of science
as an inquiry into the structur®of the univayrse may once again be-
come firmly established 1 peoplels minds” {Gibson, 1962, p. 28).
Some Enghs{ teachers never adapted their philosophy to the scien-

tific attitud represented in Conant’s article, but they frequently. -
express disc mfm‘t at being outside the mamstrea.m. of current
'mtellec‘] activity. For example, in 1969 Benjamin DeMott pub-
lished Supergrow. a collection of his own essays contaiding. a
. speech -he had delivered at angnventlon of the Modem Lanpuage




ot - - - .
Humanistic Jusu'f{cction for Englis™
'Assocmtion, entltled “Readmg, W’mmg, Reahtv -and Unreahtv 7
It presented his own philosophical justification for teaching college .
Enghsh‘as a divergence from what he understarid{ to be.the genera)
‘philosophy®of the profession. Although DeMott thoroughly con-
- demns Marshall McLuhan in one “of his essays, this spéech’s uge of
. .- metaphors of discovery to describe the individual mind’s relation
to the universe a.hgns much more closely to McLuhan's philosophy .
thaw' to Conant’s and Bridgman’s. DeMott (1969) says that the 3
function of, English in the cugriculum ‘“is to provide an arena in *
which the separate man, the/Single ¥go, can strive at once to know
the world through art, ¢ if any thing he uniquely is,
and what some broth#¥s uniquely are” (b 143). "~

Egucation and External Real)t"y ‘e

DeMott’s statement contams several 'ndamental‘assumptlons
which are evident throl.lghout his' book One assumption is thgt
art does not exist for {ts own sake, but\rather to teach people
about an external reality. This alsé assumes that an individual ego
cap. know of existences beyond the self. In fact, one of the essay’s
major ]ustlflcatlons for teaching English is that once one makes
these two assumptlons the old huma&m tradition for teachmg
English remains valid. DeMott' (1969éays that English teachers -+ .
" and theiretudents are elevated by *“the extraordinary experience
of raptness, selfless joy, (and) tranced-invalvemenj in the move-
ment of a poem or storys... They are momenta: J pr‘ﬂﬁleged to.
. care for something beyond themse1ves they are sefking to actual-
*. ize (I apologize for the cant word) the range of hifmanness which
flows from the capamty of men to jnvestigate th, own delights
and to arrive at the mode of consciousness that giyys bl.l"‘.h to stan-
ddrds” (p. 139), . ‘.~ y
In his essay entltle’d ‘“‘Exactly What One Means” DeMott con-’
demns the zeal that poetssave for ‘‘accuracy’ ofexpressml‘f par-
ticularly when they want to ernphasme their own umqueness by
their pmelsmn .Gibson objects to the pragtice of judging student
ing on the basis of -accuracy because he has re;ected the idea
- ;;} language can reflect reality accurately. DeMott's condemna-
ion has'a different basis. He says (1969) that “ipeople who'insist
on saying ‘exactly-what-they-mean’ are insisting on their own
human importance, claiming a uniqtieness of being, asserting their
pride” (p. 133). In McLuhan's terms, these highly literate persons
have moved far toward the logical end of linear consciqusness.

- +
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, They e hecome what DeMott (1969) calls “songbirds preoccu-
pled with the one rght word who lose touch with the Not-Me,
with the world at/arge, a place never more exciting than now,
never richer for seeing, Jearning, wondering” (p. 130).

Y+ Conant's bet is that in the future scientific minds will move even
closer toward relativism” apd will concentrate upon the mind’s
* ability to create rather than discover. In light of twentieth-century
scientific evidence,she says that those who believe that what their
senses report has some relationship to an objéctive reality must
bear the heavy burden of proof. Clearly, that kind of proof is
not’ available. In its absence, however, I believe English teachers_
will be much better off accepting McLuhan’s explanation of how *
tweqtleth century solipsism came to be so w1dely accepted.

If, as" McLuhaw suggests, sohpsusm results om a blmd-!ftﬁ
“retribalized™ cul-
’s continuum

electrofiic media will eliminate that blindneé t
“lost ks bet people will again feel comfortable™with a belief in an
external reality, and English teachers can rediscover an older, hu.
manistic justification for their profession. DéMott scoms McLuhan
for predicting easy solutions-for. complex twentieth-century prob-
lems But even i{n his scom, he retaips his emphasis on the “not-

) * As far as | an¥ concerned, the greaf dafBer of twentieth-

' century solipsism is that it will produce English teachers who, like
Hamlet, are paralyzed by an endless and unproductive mtrospec-
tion. Whether we choose to simply ignore the objections to the

<belief in an external reality, as DeMott dogs, o look for reasons

to believe in it, & McLuhan does, is much less important than ~

accephing its existence and getting on with the ancient busmeas o s
" of offering English as part ot' a humanistic educatlon /

.
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10 Endence for a Conceptual
'Pheory of Rheborlc

David E. Jones
K w LOs Angeles VaHey College
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- " -
" ‘This essay might bést be considered a new apology for teaching
rmal patierns of ex . Although most English departments
+ mplicitly require that such patterns be” faught and most essay
eXaminations throughout the “colleges .are structured on them,
students frequently resist’ a.formal study of ‘what appear to be
mechanteal, statie molds into which they must press their animate
thoughts and feelings. Evidence from the work of Piaget and cog-
mitive psychologists indicates, however, that the formal patterns
of expositien are symbolic constiits of human beings’ natural
and udiversally developedfﬁc:)des of understanding and ordering
expegience. Aware of this, students and teachers alike can study
. composition as an organic..bumadistic activity—not a mechanical
one. And it is hoped that this paper exemplifies the constructive
use of seience, not scienbism, in the humanibes. [ A slightly differ-
£nt versson of this article appeared m Coilege[Compos:t:on and
Cor"mu:y-uon Dec. 1917 28, 333-337.]

»

2
[ * - y

In, A Conceptual “Theory of Rhetorie. Frank D’Angelo maintains
that.the rhetoncal categones of defimition, partition, clagSification,
enumetation, exemplificatioh, cause’ and effect, and cdmparisen
and contrast are ‘“‘dynamic organlzational processes, symbolic
manifestations of. underlying mental processes, and not merely -
conventiondt, s;ag(patterns" (p. 57). This thebry is a timely one—

in my experiencé, well—?ived. But for alf its value, it does, as
he says, raise gore qu¢Stions than it answers. Thus, D'Angelo
concludes by stating the need for basic research *focused on a
suggested hst of twenty-one points, the first of which ls.“f.he study °
of the topics of ntion and thefr relationship to underlymg
logical thoughtﬁpr;cqti;es" {p. 153).

What is stil needegl. to paraphrasé Joyce,- -is that ea.l schalar
with an 1deal somma who can full}'correlate this théory of thet-
oric to studies in biology, cognitive psychology, psychoneurology,
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and chh&mgusstlcs on the nature of thought processes Angelo .
has offered a firm theory, but unti] sych research-.and synthesis
are provided, those teachers of com;‘.io ition who might imagine
themselves as one of Ronald Berman’s “intellectual iuv’ertebrates"
may find support in the knowledge that there is conslderable
evidence behind DAAngelo’s theory.

"W My purpose,.then, 1s not to relate the psychological and rhetori-

cal structures as he asks {a task c\é‘a.rly beyond, the scope of this
_ essay), but to show that support from' numerous studies does

- _uindeed exist, demonstrating the essential continuity of develop-

ment from basic.biological and mental processesto the formation
of formal rhetoncal structures. The actual evidence, in the formi of
countless specific observations and experiments, is detailed in the
primary sources to which I refer. For the skeptical and she curious,
the observations themselves can readily be checked,; for busy in-
,structors of composition, the conclusions and summanes provided
here should he of help. - y
To me, the primary vale of knowmg there is support for the
conceptual theory 15 that in teaching the formal pattems of ex-
position one need not apologize.for forcing what often appear
to be static, mechanical modes of organization upon the minds
of students simply because convention and “the essay examina-
tion requu'e them, or even' because they have been shown to be
effactive. Instead, the nstructom can now, have some increased
measure of confidence that teaching the form and use of these
pattemns 15 education in the basic sense of ‘the word—drawing out
and-up to higher levels of consciousness ths most fundamental,
unwersal modes 6f organization wthh constitute human inteltlec-
tual activity, . T
\

The Work of Jean Piaget *

r

I

; .
Evidence from the work of Piaget and his collaboraters can*be *
found In many sources covering thousands of observations over'
the past forty years. Before relating their work to D’Angelo’s,
howewver, it 1s necessary to discuss some differences in, terminology
that otherwise could prove confusimng. In A Conceptual Theory,
D'Angelo refers to ‘“‘nnate organizing principles” and “innate
structural pattems” (p. 26). This seems to distinguish between
principles and structural pattems, yet attribute$ innateness to
both. With this Piaget differs, but in a way that shopld not bé
. r S
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important for rhetoricians, because his is a fine eplstemolf)"gical
distinction B‘etw‘een what, is ifmate on the one hand and what is
universally hnd naturally acquifed onathe other. In brief, for
Piaget, cognitive structures pe are not innate, but they do
“develop ‘uitivetsally as a result 6f one’s interaction with the envi-
ronment, controlled by those “inﬁa%r'g/anizing principles' that
D’Angelo assumes. ~ * . N

Thus, classificatign and division, comparison and contrast, eny-
meration, and so férth are, for Piaget, *‘structures” resulting from
higily complex developmental processes, not innate constructs.
Nonetheless, these structures originate in basic grganizational
mechanisms, , common to both physiological ahd$sycholog1cal ,
behavioral actlwtles (Plaget 1952, p. 14). This distinction arisgs .
from Piaget’s¢‘geénetic” or developmental eplstemology and ean
be understood only in: view of the very basis of his system.

Piaget (1952, p. 1) begins his analysis of ghe origins of intelli-
‘gence by ‘stating that a continuity exists between the purely -
.biological process of adaptatlon and formal mental processes.
These progesses begm with innate reflexes, proceed through habits
and associations, sensonmotor mtelllgence to verbal or cogm'tive
mteihgence This continuity is established by a mode of functlon- .-
ing, a heredlta.ry_amxlf‘y,/whlch he calls$"invariant functions,” to
be distinguished from “variable structures” (Piaget, 1952, p. 4).
Because intelligence is for Piaget a particular instance of biological
adaptation in genera.l intelligence “is essentially an organization,
and . .. its functlon is to structure the universe'just as the Organ- -
ism stru ures its 1mmed1ate enmdronment" (p. 4). ,

e . . ) S
s, , . L,

Thg Matt?r of Structure E j . v

-

v

+
*

Organization and structure are the liey terms for rhetoricians. The
_process of orgamzmg the enwronment is’the “invariant functlon
. of all orgaj ismg. {Variable structures afe ‘the résult of this orga-
- nizing avtivn;y %\aget 1952): ’

- ’I‘he istake- ﬁas sometimes been made of rogardmg the ¢ priori as
* condisting in stPrictures existing ready-madé fyom the beﬁnmng of
deveiogmeni whereas o the funetional invarian thought is at
work in the most primitive stages, it 15 only litfle bylittle that it
umpresses itself on consciousness due to the elaboration of struc-
.tures which are increasingly adapted to the function jtself. This -
@ priori Snly appears in"the form of essentiakstructures at the end
of 'the evolution of conc\apts and\ not{ at Lheu- beglnnmg {p: 3,
1tallcs added.} . d\

]
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Structures are variable btcause they are developed through expern-
ence. From undifferentiated global generalizations, they become
more precis€ as experience forces recognition of what should and
should not be included tn each pazticular structure.

