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Introduction

The papers i this number of the Amencan Counal of Learned
soctettes Oceastonal Paper seres ase the work of scholass whe secaved
support as post-secondary felfows i 1992:93 i our Elementary and
sceeondary Schools Teacher Cusricolum Development progect. That
profect seeks to familiarize teachers with corrent developments in the
humanstics, support their development of currcutar matersals based on
thesr studies, and disseminate those materials Those public school
teachers joimng the ACLS project are expected to imvolve other teachers
at their home schools and—with support from central offrces—-they are
expecied winvolve other teachers throughout thers distrets i boecoming
famitiar with contemporary scholarship i the humanises and in the
development and use of currcalar mutenabs shag sse bath spproprate
and chstlenging for shor students

sinee 1992:-1993, ACLS has been establishing these colldwinatse
programs at sites around the countny AF each site there i searlong
workshop on atopic mibe humanies of side mteress. foliased by one
or more distinguished scholaes from a focad rescare hunn ety weorkong
wih up 10 a dozen reacher-fellows from the local publie schoaks

in 1992-93 cach workshop abso mdduded the pasteopation of ACLS
postscrondan fellows, selected by competitions among: humanitics
s halars ab collegges and umversstios s the swany of the hostunieran
iyuniag thesr worskshop sear the post-secondany fellows partn spated in
the weoskshops at their sites, jomed with the teacher-fellows n the
common project of ther workshiop, vissted schools. pasicpated n
sarious ACLS natonal acis ises, snd pursaed ther own reseasch The
terms of their feflow ships required the production of a repaost on thes
feliow ship ycar and a scholashy paper Neasty all the 199293 fellow s fug
exceeded that sequssement. completng or snitating book-fength progeds
or multpie papers. as well as spending much more time than was
expected with the teadhies-fellow s in ther workshops. which in most
Gises they has e continued o do mihe year following their fellow ships

The papers 0 thas solunre ase mterrelated, a poly-vocal discussion,
g 1 wege, concernmg topcs st arose during the workshops These
papers speak o one anather, and i et Grses, shvo speak to the work
of indis sdual teadiers ansh o the generd progects of the workshops m
w hec h thess assthors pastiapated This dialogic aspeatof the papaers was
steelf the reult of on-gomg conversations ameng the post-secondan
feitow s hurmge thesr fellow stip sear, and s a good representatson ot the
sparst ol the progedt el

MC ‘ t,
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The first paper in the following pages is by Linda Wells, of Boston
University, who was a pasticipant in the Hasvard workshop, facilitated
by Professor Vito Perrone. Professor Wells has written about "Mesing 1o
the Other Side of the Desk: Teachers” Stories of Self-Fashioning,” her
work with teachers from the Cambridge and Brookline public schools
bringing her to an interest in the way in which teachers ~fashion™
themselves throughout their careers. Professor Wells’ own story of “self-
fashioning™ is particularly striking.

Four papers by professors of literature form a section on canon.
Professor Edward L. Rocklin, of Califomia State Polytechnic University,
Pomona, has written about “Transforming Canons, Transforming Teach-
ers.” Professor Lois Feuer, of California State University, Dominguez
Hills, has written about ~Shaping the Multicultural Curriculum: Biblical
Encounters with the Other.” Professors Rocklin and Feuer participated
in the UCLA workshop, fadlitated by Professor Karen Rowe. Professor
Dadene Emily Hicks. of San Diego State University, has written about
“Nationalism. History, the Chicano Subject. and the Text™. questions of
Chicano and Chicana literature, as informed by her experience with
teachers in multicultural classrooms in San Diego and Los Angeles. She
was a participant in the UCSD workshop, facilitated by Professor Steven
Hahn. And Professor John Ramsay, of Cardcton College, who was a
participant in the University of Minnesota workshop facilitated by
Professors Marcia Eaton, has writtena paper entitied “Ms. Higgins and the
Culture Warriors: Notes Towards the Creation of an Eighth Grade
Humanities Curriculum.”

Two papers by professors of history form a comparabic section.
Another participant in the UCSD woskshop, Professor Eve Komfeld, of
San Diego State University, has written about “History and the Humani-
ties: The Politics of Objectivity and the Promise of Subjectivity,” an issue
that represents for historians a set of historical circumstances and
theoretical problems similar to that of the question of canon for literary
scholars. And Professor Paul Fideler, of Lesley College, who was a
pasticipant in the Harvard workshop, has written “Toward a‘Cumiculum
of Hope™ The Essential Role of Humanities Scholarship in Public School
Teaching,” whese he engages curricular issues in the light of the
rethinking of history itself

Each of these papers is thought-pros oking on its own, while the set
brngs us into that convesation about the nature of humanities scholar-
ship that can be heard in seminar rooms and convention corridors
throughout the country They differ, as o set, from what might usually
be found in the journals of the learmed societies. in that they siso are




participants in another conversation, unfortunately less usual, between
teachers of post-secondary students and those of clementary and
secondary students. That there has been such a conversation within the
ACLS workshops is a signal mark of success for those workshops, and
a tribute to all involved. It might have been anticipated that there would
be no conversation at all, that there simply would be a set of lectures,
as each participant fell into a customary role—given the prestigiou:
locations of the workshops—professors speaking, teachers taking notes.
And yet that did not happen. The workskop facilitators—Professors
Eaton, Hahn, Perrone, and Rowe—came 10 ACLS as pradtitioners of an

ideal of a community of scholars, an ideal that they shared with both the
post-secondary fellows and with the elementary and secondary teac aer-
fellows whojoined themin the workshops at Minnesota, UCsSD, Hasvard,
and UCLA. Moving from that ideal to the practice that ultimately
characterized each of the workshops was not easy (the participants in
one of the workshops characterized it as a “contentious” dialogue), but
it was ultimately successful, as can be seen in the tone of the papers in
this volume.

in addition to thanking the workshop participants—teacher-fellows
and facilitators—for their work during the year that informed these
papers, | would like to thank Douglas Greenberg, now President and
Director of the Chicago Historical Society, whose idea it was, when he
was Vice President of ACLS, to bring these papers out in this series.
Professor Greenberg devoted an extraordinary amount of time and
energy to the Elementary and Secondary Schools Teacher Curriculum
Development project during its planning and initial year, and was
particularly atientive to the post-secondary fellows, Stanley N. Katz,
President of ACLS, initially envisined the project and secured its
funding, and has been intimately involved with its various and multiply-
ing activities. And finally, the ACLS voard of Directors” Committee on
Publications, Education, and Scholarly Communication has been strongly
suppostive of these activities: Professor Mario Valdes, Chair; Professos
James Millar, and Professor Martha Nusshaum.

The ACLS Elementary and Secondary Schools Teacher Curriculum
Development project is supported by core grants from the Pew
Charitable Trusts, the DeWitt Wallace-Reader's Digest Fund, and an
anonymous funder. Additic mnal funding is provided by the host univer-
sities and districts and local foundations.

Michael Holzman

vii

r




Q

PAFullToxt Provided by ERIC

ERIC

Moving to the Other Side of the Desk:
Teachers' Stories of Self-Fashioning

Linda Wells
Boston Universily

In his play, Butley, Simon Gray has created a marvelously cynical,
irreverent English professor at London University who makes us laugh
and cringe at the same time. Butley, a drunken slacker, sits in his office
behind heaps of unread papers, keeping students at bay with com-
plaints of his administrative duties which must, he claims, take
precendence over his tutorials with them. His officemate, Joey, notes
that Butley has forgotten to retum a student’s master’s thesis: Butley
quips, “Not yet. So far I've forgotten to read it. Forgetting to give it back
will come later” (12). As they are discussing curricular developments in
the department, Butley rails against Joey for not opposing the new
book list of contemporary novels which Butley will then have to teach:
“Fool! Imbecile! Traitor! Lackey!—! wouldn't be caught dead reading
those books. And you know how it exhausts me to teach books 1
haven't read” (16). At times we would like to be able to emulate the
cynicism of Butley, and in our darker moments of teaching, we no
doubt create in our minds Butleyesque dialogue, montifying the
aggressively dull student with our wit or bursting the bubble of the
idealistic colleague who expects to change the world with her teaching.

If we have some of Butley in us, we also hope to have equal pasts
of Kingsfield, the brilliant mythological figure of the law professor in
The Paper Chase, who hectors and hadgers his students until they ither
quit law school or bend to his will. Foremost is the subject, the law.,
which must never e compromised. Add to Butley and Kingsficld a linde
of the character-tormation achieved by Miss Stacy in Anne of Green
Gables, whe by her own strength of charactes motivates students o
excel in their studies while never losing sight of the cthical life. Or the
dedicated Mr. Chips. Or the romantic though often misbegotten zeal of
Miss Jean Brody.

Even though these and o myriad of other images of the teacher
crowd our minds, most of us who teach are mere ne itals who fashion
a persona inthe classroom, patching it together from teachers who have
inspired and motivated us, and trying to avoid the tactics of those who
have disappointed and bored us, Both the positive and negative
maodels have assisted us in our reflection about anit creation of the
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teacher we want to be or hope we are. Being interested in this process
by which students become teachers, I interviewed 17 high school and
college history and literature teachers.

When I began this project, I thought they would tell mie something
of the differences between high school and college teaching in the
Humanities. They did this, but they said so much more about the
process by which one becomes a teacher and what is the nature of the
teaching enterprise. ! have entitled this essay, “Moving to the Other Side
of the Desk,” because unlike other professions, the student becomes
what, for many years, he has beheld. Yet the subtitle of the essay is also
true, for each teacher spoke of a good deal of unpreparedness for
teaching and the process of “self-fashioning,” or creating a persona who
could teach effectively. While Stephen Greenblatt's Renaissance Self-
Fashioning: From More to Shakespeare exposes the idea of self-
fashioning as it applies to writers and their character-creations, 1 have
taken the term to apply more broadly to the entire process of identity
construction. Greenblatt develops a compelling conceptual model of
how such construction occurs. In analyzing Othello, for example, he
establishes how Tago masks himself publicly; yet we wonder how much
of his private narrative revealed only to the audience is also mask and
how muchis authentic. We see in all of the characters, as well, how cach
is susceptible to the narratives of others: how Desdemona is fashioned
by Emilia or Othello by lago. These concepts established by Greenblan
seem fruitful when applied to the construction of a teaching persona.
Throvzhout the interviews, teachers wondered at their authenticity,
they commented on the masks they wore; they suggested how
susceptible they had been to the narratives of their own teachers. They
often noted that teaching is a mysterious process, not always fully
understood by the conscious mingd.

On Becoming a Teacher

The process of becoming a teacher involves that somewhat myste-
rious relationship between teacher and student. How much does a
students success depend upon the ability to involve the teacher in her
education? This question often remains unexamined, while greater
attention is paid to the exclusive role of the teacher. As 1 interviewed
teachers, I became increasingly fascinated by the role of the student 1
described my own “education” within the family, because 1 think 1am
not an isofated example. 1 entered formal education with 2 presence,
an attitude that 1 belonged there and that good things would happen
to me there. The teachers 1 interviewed also had a generafly positive
attitucle toward their own education, though 1 would characterize most

ERIC N
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of them as strongly ambivalent toward ~schooling.” This may be in part
related to the fact that many of them were in school in the 1950s and
in college i the 1960s, but the categories seem to apply to the younger
teachers as well, so 1 am inclined to think that teachers are by nature
identified with and rebellious toward authority. It may be necessary to
hold this tension in balance to be successful as teachers, because it
allows us to work with students who are closer to the rebel than the
teacher-pleaser.

Although these categories might be applied to all teachers, 1 chose
to interview only history and literature teachers because 1 am interested
in dimensions of humanities education, as well as the broader enter-
prise of teadhing itself. What led these individuals to choose these
disciplines, 1 wondered, and how do they view themselves as teachers
of the humanities?

Most of the people in the study knew well before college that they
would become literature or history majors. Even those who chose other
majors initially did so for practical reasons. In GWo cases, those who
eventually went on to study history began as science of engineering
majors, but changed because ~history took them over.” One selected
engineering because it was encouraged in the 1950s even though he
qquickly came to realize he had little aptitude for it, and the other, in the
1980s, selected chemistry but found that, although she had an aptitude
for it, it didn’t allow for much personal development. She notes:

1 was loving my history courses but people said there
were no jobs. By my sophomore year, it ceased to be
important to me if there: were jobs or not. It just seemed
to be what 1 wanted to study. The point of at liberal arts
education was not to get a job—Lawrence University
effectively convinced me of this. Then, too, 1 had
teachers who managied to exam me in ways that made me
think 1 had gotten more out of the course than 1 thought.
Andl like a good laboratory rt | continued the behavior.

in the case of the literature teachers, one noted that he had gone to
Bronx Science High School in the late 1950s and assumed that he would
e a biology major in college. As 4 junior in igh school, however, he
read Crime and Punishment: “After that there wasn't any doubt that 1
was in literature.” Of course the litetature teachers noted books, in
general, as being the reason for their continued study, but three
mentioned Crime and Punishment speciically as the book that defined
their vocation. Another Dostoyevsky devotee tells this story: )

3
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I discovered reading. 1 did not £0 on to college right
away, because my faniily couldn't afford it—my father
had recently died. So I worked and | read and | can even
tell you the book that tock the top of my head off: Crime
and Punishment. That book changed my life. 1 said 1 had
to read more stoyevsky—more literature. | went on
to other writers. I've always marveled at the thing
literature gives us, “the ability to live life backwards.” as
Kietkegaard said, wiile we are living it forwards. 1t is just
the endless plane of imagination where YOu can escape,
You can iwent. vou ¢in imagine. vou can fantasize,
question, doubt, reveal vouself, confess, vou can do
everything, anything, that you ever wanted to do that vou
can't doin the work-a-day world of reality

P would conclude that both literatare and histosy teachers were led
to their fields hecause they hked stories, whether imaginative narrauves
or the stories of real people 1t was evident that the literature ajors
could casily have heen histon: magors and vice versa: in fact, in one
case,ateacher has a bachelor's degree in English but teaches history.
Often this interest in stories dey el iped outside the classroom, in private
reading, and was then remforeed by inspinmg teachers. Another teacher
deseribes his interest m reading

I think for me it had to do with adolescence. 1 went
through a penod when my family moved when | was 12
it Lastechabout 20 or 30 vears. One of the things I did
during that period w.as to discover music and especially
literature. 1t became an impoertant escape and it pro hably
would have been insignificant for my Later life except that
the books I read were Crme and Punishment and Ma-
dame Bovany: | inadvenently learned to have taste,

For all the teachers, readding wis an education in itself. but cach had
inspirational role models who encouraged them as students and
assisted them in Fashic ming ther own teaching persoit when the time
came to move to the ather side of the desk. The features of an inspiring
teacher are not particularly surprising, but the thoughtfulness and
respect expressed by those mtenviewed was jtself inspiring, as if the
nuntle had been passed Cartanly the most often noted features were
the depth of knowledge of the weacher and the ability to engape
students in the act of leasmng 1t seems that the most insparing teachers
are able to doboth, beciause as one person noted, she had teachers who
knew o great deal, but the ones she truly admired were not merely

Q _—
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~acting smart” in front of the class, but could demystify the knowiedge
and make her feel secure in her ability to leam. She went on to say that
she assimilated this into her own teaching, for a rewarding comment
on hier teaching evaluations is one that siays, “1 foved this class because
it made me feel so smart.” Inherent in this staiement is the challenge that
the course presented, but also the fact that one goal of teaching is to
energize the student through the power of ideas.

Another teacher remembers 4 freshman English teacher, a rather
quict presence in the class, who inspired by his sparing and somewhat
cryptic commentary on papess. On the finst paper, the teacher had
written “You know how to write; yous just don't know what to write.
‘That will come.” By the cighth paper of the semester. the student had
given up trying to discover what the teacher wanted on papers and was
beginning to develop an authentic voice. Upon reading Portrait of the
Antist as a Young Man, this student developed o genuine insight about
the book, linking the work with his own Catholic youth. When the
paper was returned, the only comment wis “Now you've got it.” This
is an excellent example of what in Womoen s Ways of Knowing is called
constructed knowledge, when the knower merges with what is known.
Now 2 teaches himself, this individual scemed to focus less upor the
content of what was taught and more upon the pracess of thinking in
which he wis encouraged to participate. He said, “Teachers who ask
questions of purpose and who invite ideas fare inspiring). 1 always
responded poorly to teachers who wanted me to tell them what they
already knew”

Gaining that balunce in the classsoom hetween expectations about
content and process is d difficult task for all of us. and many teachiers
spoke of that halancing act. One way 1o do it is to create a challenging
course of study and establish real expectations, while at the same tise,
conveying the sense of support for the students. For example, one
teacher mentioned his high school Latin teacher: “he wis competent
and he was hard. Hle expeced us o he compretent too. He really
instilled the idea that learning this and getting good at it mettered.” He
gaes on to mention 4 college literature teacher who had the same
ualities: “She joved what she was doing (19th century jx wtry) and
exuded this idea that what she was doing wis impostant

Not surprisingly, high school English teachers figgused prominently
in people’s imagery of inspiration, especially women teachers. Bt has
hecome commonplitce in education o suggest the 1easom for this:
hefore the 1960s truly dedicated and intellectua) sonen turned o

PAFulToxt Provided by ERIC
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secondary education as the place for fulfillment, being cut off from most
other professions where their tafents might have been realized.

Three people mentioned their Latin teachers, for their dedication
and scholasly approach to the subject. Dne teacher described how her
Latin teacher became a role model once she began her own teaching
of history:

He laid bare for me the thinking processes and he set
Latin forth not as a language, but as 4 logical system. It
was almost mathematical; much like my physics teacher,
he said here are the rules to a language. Now fill in the
blanks. Hese is a pasticular pattern of thinking; this is
how Latin is different because it uses this k gical system.
Latin is_ diffesent because there is a different philosophy
hehind it compared to Romance and Germanic fan-
guages. §t was like being Helen Keller—an epiphiny—
and once | discovered this system, | went into other
classes and looked for the rules that govemed those
subjects.

What is significant here is not just that this teacher helped hes
understand principles of Latin, but she was herself able 10 extrapolate
and apply the idea of governing principles to other disciplines, another
example of constructed knowledge. She notes that as a teacher this is
her primary pedagogical method, laying bare for students the rules
governing inquiry in the social sciences.

Creating a Teacher Persona

Teachers came to acknowledge their teaching vocation at various
times in their lives as students. Some, like myself, knew early on that
they were destined to teach, and so it was just &4 matter of waiting to
grow up. We were the kind of students already preparing to teach, as
we sat in elementary and high school classes, scrutingzing our own
teachers, evaluating their successes and failures. The reality that they
would be teachers only dawned on some people, however, when they
were getting advanced degrees. Even the high school teachers were not
all in teacher training programs as undergraduates, caming instead
bachelor's degrees in history or literature without firm commitment
to teaching. Many worked in other fields before going into high school
teaching. In two cases, teachers had worked in publishing, found it
simply boring, and then began to think seric wisly about teaching. One
individual said he never wanted to be a high school teacher, and only
after several years doing it did he finally acknowledge that he wis, 1n

Aruitoxt provided by Eic:
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fact, a teacher, Upon reflection. be thought he had been teaching all his
life, even as a third-grader, when he became o reader, collected a
number of books of his own, and then started 4 lending library of sorts
in his neighborhood. A parent whose child he had motivated to read
said that he ought to think about being a teacher, and perhaps the seed
was planted at that carly age.

Career seleaion is usually preceded by visual imagery. What can |
see myself doing? Wht kind of work will be satisfying? Some people
had identificd eardy with their teachers and could casily see themselves
in that role, Others had more difficulty with the choice. One college
litersture teacher sad be tly admired old-fashioned scholars, teachers
with an aggressive pursuit of the scholarly and who were still curious
about the subyeat even afier thiny years teaching it. Occasionally,
however, hie would ook at one of these somewhat eceentric schofars
with papers bulging out of lis bricfcase and be taken over with
approach avoidance: “Is hat what Fwant tobe? . .. That's what 1 want
to he”

if these teadhers are right. no one can teach someone else how to
teach. Those who had been in teacher training programs were
singularly negative in theis views about such programs, believing them
10 he for the most pant a waste of time. This may asise from the fact that
teaching is not a procedure, like brain surgery of brick-laying, but a
constant interaction. Effectivencess requires more than talent; it requires
a good deal of time to mature. Itis also incredibly tising, for the teacher
is usually the primary energy force in the classroom, especially for those
who have a captive audience of high school students or general
education non-majors. | realized as | was conducting this study that
teachers are unique in that all their work time involves interaction;
perhaps an orchestra condudtor is the closest comparison.

Neardy all the college teachers felt they too were ifl-prepared for
teaching. because while a Phup. prepares one to be an effective scholar
and researcher, very little time is devoted in most programs o teaching.
Most college literature teachers had heen teaching fellows, before
heginning their first full-time teaching, but the process was o throw
them into freshman composition or literature classes and watch them
sink or swim. How, then, did we become teachers of the Humanities?
One teacher, who is also a writer, spoke about the process of sclf-
fashioning: "1 am not a naturat teacherand am basically a shy individual.
1 wrote a fictional character called Wex who could be a successful
seacher. S0 in a sense that is o lterary creation, a kind of mask that
adheres ” While be spoke of many teachers who inspired him in the
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ficld of literary studics, he never thought of modeling himself on
anyone who had been his teacher. His initial attempts at course design
were based upon what he had learned (o do well in graduate school:
to write papers. “So my approuch to teaching these very talented 18-20-
year-old people was to spend time in the library writing three hbours
wonth of graduate seminar-type papers cach week and delivering them
as lectures in class. [ had no other conception of how 1o do things and
the students were extremely nice to me, put up with this, and cven said
they valued what | was doing. But | obviously had lkearned nothing
about teaching tihen.”
. The Emergent Teacher

While few of the teachers |spoke with felt well prepared for their first
teaching assignment, all have survived those fiis; years with a vision of
what they are doing as teachers of the humanities. We were formed by
the vision of our own teachers and have become theis product. We
were, to use Greenblatt's concept, in large part susceptible to their
narratives. That product, however, ss not static, but is itself continuing
to change over time. Said another way, as teachers we continue to he
students, and we hope that the process will live on in our students,
some of whom may also bezome teachers. If we take another set of
categories from Women's Ways of Knowing, seceived and procedural
knowledge, perhaps we can get at some of the variations in the vision
of what should be humanities education. | wis interested in finding out
if teachers ught what they were taught, receiving knowledge and
learning the procedures that govemned their discipline, or did they do
something more; did they alter their pesspective over time, participating
in the construction of knowledge? Pant of the self-fashioning is the
creation of a pedagogue. but equally important in the self-fashioning
is the creation of a scholar. How we teach is formed by what we idealize
as the inspirational teacher, and the teachers were very close together
in defining that ideal.

Itis in the area of scholarsimp, or more specifically content, that the
greatest vasiations occur. This is not susprising, given the explosion of
new knowledge and new pesspecives of the past two decades. There
were equal numbers of progressives, secking change in content and
method, and conservatives, looking to preserve the tradition, among
the high school and college teachers, though few could be called purscly
one or the other Probably more typical was the schizophrenic—or less
pueratively, the Remassance figure—who blended progressive and
conservative approaches o the: bumanities in his or her teaching,
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Nearly everyone [ interviewed. except the very youngest teachers, was
taught from the new critical perspective in literature or the master
namrative perspective in history. Nearly everyone valued these perspec-
tves, 1 literature because it teaches close readings of texts and sn
history because it gives a spine to historical namative. 1 concluded that
what has occurred over the past two decades is a shaking out and a
blending of different approaches and perspectives. While critical trends
may be set by high-powered scholars who teach primarily graduate
sudents and while the heated debates may go on among thow
indwaduals, the rank-and-file teachers in high schools and aeneral
educanen college programs seem less inchined to be defined as one
kind of “sst™ over another. One teacher noted that he had always
avanded being an st

1 don’t want to be thought of as the deconstructionsst of
new rtic or whatever . . You use the cntical device most
appropriate to the text before you. For ~The Love Song
of | Alfred Prufrock.” new cnticsm s appropriate,
whereas feminst criticism works for “The Story of an
Hour ~ The same holds for philosophy . | make Plato and
Aristotle a good deal clearer for my students with a
Afarxsst analysis, showing their cliass interests, whereas |
might not do that with Kant. Here the hographical
approach might be best: why did he develop a guilty
consuence based upon what happened to him and his
parents . . . 1 guess |see critical theory as a series of
contrbutions to a very large body—a bulky instrument,
sometimes a blunderhuss—and you pick and choose
what 1s most helpful. and it's not that one excludes the
other.

This position s llustrative of ncarly all the Iterature teachers
interviewed, though high school teachers thought they facked depthin
the area of literary and cultugal theory. Thisis no de bt the case because
the tradional approach is to read pramary texts as an undergraduate
and only at the graduate level is one trasned as i btesary critic, in terms
of takng on or bemg reflectine about defferent schools of thought. All
of the hterature teachers spoke about sclectng “pood” Iterature,
though that dul not necessarily mean European, Enghsh or American
literuture

One need that 1 heard expressed by the igh schoal teachers in
pasticular was moge tme tor schotarshup  In general. they fedd so
averwhelmed by the jugghng act of teaching tour o five classes aday.
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that reading in new areas is vistually impossible. But it is that reading
which is so vital. How can a teacher maintain a conceptually challeng-
ing course without such continuing scholarship?

Among the history teachers, there was a similar blending of
perspedives. Neasly everyone saw the danger in losing a master
narrative which might act as a spine, but neardy everyone was also
dedicated to the teaching of social history, along with political and
economic history. Social history was for some a way to enliven the
narrative for students who seem fascinated by fetters, diaries, and
joummals, when state documents and official knowledge escape them.
For others it was necessary to show students that history wasn't
somcthing that just happened to presidents or empire builders; one
might say it is both vestical, nuwving through the society at a pasticular
moment, and horizontal, moving through time. It wasn't that teachers
disagreed philosophically; the problems asise in the implementation
when courses are designed and knowledge is packaged. Everyone
spoke of the pinch of time—as one teacher noted, “the problem isn't
what to put in. but what to leave out.”

Mast people compromise by teaching ways of seading—he meth-
odology that opens up critical inquiry in the humanities, rather than
coverage, thinking that if students know how to read a text or how to
take apart an argument, they can extrapolate to other areas of study. All
of the teachers spoke of the need to create intellectually rich and
challenging courses filled with generative ideas, citing their most
inspiring teachers as being capable of just that. But what are the
obstacles to the achievement of such lofty goals?

Knowledge: The Teacher and the Student

In 4 provocative essay entiticd “On the Hidden Treasuse of Paid
Attention: The Need to Know,” developmental psychologist Robent
Graham Kegan focuses his critical lens on the child rather than the
teacher. He argues that the successtul child s been able to get others
to take an mterest in her Followmg this hine of inguiry, we might
conclude that the successful students who sit before us when they are
15 or I8 or 20 have found a way to msinuate themselves mto the
consciousness of their teachers. Kegan claims that this need to connect
with others may be universal:

The reasons why we are drawn to athers, especially o
their weltase, are surely mysterious. But so numy of the
cliciting situations scem to harken back to the exigencies
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of this hasic life motion, the activity of knowing and the
threat of not knowing. We are drawn to a person in
heroic strugghe; we are drawn 10 a person vulnerably
alope; we are drawn to a person who seems intenscly
alive: we are drawn 1o a person whose efforts nuke @
kind of “perfect sense” 1o us. 1 admit to wondering if our
attraction is not of some force “bigger than both of us,”
a kind of “species sympathy” which we do not share so
much as it shares us. (28)

Many of those interviewed mentioned inspiring teache:s who hied
touched them in some way, by taking a personal interest in them,
singling them out for special encouragement, or helping them through
a pasticularly difficult time. Certainly this is admirable, but I suggested
that perhaps it was something in them, as students, that had elicited this
interest. There is a mystery to the dassroom, and nearly everyone spe ke
in some way about it. How is it that students and teachers look across
the desk at each other and are able to connect one to the other on both
an intellectual and emotional fevel? One teacher noted that his goal as
a teacher is to become transparent such that the text can speak directly
1o the student: “That's what I aspire to—to make myself obsolete and
to vanish. To become clear as glass. But 1 understand that with the
students 1 cusrently teach, sometimes that while they may not be able
to understand Kierkegaard, they may be able to understand me
explaining Kierkegaard.”