If at this point we dlrsregard D’Angelo’s 1dea of innate structural
patierns, and emphadize his concept of the formal modes as being
symbolicy manifestations of innate, “dynamic organizational pro-
cesses,”’ D’Angelo and Piaget arg reconcilecdh What remains 1s to
discover the. specific ongin$ of ﬁhe formal modes of discourse 1n
Piaget’s invariant functions. -

[nvariant functions orQperations exist within the framework
of "the two most general Yoiological functions: orglnization and
adaptation ” Althoug_h both of these-fundtions are two comple-’
mentary processes of a single mechamsm, adaptation 1n itself 13
defined as “an equdibrium between assunilation and accommo- ’
dation” (Piaget, 1952, pp. 5-7). Assimilation .is the process.of
changing the environment to the needs of the organmism; accom-
'modation 15 the process whereby the organism changes itself in
relation to the-environment. On the kiological level, for example,
food s assimilated when the organism transforms the structure b‘(
food by chewing. Following this, chemical transformations occur
In dlgestlon At the same time, the organistn changes itself to

absorb the nutrients, and the &emlstry of the body is changed
(Flavell, 1963 N .

.~ The Process of Assimilation

This same, process applies to intelligence ag well. And here; though
not immechatgly evideny, is the-origin of the elementary processes
of analysis, comparison and contrast, classification and division,
and illustration. Assimilation 15 itself a mode of organization:
somethipg' in the environment must be ncorporated, embodied,
into some other specific thing 1n the ‘organmism. This presupposes, -
on whatever level, an analysis, a recognmition, a comparison, ancd
classification of what can and cannot be assimilated in any specific
process. Notice in Piaget’s geperal summary that assimilation
Applies at all levels from “‘sensorimotor intelligence’ (from barth
to about age two) to formal ‘‘thought” (Piaget, 1952).

Intelligence 15 assinulation to the extent that it incorporates all
the given data of experience withwn its framework, Wigther 14 15
a question of theught which, due (0 judgment, brings the-new
into the known and thus reduces the universe to 1ts owtherms -

t

.
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or whether it 15 a question of sensorimotor intelligence which also
stritctures things pefceived by bringing them mto its schemata, .
in every case intelectual adaptation involves an element of assimi-
lation, that is to say, of structuning through incorporation of
extemal reality into forms due to the subject’s activity. (p. 6)

nget s terms mcorporates structures, and schemata suggest the.
"extent to which he sees the organizational function of assimila-

 tion. How can there be an incarporation, a structuring, a bullding

ap of schemata, if not by analysis, recognition, comparison and,
contrast, and classification® Classification, in fact, is inherent.in
the definition of a schema as “‘a eognitive structure which has
reference to & class of similar action sequences of necessity being
strong, bounded totalities in which the constituent behavioral
elements are tightly interrelated” (Flavell, 1963, p. 53).

The significance of thie organizational process of schetna forma-
tion for D’Angelo’s theory is that the-erganizing function is innate

- . and the schemata begin developing in the fitst days of life, Because

the recognition of an object is basic to all organization, Piaget’s
/scussmn of this topic is important. ,

Initially, according to Piaget, the recognition aspect of assimila-
tion is certainly*not conscious; but it is evident that from birth
the child, acting from innate reflex mechanisms (such as push-
ing, sucking, and grasping), begins fgrmmg basmxscl;nemata (what
Jerome Bruner calls ‘‘enactive modes of representation”} which
are elaborated and refined with experience. These sgnsorimotor
schemata *‘are not yet concepts, since they cannot be handled in
thought and only come into play at.the moment of their practical
and material utllization” (Piagét, 1972, p. 25). Nonetheless, the
functional similarity of schemata-formation and concept-formation
is such that Piaget also states that “the concept &f assimilation
from the very first embodies in the mechanism of repetition the
essenttal element which distinguishes activity from passive habit:
the coordination of the new with the ol hich foretells ttre
process of judgment” {p. 43, 1talics added).

Throuyiout. Piaget’s work one finds .such terms as foreteHs
origins, pre-concep!, and pre-relgtiofds which indicate the essential
continuity of intelligent functions from.birth through those ma-
ture stages of behavior that indicate the use of formally defined
concepts, relational thinking, inference, and so on. Allowing for
his cautious use of terms, the Qngiis and continuity of formal
thought processes are seen in his discussion of differentiation,
which requires comparison and contrast of'rsome sort, not initially

- ¥
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of one object to another but of the object to the schema. As with
all development, the process is from stimulus generahzation to
increasingly fefined stimulus differentiation. Piaget (1%.52) states
that from birth the infant begins with, among other schemata
mentioned earlier, an undifferentiated sucking schema. *“*according .
to chance contacts,. the child, from the first two weeks gf life,
sucks his fingers, ‘the fingers extended to him, his pillow, quilt,
bedclothes, and se on. cofMsaquently he assimilates these objects
to the activity of the reflex’ (p. 34). During this‘same time, how-
. exer, “the beginming of differentiation” (p. 36) 1s inferred from
the infant’s rejection of all these objects n its “search and selec-
tivity " of the mipple whén it 1s very hungry. During periods of

satiety the blagket suffices. .
Piaget 119:2[) conchudes-ths observation by notu&hat though
there 1s po formal recognition of an object at this level, there is a
.practical recognitory assimilation which “constitutes the beginning
. of knowledge™ (p. 37). He sees the beginning of knowledge, the
beginning of psychic organization, in this reflex mechanism be-
. cause of the '‘fact.that sooner or later this act reveals a meaning,
. and the fact that 1t 1s accompamed by directed searchlng" (p. 38).

Fundamental Function‘s 5

. t
" Obvadisly Psaget‘does not chscuss thesp functions in terms of
rhetorical principles, but it is easy to infer tiat he recognizes the
operatlons of analysis, comparison and contrast, and classification
n these innate mechanisms (1952):

The great psychological lesson of these beginnings of behavwr is
that the experjmental tnal of a reflex mechanism already
entails the most comphcated accommodations, assimilations and
individual orgamizatiens. . . [and] if these behavidr pattems
transcend pure physiology only to the very stight extent .

. they nevertheless seem 10 us to be of essential importance to the
resi of mental development. In effect, the functions of accommio-
dation, of assimulation, and of orgamization which we have Just
descnibed an connection with the use of a reflex mechanism will.
be found oncé more in thg course of subsequent stages and will
acquire increasing impoirtance. In a certain sense, we shall even
see that the more comphcateqtmnd refined intellectual structures
become, the more this funcilionals nucleus will consUtute the
essence of these very structures. (pp. 41-42)

£l
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As teachers “of composltlon n search of “underlying mental pro-
cesses,” 1t fatters hittle 1if we cofisider these fundamental organiza-
uonal funclions the result of “practical” inteligence, what matters
1s that they are natural, not conventional—developed {rom birth.
Twelve yvears after Origins of Intelligence, Piaget comes even
-closer to the concept of companson and contrast when, in The
Early Growth of Logic in the Chud (Inhelder & Piaget, 1964),
a study of over 2,000 children, he says that “evergat the sensor-
motor level there is assimilation by similanty; &t denves both from
the perception of common qualities and from an elementtary kind
of abstraction which'is ihtimately bound up with functional ends”
(p.-283). Because this book is a study of classification and senh--
tion, jt 15 here*too, that we find Piaget's most pertinent stateménts
on classifig,ation, division, and enumeration (Inhelder & Piaget,
1964): ’ " -

-
L3

The onigins of classification and senation are to*he found in sense-
rimotor schemata as a whole (whigh include perceptual schemata-

. as miegral paq

"~ Between the ages of 6-8 and 18-24' months. which 1s well be-
fore the acquisition of language. we find a number of behaviour
patterns which are suggestive both of classl[“cau n and’ of sena.
tion. A child may be given 2 familiar oblect mmediately he
recognizes its possible uses. the object is assnmllated to the ha-
bitual schemata of rocking. shaking, striking. throwing to the
ground, ete If the object s completely new 10 him he may apply”
a number of familiar schemata in succession, as if he is trying
to understand the nature of the strange object by determining

. whether 1t 1s for rocking. or for rattling, or rubbing, etc. We have
her?sort of practical classification. (p, 13)

F

Evidence from Other Studtes

Praget s by no means alone 1 studying the biolo\glcal orgins of

thought processes. After etamamng evidence from every con-
cetvable freld, LennebergN\(1967) concludes that the biological

" basis of ca_ttegorlzanon 15 s0 fundamental that “alf vertebratés are

psiuipped to superimpose categories of functional equivalence
upon stimulus configurations” {p. 331) and that concepts *‘are not
50 mixch the product of man’s cogniston, but concgptualizatlon 15
the cognitive process tself” {p. 333) .

Ricciuts (19835) has observed:'in a study of categorlzmg behav-
ior m preschool children, that those-who had failed to respond to

J‘\
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ural instructions for grouping certain objeets would Spoqmneousl}
group the same objectg qulte?syst,ematlcpjly while at play. Further
experiments with children'aged twelve to twenty- four months led
Ricciuti to conclude *‘that these behaviors ap@- their associated
¢ognitive componenis represent, in some senge, prelanguage pre-
cursors of the more highly develo;aed lan lage- and concept-

related categonzing behavior of older children.”

et

Mdre recently, Nelson {1973) has studied twelve- to twenty-

four-month-old children who not ohly demonstrated rule-Based
cognitive organization, but for whom “f;:mctlon or use of objects’
15 a salient principle’of categorizing behavior” (p. 28). : -
At the Harvard Center for Cognitivé Studies, Bruter and others
'(1966) have duplicated anid modified many of Piaget's* expenA
ments. From théir study of “recognition,” for example, they
maintain®that this type of discnmination begms at rth, and th’gt
it “15 equivalent, | the.formal sense, to the’ act of categonzmg

(p.103). =~ L.

In psycholingutstics, the recent work of Brown (1973), Slobf“ﬁ
(LP276), and others has established evidence from thu‘ty languages
showing’,invanant universal’ gharacteristics of Ianguage develop-
ment in, respeet to both structure and meaning.

A close siudy of these and related works ‘will provide adequate
matenal for estabhshmg the precrsef relationship between the
. forma#f modes OfdlSCOLu’SE ind their underlymg thought procegses.

We have a bibliography. We have the insomnia. Do we have‘thp .

deal scholar?

+
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Ampld T Orza

Umyemty of Connecticut at léartford
. ' LY FL} .

- Arnold ‘T‘ Orzehs essay | shiares the oolthgt n of the preceding
. writer that th re j5 a demonstrable cdntlh ity between natural
process and’ tHetorical or verb ‘structures, ‘But Orz4'is not con-
yinced that this contiuity is Mmasily logicgl. As its title indi-
cates, Jhis essay suggests an alternative term to dese ribe the nature
of the link, but makes clear that ¥ioloficel must soon be filled

. out by terms liké morphologicat orevolutionery and, primarily,
Jnetaphorical. Michael Polanyi’s word post-criticai~probably the
‘best ¢antemporary term—accounts for the large-role his thought
plays in the course of the e'ssay. In any event, fhe main argument
has less to do with the problgm of terms than with the thesis that
ail ¥netaphor, ‘in sclence, Hterature, and all forms of ditcou
functions as a source of:reaf power over the world of thlngs and
thgsell, - . o,

[l
#

A\ | of the National Endowment for the Hu mamﬁes Fellows in
semnar that produeed these essays share a concemmn about stud%;
writing, ‘qoupled with a weary but good-humored skept1c13m abdbut

the latest surefire “angwer to all your problems.” But we seem,

nonetheless, to ‘be stuck with a defensive’ position, with tPenches

* and barricades béing the dominant metaphors in our discussions.

" This. position needs to be replaced by a renewal of confidence ig

tpe teaching of both composftion and hterature, and in langUage

itself. . .

By. that last phrase, I mean simply the belief tha\qrds are a
form of power, useful notjust to make a livirig but to mike thikgs
live. The very students we seek to reach may be the last to glgant
us o! comnctlon of the sd%alled interanimation of words and

thingé, but that reluctance is the proper challenge to our powegs of
persuasion, i.e., our rhetoric. Stidénts do-not withhold this faith X
{(which i what I take confidence to mean) from t\hilanguages of

L
. - [l
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gv: This' means, for gne
thing, that neither these dlSClpllneS nor_their langudges face the
task of persuasion that we face. More important, this confidence
In the reality of ghe languages of sciences 1s 2 meagure of the gulf
hetween literature and science, & gulf that makes 6ur recovery all
the more urgent.

‘Ohmann (1976) cannot d1scqss for very " o7} g the politlcs of .
reaching English tn Amenca without confrontihg the pOl!thS of
the relation of science to English in Amertea. Major sections 6f his
book are therefore devoted to that issue. Foy’ the same reason, [

» cannot talk for very long in this essay about composition withoyt
talkmg about metaphor and scielice, even t the risk of geeming
hgpelessly remote from the practical and u}tractable prob ems of
the classpoom and the con‘ec@d essay. . /,

chemistry or physics: or e»en of so;:tolo

Language Models .
The recent cnsis 1n the teachmg of co positlkan 18 4 crisis not in
baﬁQ‘S but in the relation of scientifie o poetic metaphor, and the

.. answer lieé ndt i grammar but in passion. That is the argument of
this essay—that, and th contention hat 2s iong ag we define the

Jcheice before, us oice betwegn composition and literature
{ur worsg, betwee enrollments and literary criticism), no resolu-
tion of our cnsis cdn be a lasting ole. Not that it should be a func-
ton of mtrqductor} English coyrses to develop htdrary critics.
Rather, a student’s sense of the Possibilities of hns or hef own lan-
guage Is best e¢oked by models demonstr‘cttmg what other writers
have mvade the language achleve This may seem unfashionable, or °

. e¥en a byt sﬂly SIICE 1t assumes q,contlnulty between the English
of Shakesfeare and the English of today s new student. But at.
least 1t is democratic. 1t argues that 4 Ianguagt; belongstoall of its .
users. The alternative to thiswiew deals with the condescension
implicit in the 1dea that, while the paets may be proper food for
those of us trained in mote halcyon times, we have to begip today,

/wzth where the studiants are “at.” And we all kno‘aar they aren’t.

" hooks, *¥ > d .
- 1 hﬁvesuccassful&rand unsuccessfully"taugbt begmnmg students
for more than fiftcen years and have just about gwen up trying to
determine where they're'“at” when I first see them. | envy.those
who claim ‘they do know, buf, maliciously wonder |f the expertise
of the technicians who prescribe-the cures for our new nonliterary
studentes pot blmllar to the elaborate rltua}s of acad emiC criticasm
for whu.h the gures are asupposed antidote. Both agree, 1[ for d;f
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Barﬁefd does s0 by‘takmg a specific metapho\hke ruin and tracing, ¥

as it were, its natural history. In doing 0, he shows'how the meta-. -
phor's'expansion promotes an expanded acguisition of realxty The -
key to Barfield’s thought is that he regards metaphor'not asaprim-
itive “stage’ of thought to be discarded for a more rigorous and -

- sophisticated loglca.l phase, but rather as itself the more advanced '
and-sophisticated phase. ost provocative passages in Barfield’s
Writings are those ini whiclﬂ:ﬂ: demonstrates HOW'even supposedly”

_ abstract scientific terms like caltse, stimulus, and—Feference rgpre-

i sent accretiops of this process. Thus Barfield, like Polanyi and

. Cbleridge (whom they_ both._acknoudedge}—refuses—the-spht—be=—'———"
tween abstract and concrete, logic and image, subject and object,~ -
fhought and thmg fi.e., speech and nature} by founding their es. .
sential unity .on the rnetaphorlcal power that supports them both.
Botf the goet and the scjentist ate engaged in expressing tHie meta-

" phoric (s, opposed to mechanomorphic) emergence of orgaric
- growth and form, This includes, for Polanyi, the emergence of,
consciousness itself. And metaphor is the language of that account; o
-the huntan “indweller” is at once the means and the end of the .
‘process which he articulates. “Man ” says the poet Dylan 'I'hom_as*,
“be my metaphor :

Lo ._ . -

Need for More Humanistic Sci'ence _
L8 : .1' . . t? - Y
" In his essays“‘and in his -massive, multwolume Science and Civiliza-
tion ‘in China, Needham has defined the mecltanitic separatlon of,
tatural process and congciousness that has dominated Westem
science for three hul;ldred years. Avoiding the errogs of the vitafist”
. position, he has nonetheless shown that only a commitment. toa.
-- -a more “organismlc” vision will enable science—especially chemistry
‘and. biology—to relader_ an adequate. account of the nature -and
. significance of living forms, their Intemelations, and their connec- -
" tions with human consciousness and language. Inhis scholarly work
on China, Needham repeatedly’ Yimns'the ironic u‘nphca,ﬁions for
_usin t}ie West. His argumient is that thie Chinese have an-idea 0f~
the unilerse as a-living net within which humang are mextnpably
enmesHed, not just as observers but as parsicipating organisms, an
 idea that frustrated geiéntific growth ih China even though all the
“ necessary elements were present; _
In. contrast, Western technological superiority derives precisely
* from- the concept that humans are Yuch remote apd detached

Liti
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yemark here that ;he call of our NEI-i seminar to the twin concems
. of love and .rhetog,g anunat,es my search to replace this model.) I
hope. that at least’a few other teachers ‘will find the relation of
metaphor 'to- naturé, b both humant and bwloglcaL as exciting and
challenging as- Ido.’ I think it has profound'fm-phcatlons for the
* eteaching of hts;rature“’and gomposiﬁon. together, which 1 assess in,
-the last seéction of this essay. At-least it provides the intelléctiral
gugport for meeting the rhetorical challenge from our new and our
stydengs,, thd&tl}e forms of e;\gﬁresmq,n and the forms of things
beonﬁg’q%. [ . o= el . .
| e,'f‘ -’: "’1“ :’ :"[\»-t i 4-;‘”4?4%\
IMqtapF;qr /me thctlon “: f" .?‘f’)ﬁ‘
,’, T ', ls lgglc t(he Essencem’ tlfank f -J.rords is Thmkmg ime
L. i possnble without ;arb“itra,;g hcy,y far' is;the word “arbi’
fl ~ ~ ifary” a misnomer? Arénfé i parts and gemunabtons

ftr e

- i/ Of the ptant? Atfd what {5 the Ja ‘tltem 19 In sorpéthing
. & éstroy 'thE oid antithedis of
av t “Words and Thmgs. ele?at{ng. as it Fere, Words info” Thmgs anel
- ; Imng[tungs L?.o {Colerxdge in a letfer' to Godwip).

"_I‘he ;purpose bf this’ sect n is tg think. abeutdanguage in an
evo}utlonazy an murphdjo al cbﬁ%e’:ﬁt ie., to assess the, relation
' of verbal“form{"as .2 ﬁ.l,hchpgjtﬁiand fot the human, organism

(Bumshaw 1970 p. JOj'\tO”?O efﬂfgm;iqunns This view efitails
‘hatural” as opposed to agf a‘;b;trary’ (ifi Coleridge’s sense of the
, term) 1nterdependence a,nd 'commp;ty hetween names and thihgs. *
_ Language. embodles the effc&!'t (mbst writers in the Yeferen'ces cited
“fh this article womd call' it the Hesire’’) of nptu:al forms to utter
_tﬁemSelves in and’ thx;bugh? the “hitman - voice. Failing this; they :
 would. be condemned to silence dnd- coﬁapse An example’ of ghis
) v1evg is found in the poet Rilke’s powerful images of tree branthes -
* "' bendlng ‘into-4 lyre, or in the uttexance “whe_t stands printed- m
" roots and long difficult stems.”

Mgtapho: thus serves an evolutlonary ftInctxon wﬁe acéount-
ing for the process. It does not merely handle jermsaas does
kogic, it makes “them j'Barfaeld 1965, p. 70). In’ describipg "“the
entanglernent of suhject and object of psychology and natural
history . ., of word and thing” in the language of the sacred Vedas,.
‘Barfield expialns that language«antedates a p’rocess of spparatidn

:.“wtrereby the thing is separated from its name” and’ points instead ..
to a condition of “partlclpatxon ~ “In tlHe measure thal man par-
tlc:lpaies in hls phenomena, in that mpasura the name is t.he form,

i S i
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e farm is the name * Or again:

quotation means for Barfield and others.(Whyte, Needham, Sewell)
the unfolding detire of organic forms for a fully articulated con-
sciousness realized in human beings and by human beings in their
language. In this context, metaphor is not a pretense of identity
which fogic’s principle of noncontradiction (that A cannot be A
and fiot-A simultarieously) continually undermines. Rather, met-
_aphol' i5 & med1um of revelation and affirmation (in Polanyi,
“indwelling”” and “‘commi ment") of the uruty of nature and con.
sciougness, .