At the heart of all the teachers’ comments was a deeply ethical
dimension to the entire enterprise of teaching the humanities. In both
pedagogy and content, teachers held real convictions about the value
of the humanities. Their words were filled with hope that students
would be larger, richer, more multi-dimensional, more stimulated,
more fulfilled for having studied the humanities. For both history and
fiterature teachers alike, there was the assumption that students would
fearn something about themselves from this inquiry, something about
relationships with others, and something about cultures and how they
function.

Were there obstiacles 1o acthies ing these ideals? Of course. Nearly all
teachers hemoaned the Fict that stadents are essentially non-readers.
For peaple who have made books the center of their lives, this is a hard
pill to swallow, not stmply beciuse non-readers will miss a whole world
of the fmagination, but hecause it is difficult to conceive of a democriey
functioning without a literate and engaged populace. For one teacher,
in particuar, this latter reason prompted him to stress the need to teach
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Western culture, tor he argues that it §s the cultuge that founded the idea
of denmcracy and continues to speak for personal freedom.

Often, however, we don't know what long-tenn imgract our courses
havie on our students. Pedhaps the ones who seem disengaged, the
ones in whom we find it difficult 1o tike an mnterest, my in fact be
ealivened by an idea years later One teacher old a story about
student, an African-Anencan oun, who sit through his philosophy
course, gettng it Cand looking somewhat bored. Yet, two years later,
1 the student cme up to him and asked if he had seen A Soldier's Story
| The teacher sind no, but that didn't dissuade the student from Lying out
an analysis, with full references to split consaousness and
intersubjectivity. “When he was in the class, e gave no indication that
he had anything more than a superdicial understanding of the concepts,
yet he got frommy class the equipment to talk about the film, and pretty
articulately, as 1 remember.” The categories of thought were there, the
generative ideas: what the student needed was a text that resonated
with him, another fine example of constructed knowledge. ‘This is
perhaps most illustrative of the need 1o develop richly-textured,
conceptual courses, for the concept will remain when the details of a
battle, or the flower imagery of a poem has been forgotten.

In trying to discover how teachers constructed humanities courses,
I asked what became one of the most provocative questions in the
mterview. The question read, if you knew you had the following
groups of students in your course, would you change anything in
pedagogy or content: six Black Muslims, six fundamentalist Christians,
six gay or leshian students, six feminists, and sis recent immigriants?
Whether people initially said yes or no, they all went on to qualify their
answers, Most people said they would not change the content, working
trom the assumption that the course they had constructed was good in
itself, a body of essential knowledge for all students regardless of theis
personal histories or circumstances. Neardy everyone said they would
welcome such students because of the diversity of views it would
provide, or that these students were already in their cdasses. Here again
we note the ethical position of these teachers. No one wanted to mike
a student feel uncomfortable because of his beliefs or orientation.
There was a consistently expressed view that the clissroom was a kind
of sacred space in which students should be free to express themselves,
and could ceftectively learn in that space how to be impassioned without
behtling people with different views Also everyone commented upon
the lively discussions that come from suclia diverse group, recognizing
that students do speak and analyze from a personal pesspective.,
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Yet the nutter of representation of groups in the curriculum wus a
thomy one. People were of two minds about this, but the consensus
was that representation wis not 4 good basis for curriculum design. For
example, 2 novel by an African-American might be chosen, not because
African-American students needed to see their culture represented, but
because iLie book was good for all students to read and because there
was some principle driving the selection of al) texts in'the course. Of
course, teachers select from what they know, and if they only know the
traditional canon of authors, then one might argue that all their students
are a little poorer for this. The virtue of the struggles in the past two
decades might be that teachers have been ence wraged or forced to keep
up in their discipline cither to enrich their courses or to tatk back to their
critics. Here again the rank-and-file teachers have, over time, blended
and synthesized new knowledge. For example, history teachers spoke
of the need to teach world cultures, not just Western civilization,
hecause knowing more about all cultures is @ vintue.

in the interviews, | mentioned that some of my women students whao
are interested in gender issues often go on to read very difficult
theoretical feminist texts. In this way @ personal perspective feeds one's
intellectual interests and leads one to do challenging work. I am,
however, awire of the need for hatance. T dont want to assume tha
women will necessarily go on to study women's history and African-
Americans will go on to be ethnic studies specialists. Maybe they will
£0 on to be economists, engineers, or concert pianists. As one teacher
noted, when it is time to give the gender lecture ina team-taught social
science course, everyone looks around the conference tuble. It just
happens that among the faculty, the one hest schooled in feminist
theory is a male, while the women are spedialists in the Scottish
Reformation and post-war China.

The challenge is how to capture reluctant students’ attention
through their personal experience with material, but then o move them
1o other matenal more foreign to them. recall that in my own reading
history. two of my favorite books in high school were Boswell's Life of

Jobnson and Faulkner's As? Lay Dying. The role of the hununities 1s to
. Iy Img

Jhow us that, while our experiences are vadid and often become the
auff of novels, we have the power to appreciate totally “foreign” texts
and ideas.

On Becoming i Teacher: Personal Reflections

In the process of interviewing these 17 teachers, 1 hecame reflective
about my own experiences as i student and traming as a weacher. Falso

My,

e




Q

ERIC

had to examine my own assumptions about humanities education and
the role of the teacher in contemporary culture, for the patterns |
delineate from the interviews are projected through my own selection
of detail, emphasis, and interpretive stance.

My first teachers were not teachers at alf in the formal sense, but my
maternal grandparents who gave me “an attitude.” They were about as
incompatible as a couple could be: my grandmother, a hard-nosed
pragmatist, a steam-roller of 4 woman, could work like a man in the
fields and then come indoors and do another full job of washing,
ironing, cooking, and cleaning; my grandfather, also a powerful
worker, but a dreamer too, fantasized about leaving the farm which was
his prison to make 2 name for himself. At five, 1 lived with them,
together with my mother and sister, following the death of my father
a year carlier. My mother worked and my sister went to first grade (we
had no kindergarten in rural Colorado of the 1950s). That year on the
farm, I was my grandmother's partner and slave, leaming to be not
merely competent, but omnicompetent. As a five-year-old, 1 could
churn butter in the dasher churn (until it really became butter and was
too heavy for me to lift), gather eggs and kindling, pluck chickens with
some assistance (after witnessing my grandmother whack off their
heads in the wood pile), iron my grandfather's work shirt since a few
wrinkles didn't matter, and crawl behind the wood stove to scrub the
basebourds. 1 must say, while I leamed that physical labor could be
satisfying, I have never taken on the view that obscure dirt needs to be
rooted out. Given the choice between the removal of even obvious
clutter and reading a book, I'll read the book every time.

My grandfather took his turn as teacher, but with him [ was more the
observer, since my hands were too small and weak to milk cows
cffectively or to scrape bristles from the newly-butchered pig. In
retrospect, I suppose that year was a bit bloody in its imagery; certainly
it was earthy with the ammonia smell of the newly-plowed fields or the
iewel-like feel of the wheat and oats in the granary or the deep-red of
ripe tomiatoes in the garden. That year was siinply idyllic, and the lesson
was that a five-year-old could workand gain the satisfaction from such
Luabor.

Once 1 started school, my grandparents wouid teach me lessons of
a different sort, or maybe it is more aceurate to say that the competence
I leamed trom them carried over into my schooling, and that each of
them had an attitude about schooling itself. Even before 1 started first
grade, my sister, my third teacher, would return cach day from her class,
taught by Miss Brannam, and teach me what she had learned. When'1
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started first grade, 1 entered Miss Brannan's class, sat in my desk, and
opened my pencil box and Big Chief tablet, ready for business. Quickly
1 ascended to the Blue Bird group, for my sister had already taught me
to read, something which she regreted.when reading took over my life.

Teresa was a bit of a tomboy, so living on a farm provided a rich
fandscape for the adventures she concocted in her mind. The farm,
primitive even for its time, was worked with draft horses, Buster, Bob,
and Bill (my grandfather, the dreamer, didn't waste much imagination
on names of horses). Teresa would sit on the stationary equipment—
plow, harrow, or whatever—and pretend that she was @ pioneer
moving West. But it was a lonely life, going West alone, so she would
come indoors and plead with me. “Please, come outside. You can even
have the seat on the manure spreader.” As 1 looked up at her from my
place in my grandfather's reclining chair, my upper lip curled back in
disditin, 1 held my book like @ sacred et for her to see: “The manure
spreader. when § have this? You must be joking!” | wish I could say that
at the age of eight, 1 was reading fine literature, but it was only Nancy
Drew’'s The Clue in the Diary, the first hig book 1 ever read, and the rest,
as they sity, is history. I didn't know then that you could actually be paid
for reading books and tatking about them to students, but my life from
that time forward was taken up with books. School was now the place
to be. 1 carried to school that need to be competent, and to this day,
calling me incompetent is the greatest injury anyone could do to me.
1 wanted to please the teachers because they were worthy, in my eyes,
of such respect: they had knowledge; they could tell me about more
books,

This quest for education was reinforced by my grandfather, a
brifliant man who had been denied the education he would have
cherished. He preached education to us, and not just because it would
sget us somewhere,” beyond the working class peasantry. But there
was magic in knowing. Even while he taught us to love learning, he also
taught us to be skeptical and wary of ideas and the purveyors of those
ideus. He was what 1 have come to understand now as an unschooled
Marxist, with a strong streak of the Italian anarchist in him. More than
the content of what he conveyed about “the little man,” the abuse of
power, and the corruption of governnient, my sister and 1 took from him
an attitude of skepticism and an anatytical ability that is necessary for
one to appreciate and be vapable of irony.

My grandmother also conveyed to us an attitude about education
that was somewhat contridictory. My grandmother's carly life had been
mutch harder than my gradtather's. She was also the daughter of ltalian
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immigrants, but when she was seven years old, her father died of
miner's consumption, leaving my great-grandmother with six children
under the age of 10. After the second grade, my grandmother had to
leave school, along with her older brathes. to work the farm and help
provide for the younger children. Despite my grandmother’s lack of
education, she possessed great wit and common sense. She, along with
her brothers and sisters, were also the best story tellers 1 have ever
known, which may account for my continuing love of stories in all
forms. Grandmother held a thoroughly pragmatic view of education: it
would provide a woman ¢conomic security and some modicum of
freedom. Certainly this wis an casy lesson for us to learn, given the
death of my father and the necessity for my mother to support us. My
mother must have leamned the lessons from her parents too, for she
attended college for two yeirs before the war came.

Quite ironically like my grandfather, my grandmother was also what
we in the criticism trade call a “counter-identifier.” While they both saw
the virtue in educition—one as an end initself and the other as a means
to an end—they were on the alert for the possible stupitying power of
education. My grandtather was suspicious of those ideas which might
obscure what he took to be the realities of cconomic power. My
grandmother’s skepticism was directed fess at ideas and more at
individuals. When a person in our community was treiated  with
deference because of his advanced education, my grandmother would
sometimes hurrumph that there were a lot of educated jackisses in the
world. To this day, I check my own behavior against that standard: has
my education gotten in the wiy of my common sense or humility?
Sometimes at faculty or conmmittee meetings where the educated are
particularly prone to transforming themselves into juckasses, 1 look
around the conference table and chuckle, as in my mind's eye certain
individuals become el burroin academic regalia. The academy has not
entirely disappointed me in its affirmation of my grandmother's dictum,
nor, I'm sure, would many other professions.

The lessons my grandparents tiught mie have caused me to e
simultancously drawn to and repelled by the whole education enter-
prise, yet there have surely been more people to admire and emulate
than to despise. The counter-fdentification must be left to another time,
though some of my rebellious attitides aive prolxbly seeped through
in this analysis. The identitication came eardy and continued over time:
my grandmaother called me a bookworm, ustially on those occistons
when 1 no longer witnted to ook Tor obscure dint behind the wood
stove; my aunt caled me “the Htle professor,” not only because 1 ead
a lot, but also beciuse 1 held toith ona variety of subjects, probably a
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bore already at the age of eight. The nuns thought 1 would make a
marvelous teacher, when they observed me teaching catechism to the
younger children in the Catholic summer school. If they kn v me now,
they might approve of my teaching vocation, but not, | fear, of the state
of my soul. By the time 1 was a junior in high school, I could boldly state
to my English teacher that I would one day be a college professor. And
here 1 am. } <ontinue to be fascinated in my own students by the ways
early experiences with books, teachers, and schooling operate in their
lives. 1, too, am often dismayed by the lack of force reading has for
them, but I remember that we are in a time of great social change, with
visual literacy rising as print literacy wanes. If 1 tend to rail too much
against students for not reading, 1 seek correction by recalling that
medieval monks may have railed against the invention of the printing
‘press because it would mean no more illustrated texts. 1 hope students
see the value in critical awareness and the application of ideas to
experience, regardless of the atistic form of a work. Like the other
teachers interviewed, 1 hold a strong conviction that the study of the
humanities has a moral as well as an aesthetic dimension. We read
stories, historical as well as fictional, to develop greater insight into how
others see human existence. We witness the lives of artists—writers,
filmmakers, painters—to see the world from their vantage point; we
read history and biography to gain a look into the past, and to place
ourselves in i context.

Richard Rorty, in his book Contingency, hony, and Solidarity,
argues the need for all of us, students and teachers alike, to think in
terms of contingent rather than final vocabularies. Rorty says we st
first be aware of the final vocabularies we have internalized Gin the form
of received knowledge). This necessitates becoming conscious of
others’ narratives speaking through us, both personal and historical—
of our grandparents, our teachers, our friends, as well as the voices of
Plato, Kant, Marx, Austen, Wright, Neruda, Kurasiawa, and others. 1If we
have ceased to be students, then our vocabulary is final, fixed,
unchanging, and we have atrophied. The ideal is for the vocabulary to
remiadn contingent, changing with each new teacher we hear. Of
course, students are themselves engaged directly in developing their
“final” vocabulary. Our voices join the many teachers who have come
hefore us in their minds; we encourage them to “talk back” the way Kant
spoke to Plato and Nietzsche spoke to Kant. ‘The richness of humanities
educition is realized as teachers and students alike continue to develop
through multiple voices ind wrestle with the legitintacy and hegemony
of ideas. In this way, the process of self-fashioning is unending,
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Transforming Canons, Transforming Teachers

Edward L. Rocklin
California State Polytechnic University, Pomona

Prologue: Initiating Questions and Shaping Experiences

in the last decade, one central topic of educational reform has been
the debate over the canon, and over ciforts to “open up the canon.” As
is true with other hot issues, the debate has not only aroused fiercely
divided responses but prompted discussions that have sometimes
produced more heat than light. The complexity of the issue is illustrated
and one source of that heat is illuminated by Wendell Harris's essay on
“Canonicity,” perhaps the best introduction to the debate, which offers
10 definitions of canon and distinguishes seven functions that canons
may perform. The opening of the essay demonstrates how easily we can
generate apparent paradoxes simply by use of different meanings and
functions:

The canonical facts about the canons of English and
American literature are, first, that there are no canons and
never have been; second, that there have necessarily
always been canons; and third, that canons are made up
of readings, not disembodied texts. What is contradictory
in that statement results from play on different connota-
tions of the word canon—-a critical strategy that is
constantly, though often more subtly, abused. As with
many another critical term, the first step in understanding
canon is to unpack its meanings. The “canon question”
then proves much more compiex than contemporary
ideological criticism admits, (Haris, “Canonicity” 110)

Thus the stating point for this essay, as it is for Harris, is indeed to
unpack what a canon is and does. However, T will suggest that for
teachers—and 1 take it that it is participation in the act of teaching that
provides the common ground for all members of the ACLS Teacher and
Curriculum Development Project—the issue is not simply to answer the
question “What is a canon?” but rather the questions “What does a
canon do?” and “What do we do through forming, employing, and re-
forming canons?” Furthermore, 1 will also suggest that just as “canons
are made up of readings, not disembodied texts,” so also transforma-
tions of the canon must be carried out by individual teachers. Thus it
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is imperative to recognize that opening up the canon entails not only
revising our reading lists but also revising our designs and practices in
wiys that, while they offer us great opportunities for growth as readers
and greater effectiveness as teachers, also make sharp demands of us.
Confronting these demands is exactly what ACLS Teacher and Curricu-
lum Development Project has given us the time and space to do—and
it has thereby made clear that canon reformation and curriculum
development does indeed demand that school districts offer teachers
adequate time and support if they want those teachers 1o own such
transformation, s they must own any new canon they set out to teach.

Let me say something about the route 1 have tiken in writing this
essity because it is clear, as Linda Wells nakes clear in her essay, that
how cach of us comes to a question shapes the answers we compose.
Fam in my 21st year as a college teacher, and my seventh year working
in the English and Foreign Languages Depastment at California State
Polytechnic University, Pomona. Like many of those in my generation
of Ph.D. candidates, 1 am a hybrid creatuge in that 1 have been trained
not only to teach literature but to teach writing. 1 have tght ar least
one compasition course in every term, as well as teaching 71 writing
workshops for the United States Government, and these workshe ps
were important in shaping not only how 1 teach but my belief that we
must pay much greater attention to the relation between whit we teach
and how we teach. My dissertation was on that mogst canonical of
English lterary figures, Shakespeare, whose plays 1 teach using
perfomnce approaches—which is to say approaches that are canoni-
cal in theater depastments but still contested and, in most cases,
marginal in literature depattments, Inaddition, 1 teich courses in drami
from 1390 to 1990; courses in Renaissance literature; general education
literature courses; and graduate courses in Shakespeare, drami, and
Renaissance literature, as well as in pedagogy.

More immediately, as one of the post-secondary fellows in the ACLS
prograny, 1 have spent the past 10 months workjng with eight teachers
from the Los Angeles Unified School District, all members of the
Humanitas program within the district, discussing canon reformation,
multi-cultural education, and curriculum revision. Our immersion in
these topics has been intense—during the fall quarter we read 30 novels
and books of criticlsm, as well as over 60 other stories, essitys, and
critical studies. Nonetheless, 1am not an expert on canons or on mhi-
culturidism. But this work has tught me about the process of revising
the canon and the curriculum, and 1 have learned, thanks especially to
the generosity of the teachers in our weam, about the specific demands
such u reviston plices on those who must enict it—and about the

5 B
3( 20

BEST COPY AVAILABIR




‘ constraints within which they must perform their transforming magic.
3 ft is this work with teachers that shapes what | have written here.!

But what also shapes what 1 have written is nly conviction that the

debate over the canon is, in fact, part of a larger and more fundamental
argument, in which we are engaged in the task of reconceiving the
nature of English as one of the humanities. Employing a metaphor, |
would suggest that the canon debate forms one of three dimensions in
which this seconception is being enacted. The canon debate is over
what we will teach, but the other two dimensions—although they are
phrased and inflected differently by those working in the public
whoobs and thase working in colleges and universities—are defined by
debites orver the connections between reading and writing, and
debates about the relation of what we teach to how we teach, My own
ettopts over the past 10 years have been focused on these Latter two
dimensions. My work with perfornnce approuches in teaching drama
in general and Shakespeare's pltys in particular (the ACLS fellowship
hats enabled me 1o complete @ hook embodying this approach) is
concemed with the third dimension of rethinking how we teach—and
it connects with the work of Eve Korteld, whose essay in this volume
suggests how we can use performance appr yaches in teaching history.
At the same time, this work connects with the essay by Lois Feuer since,
like Professor Feuer, | suggest non-canonical ways and contexts in
which to teach canonical texts. Furthermore, the performance ap-
proach Lpropose alsor aiins to integrate reading and writing in s number
of ways. But while my efforts as critic and teacher have been and are
primarily in these second and third dimensions, | also find mysclf
necessarily engaged in rethinking the canon directly, and this essay is
the result of wrning my attention to this question, hoth because that
was a way |eould contribute to the seminar and because it is i step in
my own project

This way of situating the cinon debate has consequences, further-
more, not only in terms of the purposes 1sct myself but also in terms
of the way | have imagined my readers—or invited them to situate
themselves, For as several readers have noted. in what follows it may
seem that 1 am addressing public school teachers more than the
university faculty who are the members of the ACLS or its constituent
societies and the audience for this collection. OF course 1 certainly am
addressing public school teachers, attempting to capture the experi-
ence of one group of such teachers in order to provide other teachers
with & mp 1o the territory of canon reformation. Nonetheless, my
audience is also very much the university faculty who comprise the
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primary constituency of the ACLS, though I am speaking to them first
of all as teachers rather than as researchers,

By addressing my readers as teachers, I am secking to foreground
what we share in our professional identities, hence what we share in
the debates over reforming the canon. But as the experience of
pasticipants at all four first-year sites of the ACLS Project demonstrated,
the effort 10 define common ground must also acknowledge the
differences that occur when teachers in universities and teachers in
public schools set out to reform the canon. This is a crucial point that
is developed in John Ramsay's fine essay. What Ramsay shows us is
how a teacher, having been transformed herself by encounters with
new literature and new theory, and having decided to transform her
local canon, begins to enact the transformation not simply of her
reading list but of her curriculum and her pedagogy. Even more
important, John's essay begins to articulate many of the dimensions of
such a transformation that are usually invisible to university faculty,
whose efforts do not autc matically have to confront the devel pmental
issues of their students nor the pressures exerted by state frameworks,
district policies, and local administrative choices, and can therefore
transform their local canons largely by ransforming their reading lists,
digesting the appropriate criticism, snd exploring some new ways of
framing the texts they ask students to read. While this way of phrasing
the matter may make it seem that I am understating the obstacles that
can confront university faculty—for example the intense hostility of
colleagues who do not want the canon reformed—the urgent issue
here is to be(come) aware of differences that, left unacknowledged,
tend to subvert the efforts of university faculty to work with public
school teachers, who will quickly sense when university faculty do not
have any conception of the pressures and the opportunities that the
teachers face.

This need to understand differences as well as similarities in our
shared identity was acknowledged in the address with which Stanley
N. Katz, President of the ACLS, inaugurated the project:

The underlying premise of the program in which we
are engaged is that there is an unnecessary and counter-
productive fracture within the teaching profession, be-
tween those who teach youngsters in the K through 12
years and those who teach grades 13-16, We should
share the same concerns for the education of our stu-
dents, although of course our strategices, techniques, and
interim goals will frequently be quite different | . .
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What happens educationally in the schoals is impor-
tant to post-secondary educators not only because
precollegiate teachers prepare some of their students for
us. but also because they have both experiential and
theoretical knowledge about pedagogy (both teaching
and learning) to impart to us, though we have seldom
taken their expertise with sufficient seriousness, Con-
versely, the disciplinary professionals of the colleges and
universities have subject mattes expertise which is essen-
tial 1o school teachers. Both need to learn from each
other, but until fairly recently there were few institutional
mechanisms for the sharing of knowledge and experi-
ence across the high school-college crevasse. (2-3)

Arguments about these issues have beena majar clement in the ACLS
Project, and  perhaps they will be taken up in another volume of ACLS
essays. Certainly, it is 4 topic vital to this pasticular project, especially
if one believes, as 1 do, that is not just the public schools but the
universities which need to transtorm both what they do and how they
o what they do.

Some of the differences come into focus, it seems to me, i we shift
to the phrase more commonly used in the general public debate,
opening up the canon. For university faculty, this means opening up the
fist of texts read and taught But for a public school teacher, the act of
opening up the canon may entail opening up, some or all of the
following: the state mandated curriculum  framework; local district
policies; the school-site administration’s policies; the depantment’s
curriculum; and the minds of students and their parents. For example,
most university faculty have never had to ask themselves what they
would do if a group of students complained to an assistant principal
about a new reading list, nor have they had to think about what they
would do if a group of students went to a guidance counselar to
complain they were being forced to try performance activities in class,
activities in which they are campelled to do things they had never done
before—both stuations encountered by high school teachers in the
districts in which my univensity is located. It is in the context of
hecoming aware of the similarities und differences of our situations—
our matesial conditions, to use another vocabulary—that 1 write this
essay, and those conditions are among those implied in my title.

I would add, then, that my essity complements John Ramsay's in
another way, for John presents dramatically what | (re)present mose
analytically. Indeed, in his very choice to dramatize the problems of
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creating revised humanities curriculum John enables us to leam crucial
lessons about the complex, reciprocal—not unidirectional—selation of
theory and pedagogy. Furthermore, his models offer one possible
movement by which a K-12 hunanities teacher can not only join the
conversition hut also find common ground across the differences that
can casily isolate university and public school teachers from one
another:

At that moment, 1 realized 1 was no longer a reading
teacher. At that point, ! knew 1 had become a humanities
professional, on an equal footing with the scholars and
policy makers 1 have been reading. 1 realized that the
culture warriors hiad won at least one batde: 1 had
become one of them. (Ramsay 102)

I would suggest that the essays in this volume invite readers to reflect
on how they too “become” different because they hecome transformed
when they set out to transtorm the canon

Let me stress that 1 will not be offering “answurs” to the problems
examined in this essay. Answers or solutions are what participants in
the dialogue must produce througn their own engagement, cliscussion,
debate, and choices. What 1 will be offering are some categories and
concepts that can help in confronting these issues, and perhaps even
help to establish some common ground from which to discuss different
points of view and different options for action. Furthermore, while
there are general theoretical issues to be debated, cinon formation and
the use of canons is an affair of individuals and local institutions, of
teachers in school districts making choices, testing those choices out in
their classes, discussing results with cach other, and so on. In that sense,
the whole ACLS project itself is participating in the process of opening
up the canon—and not just the canon of literature but the canons of
teaching as well,

This essay is divided into three parts. Part | unpacks the concept of
canon by looking at the etymology of the term and laying out a
spectrum of positions in the debate about the canon. Part 11 uses that
spectrum to explore the different routes by which the canon may be
chinged, and to analyze some of the msequences of taking those
different routes. Part 111 looks at how transforming the canon is likely
to demand that teachers transform themselves, in terms not only of
learning about new authors and new works but in terms of reconcely-
ing somuw aspects of our discipline as “English” teachers.
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1. Canons: An Etymology and a Spectrum

“Opening Up the Canon': A Spectriem of Positions in the Canon Debate

It is surely no coincidence that there is a canonical way to begin any
discussion of the canon, and since 1 do not want to appear heretical,
1 will begin with this canonical move, which is to trace the etymology
of the word. Here, for example, is the tracing offered by M. H. Abrams
in the entry for *Canon of Literature” from The Glossary of Literary Terms
(6th edition, 1993):

The Greek word “kanon,” signifying a measuring rod
or a rule, was extended to denote a list or catalogue, then
came to be applied to the list of hooks in the Hebrew
Bible and the New Testament which were designated by
church authorities as comprising the genuine Holy Scrip-
tures. A number of writings related to those in the
scriptures, but not admitted into the canon, are called
apocrypha; cleven books which have been included in
the Romun Catholic biblical canon are considered apoc-
ryphal by Protestants.

The term “canon” was later used in a literary applici-
tion, to signify the list of works aceepted by experts as
genuinely written by a particular author. We spuak thus
of "the Chaucer canon” and “the Shakespeare canon,”
and refer to other works that have sometimes heen
attributed to an author, but on evidence judged to be
inadequate or invalic, as "ape wryphal.” In recent decades
the phrase literary canon has come 1o denote—in world
literature. or in European literture, but most frequently
in a national literature—those authors who by a cumula-
tive consensus of critics, scholars, and teachers, have
come to be widely recognized as “major,” and to have
written works often hailed as literary classics. These
canonicitl writers are the ones which, at any given time,
are ost kept in print, most frequently and fully dis-
cussed by literary critics, and most likely to be included
in anthologies and taught in college courses with titles
such as “World Masterpleces,” *Major English Authors,”
or "Great American Writers.”

The sockal process by which an author comes to e
tacitly and durably rec pnized as canonical is often called
seanon formation.” ‘The factors in this formative process




are complex and disputed. It seems clear, however, that
the process involves, among other things, the wide
concurrence of critics, scholars, and authors with diverse
viewpoints and sensibilities; the persistent influence of,
and reference to, an author in the work of other authors;
the frequent reference to an author within the discourse
of a cultural community; and the widespread assignment
of an author or text in school and college curricula. Such
factors are of course mutually interactive, and they need
to be sustained over a considerable period of time....