This unity i not sunply o,r passwdy recorded, but promoted by
the m_gph'otmakxngmcess_nmlﬁlhamrd,xease%ﬂanguage— —
of. Colendge again, is neither “‘that which affirms nor that which is
afflrmed ” but the “living identity and copula of both.” The last,
tbrm -is used by -Coleridge deliberately, I think, to suggest the
sexual as wel] as the grammatiéal character of the model he has
in T for the interpenetration of subject and object, word and

/

)

thing] In one of the most neglect®l paragraphs°of his “Pleface’ to
" Lyrjea Bailadls, Wordsworth, too, for all his differences with Cole-
fidge, seems fo have detetted in the inlage +of interpenétrated
opposites a mode] for cgnnecting sthe “direction of the sexual
appetite” with the ve@fe of our ordinary conversations.”” Such
. an idea oflanguage, however, runs counter to the view prévalent
in strucfural linguistics—that fanguage. i¢ an algebraic code.and the
ideal explanatory model,is numerical. (Barfield calls this a sensa- -
tion- ple enumerat-xpn model.) . . . .
The problems and ‘“‘nonsense’ attached to seeing a logical prin-
ciple as fenerative of gramhtjcal and phonological forms would
seem tg have been pretty clearly spelled out by the mathematiciarr
who wrote Alice in Wondeﬂand amd ThrOugh the Looking Glass.
But the dream persists. We may assume that certain featuyes of
%drds, since they share the property of gquantity with .othes‘g
al structures, can indeed be arithmetically transformed. (Sewdli’s
 Field of N, nse'nse is a speotactilar analysis §f just how far awriter -
like Mallaré can take suéh an assumption.) A progect of more
valid @o’pe, however, would have to keep these features mbegrated .
within a more organic and ‘créative structurp dor “field” from which -
they de.rwe thgi.r senseé and wthh is 1tself reachable only through--

-
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the creation of metaphor. “‘That which is.creative must create it-
self,” wrote Keats, and his-paradox applles here. What we ‘are look-
g for is what we are looking with— the sources of verbal power
are contacted and teleased in and by their metaphorical exercise.
As I hope to show later, and as I think Ed Hancock’s egsay in this
volume configms, this premise leads the act of composition ines-
caphbly and inseparably in the direction of poetry.,

Such ag attempt to bypass the divisive split into the fanguage of
science or logic (veridical) and the language of poetry (emotive)
finds 1ts counterpart 1n science itself. There is & continuing effort
within blology to overcome the split between mechanism and
vitalism as altemative ways of explaining the growth and structure

-of lwing forms, by moving to an organismic view proposed by
scientists kke Whyte, Needham, Arber, and Polanyi With even its

attémpt at a basic taxonomy n disarray, biology 15 an appropriate
discipkine in which to observé the increasing demand for-a more
Jholistic mode of discourse and explanation. Like poetic or linguis-
‘tic inquiry, 1t must deal with forms ih process, i.e., transforma-
tions. This. agcounts for the sense of connection between poetry

_and natural hlstory in writers like Sewell and Barfield, where meta-

phor is considered the language of metamorphosis itself. (Anadded
dividend for teachers of language and poetry is the degree to which
hoth.the critics and-biologists in the references cited in this essay
locate their common ancestry in Calerisige and Goethe.) .

So a wnter like Barfield can astonish us with the suggestion that ~
the-. objects df inquiry of the writer (speeth) and the biclogist
{nature) appear on thqhorlzon of bemg mextncably‘ entangled,

. t‘Saeech] did not arise as the attem’pt of man to 1m3tate to master
or to.explam ‘nature’..for speech and nature came into bging glong
with one*anoll er " The dlfflculty is that if biology can no longer
rely excluswely on mathematics for the analysis of-transformas
tions, 1t 18 left with metaphor)cal or mytjgological or* post-cntlcal”'
accounts (Polanyi). Metaphor-making brldges this gap and um}tes
poetic and scientific composition. In both sclence and poetry, we
seize the true and whole forms of things in the names we compose
for them: All of the writers mentioned repeat this theme over and
over again, and this essay could easily become a citation of their
most eloquent passages, But threewwill have to stand for them all:
MichaelsPolanyi, Owen Barfield, and Joseph Nebdham

Polanyi {1974) attempts to show that the operations af science

, depend on a set of unassertable (i.e., unspecifiable by a process ot
definttion) beliefs. This Prings sclence and poetry closer together °

L
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in the sense that metaphor represents the jdentical “commitment’”
or act of faith—what Polanyi also calls a manner of disposing our-,
selves—to the interdeperidence and “interanimation” (Colendges
'term) of forms and names, of.nature and Gonsciausness. '

We are faced here with_the general principfe by which our beliefs
-are "anchored in ourselves. . . . The cunous thing is that we haye
no clear knowledge of what our presuppositions are dnd when we
try’ to foimulate them they. appear quite unconvincing. I have
iltustrated in my chapler on probability how, ambiguous and
question-begging are all statements of the scientific method, 1
suggest now that the supposed pre-suppdsitions of science are $0
~ futile because the ‘actual. foundations ©f our scientifia beliefs.
cannot be asserted at all. When we accept a certain set of pre.
suppositions and use them as our interpretative framework, we
-may be said to dwell in them 25 we do in our own body. Their
meritical acceptance for the time being-eonsists-in a pqcess of .
_assimiation by which we identify ourselves with them . The
tracing of perSonal knowledge to itsrootsin the mbsn_dlary aware-
nes$_ of our body as merged in"the focal awareness of external.
* objects, reveals not only the logical structure of personal knowl-
© - edge so its dynamic sources. . .. An externai thing is given
meaning by peing made to %orm an exl.enslon of ourselves: .
These beliefs. transposed into-more active intentions whlch

—-draw-on-our-wholewersomr .~ Like the toBt, the sigg ot the ¥m-

= bot can be conceived as such only in the eyes of'the person who
- relies on them ta achieve or sigmfg, somethmg This relianice is @ ~.
persona! commutment which is involved in all acts of fnfe!hgence’

- By, which we inlegrate ‘some thmgs subsidiarily to the center of *

" our focal attention. Every act of personal assimilation b whlr:h

» we make a thing-form an extension of ourselves . |Sacomrnn

ment of ourselves, a manner of dls_posmg nursel\res -

Y
We can know only what we %lready -are, but what we knowys;

we know extemal things onk; as we know owr own body, by .
dwelling in the They take on i:hejr lmng cha:a?wr, as does even .
the living- organ of our own body. in our 1magm__atwé apprehen-
sion of them. They and the bolly are seized metaphorically, in the .
stnse that we send our imaginations to dwell in t I objec- o
tively, in the sense_ that’ things become the revelgtion of théir own
living nature. It is rema.rkable to watch the thoughts of men fike
Polanyi and Barfield work their way thtough the “mechanomor.
phic”” (Barfield) phase of Western models for reality. Such models
are outméded now since they cén nolonger desciibe the emergence
wf supenor orgamsms (Pcilanyl 196'?), i;e., they can no longer
form’ the basis ¢6F a smence of transfonnatlons, ih oxder to-ret

to an almost medieval view of the unity o.f names and thmgs “

.4
.
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the knowledge of the things that are, s the things)’ (Scotus Erigena . -
as quoted in Barfield). ‘A¥d from this perspective, we might ask -
what role medieval conceptiops of rhetoric might play in the shap-

ing of a contemporary ‘science of transformation. The possibility

of a link between the two has already been faintly sketc ed in
Sewell’s The Orphic Voice.

The tést of. the validity of any fethod offering to reconcile
thetorical forms and natyral process (as cohtemporary hiology de- .
fines it) would be‘the extent to which that method retains the
vajues, of concreteriess and of the body, respectively. Polanyi's

" notion of indwelling does affirm these values. [t seems impossible
- to me to dwell, though, in abstraction, although I accept that a
certain intensity "of passionaté indwelling could “make otherwise
remot’e abstrac _,,u.on&—ceme alive. I would simply argue that they
mé concrete, ie., -they take on a bgdy. Yeats said it
) r: “We cannot know reahi;y, we can only embody it.” o any
vlew of the essential continuity of organig with rhetorical forms
will probably_also itvolve an effort to write a biology of rhetorical |
%orms. How migltt such forms be systéms of bodily activity, of
the ‘organisiés attempt to articulate its inmost nature? Such a '
possibility is Held out by the inspiring language of the preface to
D’Angelo’s A Conceptual Theory of Rhetoric-with its talk of
Bosmic consciousness and the new rhetoric required for its expres-
.sibn. However, { think it fair to say that the book does not deliver
its promise. But here might bea way.to think about phonemes
. that cowld include, yet not be réduced to, the hotions of the rela:
tion of solind to sense that are preva.lent in modemlmgulstlcs.

L

Those (who look into the unity of sound and sense)-may ﬁnd in
* e consonarital element in language, vestiges of those forces which
f‘f“ . brought i mto being the.externaistructure of nature, mcludmg the
body of man; and in the originalvowal- -sounds, the expression of .
that inner llfe of feéling and memory which conskitutes his soul.
o It is-the_two together which have made possible, by first physi-
cally and then yerbally embodying it. his personal Intalhgence

It-is not difficult to realize that these gestures (ol’thespeech orgafls)
Wwere once gestured made with the whole body—6fice—when the
. *body itself was not detach ed from the rest of nature after the solid
manngr of today, when the bodymelf was spoken even while it’

" is speaking: > o

Barflel'd s-wmmgs are filled Wlth passages like these but m.«, one
A thmg to assert such a vision and another to work out the assemons
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Barﬁel'd does so byttakmg a specific metapho\hke ruin and tracmg,

as it were, its natural history. In doing $0, he shows'how the meta-~ -
phor’sexpansion promotes an expanded acquisition of reality. The -
key to Barfield’s thought is that he regards metaphor'not asa prim-
itive stage’ of thought o be discarded for a more rigorous and._:

- sophisticated logjlcal phase but rather, as itself the more advanced *
ahd"sophisticated phase.Thé prost provocative passages in Barfield’s
writings are thcse il whiclf he demonstrates How* even supposedly”

_ abstract scientific'terms like calise, stimulus, -and—réference rgpre-
sent accretiopns of this process. Thus Barfield, like Polanyi and
_Cbleridge (whom they.Bath _acknowledge),refuses—the-split-be-——
tween abstract and concrete, logic and imagde, subject and objert,. .
thought and thing {i.., speech and nature) by founding their es- .
sential unity on the metaphonca] power that supports them both.
Botli the goet and the scjentist ate engaged in expressing the meta-
phoric (as opposed to mechanomérphic) emiergence of orgaric
growth and form. This includes, for Polanyi, the emergence of. .
consciousness itself. And metaphor is the-language of that account; ~~ " 77

«the human “indweller”’ is at once_ the means and the end of the .
process which he articulates. “Ma.n ” says the poet Dylan Tho omss, .
“be my metaphor, »

. . . "
‘

Need for More Humanistic Science . S
L ' - T2 - v
" In his essaVS"and in hls massive, multwolume Science and Cjvilize-
_tion in China, Needham has defined the mecHanistic separatlon of
Ratural process ahd congcféusness that has dominated Western L
science for three hul;ldred years. Avoiding the errogg of the vitalist®
posmon, he has nonet.heless shown that only a coqmitment to. a_ SR
rmore “orgafismic’ vision will enable science—especially chemistry -
‘and. biology—to nender an adequate.account of the nature -and
. significance of lwmg forms, their intetrelations, and .their connec- -
" tions with human consciousness and language. In his scholarly work
on Chma, Needham lepeatedly‘ limps' the ironic unphca(;ipns for
_us in t.tie West. His atguiment is that th'e Chinese have an- ‘idea of—
the Universe as adiving net within which humaﬁ& are mextnpably
enmeshed, not just as observers but as partl(:lpatmg organisms, an
1dea that frustrated,sglermﬁé growth in China even though all the o
necesmslﬁme_ntiwerem_ e -
In contrast, Western technological superiority derives precisely
" from. the concept that humans are Yuch remote and detached

.
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observers of the universe th t they are actua.llv able to manipuiate
it. Because wé Westerners have now been brought face to face with
ntec.hnologmal questions about the forms and prpcesses of |
e reahty and fhelr significance, we must once again J:eg:ard the Chinese .
, version that we abandoned. In_other ‘words, now that our techno-
logical advances in bislogy, chemlstry, -and ghysms have brought us .
to” moral questions, we need to examine our science anew. Need-
ham believes that Chma can help usbecauise it has kept the idea of
the universe as a living tlssue of relahonshlps and, not, fundamen- .
_tally, venuu.cajled_u.n.l.taq;.mew of ——
the methods and i?gvlges of science, 1e of th‘e human reasons .

why we “do” scienge;:ispossible.

‘,.,_ Like Needham, I méan to 1dent1fy SClentlflc and poetlc and
humanistic- concerns, not to place them in’ opposition with one ~
another. As one .of my teachers uUsed to say, poetry is a science,
apd science is a human a tivity, too, Aside from his marvelous.

essays,,.hleedham_does—not\speclfy therrelanonshlp betweén the -

\%guage of . a relmagmed Western science and the language, of

B

etry. Significantly, Needham shares with Barfield a passion for
tish Romantic poetry. From that_perspective he writes about
howrour rhetapherflnvite‘our recovery of the sense that we may
pasticipate in the, living reality. (Incidentally, Needham’s book on
China dlscusses,Wﬂlla.m Blake almost as much as it deals with
China, One can guess. why: Blake also had that view of the uni-
- verse as a living organism where a meré “robin redbreast in a cage/
" Puts all heaven in a rage.”) And so we come fuIl circle back to a
figurg like Coleridge, who knows science and poetry and la.nguage
_and can congeive of the universe as a detached colléction of dead
objects. It was Coleridge who gave us Westernerg ‘the alternative,
complete with the sanie eVE:Ilutlonary‘lmphcati at inform the
‘writings of Needham and Poianyl : ’ :
But man is truly altered by the cO-existenee of other men;, his

faculties cannot be devejoped in himself alone, and only by him.

" self.. .. Hepce with a cettain degree of satisfactlon to my own

mind 1 can def‘ne the hui'nan Soul to be that’class of being, as 4P

© . @5 we are permltted to l-:nqw, the fi f'rs,g and«}owes’t Oj'that c‘Iass,
which is endued with a reflex eonsctoishess of its own continuous:
ness, and the gieat end and putpdse of all its energies and suffer-.
ings is the growth of that reflex consciousness: that class of Being
tm,mﬂhmhihe_tndimdna;“mpablenibmngmel&oniemplated—. -
as a Speeles of, itself, nantely by its conscious continudUsness -

moving on.in an unbroken iing-while at the same timé the'whole.,

Species is capable of being Mgarded as one Individual. {Colendge

tn a letter to 'I‘homas Clarkson)

- r —




Toward 'a Bio!og} of Rheto'riq
%
Application to Teaching English . /

What'has any of this to do withMa:hMg of composition and
literature on an introductory level? First it makes our eoncems
" less pardchial by connecting them to the general effort of our col-
leagues in the scieptific disciplines to face the issue of the relation-
ship of models (a term 1 take to be virtually synonymous with
composition) to truth, At the least, this might mean that we should
be in less of a hurry to abandon the lnterglsmphna.ry approach to |
teaching writing. This abandonment experiénced a recent vogue ’
now seems-to be in disfavor as deparftments of English face mc;g& .
ing new pressures to fulfill their “service” role. >
Most important, it gives aradicalnew dlmensnon to our ifvitation
to students to read and write their language. We are not sifply ask-
"ing them to engage in an act of self-developmerit, crucial as that
may be. More than that; we are involved in the transmission of
forms of pewer to which vital areas of reality, indeed living organ-
.isms themselves, respond—and correspond. This vision of words’
“and thmgg answerlng back and forth within an act of human imag- *
ination and expression, this living exchange of whlch metaphor is
at once the record and the matrix, surely dlsplaces the facile split .
of What e teach into subjective and ob]ecliwe modes of knowledge .
+ or fogfms of discourse’ The universe disclosed to smentlflc inguiry
is as invented as the ifivéntions of the writer are real. The dotible
helix and the myth of Apollo are, as Blakewould have | it, identified.
-From this conﬁdence ‘as 1 called it eatlier in this‘essay, we can
" ansiver the protest of our students that the language and its liter-
ature “‘have nothing to do with reality.” On the contrary, it has
t  everything to do with reality. Indeed the very life 6f the real seems
to depend -on our pasmonate utterance of it. Apart from .sueh a
confidence, [ would not ask astudent to take the slightest paing to '
_compose experience into ‘an expressed shape only because the ensu-
ing revelatien of realify could justify its rigors. And by extenslon,
- T would not ask a student to bother at all with the expresgion of
others unless I could show that théir shapings were. a source of real
power too. Our students, and rightly so, want to .be where the
action is—and- that is where, poetry, like science, finally is. The
value angd power of.aSSumlng an expressed shape, insist the writers
who are dlscussed in this essay, are exactly the sama in both poetic
and scientific composition. As the” 1551;2 of .desiré, the vision of
natural and verbal forms of reahty waits upon- the formulatlon of
our rhetoric. . -
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“which can never 'add up to, the fuller life of the tots
Although those who urge the retumn to the basics spes
of a “declme as if they also considered languags
orgamsm theu' v1ew rea.lly entalls a véry sfati

adynamic, living organ-
- 18m whiclr can suffer *“‘setbacks” even wjten beng employed cof-
- rectly and efficiently. I say this becaus do not want to get myself
n the position of Bemg agamst corr tneﬁ {1 ddn‘t know anyone

., do most teachers of writing) m elping studentd Sh'alghten ouf the
grammar and syntax of their ornposmons B it I will do so with
no Lllusmns L fmd it hard

that could be shown
the greater problem

lsho'ws commitment or,
?au less of making my stu-
y passmneck fragmeqts con‘ect’ than I do of making their
Srrect sentencés less meaninglesy and empty. Too often the
iel for so-called correct writing i anonymous, bureaucratic,
etathed, abstract, ané demetaphorized—yet seémingly perfect
apd in full command of the basics. And we are probably implicated
+iff the guilt of having built up and promoted such a model. I am
t much-interested in'who the culprits are, but I do want to know
f;)at happens when’we ask what’s wrong with it, I do not know
f a'single issue in the teachmg of writing-that is more ‘“*basic”
than the guestion of what will lnspzre and nurture thé student'’s
passion to write. I think the language itself can do that—i.e., the
mstru.m‘ént will produce the passion for the subject and even give
.us an idea of what there is to care about, into what to pour our
‘passions. But this language will be the one described .earlier, one .
" in which our characters {even if occasionally misspelled—for,there




" Toward a B}'ology of Rheloric .

«must be comedv, too) are united to a lwmgcha.ra.cter of the things
themselves. -

* 1 think it is a profound error I:o separate the teachmg of com-
position from the teaching of literature, SimPIy, gyen baldly, put,
Jiterature alone gives language its full content. Apart from this
metaphoric nature, any act of compesition, including the simplest
expository phrase, loses, its meaningfulness. I remaiil unpersuaded,
despite all the alternatives proposed, that a sense of what it means
_to use the<danguage concretely and impassionedly can be acquired
without recourse to the poetic sources of the language s power to~
make n‘l‘eanmg at all. Poetry shows us language in the act of making
things real and alwe, and writers like Barfield and Polanyi identify
for us that power with the desire of ali things to renew themselves.
In this respect, I am greatly indebted to the next essay, by Ed
Hancock, for it is a brilliant aecount of how the effort to rescue
the word 4nd idea of “excelfence” f;om abstraction and jargon
takés him continually and jAevitably ta poetry and literature. He

spot the phoniness of the phrase becauséh constantly. chal-
lenges it mth the passionate care and conereteness with whlch
“writers ke, meanihg of terms—with, that is, t.heélvmg image that
_informs all realrmea.mng Ty L4
‘When I can, I try to end my cornposmpn courses with Wi.lham

But.ler Yeats’s “Among School Children” because it s so ‘totally

“our” situation—the classroom, the students, books, readmg and
“writing, the poet; and the terribje desire to make meaning in the’
very Kace of the futility ‘and the modkery of it all. What I have been
tryipg to say is probably reducible to the last four lines of that
great poem. As he identifies:the total organic form of a chestput
tree_with the tree’s act of cyeating itself, Yeats, affirmg the incar-
nate character of idea and i e, of word and thing, F. t, of course,
we cannot kriow the dan_gemfrom the dance only i
being dahce by the human body and by the imaginati
‘dance come Into being at all?I guess we ufge our studen
sion. becau‘!;q we finally believe that in speaking t.h%msel\(e
Wl]l create themselves. But so, believe that they carmotdb this
1f they are too long separated from the general and hvmg human.
bodv that lgagmatlons just like theirs have danted lﬁto bemg' )

0 chestnﬁ tree, eat-rooted blossomer, - a R L
. Are’you the leaf, g:he blossom or the bole? N e
O body swayed to music, O brightening glance,

ow can we know the dancer from the dance?