At any time, the boundaries of a canon remain
indefinite, while inside those houndaries some authors
are central and others marginal. Occasionally an earlier
author who was for long on the fringe of the canon, or
even outside it, gets transferred to a position of emi-
nence. Once firmly established as a central figure, how-
ever, an author shows remarkable resistance to being
disestablished by adverse criticism and changing literary
preferences and criteria. (19-20)

Even if you have not followed it, you could probably infer the nature
of the debate about the canon just from the etymology, with its focus
on measures and ‘evaluations, rules and rulers, authorized texts and
authorized interpretations. And indeed the heated public debite has
been cast in polarized terms between those claiming to defend the
canon and those who are portrayed as attacking that canon. Those who
proclaim themselves as defenders of “the canon” are usually, in fact,
employing two different concepts of a secular canon: for they conflate
the canon of classical, that is Greek and Roman, writings (which
constituted the core of the non-theological texts employed in the
rhetorical model of education which endured for a thousand years),
with the vernacular or national canons that emerged starting in
thirteenth century ltaly. Thus they tend to propose a canon which
actually merges the classic and vernacular canons of European litera-
ture, starting with Homer and Plato, continuing through Dante,
Cervantes, and Shakespeare, and concluding with a selection of what
we now recognize as the modernist writers. (Similarly they tend to
downplay or ignore another major topic about the emergence of
vernacular canons, namely the place of canon-formation as an element,
some would argue a constitutive clement, in the process  of nation-
formation in carly modern Europe, To take a familiar example, even a
cursory reading of English authors from the early modern pertod writing
on the subject of education and literature reveals just how (self-)
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conscious they were in articulating the need to clevate the English
language as part of the elevation of the English nation, and to do so by
the creation of English literature that could equal the achievements of
classical literature and of the more developed continental vernaculars.
sidney's claims for the potentials of English as a poetic language in “The
Defence of Poesie” and Spenser’s nation-building purposes in The
Faerie Queene are among the best known of such claims.)* Those
opposing this standard list argue for “opening up the canon.” In fact,
we can distinguish what might be would catled horizontal and vertical
models of opening up the canon.

Opening Up the Canon Horizontally: One chalienge to the canon can
be called *horizontal” because it takes the logic of the canon as creating
inside and outside, center and margin, and argues that this logic has had
pernicious consequences in what has been induded, what has been
marginalized, and what has been placed outside the canon. This
hosizontal attack on the standird canon stiasts from the charge that itis
overwhelmingly composed of works by white, male, European of
Europran-descended authors, the majority of whom were—or have
heen represented as heing—heterosexual, Put schematically, then,
those making this challenge argue that the problem is either the
exclusion of some authors who do not fit this-paradigm, or, more
fundamentally, that whole categories of writers have been excluded.
And the proposal is to add individual writers o to add to the canon
selected writers from groups marginalized or placed outside the
cianon—groups that include women, Native Americans, African-Ameri-
cans, Hispanic Americans, Asian-Americans, and gays and lesbians.
(The overlap between categories is itself a source of other clements in
the debate))

Opening Up the Canon Vertically: The vertical challenge, in contrast,
focuses on the logic of the canon as having higher and lower echelons.
The bias challenged here is not only the distinctions between center
and margin within the canc m—Chaucer, Shakespeare, and Mitton asthe
central three in English literature, for example, entitled to a course
cach—but again with larger categorical problems by which only high
culture scems cligible for the canon, S0 that Moby Dickis canonical and
Uncle Tom’s Cabin is not. ‘Those proposing this challenge seck to
dissolve the high-low distinction.

Pushed far enough, the impulse to open up the canon can lead to
proposals to abolish it, and in fact you can seek to abolish the canon
in two senses: this can mean either abolishing the standard canon and
replacing it with writings by those previously considered marginal and
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low; or, more radically, with abolishing the very concept of a canon
altogether. Although I cannot develop the point, many critics argue that
abolishing a canon or canons is in fact impossible—and [ think most
readers can immediately think of several very practical reasons why, at
least in the public schools, this should be the case. (For arguments as
to why there must be a canon, see Harris; Kermode; and Felperin.)

I1. Moving Through the Spectrum of Ways to Open the Canon

We can sumnuirize this debate about the canon, then, as a spectrum
of five major positions: -

(1) Defense of the standard canon as it is (or seems to have been).

(2) Adding new texts, while defending the standard canon, or its logic.

(3) Widening the canon by adding new categories of authors and
works: expanding horizontally, adding works by women, Native
American, African-American, Hispanic Americin, Asian-American,
gay and lesbian authors; expanding vertically, adkling different
“classes” of works.

D “Transforming the cnon: not only multiple new clisses as in
widening, but recognition of new bases and new functions,

(5) Abolishing the canon: cither breaking the high-low distinction, or
arguing for no cinons at all,

I propose that we use this spectrum as a map of the territory we plunge
into when we enter the debate, especially when we enter the debate
as teachers who find themselves rethinking the canon in the form of our
own selection of readings for our students. This spectrum will provide
an itinerary for the route | follow in this segment. Moreover, in terms
of the metaphor of mapping a territory, T will assume that neither of the
extreme positions is going to prevail, so that defense of and abolition
of the canon mark the borders of the territory I explore. ‘That is, | think
we can take it that while the canon debxate is not over—and will never
be over—the question of whether the canon will be, in the simplest
sense, opened has been settled in the affirmative. What T want to doin
this segment of my presentation is to look at what happens when we
move trom polarized debate to the reality of change: as in the first part,
I want to continue to unpack the complexities that emerge when we
stop thinking in ’m'crsimplifyi:m polarities and false binaries, and, as
Wendell Hasris suggests, look at the multiple types of canons and the
ditferent, even divergent, functions for which we employ them,

In this description of how these different challenges open up the
canon, Fwill be drawing extensively on the collective experience of the
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teachers in the Los Angeles ACLS workshop. In essence, what 1 am
offering is a highly schematizea account of the odyssey of the
workshop as we explored the debate about the canon in the context
of working out some of the challenges inherent in constructing a wider
or multicultural curriculum. My claim here is that this spectrum does
accurately represent some dimensions of the structure of the problem
itself, and thus represents one analysis of how this debate will unfold
for others because there is an underlying logic to that debate. What [
offer here is a map that features some of the larger landmarks for this
territory, and some of the main routes people are likely to travel as they
enter and move through this territory. Such a map. 1 hope, can help you
recognize where you are when you find yourself in this territory. At the
same time, there will be unique landmarks, obstacles, and constraints,
for each school district, each discipline, each group of teachers, or
teachers and parents and students, who cross the border into this
territory. You will have to refine the map for yourself, based on your
local geography, atticulating your own local knowledge, and respond-
ing to your own scene of learning.

Adding New Authors and Works to the Canon

The first route is to acknowledge some limits to a present canon, and
10 add new or rediscovered authors and works, while leaving that
canon largely undisturbed. This seems like a sensible solution, further-
more, because as all but the most extreme defenders of the status quo
acknowledge it is what is always happening to secular canons. At first
this looks like a simple task, a task that can be met by the sort of
maneuver offered by Harold Kolb, Jr., in his essay on “Defining the
Canon® (which appears in the important colledtion dedicated to
Redefining American Literary History). In proposing to add new works,
Kolb argues for what he calls a tiered canon:

My suggestion is that we think of the literary canon not
as a single authoritarian Hst and not as a pluralistic
cacophony of innumerable voices but as « tiered set of
options, relatively stable atone end, relatively openat the
other, joined by the possibility of change. We might start
at the first level of authors whose acquaintance we find
necessary for educated Americans in our society at this
time, no matter what thelr ethnic or religious or gender
identification. The membership in this pantheon would
be small, restricted to those authors who profoundly
representtheir times and yet whose vision, amaranthine,
seems to transcend time; authors whose popularity is

E MC 29

B
| ETERE IO




ERIC

Aruitoxt provided by Eic:

long-standing with both general and specialist readers;
authors whose style is so memorable that is has changed
the fanguage in form and expression . . . . Here, then, is
one definition of the literary summit, using Western
European literature as an illustration:

First Level (Western European literature): The Bible,
Homer, Chaucer, Dante, Shakespeare, Cervantes
We could construct a first level for litesature in English,
or separately for British literature, or for American litera-
ture, though, aided less by the winnowing of time, these
categories become more controversial. Here is one pos-
sible top level for a canon of American literture:

First Level (American literature): Hawthorne,
Emerson, Thoreau, Melville, Whitman, Dickinson,
Twitln, Henry James, T. 8. Eliot, Richard Wright,
Faulkner
Then we might construct a second tier . . . consisting
of those authors who, while not as predominant as the
first group, have made a significant contribution to our
culture. Educated Amercans should be generally ac-
quainted with all of these writers, specifically familiar
with some:

Second level (American literature): Franklin, living,
- Cooper, Poe, Douglass, Howells, Stephen Crane,
Henry Adums, Dreiser, Cather, Chopin, Frost,
Fitzgerald, Hemingway, Jewett, O'Nelll, Pound,
Stevens, Ellison, William Carlos Williams, James
Haldwin, Momaday
Finally, we can add a third tevel, which combines two
groups: older writers whose work continues to be of
interest; and newceomers, massed like the Boston Mara-
thon rumners at Hopkinton, in the race but with endur-
anve yet to be tested. Our hypothetical educated Ameri-
can should know some of these writers . . . . Here ds a
representitive selection of a small fraction of this large
group.
Third level (American literature A-C): Oscar Zeta

Acosti. .. J. V. Cunningham (Kolb 40-41; emphises
added)




At first glance, Kolb's proposal for tiers has a certain plausibility and
even seems to play out the analogy of sacred and secular canons. it may
even remind us of the way that the apocryphal books were nonetheless
conceived of as having some authority: as when Luther (cited by ER.
Curtius 256) says “that the apocryphal books are ‘not held equal to Holy
Scripture and yet are profitable and good to be read’.” However, Kolb’s
proposal contains assumptions (some of which 1 have tried to indicate
by italicizing key phrases) which are challenged by those who seek not
merely to add to but to widen canon.

Widening the Canon: Adding New Categorics of Authors and Works

Critics who seek to widen the canon argue that the real problem with
the standard canon is not the absence of a particular author but rather
the way in which the canon has almost completely excluded whole
classes of authors, members of groups other than white European and
American male writers. The point is not simply to have, say Richard
Wright and James Baldwin added to the canon, but to recognize that
the very principles upon which that canon is constructed function to
exclude African-American writers as a group, and thus replicate the
witys in which the dominant culture has excluded African-Americans
in almost all spheres of life—or, as Toni Morrison and others have
recently argued, repressed any recognition of the African-Americuan
presence in areas where that presence has been not just pervasive but
constitutive.* The argument is that an adeguate canon must adid texts
by women, Native Americans, African-Americans, Hispanit Americans,
Astan-Americans, by gays amt lesbluns, and by members of classes
whose work was previously consitleretd as fow or popular culture, For
example, in “In the American Canon,” Robent Hemenwaty offers this
argument agitinst the tiered model proposed by Koth:

Possibly drawing a paraliel with the academic rink
structure, where the work of full profussors is assumed
by definition to be of greater value than that of assistant
professors, these scholars have suggestett a ranked
canon in which some authors are more important than
others. All qualified applicants, regardless of race, enter
the canon, but most minorities cluster at the Jowest
levels, while the upper ranks remain predominantly
white, male, and relatively free of the coming and going
of literary reputations. In the lower ranks, meanwhile,
because they are more inclusive, a good deal of substi-
tution occurs—a situation analogous to the coming and
going of assistant professors in the search for tenure.
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Under the merit-system canon, Melville's place is secure,
Hemingway is good but not in the first rank (an associate
professor presuntably), and Langston Hughes has a
precarious hold . . . .

While such efforts may be well meaning, and while
they do have an effect on the classroom—since black
writers are more likely to be taught under an inclusionary
rule than not—the ranked canon seems an attempt to
preserve the power of traditional value determination
without confronting the fundamental interrelationship
hetween social class and aesthetic value. (67-68)°

As Hemenway's distinction between social and aesthetic value sug-
gests, those who want to widen the canon also tend to open up the very
hases by which works are chosen, and, more fundamentally, the very
bases on which canons are composed.

Thus Hemenway's argument against proposils such as Kolb's brings
us to the point where we must also recognize how widening the canon
almost inevitably means transforming the canon as well. Indeed, what
I want to explore now is how a widening of the canon leads to
transforming the canon in terms of functions and criteria, and in
particular in terms of compelling us to recognize the multiple and
perhaps divergent aesthetics involved in the newer canons.

Transforming the Canon: Multiple Aesthetics

As Hemenwiy makes cler, in aticulating the argument for widen-
ing the canon by classes of excluded writers, another and in some witys
more radical challenge to the canon emerges, Now we find ourselves
asking if we have to rethink one of the bases on which we select the
inclivichual tets, because the different clisses have written in part onthe
hasts of different aestheties. “That is, in the early phases of the cinon
debate, and ina proposal like that by Kolb, it appears that the criteria
for entry into the canon mity he agreed upon, Specifically, it looks as
it we can agree on aesthetic criteria, which were presented as being
stmultancously specitic to lterature and universal. The problem seems
to be that whole classes of authors who might meet these criteria had
bren neglected and now must be examined, the justice of their merits
compelling entry into the canon. But as schokirs and critics begin not
only to restore works to the accessible canon but then to project these
works into the critical canon as well, what they discover s that to study
these texts is to develop new forms of eriticism based on the principles
these works embodied,
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The argument here is made not only by students of African-American
- literature, but with at least equal force in relation to women'’s writing
and the writing of Native American authors. That is, the claim that
women have developed or embodied different ways of knowing, leads
to an argument that some, although not all, literature by women in fact
embodies a different aesthetic or aesthetics, and that its high quality,
the quality that makes it a successful candidate for inclusion in the
canon, can only be adequately judged by first accepting the contrasting
assumptions of this different aesthetic.

This argument is also very clear with Native American literature,
especially literature produced before the arrival of Europeans. For it is
obvious, or rather it has become obvious to those of us who are not
Native Americans and have only lately begun to study this immense
literature, that Native American peoples lived and live within a radically
different cosmology or world-view, and that precisely insofar as their
aesthetics corresponded with that world-view, their criteria for what we
call their literature was or were in many ways incompatible with, if not
opposed to, the world-view of the ‘colonizers. The very features that
would make a Native American poem, song, tale, narrative seem great,
hence canonical—or canonical, hence great—within that culture might
be features that the aesthetic of a European canon either might not
value or might not even he able to perceive. This is especially important
in learning to “read” oral poems and narratives: these picces were
pedformed, and frequently performative, in their cultures of origins, but
we are much more likely to read them on the page—and find them “flat”
in terms of modernist aesthetics, without recognizing many of the
dimenstons which would be realized in performance, and without
being aware of the functions that they would enact.* And the argument
holds also ‘or at least some contemporary literature by Native American
authors, who in fact make the problem of conflicting cosmologies and
aesthetics the subject of their work even as they embody attempts at
transformation within those same works.

A parallel argument is offered by those who propose the inclusion
of works from popular culture or from clitsses of people who were
previously believed not to create literature. So Paul Lauter, one of the
major proponents of rethinking the canon in terms of class, as well as
race and gender, offers this example:

Another way of thinking about the different concepts of
artistic function may be provided by the distinction (or

refationship) nicely embodied . . . between the “ex-
change value” and the “use value” nf' art, An especially
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moving example of “use value” is offered by the Ken-
tucky mountain songs sung at the funeral of “Jock”
Yablonski and recorded with great majesty in the film
“Harlan County, U.S.A." Ina larger sense, all marginalized
art (all art) must be explored precisely in terms of its use,
Partly that is a function of marginality itself . . . But partly,
I think, this phenomenon is explained by the fundamen-
tal character of marginalized (in this instance specifically
working cliuss) culture, what Raymond Williams called
“solidarity.” Solidarity is not simply a slogan or an
abstraction that happens to appeal to many people who
work. It is, rather, a way of describing the culture of
people who have been pushed together into workplaces
and communities where survival and growth enforce
interdependence. In this context, the work of an artist—
while it may in some respects be expressive and private—
remains overwhelmingly functional in his or her commu-
nity. And an approach to it cannot strip it of this context
without ripping away its substance. (67-68)

That is, in terms of solidarity, the very criteria that make a good
marching song, whether for soldiers or pacifists, for strikers or strike-
breakers, are precisely the sort of single-pointed focus which seems to
be antithetical to the emphasis placed on tension, ambiguity, irony, and
complexity dominant in high modernist ideas about the canon.
Certainly they are not the criteria by which we judge Ariel's “Full fathom
five," they are not the criteria by which Eliot argued for making John
Donne's poems a central rather than a marginal part of the canon, and
they are not the criteria by which Eliot's own poems, such as “I'he Waste
Land,” were judged to be at the core of the modern(ist) canon.

Transforming the Canon: Do We Produce a Single Canon or Parallel
Canons?

Arguments such as those offered by Hemenway and Lauter thus
bring us to the next step in the process by which widening the canon
may be seen to transform it. For if we widen the canon by categories
of authors and texts, based on gender, race, and class, then we soon
find ourselves asking “Are we transforming the very basis on which the
canon is conceived in the first place?” and "How many canons will we
have?" This challenge to the logic of a single canon finds expression in
“Thoreau’s Last Words—and America's First Literatures” by Jarold
Ramsey, specifically in a proposal for publication of i Native American
canon: »
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This proposal seems breathtaking not only because of its scope but
because it seems intended to jolt those trained in the standard canon,

wendell Harris (following Alastair Fowler) distinguishes as the poten-

1 will leave off with one final project, the undertaking of
which would signal more cleasly than anything else 1 can
think of that the American literary establishment had
avtually accepted, helatedly, its intellectual and artistic
obligations to America’s first literatures. Nothing fess
than a native counterpart to the monumental collabora-
tion that has produced the Center for Editions of Ameri-
can Authors series, it would call for the systematic
preparation and publication of a “standard” dual-lan-
guage edition of the surviving Native American reperto-
ries—proceeding tribe by tribe, with full textual appara-
tus as needed. The task § propose is formidable, and no
doubt at present far beyond either our scholarly or our
financial capabilities, but in light of the historical barriers
hetween Anglo and native literatures, the missed chances
and literary rootlessness of Americans writing in the
European tradition, the continuing loss among the Indi-
ans of stories and storytellers and the continued inacces-
sibility to them of scholarly texts, can we afford to do
anything less now? (59-60)

as it certainly jolts me, into awareness of the discrepancy between what

tial and the accessible canons. Clearly, one of Ramsey's points in
proposing to transform a part of the potential canon into a part of the
accessible canon is to remind us of how much literature we have been
oblivious to.

Thus Ramsey's proposal is one of a number which compels us to
confront ways in which widening the canon may seem to propose new
problems even as it seems to resolve old ones, That is, if we seck a
multicultural model are we going to find ourselves operating with
multiple canons as well? Do we have a European-American canon, d
Native American canon, an African-American canon, an Hispanic or
Chicano canon, a canon of woman's literature, a canon of gay literature?
Surely this sort of sseparatism,” as it is sometimes called, runs at least
two grave dangers: first, as already noted, the danger of ghettoization;
and second, the danger of seeming to reduce literary works, as it can
seem to reduce people, to nothing more than their membership in

arfous classes and categories.
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When we reach this point, it seems to be the case that we do not have
anything like a single coherent set of criteria for constituting or
reconstituting the canon. And yet if there are not standards that can
cross some lines of difference, then logically it would seem impossible
to share judgment across those lines. Can we anticulate 4 position that
allows for difference and valuing differences, and yet also offers some
shared criteria? If we can, what position or positions might we
formulate? If we cannot, what will be the conseqquences for our
proposals for a new canon or canons?

Transforming the Canon: Does Multicultural Mean Multilingual?

Another challenge emerges in Juan Bruce-Novoa's "Cianonical and
Noncanonical Texts: A Chicano Case Study.” This essay raises issues
which were crucial in our workshop.* For Bruce-Novoa takes the issue
of multiculturalism a step furher, claiming that the presence of
American literature in Spanish offers a radical chalienge to the nature
of the traditional canon:

Two of the essential biases of culture in the United
States are a general anti-Hispanism and a specific antj-
Mexicanism. Thus the recent emergence of a multifac-
cted cultural identity—which bespeaks an American
experience, but speaks sometimes in Spanish and at
other times with a Hispanic accent—has been received
with nothing short of alarm. The new literary expression
represents itself as a legitimate product of this country
and, as such, demands a Dlace in the canon. This
literature apparently also demands, or at least implies, a
radical change in the ideal of one common language and
culture. While it is still relatively small in the number of
texts it has produced, the literature constitutes the most
significant challenge to Anglo-American chauvinism to
date. ‘The repressed pluralism lamented by Whitman has
begun to surface as a threat to the very material of the
canon, language . . .,

When contextualized in this way, what Hispanic
literature and history infuse into the canon is radical
dialectics. It could be argued, of course, that black,
Jewish, feminist, and even mainstream American writers
challenge the paradigms of identity, but it is the language
ditference—a difference present even in Hispanic texts
written in English—that makes Hispanic literature a more
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general threat to the canon. The literary canon and its
academic-commercial support are faced with a dilemma.
Itis no longer a matter of absorbing “foreign” expressions
within a national literature but of heeding an insistent,
multivoiced call for the restructuring of the canon into a
polyglot, pluralistic expression of the many nations
within a common frontier. The canon is under cpalitarian
pressure to melt itself down and include more in the next
recasting. (198-199, emphusis added)

‘This claim is extremely provocative, and it opens up questions which
would be or would seem unthinkable to some defenders of a traditional
canon: 1s a canon always in a single language? Must the canon for
American literature be in English? If we push this logic further, it secems
evident that if we truly want to widen the canon we, the teachers, must
fearn to speak and read other languages ourselves—which is, of course,
the exact situation of many of the students in Los Angeles, Conversely,
for the proponents of multiculturalism, the challenge can go the other
way: if we truly mean what we say, can someone who does not speak
the original language teach that text? that culture? These, then,
constitute some of the main questions that the debate on opening up
the canon has impelled critics to begin asking and exploring, and that
the members of the Los Angeles workshop found ourselves rehearsing
as we immersed ourselves inthis debate. § think these questions emerge
out of the very logic of the canon debate jtself, and that they are the
questions any group of people are likely to find themselves engaged
in discussing who stast down this road. At this point, 1 will trn to Part
{11 of the presentation, and look at a few of the implications for teachers.

11, What Challenges Do We Face in Teaching @ Transformed Canon?

One way o sununarize this exploration of the spectrum of chal-
lenges and the alternate routes those challenges seem to project is to
formulate another question, namely “Is opening the canon an additive
of a transformative process? And it it s out to be a transformative
process, then what is the nature of the transtormation(s) we need to
enact?” What the spectrum suggests is not so much an cither/or but @
both/and situation, in which all the routes are heing tried simulta-
neously. If we look at recent anthologies for college and unjversity
courses in English, for example, we see both single-canon and
multiple-canon strategies being pursued simultaneously, whatever the
logical clashes and theoretical incompatibilities. On the one hand, there
is the Heath Anthology of American Literature (1990) edited by Paul
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Lauter and his colleagues, which incdludes numerous writers and
dozens of genres not represented in earlier, more traditional antholo-
gles. On the other hand, there is The Norton Anthology of Literature by
Women: The Tradition in English (1985) edited by Sandra Gilbert and
Susan Gubar, and The Norton Anthology of Afro-American Literature
(1990) edited by Henty Gates and others. And the publishers, whose
logtic is to try to cover all the possibilities, are also reaching back to the
classical canon, with 7he Norton Book of Classical Literature (1992)
edited by Bernard Knox.

In this third part of my essay, I want 10 sketeh out how these
questions take on urgent and concrete form when we move to the task
of teaching a revised canon, especially in the public schools. When we
make this move into our local worlds as teachers, then the question
becomes “In what ways does transforming the pedagogic canon seem
to demand that teachers transform what they teach, how they teach,
and why they teach—and transform themselves?”

The canon debate, as Harris notes, is not just about texts but about
readings. For us, teaching a canon must be a process by which we not
only mandate that students read certain works but, crucially, find ways
for students to become engaged with and immersed in those works. We
may not design courses so successful that every one of our students falls
in love with reading literature, but as we reform the curriculum surely
most of us do seek to design courses which will elicit sustained
engagement with the works we assign from as many students as
possible. So we can imagine a college teacher selecting one of the new
anthologies listed above or a team of high school teachers in a
Humanitas program like that in which the Los Angeles teachers
participate meeting and agreeing on a wide selection of works from a
newer canon, but the true challenge becomes inventing ways to teach
this new selection.

Thus as we imagine the different types of canon-reformation we can
begin to analyze the different demands they will place on us as teachers.
So, for example, if we follow a route of adding to the canon, then we
will find ourselves needing to read new texts, but we mity be able keep
using the same critical methods and approaches that we have used all
along. We will have to learn about new authors and their lives, about
the contexts that shaped their lives and so on, but we will be working
within familiar models. But if we widen or transform the canon, then
some much more far-reaching re-education may be necessary, Two
issues that I can delineate concern the imperative which fs sometimes
spoken of as the need make the canon more reprosentative and the need
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for the teacher to re-educate herself in the contexts from which this
wider canon emerges,

Unpacking the Imperative to Make the Canon “More Representative”

Among the seven functions that canons have performed and can
perform, Harris lists “Providing Models, Ideals, and Inspiration” and
“Creating Common Frames of Reference,” and these two functions meet
and collide in an interesting fashion when we examine one of the -
impulses animating some of those who propose opening up the canon,
namely the impulse to make the canon more representative.

The function of providing models has taken a variety of forms. As
E. R. Curtius notes “The Alexandrian philologists are the first to put
together a selection of earlier literature for the use of grammarians in
their schools” (249); and the more comprehensive idea of offering
paradigms for teaching correct written forms of a language is one
purpose that the canon has served.” What I would suggest is that for
many teachers today, when correctness is an issue framed in quite
different ways (because of recently formulated understandings of the
relation of written and spoken language; because of an emergent
understanding of the process by which people learn a second lan-
guage; and because of research which suggests that too great and too
early an emphasis on grammatical correctness tends to block creativity),
much of the concern for, literature as offering paradigms for speaking
and writing has been replaced by a concern for the function of literature
as representation.

But as a number of critics have noted, to employ the canon its
providing a model in the sense of a representation is a very problematic
assertion because of the multiple senses of “representation”—-senses
which can produce confusions as troubling as those caused by the
word canon itself. ‘Three meanings of representative overlup and
people often.fail to clarify which definition they are using.

The first and most obvious sense in which those proposing that we
widen the canon claim they want to make it more representative is that .
by including writers from previously marginalized categories the canon
will more adequately represent the full range of human experience. In
particular this widening will enable it to represent points of view which
are qualitatively different from the point of view of white, male,
heterosexual European-American authors. The argument here s that
without such a diversity of points of view, the claim to speak for human
experience that so many defenders offer as the primary reason for
pempetuating the traditional canon is and will continue to be falsified.

————
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A second sense in which widening the canon can be presented as
making it more representative is that it will more adequately represent
literary accomplishment—the production of works which deserve and
will achieve the status of classics by authors from marginalized and
unseen groups. It seems that, say, Ralph Ellison’s Invisible Man, Doris
lessing’s The Golden Notebook, and Scott Momaday's House Made of
Dawn have already entered what Harris calls the diachronic canon, and
it seems clear that works such as Leslie Marmon Silko’s Ceremony, Toni
Morrison’s Beloved, Rudolfo Anaya's Bless Me Ultima, Sandra Cisnero’s
The House on Mango Street, and Maxine Hong Kingston's The Woman
Warrior have already entered what Harris calls the nonce canon, and
may well enter whatever revised diachronic canon emerges in the next
50 years."

And a third sense in which widening the canon is presented as
making it more representative is that it will more adequately represent,
in the sense of imitate and express, the experience of students who
come from those groups previously enumerated. The argument here is
a pedagogic one—and an argument that goes back to Kenneth Clark's
famous psychological experiments cited in the original Brown vs.
Board of Education decision—namely that unless young people find
representations of themselves ind representations of lives they might
aspire to in the literature they read in school, they will come to perceive
of themselves, in part by virtue of their membership in unrepresented,
unseen, groups, as being marginal and as living in a society which offers
them no place, hence no hope for a fulfilling existence.!!

This point has been made with great urgency, for example, by a
number of teachers arguing for the inclusion of literature hy and about
gays and lesbians. As Michael Jackson, one of the teacher-fellows in the
Los Angeles team, argued: ;

Research has shown that above all, the gay and leshian
student feels isolated. One of the most common com-
ments adult gays and leshiaas make on looking hitck to
their childhood §s “F thought | wass the only one.” Sad to
sity, many stucdents sit through an entire eduvation never
hearing the word “gay” or “lesbian” except in relation to
death, suicide, or murder. Silence about @ group s o
signal that the group is deemed shameful, ineppropriate
or unworthy of being written or spoken about. (Remem-
ber when it was forhidden for teachers to e visihly
pregnant in school?) Your silence carries o powertul
message that there is something wrong with gays and
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jesbians. (“Gay and lesblan Young Adult Database
Project;” atso see Jackson, “Intrextuction™)

These teachers point out, furthermore, the alarming statistics about the
‘ suicide-attempt rate among gay and leshian adolescents:

The suicide attempt rate among gty tecnagers IS ex-
tremely high—an estimated 30 to 40 percent among gay
boys and 20 percent among young leshians, rescarch
indicates. The rate is 10 percent for teen-ugers overall,
accordingto the Youth Suicide National Center. (Murdoch
Al)

Thus they argue that it is essential the pedagogic canon o include
representations of homosexual women and men living sane, produc-
tive lives in order for gay and lesbian adolescents to be able to imagine
possible futures and thus fulfill the task facing all adolescents, namely
to imagine a future self into existence.

As Henry Louis Gates, Jr., for one, has repeatedly pointed out, the
concepts of mimetic representation and of demographic or political
representation are significantly different and it is important to note the
distinction because a failure to be clearasto which meaning is intended
can lead speakers into some quite destructive debates. On the other
hand, debates about the different ways in which we may want a canon
that is represcntutive——uf classes of people, of classes of writers, of
literary excellence, and of our student populations—seem essential for
those having to deal with the pedagogic canon: for they concern the
question of offering authors and works who help students find
themselves in the culture they are being asked, invited, and impelled
to inherit and enter— even as they receive MEsSIRes that indicate that
society seeks to ignore, exclude, or erase them.

At this point, | would like to suggest that we might be well served
to add another function to Harris's tist, namely the function of teaching
students to fall in love with reading and reading literature in particular.
This is, as Comel Bonca has pointed out, surely one of the most
fundamenial objectives that a canon serves, and a function that might
unite teachers divided on other issues about the canon. (While the idea
of inviting students to “fall in love” with lterature may seem retrograde
1o some readers, who hear in it echoes of critical positions that invite
us to fall in love with literature only to attack the study of literature of
reduce literary study to literary apprectation, that is not what cither
Bonca or 1 suggest. Rather, what the phrase signifies is an invitation not
only to fall in love with reading literature, but also to fall in love with

- ——
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stuclying literature, so that, for example, students come to be aware of
and can begin to master—if they choose to do so and for their own
purposes—the acts of reading with, against, and through the grain of
the text which together constitute the current array of critical practices.)
S0 a teacher may decide 1o replace Silas Marner with Bless Me, Ultima
because the latter elicits, as the former currently does not, the engage-
ment of her students—and yet the teacher might also hope that
engagement with Anaya's novel might lead some students to Eliot's,
However, another choice might be to teach both books, or similar pairs
of books, precisely to engage students in analysis of what is different
and what is similar in the cultures represented, as well as in the
representations themselves.

Transforming Teachers: What Types of Knowledge Will Teachers Need
to Acquire?

A second issue comes into focus when we find ourselves asking, as
the members of the Los Angeles workshop asked, “What must teachers
learn in order to teach a transformed canon? Not merely what new texts,
but what types of knowledge about the cultures of origin for the new
texts?” This was a major topic throughout the year, and I will offer an
exumple that helped me think about how [ have been retraining myself
this year, and will have to continue to retrain myself as [ start to revise,
say, a general education course like the Introduction to Modem Fiction.

What I discovered in the course of the workshop is that I can think
about what I have to do to retrain myself by an analogy with what I had
to doto learn to read and then to teach Shakespeare's plays. When I first
studied and when [ began to teach Shakespeare's plays, I had to learn
ahbout what Tillyard, in a book now much attacked, called The
Elizabethan World Picture. Although Tillyard has been critiqued for a
number of quite intelligible reasons, the title—especially if we drop the
definite article and make it plural, so as to allow for multiple world-
views and contests between such world-views within a society—still
citptures an important truth. If 1 am Roing to grasp the plays of
Shakespeare with real depth of understanding, | must also learn about
the context in which they were written and performed. In particular, 1
must learn about the fundamental intellectual systems and soclat
practices that formed the culture of origin: the Christinn world picture,
the split in Christianity, and the violent contlicts between different
forms of that religion; the hierarchic maxlet of the natural world; the
microcosm and macrocosmy; the humours physiology und psychology;
the political beliefs about the state; the ways in which these beliefs and
ideas were enacted in families, in guilds and other o wpotate xdies, in
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the state and the offices up to the king . .. and so on. (At this point the
challenges in teaching literature intersect with the challenges in
teaching history explored in Eve Kornfeld's essay. In particular, in
suggesting that historians “embrace enthusiastically the possibilities
contained in subjectivity and the humanities™ (109), that they may
empathy a part of their pedagogy, and that they embaody these premises
in inviting students to do role-playing, Kornfeld proposes, in effect, that
historians integrate seading through a text as actors read through a
script; conversely, in my own work, I suggest that literary critics can use¢
role-playing as a means for initiating students into historical research.)

As a shorthand for thinking about this need to retrain, even
ransform ourselves as teachers, 1 found mysclf using a phrase cited by
Julie Klein in her book on® interdisciplinarity.” In describing the model
of synthesizing history developed by the Annales  school, Klein
concluded that “In many cases they wound up producing what has
been termed a ‘ retrospective anthropology,””—3 term amplified by Tony
Judt when he speaks of “retrospective cultural anthropology"(Klein 3;
Judt 87)." Generalizing, we can sy that to teach literature from another
culture, whether that culture is distant from of near to us in time and
in space, we must know something about that culture in an anthropo-
logical sense, which is to say know something about the primary
systems of thought and primary institutions that constitute the culture.
We need a map of that culture, however sketchy, if we are to enable
our students to interpret works from that culture in something ap-.
proaching the logic within which they were composed.

Those of us who majored inor obtained advanced degrees in English
under the dispensation of the older canon acquired, in effect, some of
the knowledge offered by such retrospective: cultural anthropology
about earlier forms of the culture in which English literature was
composed. For teachers of “English” born in England, this has been a
knowledge of their ancestral culture; for teachers of English born or
living in the United States, and often descended from parents born in
non-English speaking cultures, of horn in English-speaking but non-
metropolitan parts of o now-dissolved empire, this has been knowl-
edge of whitt might be thought of as an adopted culture. But when we
shift from teaching texts from cultures that are far off in time to those
thatt are th our own time and in our own spice, then the problem gets
even more complex, since we are not doing retrospuctive anthropol-
ogy, but rather learning cultures that in fact constitute part of the
present-day United States. Furthenmore, this task is made more chal-
lenging beaause there are two key differences between learning

inglish Renassance culture and, say, Native American culture(s).
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First of all, the Native American cultures are in many ways more o

challenging to “learmn” because they are alive, not dead, and because we
will encounter living members of these cultures in our classrooms—a
situation which tends to make the nature of our authority as teachers
more problematic. Second, because these cultures are alive, they are
also evolving at the very moment we are trying to learn them. In fact,
@ number of the books we are most likely to teach are themselves part
of this evolution, and indeed can be seen as agents of that evolution.
They thus demand that we learn about several phases of that culture
as we try to teach some of the literature from that culture. '

Thus as our workshop unfolded, and as each of us began to imagine
how we might add, say, Native American, or African-American or
Hispanic readings, we found ourselves wondering if there is some
“handbook” for these cultures. For example, as we studied the literature
of the southwest and of the border with Mexico, we leamed that we
must acquire some knowledge of the Native American and Spanish
cultures which fused into the culture of Mexico, which meant learning
about the Virgin of Guadalupe, La Malinche, and La Llorona. Or as we
looked at works by Leslie Marmon Silko, we found ourselves wonder-
ing about the sacred knowledge embodied in the ceremonies of the
Laguna people, curious as to where we might tum for elucidation of a
non-verbal feature such as the star pattern that occupies a page of
Ceremony, and which seems a central element in the metamorphosis of
the protagonist. There were days when we felt the exhilaration that
most teachers feel at learning something knew—but there were days
when we simply felt overwhelmed at learning how much we might
need to leamn,

Epilogue

Instead of stamping works with authority, literary canons
\‘ Propose entries into i culture's critical colloguy.
—Wendell Haeris, “Canonicity” (112)

in the midst of this discussion of how we are widening and thereby
transforming the canon, 1 know, from my experience in redesigning my
own courses, from the voices of the teachers | have worked with, and
from the critics 1 have Iwen reading, that we all share an awareniess
which | expect my reader s also voicing, namely that what dous not
change is the amount of time we have in our classes: whether it is a
10-week quarter, o 15-week semester, or a public school semester,
whether we spend 40, 60, or 100 hours with our students, we work
within severe constraints, constraints that narrow our options at the
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very moment we most passionately want to consider widening them.
wendell Harris concludes his article by reminding us of these co-
straints:

We need more than ever, then, to be honest with
ourselves and with our students about the limited put-
poses both of individual courses and of the requirements
for our degrees—to be honest about what our selection
of texts and our approach to them does no? accomplish,
If The Canon no longer lives, the reason is that it never
did; there have been and are only selections with
purposes. If anything has been clarificd by the lasttwenty
years of critical alarms and excursions, it is the multiplic-
ity of possible purposes. (“Canonicity” i19)

One of the reasons that 1 have not sought to offer answers is this essay
but rather to define the problems and challenges and delineate some
of the routes is precisely because | know—and know better than 1 did
10 months ago—the folly of attempting to prescribe a canon. Nor do
1 delude myself that even if anyone could prescribe a canon they woukl
have solved the pedagogical challenge. One of the things we com-
monly, often glibly, say, about the humanities is that they are or can be
and should be, in part, an education about the education students are
receiving. But it is surely the case that debate about the canon is of
should be a means for self-reflection, not just about the selection of
readings but also about our quite diverse and even divergent purposes
and about what we cannot do within the constraints of our teaching
lives. In pari, to be clear and open about our purposes is something we
owe our students. But in part, to be clearer about our purposes and the
things we do not do may also be a way of deciding if we want to revise
not just what we teach but what we know and how we teach—as well
as a way to help us decide what we need to learn next.

Notes

1. As I finish writing this essay, 1 am conscious of my great debt to the
members of the Los Angeles site of the ACLS Elementary and Secondary
schools Teacher Curriculum Development Project. it was through
working with them—in a process in which we read the literature and
the criticism; discussed and debated the issues raised by opening the
canon and multiculturalism; and experimented with the pedagogical
challenge of transforming the curriculum—that 1 hearned about the
realities of opening up the canon. My thanks, then, to Sue Anderson,
Matic Collins, Lynne Culp, Lois Feuer, Terry lenderson, Michiel
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Jackson, Sandra Okura, Karen Rowe, Beverly Tate, and Howard Wilf.
1 owe a special debt to Lois Feuer, who has read and commented on
earlier drafts of this essay, often within hours of receiving the manu-
script. Readers will benefit from her precise and eloquent insight, which
has helped me learn what 1 was trying to say and taught me better ways
to articulate those ideas.

2. It is a sign of how the canon debate has unfolded that in the Sth
edition, published in 1988, Abrams took less than three pages, while in
the Gth edition, published 1993, he needed almost four pages for his
entry on the canon. There are also changes in diction and syntax which
register, in small but precise and striking ways, how the debate has
chianged over the last decade. For example:

The collective cultural process by which an author comes
to be firmly and durably recognized as canonical is often
called “canon formation.” (5th edition: 20)

The social process by which an author comes to be tacitly
and durably recognized as canonical is called “canon
formation.” (6th edition: 20)

I 'take it that the shift from cultural to socia! fegisters the way in which
proponents of social constructivist and political or historicizing moclels
of criticism—exponents of what we may call, following the linguistic
tum and the rhetorical tumn, the ideological turn—have succeeded in
reformulating the terms of the debate itself. For a fuller, more elaborate
tracing, and one that is particularly interesting in exploring some of the
metaphoric aspects of the etymology, the reader might look at the
version with which Robert Scholes opens his essay “Aiming a Canon at

the Curriculum.” The essay appears with five responses in Salmagundi
72 (1986): 101-63.

3. Conversely, as Philip Edwards notes, Spenser attacks Irish poets
precisely because they incite their countrymen to rebellion on nation-
alist grounds (10-11). The apparent incontestibility of a connection
butween the formation of a canon and of a nation is manifest in the
introduction to 7he Faerle Queene provided by John Hollander and
Frank Kerinxle in The Literature of Renaissance England.

Peroiv poctry, which in the Renaissance was taken by
most commentators to be the highest kind, was necessar-
fly associated with the growth of nationalist feelings,
since it attempted to achieve in the vernacular what Virgil
had done for the Roman empire in Latin. This explains
Spenser's intetest not only in the ancient models but also
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in moderm Italian and French poetry—he would learn
what he could from renaissances that flowered earlier
than the English, But it also explains why 7he Faerie
Queene, for all its dreamy Romance landscape and
narrative, is very much a poem of its moment. He was
celebrating national or imperial power, and did so not
only by placing its origins in a fictive British past but by
justifying modern policies, ecclesiastical, political, and
military. He had to make his poem relevant to the glories,
real and imaginary, of the reign he chose to represent as
climactic in history; but he could not ignore the dark side
of the picture. (162)

In the 20 years since Hollander and Kermaode tirst wrote this passage,
the inflection of those making this point has, of course, darkened
considerably, as those engaged in new histodcist, materialist, and
cultural forms of criticlsm have focused on the dark side not only of the
poem but of Spenser’s own investment in England’s imperial ambitions
and colonial activities.

4. See Morrison, “Unspeakable Things Unspoken® and Pluying in the
Dark; Baker and Pierce-Baker, “Patches”; and Baker, “The Promised
Body."

5. There is a tfurther point made by Hemenway, which both develops
the full scope of the challenge and meshes with the point made in note
4 above:

Black texts challenge traditional literary ideas. That the
slave narrative is unquestionably the first indigenous
written literary genre America offered the world places a
whole literary tradition in a new perspective and helps us
understand both generic properties and European influ-
ence on American literature. Gates has suggested that
black texts predict their opposites, that slave narratives
provide a kind of perverse literary foregrounding, virtu-
ally ensuring the creation of the plantation novel as a
reversed image of the slave's narrative indictment. Such
a theory begins to assess the dialectic between white
aesthetics and black aesthetics. (69)

6. And this argument does not even reach to a crucial point made by
Dorris, namely that the variety of Native American cultures and frames
is such that we cannot speak of Native American literature as if it were
4 unity; hence we cannot speak as if there s or were a single aesthetic
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governing the literature produced by the diverse Native American
tribes,

7. In wat | think is one of the most important contributions to the
canon controversy so far, Cultural Capital: The Problem of Litevary
Cangn Formation, John Guillory responds to the type of argument
offered by Lauter, among others, by rethinking the issue of use and
exchange value, He does so in the course of making a larger irgument
against those who seem to clsim that any attempt to employ aesthetic
criteria is invalid:

In its most extreme form this critique seeks to discredit
the concept of the aesthetic altogether, as intrinsically
repressive. In the final chapter of this book 1 argue that
the extrapolation of a critique of aesthetics from the
critique of the canon is mistaken in its fundamental
premise . . . . The reduction of aesthetic value to
cconomic use value forgets precisely the fact that the
problem of the work of art was crucial for political
economy’s founding distinction between use value and
exchange value. The conflation of these two terms in
current anti-aesthetic arguments betriays how much the
present critique of judgment has actually forgotten about
the intimate historical relations between aesthetic and
economic discourses. The cost of that amnesia is a kind
of false enlightenment, the restatement in altogether
more reductive terms of a relation between the aesthetic
and the economic much more interestingly and problem-
atically engaged in eighteenth-century moral philosophy
than in our recent neorelativist critiques . . . .

The strangest consequence of the canon debate has
surely been the discrediting of judgment, as though
human beings could ever refrain from judging the things
they make. But if this notion has been bad sociology, it
has proven to be even worse politics. The argument that
one should suspend judgment on behalf of the politically
urgent objective of making the canon more “representi-
tive" of diverse social groups invited the reactionary
objuction to the abandonment of “standards.” The most
politically strategic argument for revising the canon
remuins the argument that the works so revalued are
important and valuable cultural works. If literary critics
are not yet in a position to recognize the inevitability of

48
5o




the social practice of judgment, that is a measure of how
far the critique of the canon still is from developing a
sociology of judgment, The theory of cultural capital
elaborated in this book is an attempt to construct just
such a sociology. (xiii-xiv)

Just as 1 agree with those who suggest that canons are nearly
indispensable elements, and certainly constitutive for the institutions of

education and literary criticism, so 1 would agree that, as Guillory

insists, we as a profession will continue to exercise literary judgment,

and that our choices will be based in part on aesthetic criteria, however !
we redefine and qualify the concept of the aesthetic. That we will

continue to dispute both the category of aesthetics and argue about

(and for and against) different criteria or aesthetics also seems undeni-

able. :

8. Bruce-Novoa also explicitly raises the question of whether canon-
formation for “minority” literature will also replicate the very features
in forming the standard canon that led to the attempt to form a new
canon. (200-202)

9. John Guillory’s essay on «Canon” offers some interesting suggestions
about the place of canon in relation to the emergence of correctness as
an issue in the evolution of the relation between spoken and written
English. (240-242)

10. Carey Kaplan and Ellen Cronan Rose offer a thought-provoking
account of Lessing's entry into the canon as a case study in Chapter 5
of The Canon and the Common Reader. From their perspective, which
uses feminist theory as a basis for rearticulating the idea of the common
reader developed by Samuel Johnson and redeployed by Virginia
Woolf, they suggest that we need to recognize an opposition between
the professoriat and the common reader. Members of the professoriat,
especially the most privileged senior members, form a priestly class of
professional readers, for w hom publishing criticism is a career, com-
mon readers, on the other hand, are people who become engaged with
books as part of the effort to make sense of their lives. Part of the
feminist revolution, they argue, is that many women and some nen
who have become professors nonetheless teach and write from the
motives of the common reader. Their argument also leads them to point
out that canonization may not, in fact, be an unqualified blessing,
especially in the case of “prophetic” writer such as Lessing:

But if not exact, the analogy between the biblical and the
literary canon is suggestive. In both cases, a “priestly
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class” certifies that certain texts are valuable. Why? What,
in particular, are we to make of the canonization of a
prophetic book like The Golden Notebook, of a prophetic
writer like Doris Lessing? Is it an attempt to assure that
future generations try “to make sense of [her] prophetic
message in order to understand and account for their
own situation?" Or is it, as Alun Golding has charged in
a slightly different context, an attempt to “detoxify"
Lessing's message by dehistoricizing it, rendering it
“culturally and intellectually harmless.” (85)

This ironic perception of canonization as an undesirable event, or as a
desirable event with at least one undesirable effect, is rarely voiced in
the canon debate. In the broadest sense, the ironic effect of literary
canonization can be seen, I suppose, as parallel to the often commented
on ironic effect that follows from the moment when a new and living
faith becomes institutionalized as a church. Certainly writers have
commented on the ironic effect of having a society they sought to attack
canonize their works while ignoring the call to repent and reform that
is at the heart of those works.

11. Charles Altieri has argued with great passion, in describing what he
sees as the limits of the currently dominant. theoretical models of
reading against the text, that it is folly to discard the idealizing function
of literature: we need its ability not only to imitate human existence but
to project ideals which function as images of selves we might become—
hence to provide one of the most essential elements by which
adolescents, in particular, might imagine themselves into existence. In
this context, Altieri has proposed what I take to be a fourth sense in
which we can speak of a text as representative: “Texts become
representative less by the general truths they demonstrate than by their
capacity to make what they exemplify seem shareable in clarifying or
negotiating certain situations” (Canons and Consequences 15).

12. Klein quotes this phrase from George Iggers and Harold Parker,
eds., International Handbook of Historical Studies: Contemporary
Research and Theory (Westpont, CT: Greenwood Press, 1979): 5-6, 10.

13. And this is leaving aside the complexities created by the fact that the
Native American culture(s) are not only the ancestral cultures for this
land, this space, but that they are also present cultures, and present
cuiltures enjoying their own renaissance. To ofter a rough analogy: it is
as if when [ teach Renaissance drama, Faustus or a descendent (so to
speak) of Faustus might walk into my classroom and challenge the way
in which 1 am mis-teaching the play which purports to tell his story.
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Shaping the Multicultural Curriculum:
Biblical Encounters with the Other

Lois Feuer
Californiia State University, Dominguez Hills

As we expand the range of materials we teach, moving toward
greater inclusiveness, we create new dilemmas as well us new richness.
When we were willing to work within a standard canon and let the
textbook publishers decide what we taught, setting up the syllabus
seemed simpler; now, we face decisions that set competing goods
against each other. Often, in answer to the question “what should we
teach?” we seem to be presented with either/or choices: dead white
Europcan males versus the culturally diverse spectrum of authors
writing in modern America. The most common tone in this debate is
polemical, all sides convinced of their own righteousness, with the
Jeremiah intonations of the late Allan Bloom in counterpoint with, say,
the angry voices of a recent sit-in by UCLA students demanding a
Chicano Studies Department; the political undercurrent—the “struggle
for the soul of America” and for its reading lists—is clear.!

Whatever its costs in civility and social cohesion, one of the many
benefits of the canon debate is the way in which it has forced us to
reconsider the basis on which we choose. What are our criteria?
Assuming for the purposes of discussion that my imagined readers, an
audience of teachers, are willing enough to rethink what we do and to
alter the syllabus in the dlirection of inclusion, how do we decide what
to include? Do we select on the basis of aesthetics (“this is a great
book™, of a knowledge imperative (“everybaody in this society needs
to know about a variety of cultures"), or on the basis of demographics
(“our students need readings that reflect their lives and their cultures
of origin”)? We know these choices to be significant, for with them we
say what we think is worth spending time on, and since each of these
motives comes with its own pedagogical approach attached (the
knowledge-imperative requires a lot more giving of “background”
information than the aesthetic impulse, for example, though one cian
argue that fullest appreciation requires familiarity with the cultural
vontext of a work of literature).

Our choices will not only reflect our assumptions about what
literature fs, and #s for, they will also shape our views of the included
works—and those left out—themselves. Paul Lauter, & leading figure
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urging our rethinking of the terms of argument, suggests that the motive
for teaching what we now call noncanonical texts is deeper than the
issue of representation, mirroring in our assigned authors the cthnicity
of our students, valuable though that may be. Beyond that, says Lauter,
“l suspect that the central reason it is necessary to read noncanonical
texts is that they feach us how to view experience through the prisms
of gender, race, nationality, and other forms of marginalization” (161).
I would add to this what we take for granted but need to say more often:
our job is to teach good literature, and that's a category whose
boundaries extend far beyond the traditional canon, If we want to
extend the range of our students' access to experience, as well as to
provide them with the multicultural literacy their world will continue
to demand of them, on the one hand, and to present them also with the
unarguabie benefits of an acquaintance with Homer and Shakespeare,
on the other, we need to find a way to arrive at both/and rather than
either/or (4 straw-man argument in any case), and the problem then
becomes one of selection: there's only so much time in a school term.

I would argue that using narratives and poetry from the Bible in the
literature/humanities classrcom offers a number of advantages to the
teacher seeking to develen a curriculum embracing both Western
classics and the expanded canon. We can show our students the
relationship between the Bible and other literature, and we can take
one of the Bible's recurring themes—the encounter with the “other’—
as the basis for studying the interplay among diverse cultural groups in
the modern world.

By reading the Bible in conjunction with the literature of the formerly
excluded, we see both in new ways: one way of rethinking traditional
literature s by juxtaposing it with the non-traditional. Lauter again:
while asserting the importance of rereading the traditional canon with
the aid of newer perspectives—those of gender, ethnicity, and class, for
example—he notes that “the best lens for that rereading is provided by
noncanonical works themselves” (161). We will see the Bible itself
differently if we juxtapose it with noncanonical texts: for one thing,
doing so desacralizes it sufficiently so we can see its nasratives as
literature rather than as exempla, illustrations of morat or theological
“lessons.” T8, Eliot, in “TI'radition and the Individwial Talent,” mikes the
point that eich new great work of literiature nutkes us see the others
differently; the anilogy he uses is that of a group of monuments which
gets ever so slightly rearranged by the appearance of an addition to the
existing group.? So just as James Joyce's Ulpsses caused readers of
literature to see Homer's Odyssey in a new tight, so studying the origin
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myths of Native American groups. such as the Spider Woman stories of
the Laguna Pueblo, can make us see the creation in Genesis freshly.

The converse is true as well: we can use the Bible to see noncanonical
literature in new ways. And so, for example, the Bible’s pervasive
emphasis on the continuing warfare within the family and with
neighboring peoples illuminates contemporary discussion of bound-
aries and horders. The mestiza culture to which Gloria Anzuldua
describes herself belonging in Borderlands/La Frontera finds its eatlier
analogue in the experience of the non-Israelite women of the Bible,
Moabite Ruth (presumably), Hittite Bathsheba and dark-skinned Queen
of Sheba (as well as the “dark and comely sister” of the Song of Songs),
" straddling two cultures, shunned by exclusivists on both sides, belong-
ing to two worlds and none. Our students are so often themselves living
on “frontiers,” participating in two cultures simultaneously, that their
experience of doubleness, of being “the Other,” will find expression
both in contemporary literature and in its biblical antecedents.

Given these benefits, what are the costs? We might assume that we
don't need to feach the Bible, given its centrality in our tradition and
the pervasiveness of religion—and images of apocalypse—in American
life, but we do. Ironically, this most “canonical” of texts is fairly
infrequently studied. Even if some of our students are singers in their
church choirs, increasingly others come from Asian or other religious .
traditions which make this foreign territory rather than shared vocabu-
lary. And still others derive from no tradition at all. Even among the
traditionally religious Christian and Jewish students, Bible-reading may
not be part of their spiritual education. And certainly a literary view of
the Bible is unlikely to have been part of their Sunday-school regimen.

We might be concerned about teaching the Bible, making ourselves
vulnerable to attacks from parents and community activists embracing
the full spectrum from left to right. And certainly my own experience
suggests that teaching the Bible in a public institution involves crossing
a minefield in which the ways to get blown up are innumerable but
those to navigate safely are few. These are valid concerns, but we can't
deprive students of this essential part of 4 conunon vocabulary merely
because their elders are pursuing their own agendas, and in fact many
curriculum guidelines now encourage us to teach biblical texts as part
of historical, if not literary, education. The California History-Social
Science Frametwork, for example, mandates reading sacred texts as part
of historical literacy: the historically literate student will “understand
the importance of religion; philosophy, and other major belief systems
in history. To understand why individuals and groups acted as they did,
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we must see what values and assumptions they held, what they
honored, what they sought, and what they feared. By studying a
people’s religion and philosophy as well as their folkways and
traditions, we gain an understanding of their ethical and moral
commitments. By reading the texts that people revere, we gain
important insights into their thinking” (13). Without some such ac-
quaintance with this central text in Western literature, our students are
ill-equipped to deal with other literature dependent in some way upon
it: “a student of English literature who does not know the Bible does
not understand a good deal of what is going on in what he reads”
whether that reading is Milton or Morrison.?

We can smooth a lot of difficulties with approach, of course, and
eiach of us will have her own strategies for setting the right tone. In my
classes, 1 talk to students about the likelihood that I'll inadvertently
offend various of them from time to time, and I suggest that the best 1
can offer is to try to offend everyone equally. I talk about narrative as
a form of representation, like painting, and that in this context
“Abraham” is no more a real person than a painting of an apple is real
fruit. So we are not making judgments about the existence of an
historical Abraham any more than an art class makes statements about
the existence of apples. By saying some of these things at the
beginning, we can heid off some of the more obvious confrontations
between student belief and skepticism.

One way to keep the focus literary rather thin more exclusively
theological is to teach more materials from the Hebrew Scriptures than
from the New Testament, since the former emphusize story rather than
doctrine. As Robert Alter puts it, “the Hebrew Bible Is animated by an
untiring, shrewdly perceptive fascination with the theater of human
behavior in the textual foreground, seen against a biackground of forces
that can be neither grasped nor controlled by humankind. (The New
Testament tends to reverse the relation between background and
foreground or, at any rate, to mike the background obtrude more into
the foreground)” (World 22).