. et
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Ed Hancock
Western Nevada Community College

- In this condiuding essay Ed Hancock gives a personal account of
one of the word-forces active in education today. He shows.us the
impact of one piece of educationzl jargor on our cognitive pro-
cesses—and thus on our behavior dnd on the very quality of our
lives. In this way Hancock’s essay illustrates the centra} hﬁeme of
this collection: the ingeparable. relationship between word and
education.. o0

t -

s"'
' -

When Joseph Callfano was appomted Secretary of Healt.h Educa-

. tion, 4nd Welfare, television showed him on the steps of the White :
#House, microphones thrust before him, and broutgn his voice andx,
“excellence” into our living rooms: ‘I want to brmgaineasure of
excellente bick to our educational system. » A few years earligr, in
the 1960s, educators throughout the country were réading Excel-
lence by John Gardner, another Secretary of Health, Education, °
and Welfare who sefved in that office for five years.,What Gardner
said was that our major problem today is the needey/achleve “some

measure of excellence in this society.” Still eaxlier, in September )
-1959, the Educat:onal Committee of the Natignal Academy .of
Sciences gathered thn-ty five top educators at Weods Hole on Cape
Cod and the chairman of that conference,-Jerome Bruner, wrote
in his report, “We may take as perhaps the most general objectwe
of education-that it cultivate excellence.” -

Well, O.K. I'm a teacher and I've begn hearlng excellence for the
last ten years and probably wili for the ten years to come, But I
don’t know what the Wword means. Our leaders’ calls for excellence
rémind me of that old military metaphor of generals, ensconced in
underground bunlgers behind'the lines, telephoning through a bad
conhection their strategy to’the-troops in the trenches. But what's
the strategy? What, daes,excelience mean'tg the generals; to.the
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f Ed Hancock
troops on the front Imes? What are the troops ddmg w1t.h t.he word
" and what is it doing with them?- .-

Lt A strange experience I had with excellenc?,[ on the front lines
gave me a glimpse into several basic problemsy of language and has
helped me arrivé at tentative answers to azi:ouple‘ of questions:
.How-nogxious is the ngxious misuse of language? What can wedo
to free oursélves from destructive word-forces alive'in our soclety

N today‘? . , LY .

L

How°I Went Up That River . .

‘As, Marlow, that sometimes reluctant narrator of Conrad’s stories, . '
said of one of his inconclusive experiences, “L.don’t want tobother _
you much with what happened to me personally . . . yet to under.
stand the &ffect of it on me you qught tg know how I got out

_ there, what I saw, how I w D that river.” Like Mhirlow, I'm .
going to have to bother you some wlt,h what happened to me per=

: senally,

I'd been teaching for somefyears and had hieard excellence aften,
yet had paid litle attentid\ to it. Education was riddled with
words that were used with litNe or no meaning, perforated with'
refevant inptit, meaningful outpu? Innovative th ughput l‘mck-to-
basics, excellence. .

Excellence came in.an educational Councilgram: “The minimum
-of punishment is the maximum of excellence.” The Chronicle of
Higher Education reported that, the first agénda item forEmest

ommtss:oner of Educatlon, was the “préservation.
zil ‘excellence in terms of,basic educa- v
ew t¢ a state educationa! seminar Wlth departmient chair-
and deans of the college to hear an'msecutwe administrato
" from Wash\mgton say, “We strongly support John Gardner’s co 1'(
mitment to excellénce in highey education ‘We must.lefin to
honor excellence, indeed demand it. . .. Slovenliness has attacked
like dry-rot, edting away the'solid tlmber of our national life.’”.

We flew back. The deans called ameetmg.‘ ‘We demand excellence,” ,

the dean of humanities said, “from faculty, counselors, Leammg

" Resources, secretaries, and students.” I left the meeting and went _

on with my work as usual. Excellence wasa mce, harmless, mean-

'ingless Word. I ignored it}

" Some months later'l picked up a newspaper at a local tobacco
store and read\mat John R. Silber, president of Boston University,

- was callmg for a *compulsion for. excellence and in a “towering

-
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' rage” through a ‘Gstream ;df p{qfq,mneg" had told t_he deap of -
theology to “get rid of ﬁ;é wéood—namely about half ... Lthe
tenured faclty.” The edftb s.’ud that Silber s.f!.lrsui’ri= of excelt

lenca had caused “d enspf dent$ to.weep’ And t.’nen there

T so_metlmes.g in sadn#s dthers ¥ 'J", \ .

“Well,” I thought fo myself, “exeeller{ée h,a’s come: to rfean what
‘glory’ meant for H mpty Dumpty- anice knock down.argument,” '
but it is not soh ess if pegple are weelpmg and being fired over

it.” Stilt ‘I ?elt quite pleased with n;.ysel f'for not havlng ,such good
eyes as to:see nothing af sich a: dlst.ance..» . '

But then theé distanee narrd w%d ‘One day excellefice w’alkedmto
s my. classroom i the fonn of msgucto} evaluation forms carried
« by a counsglor,/] sat back pretepdmg’ to ‘tead Breaﬁfast of Cham-

' pions-while s{s udent dls;mbuted e formrs to the class. I was, bemg
rated. Excelle s Abdve Average ““‘. : Avelage , or Be-
© low Averag&,__:._ l}l{, aang other'thmgs, ,“mt,erest in and enthu- .
- siasm for teaching fie dourse.’
"1 Gardner was ngf-nt it was being q manded everywhere But this
wasn’t “our néqqnaléfe " it was !hy job. If | had been dding the
rating, I would Have given myself a somewhat better than fair’to-

. ‘'middling $CoTe; bu&/éLot an excellent one. Not a lousy qne either.

I had, known excellent teachers, six orseven I had had from gram-

' n’}ar thl:ﬁugh graduate school. And I had. heard about Bxcellent
teachgx‘é Howett, Agassiz, Kittredge, James Harvey Robinson. -
How could that kind of excellence be demanded of me? Not even
HBumpty Dumpty, who could make a word mean anything he¢

“/‘Wwanted it to, had that kind. of authority,

2. The student collected and sealeq the evaluations, preventing any
dupllt:lty on my part, and took i off to the'administration.
Some weeks later the results came bdek, sealed and stamped. I
averaged out somewhere hetween abové .average and excellent, as

id many .of my colleagues. The dean ealled a meetmg and said

J-'that ¥e wanted. to “assure” us that e wele all “excellent, exceed-
ingly excellent instructors.” /

C I felt reheved secyre, confused, and a little crafty. Their excel-

. lence wasn’t mine. Bt I'd accept theirs. I didn’t know what it ~
meant and I didn't think they did either. But that didn’t seem to -
matter. They could demand it; I could achieve it. Even lousy teach-
ers could. Studepts teachers, adt;mmstrators—we all lowered our -
standards, patted each other’s backs, and went on our-way,

Yet, without saying it to myself, I felt uneasy-partly, 1 thmk

" -
! L4
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because 1 wad plaVed the gaﬁle and used the excelle'nce thal\was.
floating about in education and partl_y faecause I was half-constious
of living with all the other meanmgless words that decoratéd educa-
tion—nofiwords, ghosts “with no hands 'or feet, no bady, no sub- .
stance. Wlth Avords that sat motioriless orr‘paper or drifted off in . |
sound with not.hmg above pr below them. ' vy

But that is the way: with words and people. They slip, shift,

’shde, change ditections, reverse themselves, and lose meaning. Life
is like that. So I dealt with excellence as I did with my thoughts .
'ahout cancerous food additives and mﬂatlon I shoved it to a small
torer of my mlna and Jgnored it. e _--’ v

#

T Dark Slde of Excellence

The commeneement exercises caie and my underStandlng of
: word dhanged. At commencement I noyonly heard excailence,
saw it pop. Commencement was "the catalyst that prompted me -
=1nto open conflict with the word. oL : .
" As we, the Qxcellent faculty, filed into the hot, crq;\:ﬁ aud;—
torturh, I wasn’tin'a good place in myself—that day I'd sat rough
“two Jeng end-of-the-year meetings about the end of the year, had. e
missed breakfast, lunch, a.nd dinner, and now. rea.hzed that. once
. “again I was here at another commencement living someoné else’ 5,
dying metaphor._With a hot& from officialdom we were seated
tassels and caps row on row, solemn birds of a feather perched -on
leafless folding chairs. ., .
" Then the commencemeént speaker, with what is comn‘.only con-
sidered ame honest face, a cowboy- tie laced beneath' it, spoke on .
excellence jn eﬁucation The word" gained_force through ‘its inter
. animation with the other- words placed around it and the dignity’
of the speakers seated on ',the platfors behind it.-I. h'eand only,
pleces and.parts of what he was.saying: . .

*And.let me remind you that excellence is a commence}nent asis,
A this commencement. It is a beginning and always a beginnihg;
. hever an e,nding . This institution has encountered an ursl,lqd
excellence in Stud}', in teaching, in administration, in Litkeenship,’
_in life. . . . Ex¥llence Is the watchword of the last quarter of this.-
century. . .. The fate of our democratic educational system rests
on it. The fine edge of motale and conviction of a whole nanon
grows out of excellenca, viable and vibrant within i

Under my ¢@p I wasn’t thinking but suffenig a ﬁt‘of bram'fev
I wasn’f prepared to sit, draped in a black robe, motlonless on a




Memng}ess };"orgi‘:es :“ ‘;’ ‘ ;
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ann “chair and 'heat-exéelience from above Tor an houlr. Iremembered
- iy '¥eat§‘s charactyy; Danjél Q‘Lewho thotight as he sat watching
k. paorlv actecl stage pia‘y oneﬁhght ‘ .

“,- K What would ‘hﬁ\n ;‘I'T -were to take off my boots, and fling one
BEEIES Mr.. Could.{ glve'my future life such settled purpose that «
e act’ wou!d’ tak its place, not among whims, but among forms
nr intensityd. 2 ¥You have not the courage,” 1 said, speaking in

alow vmcé"’l}lave » Isald and began unlacing my boots. , e

“ Maybe 0 Leary haa the courage; I didn’t. Such an act would only
* sétve t6 drop my rl,iearrexcellefliL rating to dismissal, a form of inten-
’sity I’\vas not p;epared for. And who, I asked myself, do you think’
-yoh are to. md)gﬂge yourself in such’ superior conceits, the mocking-
“f  bird, the makqbba‘te the malcqntent, the sad, bad guest wha cannot
1~ —:stand to takepart in a harmless commencément? .
Sh My fever increasing, I tried putting g few positive though..s up
: 'agalnst th® negative, ones: Ddesn’t the institution, the state who
. pays mie, have the simple fight to require me, as Thorstein Veblen
;" observed, “to expend fime and means in such polite observances,
. spectacles and quasi-learned exhibitions as are presymed to enhance
‘the prestige of the university"? '
And why am I getting so precious about ,exce ce‘* I know .’
what it means. We all know Whatdgneans—do a good job, the,bést

* 1

and better,” excel, sutpass, " And don’t we negd.value concepts fo
which we can sacrifice ourselves: progress, ality,;liberty,- frater-
nity? Why not.excellence?