One fairly common way of avoiding the problems described above
is to teach historical or textual issues, looking at the doings of the
Hittites or the Documentary Hypothesis rather than at the texts. But to
do so not only skirts the real issues but belies the nature of the writings
themselves: “literary analysis [of the Bibie] brackets the question of
history, not necessarily out of indifference to history but because it
assumes that factual history is not the primary concern of the text and
that it is, in any case, largely indeterminable, given the scant data we
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have to work with at a remove of two to three millennia from the
originating events to which the text refers” (Alter, World 203). So
although the history teacher will rightly use the Bible as one means of
pursuing the study of the ancient world, the literature teacher will focus
on the narrative and poetic qualities of the text. Furthermore, too great
a focus on the historical dimension risks re-entering the minefield
through the side entrance, involving students in asking questions about
King David's “reality” rather than those related to the storytelling skill
of his author (and, whatever our students’ views on divine inspiration,
it seems unarguably necessary for the purposes of analysis to treat the
authors as human).

If the reader will grant for the moment a successful escape from the
various dangers facing the teacher of the Bible, we can turn to ways of
integrating the study of biblical literature into a variety of curricular
contexts. Other literature is related to the Bible in several ways: first, by
direct influence of several sorts, second, by common archetypal
patterns, and third, by common themes. In what follows, I will describe
cach of these relations, exploring two examples in some depth, and
referring throughout to examples of likely pairings of biblical and
madern noncanonical texts.?

Direct Biblical Influence on Later Literatuse

The most obvious way in which other literature is related to the Bible
is by the latter’s direct influence in plot or characters, in image or theme,
or in style, The first is the most familiar form, as we have examples that
range from the various Christ figures in modern fiction—Billy Budd,
Benjy in The Sound and the Fury, McMurphy 'in One Flew Over the
Cuckoo’s Nest—to the inspiration of the story of Rachel in Margaret
Atwood's The Handmaid’s Tale to retellings like the musical Joseph
and the Amazing Technicolor Dreamcoat. Equally familiar, and per-
haps equally frequently noted by teachers, is the impact of the Exodus
story on Negro spirituals.

A far greater richness results when we go beyond merely noting the
influence on inige or theme to having students read the Exodus
nartutive while they are hearing, and reading the lyrics of, spirituals like
“Go Down Moses” or “Oh Mary Don't You Weep” (which in fact
combines Okl and New Testament references, not an uncommon
synthesis in spirituals).’ Only by such direct juxtaposition will the
purvasiveness of the Moses references in African-American culture
become clear, along with the complex variety of emphases this
reference cartles. One such emphasis is the poignant anticipation of
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Martin Luther King Jr.’s comparison in his last major speech, the leader
unable to accompany his followers into the new world his work has
helped them create: “I've seen the promised land. 1 may not get there
with you. But | want you to krnow tonight, thiat we.as a people will get
to the promised land."® Another emphasis singles out the quality of
leadership, the courage and daring of Harriet Tubman, “the Moses of
her people.” Yet a third view emphasizes Moses before Pharaoh, the
suppliant negotiating with the established authorities in AaronDouglas’
powerful painting, “Let My People Go.” When we read Exodus with our
students and they see Moses as a reluctant hero who keeps raising
objections to his serving when God calls on him, the allusions take on
a depth they might otherwise lack. And the dominant metaphor here
retains its power through an impressive number of variations; a recent
anthology of fiction about immigration and migration, Imagining
America, is subtitled “Stories from the Promised Land” (Brown and
Ling). America has long been envisioned by those who chose to come
here as a latter-day promised land, the place of new beginnings and
divine fulfillment, and so the imagery of the New jJerusalem is seen as
appropriate by those who view their country as “the last best hope of
mankind.”

The third kind of direct influence is stylistic, and the opportunities
here are especially useful in the teaching of writing, becoming more
visible as we juxtapose the biblical and contemporary canons. Though
few teachers these days assign passages of stylistic excellence as
muxdels for thedr students’ imitation, looking at, say, the influence of the
biblical pattern of tricolon on Lincoln’s prose in his Gettysburg Address
(*we cannot dedicate—we cannot. consecrate—we cannot hallow®)
can illuminate the structure of prose for the student who has never
thought of his own sentences in terms of patterns and rhythms.” The
most pervasive rhetorical device of biblical prose and poetry is
parallelism and repetition, both in plot and style, and again its presence
is felt most obviously in words written to be spoken aloud, like the
speeches of Dr. King, but can also be seen in his “Letter from
Birmingham Jail.™ Inthe third paragraph of his response to the Alabama
clergymen who had objected to his presence in Birmingham, King
wrote: “l am in Birmingham because injustice is here. Just as the
prophets of the eighth century B.C. left their villages and carried their
‘thus saith the Lord’ far beyond the boundaries of their home towns,
and just as the Apostle Paul left his village of Tarsus and carried the
gospel of Jesus Christ to the far comers of the Greco-Roman waorld, so
am | compelled to carry the gospel of freedom beyond my own home
town . . . . Injustice anywhere is a threat to justice everywhere” (343).
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Both the parallelism of the “just as . . . and justas . . ." structure and the
repetition of the words *justice” and “injustice” demonstrate the biblical
thythms. One of the reasons Dr. King was able to communicate so
effectively to a broad spectrum of Americans is that he worked out of
a biblical tradition, the prophetic call for justice, that was the common
heritage of black and white America alike, and no assertion of that point
is as effective as its demonstration through juxtaposition of texts.

Shared Archetypal Patterns

A second sort of relation between the Bible and other literature is
comprised of the shared archetypal pattesns that are the fundamental
ways human beings have imposed order on our otherwise chaotic
experience. Through archetypes, biblical and classical literature can be
juxtaposed with popular culture, and with myth. We tend to think of
our lives, for example, as jouneys with a beginning, middle and end,
and so literary works from the Bible to the Odyssey to Star Trek see
human experience in joumey form. Likewise, we tend to assimilate
human beings, real and fictive, to certain types such as the hero, the
tempter, or the scapegoat. These are, in fact, the two basic categories
of archetypes, one following a story-pattern and the other grouping
people into different kinds of archetypal characters (these categories
eventually merge, but we can talk about them sepatately). These
archetypal pattems cut across a wide variety of human creations, from
fairy tales to historical narratives, and can be seen as related to the
human creation of myth. We would use myth in this instance not as
meaning something untrue, but in Aristotle’s sense of the word mythos,
story. This point needs to be considered more fully.”

Myths, let me say briefly, give a humanly comprehensible structure
and meaning to the universe, which “human beings regard as demon-
strations of the inner meaning of the universe and of human life” (Watts
7). We are apparently incapable of believing that our lives or the
universe have no meaning, that life is just one thing after another with
no pattern or shape. Myths seem to be a part of our mental equipment,
a pair of glasses we can't take off. The philosopher Emst Cassirer calls
us animal symbolicum(26), defining humankindas the symbol-making
animal; we may in fact be the story-muking, pattern-imposing animal.
“We tell ourselves stories in order to live,” asserts the first line of Joan
Didion's The White Album.

These myths fall into recurring patterns: they show up in our
children’s stories, in our dreams as adults, in the way we think of
famous people in the past and in our own tinw, in our novels, movies
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and television programs, and ia fact, in the Bible. The clearest example
is the journey. A minute's thought will produce an amazing number of
instances of the journey. One can start a list with Little Red Ridinghood,
who travels to Grandma's house only to meet up with the wolf, and
continue it with the journey of Odysseus, the Greek hero who took 10
years to return home from the Trojan War, continually teeting up with
monsters and the wrath of angry gods who tried to stop his retum. How
much a part of our own culture is the joumey westward of the pioneers,
their courage and hardship as they traveled to the promised land of
California? Their more recent equivalent, of course, is the immigrant:
willing, like so many grandparents who came over on the boat in the
curly part of this century, or unwilling, like the Afsicans who camie here
as slaves. The Godjfatber series of movies is an immigrant journey saga
from Sicily to America and-—in Part Three—back. The journey of the
boy Huck and the rinaway slave Jim as they travel the Mississippi to
freedom from their restrictive society in Huck Finn mirrors the
journeys of fugitive staves northward to freedom.

In our dreams we often travel out into mysterious—often threaten-
ing—landscapes, encountering strange beings who remind us of
people we know but are something beyond that. The medieval poem
Sir Gawain and the Green Knight captures this dream-journey land-
scape in the terms of the Christian and hierarchical society in which it
was written. In our own time, technology has focused our attention on
our idea of the journey to the stars: space wravel has an emphatic hold
on our imaginations, as became clear when that journey was inter-
rupted in a burst of flame and smoke and death when the Challenger
blew up.

The next step in this line of thought links biblical with other
archetypal patterns. Adam and Eve journey out of Eden into a world of
pain and sorrow. Moses has two journeys: one he mikes down the Nile
as an infant in a reed basket, and the other as the leader of his people
as he takes them out of the Egypt of slavery into the promised land of
freedom. Jesus, too, makes a journcy out into the wilderness for forty
days, where he nieets up with and conguers the temptations of the devil
before returning home and beginning his ministry. In fact, the whole
Bible is the story of a journey from Eden lost and then back to Paradise,
the new Eden (or New Jerusalem) which will be ours, we are told, after
the end of the world as we know it. Milton, in his poem about part of
the journey, makes the connection clear when the angel tells Adam that
he and his descendants will have, in compensation for the paradise that
has been lost, “a paradise within thee, happier far.”
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These wanderings are transformative; the person who goes on the
journey comes back changed. The astronauts return to earth (the way
it's supposed to happen, anyway) with new knowledge and informa-
tion about the universe. The Israelites, after their slavery in Egypt and
their wandering in the wilderness, have a new covenant with their God
and a new sense of their destiny as a people. Huck Finn has decided
that he’d rather be an outcast than accept the idea of slavery for his
friend Jim. And even Litde Red Ridinghood has encountered the danger
of the world and leamed something about life in the process. Journeys
are, then, journeys of self-discovery in our imaginative shaping of them,
a trip is not just traveling over territory but tsaveling into ourselves and
learning something about ourselves or about our world that changes
us forever. '

Archetypal story patterns include, in addition to the journey,
initiation when youth encounters experience (which we see frequently
in novels and films about adolescents, Catcher in the Rye being one of
the most obvious examples) or the quest, where the hero sets out to
recover something precious—the holy grail, for instance. These forms
overlap, one story having parts of another, as Luke Skywalker's journey
of initiation becomes a quest to save the princess and ultimately his
own self-discovery, the knowledge of who his father is.

Archetypal characters include the hero, the tempiress (this is a pretty
sexist one—if women had written the stories we'd likely have another
sort), and the outcast—Jonah, for instance. They also include the devil
as a figure of temptation, and the Faustus story is the story of the man
who makes sort of a reverse joumney, away from self-knowledge rather
than toward it, journeying not into light and knowledge but into
darkness by succumbing to temptation. This is a negative rebirth,
where, after selling his soul (succumbing to temptation), the hero/
villain descends o hell (either literally or into a hell of his own mind:
“Why, this is Hell, nor am 1 out of it”) rather than completing a journey.

Looking at archetypal patterns shared by biblical and modem
materials, whether *Young Goodman Brown” or “The Lottery,” whether
Luke Skywalker or Bruce Lee, can enable students to see their own
experience in pattemned ways, and to see a connection between the
literature they read in English class and the movies they watch for
entertainment.
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Shared Themes

In addition to direct influence and to the sharing of archetypal
patterns, the Bible has a third sort of link with other literature, and that
is the sharing of themes whether through influence or through
universality.

The theme of rebirth is a pervasive one, and nowhere more so than
in African-American slave narratives and autobiographies. St. Paul sets
the pattern by telling us that the old man must die so that the new man
can be bom, drawing on Jesus’ paradoxes in the Beatitudes. Repeat-
edly, the narratives composed by former slaves such as Frederick
Douglass or Harriet Jacobs speak of the new self emerging when they
gain their freedom, or, to a lesser extent, when they leamn to sead. This
motif of the new self, says Henry Louis Gates, reappears in the
autobiographies of African-Americans such as Malcolm X, whose new
name sharply distinguishes the old and new selves, or Claude Brown's
Manchild in the Promised Land (note that we've combined several sorts
of Biblical relationship as Brown's title indicates), and the autobio-
graphical fiction of Invisible Man, whete the protagonist's moments of
revelation give birth to successive new selves (loose Canons 43-69).

One of the most significant biblical themes tells of the encounters of
the Israclites with their neighbors, often seen as an alien and threaten-
ing—or dangerously seductive-—“Other.” Since many biblical narra-
tives, Jonah, Ruth and Exodus among them, are shaped by this theme,
it provides a way to look at “otherness” in cultural studies and at the
interactions between and among groups in modern America.”

We commonly focus on the exclusivity of the Israclites, in the
tradition of the prophets inveighing against whoring after false gods,
understanding this as parn of the struggle of this people to retain their
group identity rather than be swallowed up by the myriad of related and
more powerful cultures surrounding them. This resistance to assimila-
tion finds its modern analogue in the desire of many members of ethnic
groups to preserve their cultures: the dominant metaphor for cultural
mix in modern America has become the salad, whose ingredients
remain distinct even when they become part of a new whole, rather
than the melting pot.

Closer examination of this issue in the Hebrew Scriptures seems to
contradict that exclusivity, however. In the story of Joseph, for instance,
“Joseph does not hesitate to mix with Egyptians; of course he has no
choice. But he even marries an Egyptian girl and is not condemned for
it by the writer. Joseph is able to communicate with the Egyptians on




moral issues by appealing to the universal sense of right and wrong.
Both he and the Egyptians speak of 'God’ with no further qualification,
and there is no disapproval expressed at the thought that Joseph, a
pious Israelite, is moving among outright idolaters” (Redford 247).

The stories of Jonah and Ruth take this willingness to mix freely with
“the Other” while retaining one's own group identity a large step
further, and so 1 would like to look at these two biblical narratives in
some detail. ‘They seem positively designed to assert human inter-
connectedness and the overcoming of social and cultural barsiers, and
therefore can function effectively in the multicultural curriculum.

Let us notice at the outset that Jonah is an example of the unlikely
hero, a figure which turns up a lot: Moses with his speech impediment
tries 10 suggest that God find someone else, and Samson's wild
violenee, moral obtuseness and lack of self-discipline do not make him
the most likely candidacy for champion of God, but that's what he is.
And King David, at first an obscure adolescent and later a murderous
adulterer: can this be the hero of Israel? This theme of the unlikely hero
suggests, perhaps, that israel itself, most unlikely of victorious nations,
third-rate power beset on all sides by more powerful neighbors and
tomn from within by gaps between rich and poor and even among
families, continually backsliding from its good resolutions—Israel
itself, unlikely hero that it is, will be God's champion and, in the longest
of lung runs, triumph over those rivals who are now remembered only
because they were rivals.

This theme of the least likely hero is related to that of the reluctant
prophet. 1 said earlier that Moses keeps saying, “why me?” and that is
exactly what happens to Isaiah, who feels unworthy to carry God's
mwessage until, in a magnificent image, his lips are touched by a burning
coal (held by an angel) and he is purificd and compelled to serve.
Jonah, however, carries this idea of the reluctant prophet toan extreme:
when God tells him to go preach to the Ninevites, he immediately tikes
ship for Tarshish, in the opposite direction.

As we Jook at Jonal's story we'll see at least two themes, that love
and merey are stronger than mere reward and punishment “justice,” aml
that this love, on God's part, is universal. These themes are among the
things Jonah has to learn, and he is an unlikely heso not only in his
resistance to learning them but also in the fact that we don't know, even
at the end, if he bas learned them—though wve have.

These themes are expressed through the structure of the story, in the
three instances of merey God offers: Jonah is saved from the stonm (or
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the whale, depending on which you see as the greater danger),
Nineveh is saved from destruction, and Jonah is given and then loses
a sheltering vine, to show him the point of pity.

Jonah's actions contradict his words. His name means “son of the
faithful® but his immediate response to God's command is to flee. As
Edwin M. Good puts it, “Jonah . . . is a ‘son of faithfulness or truth,’ but
he abandoned his faithfulness at the first opportunity and speaks truth
only under duress, even then not understanding it* (42). He tells the
sailors he fears God but of course he has tried to escape His power by
sailing to Tarshish—out of His sphere of influence, perhaps, or at least
as far away as he can get. The incongruity of Jonah seeing Yahweh as
the creator of the sea, as Jonah professes to the sailors in 1:9, and his
attempting to flee His command on that very sea, is lost on Jonah but
not upon the readers of his tale (45).

In fact Jonah is satirized, made fun of, 1 think, through much of the
story: he sleeps in unjustified assurance during the storm; the sailors
have more compassion for him than he for the people of Nineveh, and
when he has the most spectacular success in the history of prophecy—
he says five words and this whole kingdom, down to the animals,
repents in sackcloth and ashes—instead of rejoicing, he sulks. His
response to the loss of the vine is as excessive as his response to his
unexpected success at Nineveh: it would have been better for me to
have died, he says. So the narrator has a bit of ironic fun at Jonah's
expense, beyond the quite hilarious picture of the cattle in sackcloth.
The serious point is that this irony helps shape our attitude toward
Jonah. At the beginning, we are I think prepared to see things from his
perspective, but by the end we see them from God's.

Even when he prays, in the whale, after having been delivered from
the storm, he offers no recognition of his error in fleeing God's
command. He's learned he can't get away with running and hiding, but
has learned no deeper sense of mercy or obligation. He thinks in simple
terms of “fault”: the sailors should throw him overboard because the
storm is his fawlt, but he sees no more profound point here.

S0 he goes to Nineveh, having acknowledged God's power to make
him do so, and he preaches perhaps a bit beyond his instructions. God
told him to “cry unto the people of Nineveh” but what he does is say
“Yet forty days, and Nineveh shall be overthrown." Again, in other
words, he sees things in terms of simple reward and punishment. God
mentioned the wickedness of the Ninevites, but it is Jonah who
cnvisions consequences and punishment. At this point we may be
reminded of Job's comforters. They, too, think in terms of reward and
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punishment: Job must have done something wrong, because look, he's
being punished.

And so when the Ninevites, in an astounding, magical and therefore
fantasy conversion, do repent, Jonah is angry: now, in his prayer to
God, he says that's why he fled in the first place (we were not told this
before), because he knew God was merciful. He is thus in the position
of being angry that all these people were saved—his prophecy has been
proved incorrect and perhaps he feels foolish—and blaming it all on
God's mercifulness. He goes and sulks, “till he might see what would
become of the city,” perhaps hoping for a relapse.

God puts up a gourd-vine to shelter Jonah, then takes it away, in an
attempt to show Jonah that his *I wish I were dead” is beside the point,
as is his anger. “Thou hast had pity on the gourd, for which thou hast
not luboured, neither madest it grow; which came up in a night, and
perished in a night,” says God; “And should | not spare Nineveh, that
great city, wherein are more than sixscore thousand persons that cannot
discern between their right and left hand?™"!

We don't know if Jonah got the point; the crucial thing is that we do,
and that we see that love and mercy are more important than simple
“justice,” punishment for wrongdoing which would condemn the
Ninevites. That is why the story of Jonah is read at Yom Kippur, the day
of atonement. And the author takes his point further still, because the
city in question is not some Israelite stronghold which would tum its
accustomed deaf ear to the cry of a prophet, but the stronghold of the
enemy. Nineveh, capital of Assyria, is a pretty unlikely place for a Jew
to feel mercy, and that is the very point, of course. It's easy to feel mercy
for those we care about: but what about the Ninevites? We can see why
Jonah was so resistant to their being saved, but we can also see that the
story repudiates his narrowness and insists that God is God of all, even
the Ninevites. Here, the idea of the border as fixed boundary between
groups is repudiated in favor of a transcultural unity.

This universalism of lovingkindness is what the author of Ruth was
showing us too, of course; part of what Jonah needs to learn is what
Ruth the Moabite already knew, and what Joseph struggles to leamn as
he struggles to forgive his brothers. It's also what the so-called friends
of Job need to learn too: life resists our simple formulas, our passion
for pigeonholed justice and concern that stops at the border. Like the
stories of Joseph and Ruth, the story of Jonah suggests to us that we
bring about the desired ending when we strive to overcome our
understandably human limitations and imitate God's lovingkindness.
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As a commentator on this story has said, “Jonah must learn that mercy
is not merely a capricious and negative suspension of law and order,
but is an affirmative act of love. The implication is that man, made in
God's image, should emulate God's compassion” (Warshaw 194).

As the author of Jonah made the significant choice of Nineveh as the
city singled out for God's mercy, so it is important to note that Ruth is
a Moabite, one of the neighboring but indelibly “foreign” peoples with
whom the Jews had traffic. That this was an uneasy relationship is made
clear by Deut. 23:3: “An Ammonite or Moabite shall not enter into the
congregation of the Lord; even to their tenth generation shall they not
enter into the congregation of the Lord for ever."

As the story opens, Naomi, her husband, and her two sons have fled
to Moab, leaving their homeland because of the famine there. The sons
marry Moabite women and then, in a series of inexplicable calamities
like those in Job, the father and two sons die, so that we move from the
general loss in the famine, to the loss in this fumily and finally center
our attention on Naomi, the bereft individual. She tells her daughters-
in-law to leave her and seek new husbands, and Orpah, foil to Ruth,
does so after an initial protest. Naomi sees herself as empty, and plays
upon her name, suggesting it be changed from Nuomi, “pleasant,” to
Mara, “bitter” as the two women travel to Naomi's homeland, Bethlehem,
at harvest time. We know hefore the characters do-—so we can enjoy
watching them find out—that the field to which Ruth has come to glean
the harvesters’ leavings belongs to Naomi's kinsman, Boaz. One may
see coincidence, the hand of Providence, or a long-range plan of Naomi
to provide for Ruth here; evidence for such a plan increases when she
advises Ruth to go to Boaz at night on the threshing-floor and ask for
his protection.'* Boagz, at first polite and kind, then admiring of Ruth’s
goodness to Naomi, at last looks upon her as a potential wife, going to
the city gate to give an unnamed closer kinsman the first opportunity,
as was customary. Ruth and Boaz marry and their son is “given” to
Naomi to replace her lost sons. So the story moves from emptiness to
fullness, from Ruth's being a stzanger in Bethlehem to her becoming a
member of a family group. Restoration is a key theme here, symbolized
by the imagery of harvest and plenty at the end, in contrast to loss and
famine at the beginning. Ruth and Boaz meet in a harvest field, and
every conversation between them ends with Boaz giving Ruth food to
take to Naomi; Boaz' commitment to Ruth is made on a threshing floor
next to a heap of grain. Ruth goes from the barrenness of widowhood
to the fertility of marrage as the earth itself is restored to fruitfulness.
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The hand of Providence is light here, and the lovingkindness (besed)
in the human scene corresponds to God's. Boaz invokes God's
sheltering wings for Ruth, but he himself acts to protect her. We have
here a correlation of divine and human activity in which human
goodness doesn’t earn God's favor (any more than Naomi and Ruth
»deserved” their losses at the beginning), but paraliels it.

We would have here “only™ a beautifully-wrought and moving short
story without the point of Ruth’s foreignness. But that is in fact
emphasized, as the author insists on relating a gencalogy at the end.
Ruth and Boaz' son. Obed. we learn, is the father of Jusse, and Jesse the
father of David, great king of Israel. Our narrator here insists on going
far beyond what could have been leftas an entirely sufficient "kindness
to strangers” theme to place the stranger Ruth in the direct line of
ancestry to the greatest of Hebrew national heroes. As with Jonah, the
point here is that the God described is the God of all, Ninevites and
Moabites and Israelites alike, and that this is a vision of their God the
human authors of the Bible developed over a long period of time.

This is in some crucial senses Naomi's story—hers is the greatest loss
and thus the greatest restoration—but if we shift our perspectives
slightly and sce it as Ruth's story. emphasizing her role as stranger with
a claim on two conflicting cultural traditions, she will be a suitable
fiterary companion for The Woman Warrior, for the women of The Joy
Luck Cheb, and for the immigrant protagonist of ~The Cariboo Cafe”
(Kingston; Tan; Virimontes).

One of the dangers we as teachers face as we expand the ringe of
the texts we teach is that we will be pereeived as selecting readings on
the basis of some sort of literary affimative action, condemning our
assignments to be undervalued and their authors to be seen as fullilling
a quota. By using the Bible in conjunction with the work of modern
noncanonical writers, we can set that perception straight, exposing our
students 1o the wealth of first-rate literature available both within and
outside the traditional canon. A literary reading of the Bible “presup-
poses a deep continuity of human experience that nutkes the concems
of the ancient text directly aceessible to {ush These millenia-old
expressions of fear, anguish, passion, perplexity, and exultation speak
to us because they issue from human predicaments in some respects
quite like our own and are castin the molds of piot, character, dialogue,
scene, imagery, wordplay, and sound play that are recognizable
analogues to the modalities of literary texts more casily familiar to us,
closer 1o us i time and space” (Alter, World 205).
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Thus the student who comes to the writings of, for example,
Malcolm X, having studied (however briefly) the prophetic tradition of
Amos and Hosea, will see the modern writer as emboaodying the concern
for social justice that motivated the biblicat figures, and will understand
a prophet not as one who foretells the future in some mystical way but
as one who projects the present trajectory into the future: if we keep
on behaving in such and such a manner, centain consequences will
result. That student's understanding of the by of literature as a
coherent whole, and regard for its individual pirts as belonging within
and being related to that whole, will surcly Ix considerably advanced
by such a project. Likewise, the student who reads Leslic Marmon
Sitko's Ceremony having scen how Amos and Hosea work at adapting
and retaining an older ethical and spiritual system (that of egalitarian
nomadic tribes) to altered circumstances in an urban, monarchical
environment will see the dilemma in Silko's novel—whether the Native
American can accommodate her need for, and sense of, ritual in a
contemporary pluralistic socicty—as part of a continuing human
dialogue on the topic.

In the end, perhaps, many of us still find much of our curriculum-
building motivation in the opportunity to read first-rate literature with
our students. Silko’s novel succeeds as a novel not because it discusses
significant ideas—though it does—but because, among other reasons,
she creates enduring characters of depth and individual ity about whom
we come to care. In like manner, the authors of biblical narratives have
created characters whose development over time and whose Gillusion
ob) growth and change make us see them, as we do the characters of
Shakespeare, not as exemplars of philosophic positions, but as figures
with lives we can care about and understand. As Hetbert Schncidau
says, “Jacob and David truly age, wax and wane, and become
unforgettably vivid in the process” (143).

Although its potential for enriching and extending the multicultural
curriculum is clear, and although its presence in the literature clissroom
is one way between the Seylla of a rigid traditional canon and a
Charybdis-like plunge into a canonless whirlpool, perhaps one of the
most important benefits of integrating the Bible into the literature
curriculum is the opportunity to introduce our students to these
masterfully-wrought narratives.
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Notes

1. 1 am happily conscious of an enormous debt to my colleagues in the
Los Angeles workshop of the 199293 ACLS Elementary and Secondary
Schools Teacher Curriculum Development Project; from them 1 have
learned much about teaching, literature, the huninities, and collegial-
ity. In particular | would like to thank the keen editorial eye and
generous spirit of Ed Rocklin, who has given lavishly of his time and
expertise this year. He, and Susan Anderson, Marie Collins, Lynne Culp,
Terry Henderson, Michael Jackson, Sandra Okura, Karen Rowe, Beverly
Tate, and Howard Wilf, have contributed a great deal to both my
education and my enjoyment.

2. Eliot's essay, first published in 1919, is often reprinted. 1 am using 7he
Heath Anthology of American Literature.

3. The words in quotation marks are from Frye, The Great Code xii. The
Morrison example is my addition to Frye's point; we may consider, for
example, whether the final scenes of Song of Solomon are not indebted
to biblical stories of bodily assumption into heaven as well as, more
obviously, to African folktales such as “The People Could Fly.”

4. Using the word “canonical” in the context of biblical studies can
produce unintended and sometimes hilarious results. Since this is not
a textual study, the reader can assume that any reference to the “cianon”
indicates contemporary rather than biblical works.

5. See, on Negro spirituals, Thurman, Walker. and Levine.

6. About this speech, Frederick L. Downing says “King framed that
speech, as he had so many others, with the biblical imagery of the
Hebrew exadus from slavery in Egypt. That night he talked of a long
journey: out of Egypt, across the Red Sea, through the desolate
wilderness, and then the hopeful march toward the promised land. The
metaphors were personal and collective™ (xii). Downing notes also the
pervasiveness of the Exodus imagery in the writing of James Baldwin,
such as Go Tell It On the Mountain.