- The speaker’s voice was flat. The noises he made dldn t carry
any meanmg for me He was readmg from the lectern

¢  Qur way 61‘ [ire depends oGt unswerving allegiance to excel-
lence; We must savor, not smother, excellence and continue.to
pl’epare ourseives for the continuing commencemen@of our attain:
ment’ of it. ... As | hade said, excellence means. many different.
things different pegple; and our democratic system of -
educafic finds -tself at the crossroads of excellence and.
degeheratWn. This is the danger that is the penl now thre‘atenmg
ougcmllzaﬁon : : -

Wlth one hand he made a sweeping gestufe over the heads of the
gudience, then quickly tightened the kno®on his tie. .

The auditorium wis stifling. My netves were frayed. My attempts
at allopathy wereni’t workmg Reacting to the speaker, then xeact- ,
ing to my reaction, then “to that rea.gtlon—vl was feeling sick of,
something other'than exéellence and the fommencement exercise;,
The word seemed to have worked ,}ts way ingide my brain case. I
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B - . . ' .
" = looked at the faces below the caps, along tHe row lwas*sitting in.
- 2y Tl3ey looked bered. No, they locked unbo ble I was coming to
’3;“ the limits of my feelings.
’ To'be excellent i€ to act This is the global truth. “Whats he
~talking about?” I asked myself. But‘. then he began saymg.some

words [ knew:

"’ mountain ridges . climbing . . snow-capped - pure mountain
air . .. aeries . tossad out of thenesf . éagles .. . flying above
“the mountam

Head down, readmg from his notes, he was pomtmg his fmger to .
) the speckled ceiling of the audltorlum above us

Exeellence. not complacency Excel‘le/ce, not rhetoric 45 y ul
accompllshment You envisioned excellence You pursied it.
achleved it. .

-
#

At about this time someéthing happened that ldldnt understand
until JSome months later. "At the time it wasn’t clear to me what
had happenedynot clear at all. All T knew then was t.he exceiience
popped:=—popped in the percewmg part of my brain. K

I had slipped back the sleeve of my gown to look ‘at the hard
facts of the hands of my watch. When I looked up at the lectern
again, I saw excellence from the other side of the hedge, from the
other psychological side of it, -or more exactly, I ‘suppose, ; from’
this side of it. Maybe you ‘have seen that yisual puzzle, the Neeker

. cube? When you.first look at the cube, the comer marked X appears
- to be on the front side. But if you confﬁnue to stare at“she cube,
something pops in the perceiving part ofy our brain and the X side
jumps—or rather, you abruptly, discover that your eye had ;umped
.the X side, from the front of the cube to the back of the cube,
.ﬁ'om the back oﬂthe cuBe to thefront, inside your bram }Vll.h ut
your having seen it.

.." Excellence popped and instantly-pictures from literature passed
befo,re my &éyes. As cofrelatives for my vague ‘feelings, [ suppose..
No, not as correlatives, but as something implied, as something
thrusteon theriind th rough some unseen ,assoclatlon.,

L hadn’t read Heart of Darkness for years. But now [ heard voices
and saw Kurtz, an emissary of progress, taking his splendld meolio-
logues on love and justice into a distant outpost in the heart of
Africa,. and there comrmttlng monstrous atrocities against ‘the

. natives, I saw him_with hig burning, roble words with his moving
' appeals to every altruistic sentiment—and with the heads of natives
drymg on stakes under his window. .« . y

* [}
&
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And here at the lectem—his fmger stlll pomtmg to the cexlmg,‘
wlthout action, witho Kum [] passlon, wlthout candor, without
conviction, without %‘emltv without a glimpse of truth, full of
pronounceménts, like a dying vibration of one imrenge jaber, silly,
sordid;-or simply mean, without any kind of sense—a voice..A voice.

And then I got a glimbse of Henry James’s John Marcher, wad:
ing through the beaten grass, where no life stirred, looking for what
he didn’t know, the Beast of his own egotism. Angl not séeing it
because he looked out for it through the very eyeholes of the Beast.

Other images passed rapidly before me. One of them: birds fall-
ing dead after preying on unburied’ human bodies at the plague of.
Athens. Another: {]c‘gyce's Gabrjel hearing the snow falling on the
treeless hills, softly falling on the lonely churchyard, on the barren
thorns, the snow falling faintly through the universe and faintly
-falling, upon all’ the living and the dead.

From v‘,hls it maw seem that I'm overly fanciful. But | have seen
no visions in my life. I'm.nearly always in agreement with my col-
gues on what is taken for real and ‘what only seems to be. I'm

nbt an unknown: citizen, =though Idobuyap per every day, am
tully insured, have the right number of chlldren for a parent of my
generation, and am able to satisfy my ~employer Too steadily, [
suppose, I recognize my limits. But with ht’tle slgep, no food, n6-"
t'_' _thingness from above and efforts to resist it from wlthm for pver
‘an hour, and- with two solid semesters of basics, comma splices,
fragments, subject/verb agreement still with me, I saw pictures.
+The speaker had stopped. We were‘filing down the aisle. . ..

" I got asandwich at a restaurant and then walked aimlessly through
the streets wondering about excellence and the images f had seen:

. burning, noble words and htrocities. A man whable to,see what he
i$ looking for because he is seping with the very thing he'is looking
for. Birds of Prey, dying. And then the snow falling, faintly falling
on us all. I was puzzled. What had happened? .

_ After breakfast the next moiming, I knew one thing for sure—
Imagipation feeds on. huager. And another thing not s¢ sure—that.I
had seen somelshmg Exce:‘fence had popped. But from what to
what? i , A

.The Silent Scream in OulitJargon -
Y A e . e '
. One ti®ng was now certain to me: I was in conflict with excelfence.
I had never been in conflict with a yord before. Especially/a mean-
., Ingless one. But excellence had becortte more than a half-Conscious
. ’ %
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" jrritation’l cou slmplv push into the background. Though {.did
try domg ]l.lst at: excellehce rgse ‘up from my br‘eakfa.st news-
paber, camejfwme on memos, coqunted me in the hallWay spre-

epa.ttment meetings. I looked.the other way,

be hard of hearing, walked around it, turned my

/4 et sometimes [ would hear “democracy” or “free-
‘allty," “progperity,¥ “progress,”. “love,”” “peace,”’~

“Justice, 'backt‘obaﬂcs’,” "accouptabdlty,” “cnf.er:a perfor- *

.,f

The ( tcome was that dunng office hours feet propped up on |

__[ k. 1. found /}Sel.f reading books about words and their
KWanted an explanation for the'images I'd seen. In graduate
I§¥y “area’, had been nineteenth-century prose fiction. Se-
igswas a field as fbrelgn to me as neurophysiology. Sol began
'ly trying to pinia name on excellence I wanted to call it

¢! . discovered that we have a Ioﬁ of words for meanlngless
' & jargon, euphemism, doublespeak, Jalderdash, linguistip
gobbledygook un!anguage a'.uckspeak nbspeak sponge

das twaddle. the language of self-deception; the emphat:c fal-
ssemantic  distortion, marshmallow .pro Prosa Nosira,
Iommuntcation. Pphatic communion, registers, gibberish,
codesglvitching, . Zieglerrata, bafﬂe-gab verbiageration, counter-
att:tudma! advocacy. The words seemed about as vague and mean-
mgle§§ ag the words they desqubed N
zgere had been a plethora of such words nghm JUSt the last few

i “Why?"' 1 asked. . W
ngudent&; of language have observedx that Wwhen a culfur d.

arises 2 language develops words to fill that need. The Polynesians v
ha¥¢ many words to describe the different stages of evelopment
~of ¢oconuts. Eskimos have terms for ying snow, falling snow,
slur&; snow, hard snow. Clearly, I reasoned, the Polynesians have a .

Jot 6f cbeonuts, the Eskimos much SNOW, and we an abundance of .
misused language. But it seemed our many {erfs for themisuse of
e la.nguage had not helped muth. Misuse continues ar_n,d the words

descnbmg th’at actwlty multiply. - <
. L N .'3 .
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—Artrﬁfs‘?rappemnceabseemed -that the-answe :
. terminology. “But say,” I thought to myself “that someomne dld
give precise definitions of the many terms we have for the varioys
misuses of language. Wouldn’t such an effort perhaps create a still
deeper fog bank of verbal abstractions? Wouldn't the upshot of
it perhaps bethat we would feel more secure with misusesbecause

. someone had managed to set down precise:names for them?”,

- Nevertheless, I found a defmition that worked for mie. lvor,
"Brown had poted that jargon came to us from France as a.“‘pleas:
ing warbling-of birds,” that the,idea of “a warble wilted” and jar- -
gon bgcame a “tuneless twittering, the sparrows [taking] over ™
from the songster,” that “Oxford gives the &ate 1643 to the apy. ~
pearance of ]argon as~a barbarous, rude or debased variety of
speech,’” artd that later “as a term of contempt it was applied o
" the langaage of scholars, the termifology of a science or . .. pro-
fession.”* ' . .

-1 looked at’what other writers said_about jargon words.- For
Raoul de Roussy de Sales, love is a word ‘that Americans want to.
get.“as much enjoyment, comfort, safety and general sense of satis-
faction from, as one gets out of a well balanced diet or a good
plumbing imstallation.” A jargon expert like Donald Hall might say
the word isf'tricky false in its enthusiasm . . . a black ink squirting
cuttiefish.” "Walker Gibson~would say that it wasn’t the cuttlefish

. 'but .the voice behind it that waé bothering me because I felt an

msupportable gap between myself and the person [ was being

¢ asked tg be.” Richard Ohmann might see. jn excellence and the .

"+ + words accompanying it the ‘““use of syntax to posit certginty where
: néne exisis . . . by a simple act of relﬁzcatlon > EXCellence was ot

- ‘ a_person or t.hmg It coyld not.be temanded as could a corpus

“delicti or a glass of milk; even if we were all acting as if it eould.

Though I now knew more about ]argon than I had, none of this
helped me much in understanding the pictures I had seen at com-
mencerment. What T wanted to know Xvhs, where is jargonfgged?
Didn’t the pictures [ had seen spl‘mg from a reaction, or insight I
had had into the psychology of the commencement speaker?