7 Gilbert Highet's thetorical analysis of The Gettysburg Address is often
reprinted; 1 am using The Little, Brown Reader, 5th ed.

8. See the masterful thetorical analyses of the “Letter” by Corbett and
Fulkerson in Corhett's Classicel Rbetoric for the Modern Student. For
biblical patterns, see Alter, Art of Biblical Pocty and Licht.
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9. The two most influential avthors on archetypes are the literary critic
Northrop Frye and the psychologist C.G. Jung. See Frye's Anatomy of
Criticism and Jung's Man and His Symbols.

10. 1 will not explore here the coneept of the “otherness” of God as
developed by Mastin Buber among others, though that is certainly a
pervasive theme as well and is captured in part by Harsold Bloomy's use
of the word “uncanny” for the God of Genesis in his Book of'l.

L T use here as elsewhere the King James translation, not because it
is the most accurate by contemporary standards (among others, the
Jurusalem Bible is superior in that regard), but because if the isste is
influence, we need to teach from the text that will enable our students
to hear the verbal as well as the narrative echoes.

12. The passage is cited as evidence of the tradition against which the
author of Ruth may be working by Northrop Frve (“Bride” 4).

13. Frye notes and dismisses the latter possibility: “When Boaz lies
down to sleep on the harvest field, somewhat drunk, and Ruth comes
to him and asks him to spread his cloak over his “handmaid,” it is clear
that with a very slight change of tone we should have a rather cynical
seduction story in which Boaz is, as we say, being set up. Needless to
say, that is not the tone of the Book of Ruth, nor what happens in it
(*Bride” 3-4).

For Naomi's understanding of the planinvolved, whether it be God's
or hers, see Rauber (170).

14. See Ackerman (xiv-xv) for an analogous unit on the prophetic
tradition, ancient and modern.
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Nationalism, History, the Chicano Subject, and the Text

D. Emily Hicks
San Diego State University

Current events in Eastern Europe make it impossible not to be critical
of nationalism, and, of course, marxism. 1 begin my inquiry with the
observation that there was an anti-democratic tendency within the
Chicano movement which manitested itself in the form of the suppres-
sion of alterity, specifically, the otherness of the Chicana lesbian and
otherness of experimental ant.' An analysis of this tendency will make
it possible to consider a global issue, the relationship between
democricy and alterity. 1 propose that one way to test the premise
expressed by Jirgen Habermas and others, that modernity is based on
the integration rather than the exclusion of alterity, is toturn to the work
of spokespersons of alterity, Chicana lesbians.* In addition to the work
of Marie Collins and Sue Anderson, my methodological approach in this
essay draws on work done in cultural studies and particularly inthe area
of multicultural art, such as Lucy R. Lippard's Mixed Blessings.* 1 will
argue that Friedrich Nietzsche's coneept of the Dionysian has been
repressed in Chicano nationalist and marxist culture. The link between
the Dionysian and alterity in the context of democracy has been
developed by Gilles Deleuze, Antonio Negri, and Michael Hardt. In 2
lecture at the University of California, San Diego, Chicano poet Alurista
characterized Chicano literature as falling into three phases: D The
Nascent Period (1968-75); 2) The Assimilationist Period (1975-85); and
3) The Current Period (1085-present).” In the first. basic social tension
was largely related to racial and cultural issues. In the second, class
distinctions were dominant. In the third and present period, contlicts
over gender issues dominate. |will use Alurista's categories as markers
if not guideposts. They will prove to be both useful and ultimately
inadequate; Chicana writing did not just emerge: it has existed all along.
Only sexism can be the sufficient, if not the necessary explmation for
the excluston of the discussion of gender issues in the first two periods.

The use 1 am nuking of Nictzsche's categories “Apollonian® and
“Dionysian” is merely a starting point to get back to the moment of the
theft or appropriation. in both Western theatre and pre-Colombian
cultures, the theft of the feminine. It would be more aceurate 1o speak
of the pre-Apollonian/Dionysian, or perhaps of the time to which
Gloria Anzaldaa refers in Borderlands, a ime before the division of the
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various attributes of Coatlicve into “good” and “evil.™ It is the
assimilation of female sexuality and Dionysus that makes the discus-
sion so complex. By analogy, the Virgin of Guadalupe may be seen as
linked to conservative political forces, as she is in Mexico in the
guadalupana movement, or as 1 many-layered icon who ultimately
harkens back to Tonantsin, as she is seen by Anzaldiia and many
Chicanas. Similarly, Dionysus, Nietzsche's appropriation of Dionysus,
and Deleuze’s notion of “becoming-woman® may be rejected by
feminists on the grounds that men are usurping the feminine, or that
the Dionysian can be reclaimed in order to ground it in an older
pantheon of female deities, as 1 am attempting to do in this discussion.

Three passages which deal with modemity, history, and capitalism
have captured my attention lately, and 1 have returned to them
compulsively. I believe they contextualize the problems of nationalism
and the subject and allow us to enter into the arena of the relationship
between democracy and alterity. The first, which refers to the views of
French philosopher Michael Foucault, comes from Luc Ferry and Alan
Renaut's French Philosophy of the Sixties:

Contrary to Foucault's claim, the dyaamics of modernity
are not essentially that of the exclusion of othemess. The
logic of modem societies is rather more like the one
Tocqueville describes, namely, the logic of integration
sustained by the proposition of the fundamental equality
of all man(siclkind. (90)

I consider this view to be Habermasian. 1 believe that Gloria Anzaldda's
documentation of the exclusion of otherness in the borderlands refutes
this statement. Habermas' optimism regarding the “dignity of moder-
nity" and the possibility of a dialogue, in which all parties would be able
to begin and end the conversation and give and receive orders, fails to
recognize the very real concerns about dialogue addressed by Anzaldia.©
In which language would the dialogue occur? She lists eight “lan-
guages” she speaks, all related to Spanish and/or English, that are found
in the U.S.-Mexico region alone. The treatment of the other, poignantly
portrayed in such poems as “We Call Them Greasers,” hardly speaks to
modemnism’s ability to integrate the other.”

The second, from Fredric Jameson, in The Political Unconscious,
appears in the context of commentiry on Louis Althusser's anti-

teleological formula for history, and its relation to Jacques Lacan's
notion of the Real and Baruch $pinoza’s idea of the “absent cause™
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history is not a text, not a narrative, master of otherwise,
... as an absent cause, it is inaccessible to us except in
textual form . . . our approach to it and to the Real itself
necessarily passes through its prior textualization, its
narrativization in the political unconsciousness. (35)

Both passages raise issues which would have to be part of an inquiry
into the nature of the logic of modern society from the perspective of
someone living in the borderlands and would help us to fornulate
various alternative viewpoints regarding the relationship between
democracy and alterity. Whether or not the logic of modern society is
based on the exclusion of otherness or the logic of integration, and
whether or not we can only know history in textual form, would have
to be part of an inquiry into the nature of the logic of modern society.
One version of this might go as follows: if we can only know history
in textual form. then in order to answer the question about whether or
not the logic of modem society is based on the exclusion of otherness,
we might want to turn to literary texts about the exclusion of otherness.
Centainly, the work of contemporary Chicana lesbian writers is useful
here as is the research of Collins and Anderson and their use of the
notion of “the generational unit” in order to study the history of the
Chicano movement and one of its central figures, Valdez.

Finally. because a theory of the voice of the subaltern may itself be
merely a contemporary form of colonialism, it is useful here to consider
Gayatri Spivak. She argues, in “Can the Subaltern Speak?,” that Deleuze
and Foucault's insistence on the subaltern’s ability to speak is compa-
rable to the British attempts to outlaw widow suicide in India: “it is
another case of white men telling brown men what to do with brown
women” (Spivak 303)." Nevertheless, in the following passage, she
accurately explains their model in Anti-Oedipus:

Their suggestion, summarized, is that, since capital de-
condes and deterritorializes the socius by releasing the
abstract [of. Nietzsche's slave logic) as such, capitalism
mianages the crisis by way of the generalized psychoana-
Iytic maede of production of affective value, which
operates via a generalized system of affective equiva-
lence, however spectacular in its complexity and discon-
tinuity. (Spivak 110; brackets added)

Although this may not have been intentional, Spivak's reference to
affect can alert the reader to Spinoza and his discussion of affectin the
Ethics. spinoza's theory of affects would take us beyond the confines
of this paper. Suffice it to say that Spivak is discussing the links that
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connect us through desire and how, according to Deleuze and Guattari,
capitalism manages and controls these connections by reducing their
differences 1o “a system of affective equivalence.” Spinoza’s theory of
affects is discussed by the ltatian critic Negri in relation 1o his
coneeption of social organization and liberation grounded not in
capitalism but an alternative tradition of democracy, making Spinoza a
“savage anomaly.” In Spinoza’s “good city,” inhabitants would have the
opportunity to ‘encounter each other in chance encounters which,
rather than being unpleasant, might lead to joyful interaction. Spinoza’s
model allows for the inclusion of alterity without the hom wenization
of difference. Deleuze argues that there is a tradition of thought that
runs from Spinozi to Nietzsche that does not lead to Hegels dindectic
and the subsumption of difference. How to bring the voices of the
excluded into a discussion of history is what finally brings us back to
the cultural production of Chicana lesbian writers and their emergence
in this historic moment, that is. to the beginning of this essay. The
following pages describe the emergence of an audience for Chicana
writing against the background of the activist theatre of Valdez and
others, and while doing so, engages in a discussion of the issues of the
adequacy of periodization to account for the development of an
audience for Chicana writing,

If we shift from a theoretical discussion of deniocracy and alterity to
the concreteness of the classroom using Jean-Paul Sartre's work, with
the reminder that he taught in the lycée, there should be nothing
unusual about referring to the research of two high school teachers in
the United States. Recently Anderson and Collins, who both teach in
high schools, asked me how [ would teach Anzaldia's work, particu-
Larly to their Latino high school students, given the homophobia they
knew they would face. T had been impressed with their attempts to
bring Chicano culture into the high school curriculum in their joint
research project entitled -Affirmation,  Resistance, ‘Transformation.”
They expliined that they had not included Anzaldia i . the curriculum
yet. but they wanted to do so; furthermore, they had been influenced
by her work. In their curriculum progect “Team-Based Curriculum: The
Emergence of the Chicano,” they ook at the 1960s and 19708 from
Chicanoa perspectives, while grappling with both hastorical and
pedagogical issues and discussing three  alternative pedagogies:
constructivisin, critical pedagogy and feminist pedagogy They use the
concept of the “historical generation” o frame their work, 1 heliove they
have made a significant contribution 16 gender studies w it their projeat
and Fam presenting my own rescarch in relation (o theirs Their work
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may shed some light on the Habermas-Deleuze debates with which 1
began this essay.’

Collins and Anderson create a curriculum ~which allows the teacher
to continue to teach the 'major events of the traditional canon of
American history . . .” but point out that “the concept of generational
units allows the flexibility to examine the response of various cultural
groups as well as gender and class groups” (“Affirmiation” 4). 1 found
this concept to be very compatible with Deleuze and Guattari’s notion
of “minor” or what 1 would call “border” culture and, furthermore, an
appropriate context for Anzaldda's work. A generation nily not e
biologically or geographically homogencous. Rather, its members can
be linked politically and form a collective voice, alithough their voices
are not identical (see Deleuze and Gauttari). While living between
cultures. they react to a set of shared experiences, as do Anglos and
Latinos living in the US.-Mexico border region. Collins and Anderson
refer to Marvin Rintale's definition of generation: “a group of human
beings who have undergone the same historical experiences” (" Affir-
mation” 4). The shared historical experiences Anderson and Collins
discuss include membership in the “baby boom” gencration,
McCarthyism: the Berlin Wall and the Cuban Missile Crisis; detente;
nationalist movements in Chicana, Cuba, Bangladesh, and African
nations; Vietnam: polirical assassinations, in the United States; Watts;
and Watergate. The responses to these experiences covered in their
cursicalum include the Black Civil Rights Movement, the Students’
Youth Movement, Women's Liberation, the Chicano Movenwent, the
American Indian Movement, and the War on Poventy. In thinking about
shared historical experiences, 1 found it useful to retumn to the work of
Ernst Bloch. “Nonsynchrony and its Dialectics.” Bloch argues that we
do not all experience a given historical period in the same way. For
example, not everyone experienced 1968 the same way in which many
French students and intellectuals did. Anderson and Collins underscore
the importance of highlighting ~difference within difference” in their
discussion of the 1960s. Although they do not yet inctude Anzaldua and
Cherrie Moraga in their curriculum, they have laid the groundwork for
doing so: the Chicana lesbian is the quintessential example of “cliffer-
ence within difference.” Itis in the context of this emphasis on alterity
that 1 can introduce Nictzsche's categories.

I would argue that the Dionysian allow for alterity and that the
Apollonian dominated the Dionysian in the carly days of Chicano
theatre. but that the teasion between cultural nationalist and marxists
reveals that the Dionysian Coatlicuan conflict was present. That is,
there was i space for the Dionysian among some cultural nationalists,
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particularly in relation 10 pre-Conquest culture, a space that did not
interest most Marxists. Nevertheless, it is not until recently, in the work
of the “new generation” of Chicana writers, that the Dionysian has been
allowed to emerge. I hope to uncover some of the rhizomatic relation-
ships that connect form and content, “the traditional” and the experi-
mental, and the Dionysian and the Apollonian in relation to contem-
porary Chicana writing. The contribution of conceptual an to the
encouragement of formal experimentation among Chicana writers, and
the demise of both Chicano nationalism and marxism have coincided
with the outpouring of literary production from and audience suppon
for Chicana writers. Despite the limitations placed on gender definition
imposed by the historical antecedents of Chicano/theatre, including
commedia dell'arte, carpa, and morality plays, and the forms favored
by Valdez, the acto, the mito, and the comido, new genres and
reworking of older genres have emerged to allow for new forms of
gender definition in theatre. This “new generation” connects women of
different ages and sexual preferences, spanning 20 years. Whereas
some of the younger writers are getting recognition in their twenties,
their older sisters are getting the recognition they deserve in their
forties. To make the point as strong as possible, my premise is that
Moraga’s work is not only more relevant than Valdez', but it has been,
for the last 15 years, more useful in considering democracy and its
relation to alterity.

Moraga has written about sexism in the Chicano movement in Loving
in the War Years. Regarding the carly period, during which youth and
students of the Chicano movement developed a separatist, cultural
nationalist philosophy, Collins and Anderson describe “the utopian ‘£t
Plan espiritual de Aztian," " adopted in March 1969 at a conference in
Denver, Colorado: “It called for the reclamation and control of Lainds
stolen from Mexico (the US, Southwest), anti-Europeanism, an insis-
tence on the importance and glory of brown-skinned Indian heritage
and an emphasis on humanistic and non- materialistic culture and
education” (“Affirmation, Resistance, and Transformation in Chicano
Culture”: Appendix). This important document did not address gender
1Ssues,

The situation is further complicated by the splitting described by
Anzaldia: “The male-dominated  Azteca-Mexica culture drove the
powurful female deities underground by giving them monstrous
attributes and by substituting male deities in their place, by splitting the
female Self and the female deities™ (27). 1 cannot overemphasize this
point.
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In order to understand the dominance of gender issues in the current
period, it is helpful to consider their past exclusion by examining: 1)
three major elements within Valdez' work, the acto, the mito, and the
comrido, 2) the influences of such figures as Bertholt Brecht, and 3) some
of the historical antecedents of Chicano theatre, including talian
commedia dell-arte, carpa, and morality plays. What traditional forms
have been recuperated and rewarked in order to explore gender issues?
Despite the aesthetic decisions made by Valdez and many Chicano
artists, there is no need to assume that formal experimentation wili
result in depoliticization. As YvonneYarbro-Bejarino points out, “most
recently, the lesbian Chicana emerged as desiring subject in a non-
narrative form that showed the class and cultural construction of gender
and sexuality” (148-49). Why was this not possible in the acto or the
mito?

The most overtly political and didictic form used by Valdez was the
acto; not surprisingly, it is somewhat limited both in terms of its depth
of analysis of feminist issues and its openness to experimental element.
The common drudgery and difficulties suffered by men in low-paying
jobs and housewives were presented in parallel. In defense of the aclo,
Huerta notes that the high cost of living, unemployment, and inad-
equate housing made early Chicano theatre closer to the acto than 1o
Ibsen. More contemporary Chicana feminists go fusther than both the
acto and Ihsen: Anzaldda and Moraga write about deeper spiritual,
sexual and creative processes in women. The problem with the carly
actos is that the daily conflicts that become the scenarios of carly dclos
all had one solution in common: “Join the union.” U'nfortunately,
joining the union was not an adequate solution to gender issues. The
union does not appear in Moraga's plays Gieing up the Ghost and
Shadouw of a Man.

Unlike the dclo, the mito is a form more amemble to g serious
treatment of gender issues. Huerta writes: “To Valdez, the acto portrays
the Chicano through the eyes of man, while the mifto sees the Chicano
through the eyes of God™ (97). Note that neither see through the eyes
of the Chicana; nevertheless the spirituality in the nto brings us closer
to the Dionysian/Coatlicuan

The corrido is another pronunent form m Valdez' work, unirke the
acto and mito, it forms an fategeal part of Mextcan culture. Just as the
musical form of the cumbia embraced the issue of AIDS in Tijwana in
the mid-1980s, there could concewably be feminist corridos in the
future. Collins and Anderson have students write their own corvidos.
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Having looked at three major elements in Valdez' work, the acto, the
milo, and the corrido, | now want to address briefly the influence on
his work of such figures as Bertholt Brecht. As Goldsmith Barclay
relates in his essay on Brecht and Chicano theatre, “certain theatrical
forms,” that is, non-didactic forms, were rejected by El teatro Campesino
because some campesinos said they could not understand them. One
wonders if women farmworkers were asked.

What experimental currents existed alongside of, akthough perhaps
out of sight from, Chicano teatro? Moraga began writing Loving in the
War Years in 1976. As Moraga explains, her sense of Chicana identity
grew out of her growing sense of lesbian identity. Given the attitudes
about homosexuality that were prevalent in the Chicano movement
during the 1970s, this is not surprising. Nor is it surprising that she found
alternative forms in which to write, which did not include the acto or
the mito: none of Valdez' work to date has addressed the situation of
the lesbian Chicana.

We can return to commedia dell arte, carpa, and morality plays to
continue to explore the construction of gender in various theatrical
forms which have influenced Chicano theatre. The multiplicity of forms
found in carnpa, which includes vignettes, songs, and dances, forms
linked mainly by the tact that they could be performed under a tent by
a travelling troupe, make carpa a genre that is conducive to the
discussion of contemporary issues, including gender issues. Like the
“slices of life™ in the PBS production of Valdez® Corridos, “slices of life”
continue to be part of the work of contemporary Chicana lesbian
comedians/performance artists such as Monica Palacios and Marga
Gomez. Both Palacios and Gomez use humor to explore gender issues.
“Slices of life™ and the telling of stories are also combined in the work
of the Native American performance group Spiderwoman Theatre,

The prescriptive attitudes toward gender roles in morality plays
make this a rich form for reworking in a contemporary  context,
Although written during the Nascent period (in 1973), in B Jardin,
Carlos Morton does look at gender in a provocative manner. As Huerta
explains, “the premise of the play is *What if Adam and Eve were
Chicanos and God a rich carly Californian?” * (196). What rentins
intriguing about the play is the way in which the relation between a man
and a wonun is negotiated in the context of racism and the Church.
When performed by Diana Contreras in 1992 at the Centro Cultural de
la Baza in San Divgo, the strength and eroticism of Eve wits strikingly
contemporary and closer to Chicana lesbian writers i its interrogation




of gender construction; it did not merely reiterate a simple virgin/whore
dichotomy.

‘The urgency of the United Farm Worker's situation in the late 1960s,
the influences of marxism and Chicano nationalism, and the lack of
recognition of gender construction as a crucial part of political analysis
resulted in a truncated Dionysian/Coatlicuan in Chicano theatre of the
Nascent Period. In other words, there was a suppression of alterity
within the Chicano movement. For example, in San Juan Bautista,
Chicanos dressed for the Day of the Dead celebrations, using images
that evoked the camivalesque, in Mikhail Bakhtin's sense, and the
Dionysian, in Nietzsche's sense. However, the context for these images
was Apollonian; it was the use of theatre to teach and to politicize. The
didactic overpowered the Dionysian. It was not until Chicuna feminism
and conceptuil art on the West Coast, from the Bay Areato Mexico City,
entering from Brazil, not just Europe, frecing the Latino/a artist from
Western logic and European neo-colonialism, that a force as visually
strong as the didactic art of Chicano murals and carly teatro campesino
could successfully counter these forms. We can compare the Day ofthe
Dead celebration of the Nascent Period, in which gay and lesbian
identity was not addressed, to the Day of Dead Celebration in San
Francisco in 1980, for example, when the gay and lesbian communities
joined forces with Chicanos in the Mission District to create 4 parade
of stunningly beautiful floats containing altars memorializing those
who had died of AIDS.

it was only after the convergence of “folk ritual® and the “secret
history of women” as it informed the work of women linked to both
ovently political and conceptual art, that the Dionysian could again be
freed in the work of Latinas such as altarista and critic Amalia Mesa-
Bains. As Ramon Saldivar writes:

no study of Chicano narrative . .. would be complete
without a consideration of the most vibrant new devel-
opment in Chicano literature, the emergence of 2 signiti-
cant body of works by women authors in the 1970s and
1980s. (172)

He adds, “Chicana writers are . . . building an instructive alternative to
exclusively phallocentric subject of contemporary Chicano marrative”
(Saldivar 175). :

In conclusion, feminist pedagogy and gender studies can play an
important role at the high school fevel: e mversely, research generated
i the dasstoom can be illuminating in the conteat of current debates
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in gender studies and in the global discussion of democracy, our
understanding of modem societies, and the analysis of capital logic. In
“After Aztkin . . . A New Generation of Latino Writers,” the final lesson of
Collins and Anderson's curriculum, students read Cisneros, Latina/o poets
of the nineties, and other contemporary work. They are encouraged to
meet muralist Judy Baca and to visit the ant gallery and community
center Self-Help Graphics. The research of Collins and Anderson,
particularly the use of the notion of "generational unit," is preparing the
way for the creation of a curriculum in which the work of contemporary
Chicana writers can be understood. With the fracturing of the para-
digms of culturai nationalism and marxism in the border region,
Chicanas find themselves relating to Aztec culture and to Aztlan in a
new way. While developed in the high schools, the project of Collins
and Anderson will have far-reaching implications for the teaching of
Chicana writers at the university level. Their work can contextualize the
introduction of Chicana lesbian writers at the university level, and, one
hopes, at the high school level. Their research is being carried out, not
insignificantly, on the West Coast, which can no longer be seen only
in relation to the East Coast, or even to the north/south division
between the United States and Mexico, but instead as part of a global
Pacific Rim recentering. As such, it opens up new ways of thinking
about how cultural groups may function in relation to one another in
a multicultural classroom. The rejection of cultural nationalism by
contemporary Chicana writers may serve as a paradigm for different
rhizomatic connections linking culture, nation and gender in other
border regions. It is a call for the necessity to go beyond both a cultural
nationalist politics and aesthetics. It is an opportunity to reconsider the
relationship between democracy and alterity.

Notes

L. This essay is part of 4 work in progress; it is also the basis of a chapter
of a book entitled Nietzsche and Performance to be published by the
University of Minnesota Press. Parts of it and/or a related essay,
“Foucault's Ventriloguism: Can the Subaltern Speak?,” which will also
appear in the book, have been presented at a reading at the University
of California at Riverside, 10 February 1993, and at a Culteeral Critique
conference at National University, San Dicgo, 26 February 1994. This
work will be presented in July 1994 in Germany at a conference on
border culture in the context of Eastern Europe and in a special issue
of Diacritics on Latin America (forthcoming).
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2. 'This formulation of the relationship between modernity and alterity
appears in Ferry and Renaut, It is my view that it is a Habermasian
formulation. In his introduction to Observations on “The Spiritual
Situation of the Age,” Habermas distinguishes himself from the New
Right: “The New Right wams against the discursive dissolution of
values, against the erosion of natural traditions, against the overbur-
dening of the individual, and against excessive individualism.  {ts
adherents want to see modemization restricted to capitalist growth and
technical progress while at the same time wishing to arrest cultural
transformation. identity formation, changes in motivation and arti-
tude—in short, to freeze the contents of iradition. By contrast, we must
again bring to consciousness the dignity of modernity, the dimension
of a non-truncated rationality” (15). Habernias is also the author of
Knowledge and Human Interesis.

3. Anderson and Collins are Los Angeles arca high school teachers.
They both participated as post-secondary fellows in 1992-93 in the
UCLA workshop ot the ACLS Program in Humanities Curriculum
Development. Currently, Collins is continuing her rescarch as a Ph.D.
candidate.

4. Alurista was the editor of the seminal Chicano journal Maize.

5. As Anzaldua explains in Borderlands, the female deities were driven
underground by Azteca-Mexica culture: “They divided her who had
heen complete, who possessed both upper (light) and underworld
(dark) aspects. Coatlicue, the Serpent goddess, and her more sinister
aspeats, Tlazolteotl and Cihuacoatl, were darkened” and disempowered
much in the same manner as the Indian Kali® (27).

6. Habermas writes this in his introduction to Obserrations on “The
spiritual Situation of the Age.” Seyla Benhabib has written about the
ideal speech situation in her essay “The Utopian Dimension in
Communicative Ethics.”

7. This poem can be found in Borderlands (13:4-35).

8 Since the publication of this essay, T have been told that spivak has
adopted a more-pro-Foucault position. T want to thank Jim Merod for
bringing this to my attention.

9. In my essay “Focault's Ventriloquism,” Faddress both the Habermas-
Deleuze debates and Spivak's attack on Foucault and Deleuze.

RIC — b

79




Ms. Higgins and the Culture Warriors:
Notes Toward the Creation of an Eighth Grade Humanities Curriculum

Jobn G. Ramsay
Carleton College

Beneatha: Then why read books? Why go to
school?

George:  It's simple. You read books—to leam
facts—to get grades—to pass the
course—to get a degree. That's all—it
has nothing to do with thoughts.

Beneatha: 1 see. (He starts to sit) Good night,
George.

— Lorraine Hansberry,
A Raisin in the Sun

Meet Ms. Higgins

In September, she'll begin her eighth grade humanities class with
Lorraine Hansberry's A Raisin in the Sun. Ms. Higgins knows that much.
What her students will read next is uncertain. But at least she is excited
about the first book in her new course at her new job.!

she was surprised 1o learn that Raisin was not already being taught.
Then she read Arthur Applebee’s A Study of Book-Length Works Taught
in High School English Courses. Applebee found that although Hansberry
was the most frequently required minority author in American public
schools (grades 7-12), 41 white writers were more frequently assigned.
Raisin is required reading in fewer than 30% of the nation’s schools,
although that percentage jumps to one-half in schools with a 50%
minority enrollment (Applebee 12-17). Hansberry is not one of the
recommended authors in William Bennett's “James Madison High.” Ms.
Higgins felt confident she had made the right choice: one of the great,
but sadly neglected American plays of the twenticth century.

she had not thought she had a good chance tor the job, even as she
prepared for her interview back in May. She had a district wide
reputation as an outstanding reading instructor, but she had carned thit
reputation as a third grade teacher, and had never worked with early
adolescents before. And, although in college she had majored in both
English and history, she had felt daunted by the job itle: middle school
humanitics coordinator.
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Still, she did her homework, including the reading of the AAUW's
How Schools Shortchange Giris *The repont infuriated her and she said
s0 in her interview. She told Ms. Johnson, her prospective principal, that
she would not tolerate the “boys will be boys” rationalization for the
harassment of her female students. And she would work hard to create
an atmosphere and a curriculum that would sustain and build female
sclf-esteem rather than diminish it. Ms. Johnson seemed pleased with
these pledges, but then asked: “But what does any of that have to do
with A Raisin in the Sun? "

As she replicd, Higgins was pleased by the certainty she heard in her
voice. She said: “I want both my young men and women to meet and
understand Beneatha Younger—-her intelligence, integrity, dignity,
and, of course, her love of reading. She is exactly the kind of young
wonun they are not going to find on television, or in the pages of Sassy,
Seventeen, and Young Miss (Evans ¢t al). She is exactly the kind of
young person, I hope all of them will become—curious, thoughtful,
feisty, and loving.”

But now that she has the job and June is slipping away, she is
beginning to feel overwhelmed. During the first week of August, she
will work with her colleagues, the other members of the eighth grade
team, on redesigning the English, social studies and art curriculum. Late
in September, she will stand hefore the parents of her students and
explain the role of the humanities in the education of an eighth grader.
Each moming when she gives herself a pep talk, she says the same
thing: * You better become more like Beneatha Younger, if you expect
to pull this off.”

What scares her most about her new job is knowing that she will be
inheriting many of the reading problems she saw in the third grade.
Only now those problems will be five years older, five years worse. She
is shocked by some of the findings reported in Reading i and Out of
School. In 1990, 30 percent of eighth graders reported that they never
read in their spare time—up 11 pereent sinee 1988, Fifty-two percent of
cighth graders reported that they talked about their reading with family
or friends “monthly, yearly or never” (Fourtsch 29). According to the
most recent National Assessment of Educational Progress, the weakest
quarter of her readers will be reading only shightly more skilifully than
most fourth graders. Since 1971 only the wop quarter of all vighth graders
hove made any significant gains in reading, The skills of the hottom
three quarters have declined since 1980 (Mullis et ab, 118-119). Euwch
week cighth graders spend 21,4 hours watching television, 5.6 hours
doing homework, and only 1.8 hours engaged i Gutside reading
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(National Education Longitudinal Study 48). “Somehow we're teach-
ing them that reading doesn’t matter,” Ms. Higgins has thought during
her more discouraged moments.

But at the same time, she feels a growing sense of purpose and
direction. She has been working on the questions, “Why read at ali?”,
and “What is the educational value of studying the humanities?”, and
thinks she has found a4 mentor: Dennie Palmer Wolf. As she read Wolf's
Reading Reconsidered, she stopped and looked down in her notes and
found on page after page: “Yes!” She likes Wolf's insistence that
reading—serious, reflective reading—is both a developmental and an
investigative process. It involves thinking out loud, talking to oneself,
keeping a journal, making connections to other texts and stories.
Reading is a way of “becoming mindful,” and all children are, but can
become more mindful. Mindfuiness is not reserved for her brightest, or
best readers. The teacher of mindful students “must be willing and able
to unfold for their students the process of wondering and investigat-
ing™ (Wolf, “Reading” 31, 39). Higgins thinks best in metaphors. In her
notes she writes: “Good readers and students of the humanities are
good detectives of texts.”

Still Higgins has lingering questions. Wolf seems long and true on
process, but short and vague on the question: “Mindful about what*"
Higgins agrees that her students need to read a variety of genres: essays,
letters, poems, novels and plays. She would add hiography and
autobiography to Wolf's list. And, “Yes!", Higgins agrees that “we have
to offer them books worth entering, worth groping towitrd, or worth
being crisscrossed.” But what are those books? Or dusn't it really
matter? Will any reasonably interesting offerings do fi this year?
should she just return to Applebec’s list (or Bennett's, for thit muster),
and do what everyone else is doing? Or shoeuld she accept Wolf's
chatlenge “that teachers in a school might spend time thinking abowt
a core of works they want to be able to build on . .. “("Reading” 53).

She turns to Tom Holt's Thinking Historically, and finds it helpful.
A humanities curriculim cannot be comprised entirely of literature.
And in any case, she knows that literature cannot be taught apart from
the history which educated its author. “Is there a scene, or even line
in Raisin that is not informed by the history of race and racism in the
United States?”, she asks herself. What she wants to avoid is the
approach of some of her old English teachers: If you know just one key
biographical or historical tact, then the entire story, pliy or poem
becomes crystal clear. She agrees with Holt that history needs to be
taught as an “ongoing conversation and debate rather than a dry
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compilation of ‘facts’ and dates, a closed catechism, or a set of questions
already answered” (13). She wonders what primary historical docu-
ments could be used to illuminate Raisin and vice versa.

But what she finds most interesting and challenging is Holt's
insistence that to study history is to be confronted by one's own
assumptions, myths, values and value hierarchies. He writes:

The act of interpretation cannot be value neutrad or
entirely objective. The “discipline” we aspire to is to bring
the values and subjective influences out into the open. In
other words, we must ask questions of ourselves as well
as of the documents. (1ol 26)

She begins to reexamine her admiration for Bencatha, her instant
dislike of Walter Lee, and her ambivalence toward Lena and Ruth. She
scribbles in her notes: “Raise the questions: To what extent does Raisin
dramatize the folly of allegiance to a single governing value? How have
certain stories shaped the values of family members? In what ways do
the values of each member of the Younger family change and why?” She
has heard numerous quotations and slogans about the self-revelatory
capacity of the hunanities, but now for the first time she begins to
believe she can describe, and expliin how that process works—and
sometimes does not work,

Higgins now recognizes that she has two distinet paths ahead of her,
She can stick with what got her this far: her skills as a reading teacher,
her passion for literature and history, and her love of children. When
she meets with her colleagues and addresses the parents of her
students, she can trot out the goals and justifications she already knows.
“Studying the hunanities this year will make your children stronger
weirdders, better thinkers, and skilled detectives of texts.” Echoing Wolf,
she can vow to close the skill gaps between her strongest and weakest
readers: "We cannot continue to create a kind of two-tiered literacy”
("Reading”™ 53).

She conld employ the humanities as tools metaphor: tools for higher
order thinking, more cffective problem solving, more advanced aca-
demic tasks. She is willing to argue that the development of increasingly
skilled and insightful readers is an educational end, in fact, an
incomparable end in itself. Reading is the key to a self-educating life,
and i deliberative, democratic society, She has no doubt that she could
pull it oft convincingly. She believes, in other words, that she can
develop i persuasive, impregnable rationale for her curriculum without
having to address the issue of the distinetive educational virtues of the
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humanitics. Then she pauses and looks at her notes again: “To what
extent does Raisin dramatize the folly of allegiance 1o a single
governing vilue?”

The other path leads back to her question for Wolt: "Mindfulness
about what?” As an elementary reading teacher she was quite comfon-
able with a professional conception of self as skill builder. But Holr's
concern with vilues is leading in another direction. What bothers her
about her skills ratiopate for the humanities is the worst case scenario,
What if it works? What it her young women at the end of the year are
still reading Sassy, in fact reading mose Sassythan ever betore? What if
their vocabularies have increased, and they are reading more critically
and perceptively, but they are still emotionally and inteltectually
satisticd by reading articles entitled: “How to Flin,” “How to Ask the
Time Without Hyperventilating,” ancd “How 1o Kiss” (Evans etal. 106)?

When she first heard the expression “culture wars,” Higgins had to
laugh. She wondered why comfortable academics on cushy campuses
were so eager to embrace such a violent metaphor to describe their
tranquil lives of rescarching, lecturing and writing about ideas. Perhaps
it made them feel more alive and imperiled, more connected to the front
lines, more in touch with the housing projects, streets and playgrounds
of her students. She remains skeptical. The last thing she wants to do
is spend her summer reading vitriol by people who do not know what
they are talking about.

still she has assembled her reading list and her list of questions. She
knows her list is highly sclective, it not idiosyncratic, but she is
confident that her readings will lead outward to o broader sampling.
she is hoping to find some insight, some provisional answers to the
questions she believes will help her build a humanities curriculum and
a rationale for it.

Her questions are: How important is reading to the study of the
humanities and why? When students study the humanities, what
should they study? How do individuals, groups, communitics and
societivs benefit from the study of the humanities? What interpretation
of history and contemporary national circumstances informs a particu-
lar view of humanities education? What are the curricular implications
of a particular view of the humanities?

Higgins begins her summer reading, strangely comforted by Loka
Szladits idea: "Rescarch in the humanities is the quest of a potentially
unexpected answer to a possibly ill-defined question™ (19).
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Diane Ravitch’s Common Culture

Higgins is surprised to feel an immediate affinity for the work of
Diane Ravitch. She knows that Ravitch was Assistant Sccretary for
Educational Research and Improvement in the Bush Administration-—
a regime Ht},,},ln.s found long on rhetoric and short on action. She also
knows that Ravitch is often associated with the common culture
programs of William Bennett, E. D. Hirsch, Lynne Cheney and other
cducational and political conservatives. Higgins does not see herself as
conservative, however often her students insist that her tastes in clothes
and music are very old-fashioned.

But as Higgins reads Ravitelh's The American Reader: Words That
Motved a Netion, she thinks to herself: “This woman knows what I'mup
against.” ‘The humanities texts in the anthology are organized into
historical periods, and Higgins is impressed by their quality and variety
—paolitical manifestoes, speeches, poems, letters, songs, essays, court
documents and decisions. The number of picces by writers of color and
women is significant— Sojourner Truth, Elizabeth Stanton, Lucy Stone,
Emily Dickinson, Frederick Douglass, W.E.B. Du Bois, Charlotte
Perkins Gilman, Paul Lawrence Dunbar, Booker T, Washington,
Countee Cullen, Langston Hughes, and on and on.

Higgins is pleased to learn that Raviteh is a strong advocate for the
idea that reading is an essential and neglected skill. She makes
compelling points about the place and importance of reading in
American education. First, she points out how self-defeating school
book publishers and curriculum designers often are by noting how
infrequently clementary school readers “depict boys and girls who like
o read, or adults whose education allowed them to muke a great
contribution to the good of society” (Ravitch and Finn 216). Second, she
argues that reading cannot be replaced by other means of obtaining
information. iteracy and  aliteracy  disenfranchise—politically and
culturally: “those who only listen and watch will be at the merey of
those who write the seripts, program the computers, interpret the news,
and extract meaning from the past” (Ravitch, American Redader xiv).
Al she Hists Hansberry among the major writers around whom an
English curriculum should be built (Raviteh and Finn 220).

Ravitch's view of the benetits to individuals who study the huning-
ties seems maodest, even cautious to Higgins, Raviteh writes: “Knowl-
edge of the humanities cannot guarantee that one will become wise,
ethieal, or moral, but it engages one in the serious consideration of what
itmeans to he wise, ethical, and moral.” The nation as « whole benefits
from a “well-coneeived and well-taught humanities curriculum® be-
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cause such a currlculum s a means to Jarger ends: the enhancement
of a free, just, stable, and sceure society” (Finn, Raviteh, and Fancher
). Higgins has no quarre] with these ideas, but she has heard them
before, and worries that her cighth graders, thelr pars st and her
colleagues will tind them vague, impractical, and insuttic’. atly rousing.

Ravitch's vision for humanities cducition is informed by her fore-
badings about ihe renewal and rise of ethnocentsism throughow the
world. In her view, the schools must ply an important sole in
preventing the balkunization of American culture.

Ethnocentrism is the specter that has been haunting the
world for centuries—causing war, injustice, and civil
conflict. Ethnocentrism tells people that they mst trust
and accept only members of their own group. It tells them
that they must immerse themselves in their own cultures
and close their minds to others. 1t says to members of the
groups that they have nothing in common with people
who are of a ditferent race, a different religion, a different
culture. It breeds hatred and distrust (Finn, Raviteh, and
Fancher 243).

The United States will be a society held together by cultural glue, only
if educators reject the ethnocentrism of particularistic multiculturalism
and embrace the pluralistic version of multiculuralism, which she
favors.

Higgins tinds four key clements to Ravitch's concept of 4 common
culture. First it is a civic culture, “shaped by our Constitution, our
commitment to democratic values, and our historical experience as a
nation.” Second, it is multicultural, “the creation of many groups of
immigrants, American Indians, Africans, and their descendants.” ‘Third,
itis dynamic, “we remake it in every generation.” Finally, it assimes that
our common huninity binds us together culturally “transcending race,
color, cthnicity, language, and religion” (Ravitch, “Muliculturilism
Yes™ Ad44). Higgins finds this conception of 4 common culture desirable
as an ideal, but not a very accurate deseription of the cultural world of
American public schools. She wonders: “1f this is trie, why is Lorraine
Hansberry read in only  third of our schools?”

On closer inspection of The Americean Reaeder Eiggins discovers that
Ravitch really cares most about the first element of her concept of
common culture: civie culture. The emphasis is clearly on our national
political life, the democratic experiment, as the subtitle says: "words
that moved a nation.” What Higgins finds Licking are those texts which
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address intrapersonal issues of identity development and interpersonal
issues of love and betrayal within friendships, families and cultural
communities. She knows that these issues of the heant ire often the
most compelling for cighth graders—and cential to her own reading of
Raisin.

Higgins would like, at some point, to place the play in the contest
of the national movement for black civil rights. In theory, Ravitch would
endorse that approach. In her view some chapters of the black quest
for civil rights illustrate “milestones of oppression”; others “our national
commitment to justice and equal rights.” She argues in favor of white
and black students studying the history of racial discrimination in the
United States: “This is not a black story, but an American story” (Ravitch
and Finn 249). And Ravitch is in full agreement with Holt about the
educational value of teaching conflicting historical interpretations:
“Where genuine controversies exist, they should be taught and debated
in the classroom” (Ravitch, “Multiculturalism: E Pluribus Plures™ 352).

Unfortunately, The American Reader would not be of much help in
supplying the supplementary historical curricula for situating  Raisin
during the civil rights movement. Although she does include both
Martin Luther King's "Letter From Birmingham Jail” and his I Have A
Dream” speech, they are in a section entitled “Troubled Times.” There
are no other texts on the civil rights movement by people of color. Still,
Higgins has to concede that Ravitch's framework is provocative and
worth exploring fusther. Certainly racial discrimination, civil rights, and
assimilationism are important themes in Raisin. 1f Higgins' approach to
the play is to address these issues, she will have to know more about
the biographical and historical events and ideas which influenced
Hansberry. She makes a note for herself: “Find a copy of Hansberry's
The Movement: Documentary of a Struggie for Equality.”

The Multiculturalism of David Mura

At the outset, Higgins is confident about her approach to
multiculturalism. Part of her intention in selecting Raisin as her first
book is to send a message to her students and their parents:
multiculturalism will be an important theme this year. We will not just
be reading books written by and for the white middle class. We will

_read and study the literature and history of people of color for aesthetic,

cultural, and educational reasons.

she can imagine herself providing her rationale for a strong
multicultural emphasis in the following way. “All students need to learn
about the richness of African-American, Latino, Native Az.ierican and

.
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Asian-American literature. Students should read about the issues of
bigotry and racism, prejudice and discrimination that inform many
picces of multicultural literature. Students of color should know that
many people of their race and ethnicity have answered their calling,
served arduous apprenticeships, and then given us some of the greatest
literature in the English fanguage.” But s she listens to herself rehearse
this rationale, Higgins hears herself reciting the standlard fiberal pluralist
model: *Our country is made up of many wonderful and diverse
peoples, We need to learn about as many of them as possible it we are
to understand who we are as a people.” She hears Ravitch,

As she reads several of David Mura's essays, her doubts about a
liberal pluralist rationale for a multicultural approach to humanities
education deepen. Mura is a Sansei, 2 third generation Japanese-
American poet, writer, and political activist. He grew up in Chicago in
an assimilationist family: cating American junk food, rooting for the
Cubs, and identifying with G.Ls in movies about World War 11 He
writes: “Muci of my life 1 had insisted on my Americanness, had
shunned most connections with Japan, and felt pr()ud I knew no
Japanese . CTuriting fapanese 9).

. Rut Higgins learns that the story of David Mura is the story of his
complex evolution and his emergence as o writer for whom “the issues
of race were central” (seerets” 191, As Mura married, became a father,
steeped himselt in multicubtural literature, traveled o Japan, and
established new lterary seference groups, his assessments of himself as
a Japanese-American changed markedly. As he began his journey to
Japan, he questioned whether he had a stable, tangible identity at all.
He writes: *1 was constantly sinking into the foam of formlessness, a
dissolving identity . . " (Tuming Japanese 32). As he matured as a
multicultural writer and artist, he began an inner journey “to discover
myself as a person of color, to discover the mge and pain that had
formed my Japanese-American identity”™ ("Secrets™ 21).

In one sense, Mura's multiculturalism claims to be both a world-wide
political movement and an historical, although denied, reality of
American life. In the American context, it is the story of how and why
the dominant white, middle class culture miseducates and distorts the
individual and group tdentities of people of color, In part, Mura's
version of multiculturalism is a political movement whose goal is just
compensation for property stolen from people of color during the
history of the United States ("Strangers™).

But in another sense, Murs multiculturalism is an educational
project in which teachers must be skilled at addressing issues of race
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and willing to do so. For students, it entails becoming readers who are
knowledgeable about race and racism, Higgins hegins to realize that
becoming a multicultural reader is a more complicated, challenging
process than Ravitch seemed to acknowledge. From Mura’s arguments,
Higgins infers four principles for multicultural curriculum design and
pudagogy.

First, one of the virtues of multicultural artis its capacity to “challenge
the denials and comforts of being a member of a privileged group,
whether that group be whites or men or heterosexuals or middle or
upper class.” Multicultural texts offer a not very tlattéring mirror for
readers sitting in comfortable social, economic and political positions.
To avoid taking on these issues of privilege and denial is to rob
multicultural art and literature of its force and power. To avoid the
issues of race in multicultural literature and art is to miseducate students
about what it means to read intelligently and sensitively.

Second, multicultural literature Gand all literature) is political—
addressing, tacitly or ovently, the relations between the powertul and
powerless, socicty's clites and the dispossessed. To read multiculturally
is not just to begin to study a literary tradition, as Wolf suggests. It is
to embark on an arduous investigation of the author's cultural and
political circumstances—the local, national and international settings in
which the text was conceived, published, read and reviewed.

Such arguments ithat all literature is politicallare long and
complex; to understand them completely requires nu-
merous close readings of texts, along with forays into
biography, sociology, history, economics, and any num-
ber of relevant areas. (Mura, “Multiculturalism” 60)

In reply to the charge that such an approach “reduces literature to
sociology,” Mura replies: *But why should we regard such an approach
as a rednction?” Multicultural literature presents white readers with the
opportunity to see human suffering and thenr proximity 10 it more
clearly through the development of what Mura calls an “cmpathic
imagination” (“Multiculturalism” 72).

Third, multicultural art brings readers into a ditect confrontation with
the anger of the oppressed, and its potentially liberating power. Mura
argues that the liberating process is “both long and complicated™:

one must first learn how liberating anger teels, then how
intoxicating, then how damaging, and in cach of these
stages, the reasons for these feelings must be admitted
and accurately described. (“Strangers” 21)
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Higgins is ill-at-ease with the prospedt of her classroom becoming an
arena in which students of color vent their rage at their society, white
students, and her. But on the other hand she is embarrassed to admit
to herself that it never oceurred to her to explore the anger of the
Younger family as a central theme in Raisin. The pages bristle with
anger at whites, each other, wealthy blacks, the ways in which their
dreams have dried and festered. She wonders: “How will my students
read that anger—its expression, and depth? How it is assigned and
misplaced? How do 1 read it?”

Finally. the serious study of multicultura! literature should not be
read in a narrow context of national literature. since these works
«confront lives which bear greater similarity to those in the Third World™
(Mura, “Multiculturalism™ 75). Higgins realizes that for the most part she
had been assuming an American studies approach, evenif she rejedts
Ravitch's democratic experiment framework. But now she pauses, and
considers the role and character of Joseph Asagai, the Nigerian student
U smitten with Beneatha. She realizes that she can only get at the issues
of politicat hope and despair. historical progress and reaction so central
to the play by a close treatment of his character.

There is irony for Higgins in Mura’s claim that multicultural literature
can fulfill the white liberal need for hope, “the need to find some link
with people of celor.” On the one hand he argues that “whites must
exchange a hope based on naiveté and ignorance for one based on
knowledge.” But on the other, his writings are filled with examples of
well-meaning, well-educated white liberals who are unwilling or
unable to “face their whiteness” (Multiculturalism” 64).

Mura's own sense of hope seems very precarious to Higgins. Atonc
moment he has boundless confidence in the power of multicultural
literature to rid society of racism. Of the successful political and
cducational efforts to gain reparations for Japanese-Americans illegally
interned during the Second World War, Mura writes: “If every American
child had read Yellow Light by Garrett Hongo or No-No Boy by John
Okacts or other works by Japanese-American authors, such education
would not have had to oceur.” But in the next moment, he daims that
the de facto segregation of American society “keeps whites from having
10 confront directly and intimately the lives, views and emotions, of
people of color” (*Multiculturalism” 75).

Higgins realizes that she can embrace Mura's literary agenda by
teaching about the politics in Raisin without publicly endorsing his
political agenda of compensation. She's uncomfortable with the idea of
tying her developing vision for 2 multicultural curriculum to a specific
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political goal. And she anticipates having enough o do by way of
unfolding the complexities of Asagai's character and his re e in the play.

She writes in her notes: “Re-read Achebe's Things Fall Apart and
Fugard's Master Harold . . . and the hoys. Get a hold of Studs Terkel's
Resce: How Blacks and Whites Feel About the American Wosession.”

The Critical Pedagogy of Maxine Greene

Higgins knows that Maxine Greene is a philosopher of education,
but she is tyving not to hokl that against her Higgins had several
required courses in philosophy of education as both an undergraduate
and a graduate student—each more ponderous and pointless than the
last. But Greene does not seent to write, think. or ¢ on experience in
the same way as her colleagues in the profession. Yes, she can ramble
on about Plato, Reusseau, and Dewey. But she seems especially skilled
and insighitul about the poetry of Wallace Stevens and Murianne
Moore; the novels of Walker Percy and Alice Walker; the prose of
Frederick Douglass and Carol Gilligan.

Greene's vision of humanities education goes beyond the study of
literary texts to include music, painting. tilm. and dance. She argues:
“they [these ant forms] have the capadity to detamliarize experience: to
begin with the overly familiar and transfigure it into something different
enoughto make those who are awakened hear and see” (1 dialectic 129).
Higgins remembers the batdes for the record plaver in the Younger
houschold and wonders if it would be good idea to approach some
of the identity issues by having her students exiamine the clash of
musical tastes. What attracts Higgins is Greene's audacious commit-
ment to using the humanities to illununate and clarify ssues of
educational theory and practice.

Greene's vision for humanities education 1s informed by her cultural
and political critique of American society i the Late twentieth century,
in what she calls “this peculiar and menacing time.” In part her critique
addresses systenie problems of ¢ rporite capitulism: “there are unwar-
ranted inequitics, shattered communities, unfulfitied Tives.” Buat she is
cqually concerned about the incffective responses to these inequities
and oppressions; the failure of our institutions to offer anything but
“technical answers.” On a personal and commurity level, she s
disturbed by how easily and thor wghly Americans have accommo-
dated themiselves to the ¢ omplacency and malaise: upward mobility
and despair.” that surrounds them. in her words: *no population has
ever been so - deliberately entertained, amused. and soothed into
avoidance, denal, and negled” Chn scearch™ 139,
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In its simplest expression Greene's critical pedagogy is an education
about and for freedom. It is a way of organizing curricula und
classrooms. reading texts, initiating and sustaining dalogue which
allows students 1o discover a variety of cultural and political oppres-
sions. and imagine how greater degrees of freedom might be achieved.
In Greene's words:

Perhaps we might begin by releasing our imaginations
and summoning up the waditions of freedom in which
most of us were reared. We might make audible agan
the recurs - calls for justice and equality. We might re-
activate the resistance to materialism and conformity. We
might even try to inform with meaning the desire to
educate ~all the children” in a legitimately “common
school.” ¢“In $ezarch™ -i41)

Higgins is stirred by these words. Here isa woman after Beneatha's own
heart. Crtical pedagogy is less a set of principles than anappre yach—
a process of teaching students how 1o name problems.  imagine
alternatis os. and embrace a commitment to be fathful to their imaginings.

In many places Higgins tinds that Greend's critical pedagogy is
restramed and self-conscious, inviting students into g process of
thinking while protectsng them from manipulation—even by their
teacher Greene's memorable teachers “were able to smmunicate. by
the way they handled therr materials or gave assignments or spoke with
us. the idea thiat people actually begm to leam when they begin to teach
themselves” CHiow Do We Think™ 59)

Education about freedom begins in the recognition of the mvriad
ways 1 which we oppress cich other. viokate cach other's dignity as
people It attempts to convey o innocent students and respond 1o
sudents who know all too well “what it must be like to be made into
an object by another hunun being” (Greene. Dialectic 10-1). What
nrakes this step so difficult—both politically and cducationally—is the
tact that this subjugation thrives when the oppressed have internalized
the oppressors image of themselves. But this moment of recognition
can be made by students who read about literary characters and
histoncal figures who have spoken the truth. numed their oppressors,
identified the ways in which their self-images have been distorted, their
senses of self-esteem disfigured. Higgins finds this framework compet-
ling. but she also has her doubts: “Is every gricvance an oppression? Is
Mania oppressing Ruth when she meddles in her reanng of Travis? If
not, what is a teacher to do with interfamilial tensions and contlicts of

Qo this sort””
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Education about freedom ends in praxis in “intentionally organized
collaborative action to repair what is felt to be missing, or known to be
wrong™ “In Scarch™ 439). This is why reading imaginative literature s
so important for Greene. In her words: “The idea is to challenge awed
passivity or a merely receptive attitude or a submergence in pleasurable
reveric. " Literary characters can serve as models for students in that they
are both “struggling for moments of wide-awakeness” (*What Hap-
pened” 52-535, Greene's critical pedagogy challenges students to name
the voids in their lives, imagine a transcendent vision, then move
collectively toward the creation of alteratives: “spices of freedow ™

Higgins finds that her resenations about Greene's education for
freedom are similar to Gerald Graff's concerns about the ideas of other
advocates of critical literacy and pediagogy. The unaddressed question
of the cultural left, in Graff's view is this: “what is to be done with those
constituencies which do not happen 1o agree with them that social
transformation is the primary goal of education? In a democratic culture,
planning 1 curriculum inevitably means organizing ideas and ap-
proaches that you often do not like very much™ “Feach the Conflicts,”
70). Higgins thinks that Graff has a good point. She asks: “Even if |
embrace critical pedagogy as an individual professional. can 1 justify it
as the organizing principle for the entire humanities curriculum?

As Higgins sets Greene aside it occurs to her that the culture warriors
are really fighting over what. for fack of a better name. she calls value
venues. Higgins thinks of value venues as the cultural and political
locations in which certain values anse. are maintained, debated,
contested. and revised. In her experience there are many different kinds
of value venues: intrapersonal, mnterpersonal. intergenerational,
intracultural, intercultural, intraracial and interracial, civie, internationzal
and on and on. Ravitch is most concerned about the national, political
value venue. Murais devoted to exploring intercultural and interracial
vitllue venues. Greene is more difficult to pin down. but she seems
especially concerned with the community value venues, which inform
public school theory and practice.

In Higgins view, each of the culture warmnors is arguing for the
supremacy of their value venue. Each is arginng that humanities
curricula should privilege the concepts. issues, and debuates of their
tavorite value venues. But Higgins i witry She s mching up 1o the
condusion thiat a muddle school humanities curricalum. should be
arranged around g mualtiplicity, rather than a hicrar hy of vitlue venues.

RIC i -

4




Ff— I i

The Bram Race of the Human Resource Educators

One scene from Raisin keeps flashing through Higgins mind. She
winces every time she thinks about it. Walter Lee is needling George
Murchison, Beneatha's upper middle class suitor, for wasting his time
at college. He demands that George tell him what he is learning at
college: “How to tuke over and run the world? They teaching you how
to run a rubber plantation or a steet mill? Naw-—ijust to tatk proper and
read books .. (Hansberny 85). What was not clear to Walter Lee and
nuny other people. just after Wordd War 1 is very clear o Higgins in
1993. The opposition between reading and doing, learning and
working. studying and producng. knowing about books and running
the world has evaporited. Sull she knows that some of her students may
believe in these oppositions s strenuously as Walter Lee. And with
these concerns about the relationship betw een reading and working in
mind. she turns to the wrtings of the buman resource educators.

Higgins finds ther sefentless isting of vanious kinds of reading,
knowledge, pedformance and skidls gaps vather numbing Fiest, The
National Commission on Excellence m Education conferred status on
this group by highlighting reponts of the gap between the reading skills
of high school graduates and the instruction and sufety manuals of
corporations und the armed services (A Nation At Risk 9).

Then, George Bush's Aserica 2000 advanced the ideas that Ameri-
can taxpavers hud financed an expensive pedformance gap. claiming
that between 1981 and 1991, the nation increased 1ts spending on
cducation by 33 percent. He wrote: “and | den’t think there's & person
anywhere who would say—anywhere in the country—who would v that
weve seen i 33 percent improvement in our schools” peforniance™ (3).