» I tried Understanding the pictures from the point of yiew of the
Togical semanticists. Words are embedded in stateme andstate-
ments are used primarily in two ways to refer-to a thing.ot an -
fdea, or tb.express or arouse féelings. Language may be either “‘ref-
erential” or “emotive,” it may be used either to designate some

. o'b]ect or thought, or to expriss feelmg When our dean said, “You

-
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are all excellent teachers," I wasn't heanng a venflable statement
only feelings. The dean was emoting, The Jrords were pure phatic”
communion: their meaning lay only in the emotjon of their noise. o
When the commencement speaker said to us,*“You en,vmoned o7
‘excellence. You pursued it. You achieved it,” he was saying, “I
am a good Rerson. My thoughts and feelings soar to high thmgs
in the clear air ‘above snow-capped mountain peaks. I think you’re
great. Thmk of me as I do of you. Vote for me next fall.” He w
. simply expressing his wishes, hopes, desires, or perhaps fears, under
.. the guise of what appeared to be verifiable statement. ’
’ So here was a politician, campaigning.with a commencement |
speech on excellence. What had 1 expect@ﬁold watches?, Objec-
, tive truth? "All I néeded was a little peasdnt wit to know t.hat he
was saying: “I like you, please think well of me.” :
Buthow did his attitude, if this was it, call up in my mind’s eye
heads drying on stakes, birds of prey feeding on the dead bodies of
_ plague victims, the snow falling on all the living and the dead? I
once again considered the possibility. thatat commencement I had
+ simply gone somewhat temporarily mad and hadhot actually seen
anything. But that wasn’t right.. "R
I decided to keep dlgg:mg I tumed to a sciefitific semanticist, to
psycholinguists and cognitjve psychologists. I was hot on thotraﬂ

+

At Hafvard Medical School, Eric Lenneberg, attempting to deter-

-.mine the psychological basis of purpose and consciousness, con-

cluded, after studying neutons and supportive cells within the Brain
case, tha :L ‘words tag the process by'w ich .the specles deals coghi- -

tively Wl Nits envu'onment »
~ ‘Bxcellence tagged a cognitive process!
[ rushed to the library late one night to read the ﬁuss:an cognitive
psychologlst Le Vygotsky, who had discovered basic elements in
t@ interaction Qf cognition and language: thdught;, meaning, ‘%
h,

-

Speech (silent i inner-talk to oneself), and external, verbalized sp
These elemerits interanimated in one dynamic, living acti
but only when the mind functiened properly Vygotisky also noted
that the transition from thought to speech is no easy matter. Block-
, age Thay, occur at any point in this living activity. With blockage,
. no thought. And a.word devoid of thought is “a-dead thing.”

If, when the commencement speaker, said excellence, the cogni-
tive process had been blatked somewhere in the process of inter-
action of thbught ang speech, then the word he spoke was a dead-
thing. 1t followed thaf his cogmtlon was alsa a dead thing. And,
also because word affects thought those_ dead ‘noises he niade
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whenche said exceflence might then set up dead cogmtiv‘ rocesses
in myoﬁe who heard them. Was it posslble for a commen ment
speaker to dry heads on stakes?

Perhaps 1 am doing some forcing to make the commencement

pictures fit the ideas I was now discovering—but not much, I think.
At commencement I had seen something similar to what the
semanticists were now telling me. Dead words were falling like
snow cfﬁmt.ly falling through the suditorium, through our world,
faintly falling on all the living and the déad. We looked out at
dead words through our eyeholes, not seeing the emptiness com~
ing in and going out as easily as our breath. *

Now I .understood what excellence had’ popped from on the
front side of the Necker cube and what it had popped to on the
back side. Excellence on the front sxde was an initdting yet essen-
tially harmless misuge of the language' or, less haimless,” it was a

-

. piece of jargon that mlght,,cause studenfs and faculty to'weepand .

© 'peopleto lose theirjobs. © |,

But-excelfence on the back side was much more than this. Here"
was the destructive element in human emotions and the dead thing
blocking consciousness in the hrain. Here was an essential element
in the niakeup of human beings, the seed of destruction withiry us.

*Thesfront side of excellence 1 understood ﬁ'lt.h the verbal-intel-

" lectual part 0f my mind. The back side I saw with the simultaneous, .

mtuitive; part of my mind. And what I saw with the intuitive part,
becaus,e I couldn’t explain that part using the verbal part, prompted
me to metaphar, to’ grasplng for equivalences in pictures from
llteraturq The pictures changed the direction of the whole current
of my thinking about excellence—and  all other charismatic ‘words

might See the terror of the situation.

Like the modem physicist’s atom, words a%e&_tlhmgs,
symbols concepts, notional models créated by the human. The
structure of mind and matter and tfleory arg not very different from
ohe-another. And words, and mind and thought do not differ gredfly.
'Bhe obgerver is the observed. We are very much like our word-
symbols e

- 8o if ¢ ‘one wet one’s beak in dead words, then, likea blrd feeding
--dn the plague, one might go clack, clack and ghe'life in one’s brain
qase might die. education, was feeding on excellence from.
coast to coast. Fe ing,?n back-to-basics, on relevance and many
: more-all words that wete used most of the time with little or no
thought behind’ them And new dead words were coming along

"like it. On the back side of any of the big, me\anihgless words c?e
SN

-t
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every day. The snow was falling everywhere. I now understodd
what I had seen at commencement. ’ L,

»

Qonsciouéness—-raising: The Way to Combat Po werful Words

1

\Qut months later T found myself still thil.lki.ng about excellance. I
had received a one.year National Endowment for the Humanities
Fellowship and gone off across the country to Amherst, Massachu- -’
setts. There I picked up the Boston Globe in alocal tobacco store

and read about students and vice presidents weeping over excellence
at B.oston University, and there I happened across the Necker cube
and saw in it an analogy for my experience with excellence.

“Can’t something be done?” 1 asked myself. ‘‘Are we helpless
before our words?”

“Well,” 1 said, still talking w1th myself “cou.ldn’t alotofdamag-
-ing words be stopped at their source?” " °

Back in 1959, when Bruner and those thirty-five top edutators

~-met at Woods Hole and sajd that the object of educationis to

“cultivate excellence,” what- did they mean? In the chalrman s
report of that conference, excellence fpe ant “‘educate each student
to his optlmunﬁnt.ellectual development . . . emphasize the struc-
‘ture of a subject ~. - devise ‘materigls that wlil challengé supet¥r
students while not' d’estroymg thefconfidence and will-to-learn ¢f:
those who are less fbrtunat.e uﬁe!,alds lniteachmg, the film or
television.” S\ /

1 think it is too bad that the Woods Holgéonference used such a
vague, powerful word as lignce to statid for these ideas. Some-
one at the conference migh have stoppéd excellence at that point.
It-is possible, however, for.} ‘ﬂuentla.l' people in high positlons to
doulale check their words, m kmg Sl}i’e they use potentially power-~
‘ful wdrds only when they ar glveu clearly defmed referents. But
it is difficult for people to be ﬂuqntlal without usingvague, influ-
.ential words. )

What had Gardner meant i ’961 when he said he wanted to
achxeue ‘a measure of excellen el '? He meant “tonmg wpa whole

‘the extent to which idealism is illysory, to the extent tl}at it flies
off to bi'mg a whole people to the fine edge of morale off above

than feelitiga ianed to arouse' e‘elings? And isn’t it so, that to




Meaningless Forces '
snow-capped mountaln peaks high above human llmltatlons—to
that extent it will very likely turh into its opposite?

But say some people¢ in high placés do ‘throttle some,of the dan- -
gerous words at their source. What about the ones that get thtough?

Couldn’t I, couldn’'t we, do something about them once they
come to us? Céﬁldn’t we re-create the Words, giving them persoiil
meaning by experiencing them on.the personal level? As Richard
Weaver has saa.d‘ “Perhaps the best that any of us can ‘do is to hold
a dialectic with himself to see what the w1der circumferences.of his
termg of persuaSIon are. The pro¢ess will . . . prevent his becomniing
a creature of evil public forces and a v1ct1rn of his own thoughtless
rthetaric.” A sure solution, but dialectics with oneself aren’t for
evefyone. . : z

Why no} put the educational system to work, educating people
to the potential violence in word-forces? Vaccmate all students
with’ required courses in semanties. Or better yet, inoculate them
with frequent injections of good poetry and good literature until
the vivid, corlerete detall of words with mea.mng moves through
thetr veins, makirg them immune to m§ aningless jargon.

. Butis tl'ns possible? The country is in the grip of a Back-to-basics
movement and whatever that means 1t does not mean good liter-
ature. ' .

Perhaps we could orgafiikg a team of trained word;watchers who,
like bird-watchers, would ngt observe stuffed specimens in the lab-
oratory but would g¢ into the field equipped with binoculars and
sketch pads and, through painstaking observation of words in
fllght compile a short, clear Field Guide to' Contemnporary Word-
Forces? Wauld not such ‘a guide, in the hands of people directly
and. indirectly affected by the use of partlcdlar words, do a lot of
\ good?

I'm" conviced that if public officials, administrators, deans,
teachers and students th roughout the country had such a field

lide in their hands,”and excellence were one of the \gvords in it
with itg history, meaning, and lack of meaning clearly set down— _

I am convinced that this alone would knock the legs from under .
= thé destructive force in the word. .

The several suggestions I’ve just made ajl depend in one way or

another on increasing our consciousness of the words we use every
-+ day. Increaslng consciousness isn 't, I realize, a small matter. But

think it is the answer, Wiolent v word- forces grow 1n dark places, wilt
"~ in the light of consciousness.

~
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Whatever, Since the.back side of excellence pop1!'>'ed to the front

that we do not see words with jour eyes only or hear them with
our ears only. We seé them with our, total nervous systems, with
the whole of our beings. Because a word is a'microcosm of human
consciousness, dead words, all words without meaning, reflect and

' side for me—letting me see, reall}see, the violénce in it—I’ve knGWwn

é . 1mpmge upon Qur consciousness. Meaningless words float down
"~~~ and into us—as the quiet, unseen fallout of the deadly radioactive

¢

isotope, stxontlum 90, faintly falls into the river that feels the
- plankton that feeds the fish that poisons the people who eat them.
So, if our words are meaningless, our education will be meaning-
less, our ecbnomic policies will be meanmgless, our love, life, and
death ‘Wil be meaningless—all dead things. - * .

Our words, then, are something like atoms in ‘more than .one

way: we rrot only use them as symbols for our concepts—we give
them the power to explode us into one large, empty mushroom,
into a total system of collectwe meanmglessness And if such is
the case, it is important that we find" better ways than we now
have for mcreasmg our consciousness of ‘the empty yet powerful *
words we inhale’and exhale eyery dag
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