AMost recently, there is concern about the reading gaps between
Amencan and the foreign students who will one day make up the work
force of competing ccononnes. Stevenson and Stigler found a dispso-
portionate number of weak readers among American fifth gradess One
third of the Americans, as compared 1o 12 pereent of the Chinese and
21 percent of the Japianese were seading at the third grade level (i8).
Furious, Higgns wonders ~What really is the pomnt of il of ths
Americun student and teacher bashing?”

The pomnt. according to Ry Marshall and Marc Tucker. 1s that the
most senrous nationil (ises of the late twentieth centuny s our fack of
cconone and educational competitiveness  Unlike many of therr
competstors, Amenican businesses have been slow o completely
unable to move trom i miass production to 4 hunan-resource form of
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capitalismy In Thinking for a Living: Wk, Skills and the Future of the
American Economy. Marshall and Tucker argue that the decline of
muss-production cconomics places a premium on workers. and firms
that know how to leamn from their competition In a global cconomy
driven by high technology. productivity. and quality products, the
cducation of the work foree becomies a key factor In therr words. “The
suceessful firm is the firm that organizes itself as a learming system in
which every part 1s designed to promate and accelernate both individuat
learning and colledtive feaming—and to put that leaming to productive
us¢.” In thaerr estimation only 5 of American firms are responding to
this challenge by embracing both high-performance work onganization
and Total Quality prncples (Marshall and Tuckers 102, 103)

thggans hus trouble simply dismissing the concemns and arguments
of this group She know s that the parents of some of her students are
Lnd-off routine praducion workers st naeginal literaos skitls She
would consder herselta Luluse st any of her students fost opponiunities,
or b, because of thes mablity to sead in the work place Thigguns asks
herselt some hard questons Wil my students read well enough to
hold tughi-~hill, Tugh pas gdw ain organizagons facing mrernational
competition? Does drat mean §should direct all of myv energaes o tnang
to banbd a hetter waorh force for the nanon’s corporistions? If it is true they
Are spending 200 ballion dollars annuaily on tranmng. whs shouldn'e |
s e up on humapites cducation and goto work for them ™ (Eunch 185y
she deades she needs to know exadly whut they are proposing

She 1s not surprised to find ambiilence about humanities education
among the buman resource educators, but she is frghtened by how
narrowly some of them hine defined reading In fune of 1991, then
Scetetany of Labor. Lynn Mastin issucd What Work Requires of Schools,
the recommendiations of The Seoetan’™s Comnussion on Achiesing
Necessany Skills €5CANS ). Reading 1s designated in the report as o “busie
shill.” ruther than g ~thinking skill” or a “personal quality "™—all part of
the toundation of a competent worker of the future But s Thggins sees
how reading s desenbed. she deades o more accurate Libel would be

ghly spectlized sub-skidl - Martin sinforms parents and teachers that

“all eomplosees will have 1o gead well enogh to undesstand aand
mterpret deagrams, direaonces, conespondence. muanitds, reconds,
chunts, graphs, tibles and speafications ™ Higgins groans, she knows
Hhigh Tech Business English. when she sees 1t

But st Higguns finds most mesphicable and sronic is that Martin's
notions of “thinhing shills and “personal gqualities” are by no means
mmnuibist and marrow When emplovees think, they should do so
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creatvely, know bow o leam. and employ reasoning. so that they
make decsions and solve problems . Among thar personal quabtics,
Mastin ists “responssiubiny, self-esteem. sociabulity, self-management
and nteguty honests ~ What she does net explain s bow young
people swill achues ¢ any of these lofty <klls and quulstses, of @l they are
resding ss resms of corpoiate commespondence “Integnty Hlonesey ™ s
defined ss “chaoses ethiesl coumes of ction ™ The possibabity that
students ssght fearn about ethscal cosrses of action by stsdving the
moral quandsoes of Bteean Churscers seems to be loston Martsn ¢ Whart
Work Requores of Sschsils avs. xei)

But Higegans persesares and daes find s o human resource educa-
tors who adsocate s core curmeutum of rather trzastional hamznstses
texts Davsd Kearns. former Churoumn and CEO of Xerox. and Denis
Dogle, Semor Resesrch Feflow at the Hudson Insstute published
Winntang the Bram Race A Bold Pla to Make Our Schools Competitir ¢
11 1991 Vor Kearns and Dasle. the problent ss that “We are produang
4 penerstion of soung Amencans that nesther undenstsncds nor ppre-
cites our demorstic ~oets (851 As Tliggans reads, she reaiszes thut
thes e neves desr about whether they swant teachers to emptusize the
“yndersunding” part or the “apprecasting”™ pan

Kearns and Donde plsce thiee sets of satues on thess consculs
agends—democrate, atizenshisp and sworkplace Workplace salues are
summed up 0 three words “Punctucshity . nestness, and ovslity ™ (97)
The problem. she deades, 1s that they an't mske up their minds
whether thes want students 1o “fearn values.” or learn how to think
cntscatiy sbout vidues In her expenience, ctical thinking doces not
necessandy vield appreciation fos the sdeas under conssderation—or
even for ol tinking eclf

Then thete s the sssue of thesr canoushy self-defeatung pedagogy
They wite: “To know something about the grest documents of
citizenstip is i prerequisite o assuming one’s duties and enjoying the
opportunities of dtizenship © Later  they write “The key here s
exposure” (Kearns and Dovie 1060, 16029

“Exposure’ nuskes Higgans g “This ss the prablem with these half-
heanted efforts to teasch evenvtiung They stham too low st soiittenng
of this and that. as though she whole posnt was to hus e students who
would hold up therr end of a comersatson by saving Oh seah, | heard
of that ““They are content o rsise aWreness, senstize, expose. but not
to help students understand.” She tinds herselt sidingg with Wolf “Don't
expose' Teach fewer works tor deeper understanding ”




In the end, Higgins s left with iwe troubling conclusions On the one
hand she s contain that the human resource educators have hittle to offer
someone trying o conceptualize o humanises cursiculum. On the
other, she womes that they may pres ail in thar attempts to shape the
Amencan curiculum As she reads Searetary of Labor Robernt Reich's
Ihe Work of Nattons she feels a mixture of envy and loathing for
Amenca’s “symbolié analysts"™— those who soh e, sdentsfy and broker
new proablems.” and whee. unlike the other four-fifths of the Amencan
work force, are “succeeding in the workd ceonomy™ (208).

The education of ss mbolic analy sts consists of the development and
refinement of four basic skills abstraction, sy stem thsnking. experimen-
tatzon and collabaration. These are the <kills. so Reich argues. taught
at the nation’s best schools and colleges to the nation’s most affluent
soung people. He ertiazes “the companmental fallacy™ of most schools
hecause it abscures a student's vison of Lasge. complicated systems of
problems The teachers of ssmbohic analysts do not practice the
companmental fallacy. Symbolic analy sts “are taught 1o examine why
the problem arises and how it is connected to other problenms™ (Reich,
239, 231) Higgins is ambitious for ber students. she wants them to has e
these skills. and she thinks Walter Lee would want them oo,

But the ather side of Rech's success story cvokes no adnuration
Higgins fearns that it is these same symbaolic analysts who are destroy -
ing public school systems around the countsy by retreating into ther
prvate residential communiticos and taking all of thor tix doliars with
them In Rach's words

ssmberlic analysts are gquicily sceeding from the Lirge |
and diverse publics of America into homogencous en-
s os, wathin which thair carnings need not be rxdistnb-
nted o people less fortunate than themselves 1 268)

The human resource educators hase nat prosided $iggins with any
governing poaciples or organizatonal frameworks But in 4 curious
and arcotous way . they hase alfowed her o see more deeply into
Rerst She returns to the themes of work and underemployment. sowsal
class and socl mobility, poserty and the trappings of beng nnddle
class that are antical to Wilter Lee's anger and ambition She returns to
the words of Mama =My hushand always sad bemng any kind of a
senvant wasn't a fit thing for a nman to have to be And my boy s
st hike him—he wasnt meant to swat on nobody ™ (Handwerny 1030
I igzstins s rites 1 her notebook: “Reread the testimaons of workers in the
Cleamng 1p” section of studs Terkel s Working

O
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The Clasms of Visual Literacy

It dsd non take Higgns long to lcarn what she had been suspecting
that the heat and funy of the “Which values?™ debate is matched. € not
exceeded by that of the ~Which medium?” debate. For Higgins the sssue
becomes: To what extent should our humanities program make use of
film, and tefevision to devebop visual literacy at a ime when many of
our students are reading <o infrequently. with such dissoterest, and with
such weak skidly? Higgins answers without hesitancy. “very ittle ™ For
cvery single hour of pleasure reading her students do, they watch 10
hours of telesision Higgins” dream s 1o res erse thes catio, not nuke o8
worse “Why should | spend my ume indulging the habsts of the
os enindulged”™

The complcation s thut Higgins loves both the vdney Postier and
Ruby Dee and the Amencan Playvhouse Blms of Rarsin, and intends ©
show parnts of one or ath of them in cass And so she wonders bow
ke canm pstify thas use of ciass tmice to her collcagues. the parents of her
students and berself The List thing she wants is a snide remark trom
a math or saience teaches ~Gh so that's what the hununities are—
having a VCR baby-st your studerits.” And. of course. there are the
Lsrger questions of if and now 10 use the ather visual forms of popular
culture pobtical canexsns. music videos, advertisements, magazines,
viddeor games?

In her Beart of heants, Higgins thinks that Neld Postman is night.
Televisson has caused the reading crisis by snsinuating the enterion of
entertainment ~o deeply nto our culture, we are. to use his phrase,
“amusing ounelves 1o death 7 In his words “Books, it would appear.
have now become an audio-visual aid™ (Postmian 133) But she also
finds herself in agreement with the ssews of those, such as former Chair
of the Nationad Endowment for the Hununities Lynne Cheney. who
argues that Postnan’s possson ss unduly pesssnustic In THomantios i
Amenca, she expressed confsidence that there were a vaniety of
siecessful progranms and approaches that use the “mage to increas:
apprecatson for the word™ (Cheney 20y

The most successful progeam, in Higgins” estimastion, ss the new PRS
teles iston senes “Ghostsriter ™ She ss very simpressed with the work of
Colette Daute, the senes” semor edugatsonal adviser Shie finds bittle vo
angue wath i Dasute s desasption of “Ghostwrster's™ stones, and thesr
possible benehits for hes students

They fthe epassdest invols e plots that center around sich
probfems as amgustice. cashing posats of ssew, and

Q
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peverty . e thoey inafude secbr s aned mnterests as comes,
viddeor games. and foemdsbup The chuncters spprousch
wxt wonfrdently and resoarcefully, wiufe acting prety
mir b BRe real hrds Simee these s stery stores Burige on
reading and watmg siewers become imohed with
tcracy as they beoome mvobed in the chances and
plots ¢Paiute $2)

Figsens wondoers why there are sofow hoohs snd booRoases on ghe sets
of “Ghostwoeter,” Bug sbe s gratetal to be able o revennmiend a6 feast
one show o bes students and thers fanubes Sull she has her osn
ditemnns o warh out Shie decndes shie aecds @ dearer sndersusmding
of exacthy what vesad Bieracs s

In shews b ook Visial Meseages Intesratonge rnasery avid Distructron.
Fhes ed Copsrdine and Gal Flafos dhetiae sevoad Beeracy os Cthe abloy o
comprchend amd oreate mformation that o~ camed and comesad
theough magens ™ CEe 15 Bhiggens baes resens attons about Bothe Bl es
of the defimtion On the “comprehension” sde, she s not comomeed
that ihs 1s ay sesrous o proBlem as Consdine end Haley saggest. in their
siew. chufdren ad adoleseents oo be cavly sanipulared by sl
sredes and has e o difficult sne disongui-hing inisec from ceabiny . They
seport the e of o b esear-old who allegadls posoncd taee of her
frecmeds abter vrewing she govie Fleaters They conchude

Alifiough such instances are rare. thes demonsgrate how
unpressionable young people can be Adule wher are
g (o helpy coung people deed wh the pressures and
problems ass ansted with substanee abuse, sexual ex-
ponmentation. and other issues cnneot atford 1o sganie
the alluse and sooad sanction often aftosded I the sihver
screen (Constdine and Haley 9o

But from Higg@ns perspeedine this argument. ses smplied threat sside
dewes not add up o an eadorsement of aovsaal teracy approsch so the
humtaruties W hat 8 saggeests 1o ficr i~ s shie needs o aontinue e see

teen menaes not each them

Shie finads the “creatton” side of the defimtion meose plagsible. but sull
not convnang Yoo, she sgrees that her stadenis need fadhity with a
wide range of communicstms shdls and medis Nor deees shie have a
sprarrel wth Co nsadine and Halev's st plsteogeaphs, canoons adver-
iements cosn ater progrsis  and videotapes Yoo, she ggrees that o
bumamties s urncnlum sioahlincsde them But sl she wondess 1sat
s the gesponsibiling of our it e her” My Dasaness s magen deated
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through words, hers is mageny created in other wavs She will make o
pomt of asking the art teacher of she could design an ant project
connected to she dhumcters, ser ng. thenes or props of Ratsen

Higegun - s of twor ounds about Considine and Haley s other ildews and
chasstooms suggestions as well Yos, she thimbs o s mporant wos
chalfenpe stereotvpes msths amd ool distortons momeos tee abesut
Fstormie 3 cvents Noy, shic will et hus e the onie 1o shaw Oliser Mane's
FIR o osder e dor thar Yos, hasing Bor stedents soite s ossa
companmng Mdnos Postier s snferpaensn o of Wodter bee wale Danm
Glover s weoruled quralebs usome of Wolt < portoaspea s of feasehic ~ e
she does nof tiuok thes i the Reed o cabmnaeme proaces swhind b banges
het students 1oy the Bieart of the ¢ o

Visaad Mossagos aotially wontns ammafvsis ol suggnesfions fog
teaching the ongmal Bl cerseon of R Hgrans fads stus seaion
the most dsappenting of sl Koo s Jesanbed iy cessentiz iy o Blach
tifrn e wheseh Whites are only onodents! o fhe plot 7 Teadhers ane
instruscted to By e students artke o It of the ~diffrontt conditions” the
Youngers ue . find evidenee of Widter Lee's nuny preudives, and
disctss whut thes thank the Younger Sanmly <hould do in the faee of shus
[Lindoer <L opposiion” tConstdine and Thefey 227250 As Higans reads
thies, Mury's posnt abont how diffrouls o - tor whte biverals tobace shaesr
w hirtertess becomes more torcefu! and distarbung

¢ o lustens

As Hingans puassae~ 0 her readingg ~she o filivad soh nusanongs She
1> basthiered by the guestion  What have § realls Bearned gt woll mahy
size o Deetier teschiete ™ After wechs o rerdhing e s hauatcd Iy g Rebeert
Coles questaiton the mmanities do o4 begin i g student s readimg
vxpenense. b ong Ines—the el preparation we bong o schioel,
to our reading eaperence™ 320 Now, haliw oy thregds the summier. she
bas 1o face the fact that she hnosws mothunge mose absoant the ol
prepanition” fres stadvnts wall brisgs to schoal than <he dad Dackh in My

she abso realizes Teoss s b shie huas been b o gramted St has
assumed that once agan her aesw students sl tmd fier bhable s,
i ongamzed. mtesestenge spet amkd dear In othes words she s
assuined that her students at east at the cutset, sl give her the beaefnt
of the doub, follow her lead. gve hera dhance o teach them She has
temporsnly forgotten the warnmgs i Herbert Rohl's 7 W s feam
From Yot Kohl wrede that many cibdeen cope wath «choaol through
the consaous stratepy of "not-learmng = convinaed as they are that
learmng the teachers sersion of the inh can sometimes destioy vou”
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€10y After adl «f this ccading. she does not even know how she will
explain and justify her humanities curriculum to her students. What will
she say as she intrexduces Raisin on the fist day?

she s tempred o adopt the humanities as tools metaphor. and let it
sov at that She fevls o strong need to put these baoks behind her, and
aet to her school, get into the conmmunity, and stast miceting with
colleagues. parenis, and stadents But she deardes tht the fint step s
to iy 1o deselop sonie consensus about & cerncular disection among
her colleagues Right from the san she needs 1o present herself as a
well-mformied. self-aware feader. wine o receptine 1o good ideas,
insightful catticesmis, and cogent argpuments Her plan s 10 present cach
of the six humanities curmcutum frameworks—including her own—for
discussion and debate

She begins 10 rebearse her introductony speech to her colleagues:
“What | would Iike ter do this morning is Ly out six different humanities
frmeworks, which we anght adopt 1o guide us thes vear | will be as
candid as possible about my fikes and dislikes, and it will not take vou
fong to locate my buses, and to recognize my debts. I'm trusting that
vou will be as enteal of the Higgns model, as Tam of the oghers ™

“yve spent most of the summer reading and thinking about the
framewaorks of the culture warnors, vanous theonsts of humanities
cducation At the outset, T assumied that I would find one best one, or
I able 1o combine the best features of several of cach But then |
condJuded that the mist appropnate framew ark for our students is ane
informicd. but et onv erndden by theosy | reached the conclusion thae
what we need s g vision of our work which anses out of aur reading
of our humantties teats, rather than descending fromy an tugh At dhat
monwent I reahzed that 1 was no longer a reading teacher At that pomnt
! Kaew 1 had become o humanities professymal, on an equal fooung
wiih the scholars and policy makers | had been reading | reahized that
the culture warnors had won at least one battle 1 had become one of
them =

Indosng I'd ke to say that L hase tned to think of somie way of being
farr 1o George Murchison But Tyve deaded that 1 aannot abide bis
instruunental view of reading 1 agree with Beneatha ~Mania, George is
4 fool—honest ™

Netes

1 Tomy knowledge. Ms Higgans first hecame interested in educanonat
theon n Jencks, *Whom Must We Treat Equaily for Educational
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Opportunity to Be Equal?” Her dilemmas were frequently on my mind
during the University of Minnesota Workshop of the ACLS Elementary
and Secondary Schools Teacher Curriculum Development Project.
Credit for whatever insights this paper holds is shared with my friends
and colleagues from the seminar: Marcia Eaton, Michael Kennedy, Lyn
Lacy, Mary Oberg, David Rathbun, john Ouellette-Howitz, Cynthia
Rogers and Rohr: Stewart. Responsibility for the paper's shortcomings
rests entirely with its author.
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History and the Humanities:
The Politics of Objectivity and the Promise of Subjectivity

Lve Kornfeld
San Diego State University

For those who wish to retlect upon the politics of claims to historical
objectivity. the classroom scenes in Luis Puenzos 1985 film, The Official
Story, are particularly instructive. The film's heroine. Alicia Marnet
ihafiez, is a history teacher in an Argentinian academy in 1983, As the
film opens. Alicia is the unquestioning bearer of the official story of
Argentina’s recent past: at home, she happily mothers as her own a
child, Gaby, “found” at hirth in 1978 by Alicia’s hushand, Roberto, a
financier and government supporter; at school, she teaches history
mechanically according to the official texts. The scenes in Alicia’s
classroom, which punctuate the story of her reluctance to confront the
question of Gaby's parentage. reveal the powerful ways in which
Alicia’s claims to historical objectivity reinforce her private comfort and
hlindness.

The first classroom scene shows Alicia greeting a new class with her
customary denands for order and discipline. Later, she expresses her
disapproval of a teacher of literature (of course!) who uses exuberant
role-playing to engage his students” imaginations and to foster freedom
and creativity. As her students attempt to question interpretations or to
open up issues left firmly closed by the textbook, Alicia silences them
by noting that history is not a debate and that she requires them simply
to memorize and recite (or at least to summarize) the official texts. In
a highly charged scene, her students plaster the classroom: with
clippings about the "disappeared.” Alicia grimly removes this alterna-
tive Gind impermissible) sort of historical evidenee, and moves to
discipline the outstanding rebel by reporting him to the authoritices.
Only the intervention of the literature teacher saves Alicia from this
further blind complicity in the repression and disappearance of the
Argentinian opposition. Alicia's life, teaching and historical vision are
strictly bounded by the official story. Further, the film suggests thre ugh
brilliant justapositions of home and school, 1t is decidedly in her
mterest to uphold the boundaries—indeed, not even to recognize their
existence. Sach are the politics of objectivity.

very well, we might comment, but that was Argentina at @ particu-
larly repressive moment in its recent history. Surely the democratic,
multicultural United States of America tosters no such private or public
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repressions. Perhaps not in those exaggerated forms. But as the
government develops national history standards to be enforced through
nationwide “objective” testing of schoolchildren, it is hard to conclude
that we are completely free of an official story. As “history wars” rage
in public schools and universities around the country. it is ditficult to
dismiss the power of the myth of historical objectivity. And as advocates
of “traditional” historical scholarship and teaching lament the
“politicization” of the discipline, it is impossible to ignore the politics
of objectivity. This essay secks to reflect upon these issues in light of
recent scholarship on the American histonical profession, and to
suggest a possible alternative to the fallen mvth of hiscorical objectivity,
contained in the promise of subjectivity itself.

. L4 . L4 .

In tracing the emergence and ascendancey of the myth of historical
objectivity, it 15 well to note the broader cultural context. Not only did
this founding myth of the American historical profession arise in the
midst of & general European and American love atfair with science (as
Peter Novick discusses so well in That Noble Dream: The “Objectivity
Queestion™ and the American Histovical Profession), but it also found
fertile ground in a nation in whose own founding myths that of a
neutral, objective “rule of law™ figured centrally. American presidents
from Thomas Jefferson to George Bush based claims for American
exceptionalism or “uniqueness” upon this concept of a rule of lLaw,
grounded in objectivity, fairness and impartiality. If this founding myth
managed to ignore the fundamental omissions (of woren, people of
color, the poor) in American constitutions and law s, and to reinforce,
legitimize and naturalize the social power of dominant Americans, so
much harder to shake were its claims to political objectivity.!

Similarly. the myth of historical objectivity was embraced enthusias-
tically by a profession of elite, white males without an ostensible or
achnowledged political agenda. For most historians, this was undoubt-
edly a myth in which they believed; for some, perhaps. it was a
regulative fiction Still, with all Charitable motivations ascribed to these
historians as individual scholars and teachers, the politics of objectivity
for the group are hard to deny. Certamly the notion of objectivity wis
very useful for the professionalizaton of the discipline, and the
disciplining of the protession—or, to put this another way, for the
repression and disappearance of aniteurs and other ontsiders. This is
apparent in Novick's treatment of the years between 1890 and 1960
(when the myth of objectivity prevared more often than not), as well
as in Jacqueline Goggin's subsequent study of women historians ancd
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the American historical profession between 1890 and 1940. Goggin
cites various instances in which women were rejected for professional
appointments or research funds on the grounds that they could not be
sufficiently objective. For example. when asked to recommend a
historian to write about the women's suffrage movement in 1916,
J. Franklin Jameson put forward a man, noting that a woman at Smith
who was interested in the topic might not be able “to take an entirely
broad view of the subject” (Goggin 782). And so it went,

The myth of historical objectivity shaped not only the professional
identity of historians, but also the nature of historical evidence. History,
the myth held, like all social sciences, could and should operate
scientifically. A verifiable hypothesis should be checked against all of
the “facts™ in all of the archives. Competing bits of written data should
he weighed (objectively, of course) and all of the bias of the writers and
historical actors emptied out. Then, and only then, could a point-ii-
viewless story be told: the truth. The supposed congruence of this
process with both Western science and American law, as well as its
utility in regulating a nascent profession, doubtlessly added to its
inherent intellectual attractions of coherence, simplicity and totality.

If the wider cultural context bolstered the rise of the myth of
historical objectivity, broader intellectual and social currents also
contributed to its decline and fall. In American political culture, one
need only mention the jolt from the consensual 1950s to the turbulent
1960s and 1970s. when various groups of social outsiders demanded
voice, recognition and rights—and eventually the acknowledgement of
separate cultural identities and subjectivities. The objectivity of Ameri-
can law, the neutrality of original intent, and even the faimess of the
founders vision were questioned by scholars and activists alike. The
sacred realm of science itself was subjected to critiques of gender and
racial bias, as well as its unexamined relations to the power of the state.

Within the historical profession, the same period saw the complex
diversification and fragmentation of the profession ard the discipline.
The entrance into the profession of women, working-class men and
peoplé of color combined with the demand of “every group lforlits own
historian” to shake the old, casy assumption that a historian from a
dominant group could speak for all. As in literature, art, music and other
humanistic disciplines, newcomers to the historical profession often
brought new perspectives, questions and methods, and challenged the
historical canon of great events, great men and great deeds. The canon,
some suggested, was less a manifestation of objectivity than teleologi-
cal justification of established social nerachies Indeed. the Glow)
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diversification of the historical profession also raised the political issue,
profoundly troubling to many traditionalists. of whether a middle-class,
white male historian could speak for outsiders at all, without appropri-
ating and distorting the stories of those whom the canon had tradition-
ally silenced. Echoing developments in the larger culture, the discipline
of history suffered separatism and schism into sub-fields, as historians
in ditferent areas tended less and less to read each other's work or to
value cach other's methods and approaches. The unified. “objective”
story of the past seemed to slip away forever, leaving only the clamoring
voices of former outsiders and the limentations of former insiders,*

At the same moment, the instability of historical evidence was
exposed, and the “scientific” assumptions of the founding myth
assailed on all sides. First, cognitive and social psychologists chal-
lenged the possibility of ever locating an objective obsenver or
historian. Selective perception and subjective judgments were inevi-
table, they argued, with the greatest gaps developing between indi-
viduals inhabiting very different social spaces. If one's life experience
prepared one to credit certain stories or “facts™ and to discredit others,
then an objective stance was an impossible dream. This challenge,
conung as it did from a “scientific” discipline with case studies and
control groups, was particularly difficult to ignore.*

Second, poststructuralists and - postmodernists from a variety of
humanistic disciplines attiacked historians” (and other social scientists’)
naive views of facticaty and narrative. The troubling questions from this
quarter came fast and thick: can any “facts”™ or social “reality” exist
without prior construcuon and interpretation? Can any narrative escape
rhetorical strategies and subjective choices? If not, what separates fact
from fiction in the archives, or in our historical writing? The belief in the
solidity and objectivity of historical narrative, as opposed 1o slippery.
subjective literary interpretation, eroded with cach successive ques-
tion—at least among those historians who heeded the postmodern
discussion in the humanities of the politics of narrative.*

Itis at this critical juncture at which we now stand—if 1 “we* can still
be said 1o exist. In the midst of this disciplinary confusion and
professional schism. 1s there any hope for the future? In the face of the
demise of its founding myth, can the lustorical profession survive and
historical scholarship and teaching be strengthened? In spite of all of
the division and lamentations, 1 believe that we can glimpse the
promise of new approaches and intellectual frontiers, But all depends
upon historians” willingness to forsake the founding claims of objectiv-
ity and social science, and to embrace enthusiastically the possibilities
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contained in subjectivity and the humanities Here § can only suggest
three of the nuny avenues we might pursue. a deliberate shift 1o
interdisciplinary models; the inclusion and emphasis of new types of
evidence (especially those trndionally considered too mexdest, just as
popular culture his been seen as too lowly to enter the literary canon):
and, perhaps mostimportant for teachers of history, the cultivation and
development of our powers of empathy. '

The first area of promise nught come from the blurring of disciplinary
detinitions and boundaries themselves, As disciplinary solidity and
hubris break down, new interdisciplinary conversations appear more
possible and frunful than ever before. In particular, interdisciplinary
comnechions within the humanities promise to enrich historical texts,
which are now seen to be alive with different interpretative possibili-
tes, mner teisions, and intertextuality. Indeed. our very coneeption of
a teat imght expand considerably. Ihterdisciplinary work might also
turtherenlis en histoncal contests, now apparently filled with contestiatory
mdividuals and social groups, and previoushy unrecognized relation-
ships ot power. Paradoxically, as Iustorians - abandon claims to
histoncal objectivity, our services are inaeasimgly sought by “new
historicists”™ in a vanety of humanistic disciphines. Assuming that
linguistic gaps can be bridged and methodological tensions contained,
mterdisaplinary connections nught prove more exciting and sophisti-
cated than ever before.

The unexpected pleasures and rewards of interdisaplinary conver-
sations are already becoming apparent in the work of some adventur-
ous historians, For example, out of a long teaching collaboration with
the anthropologist Clifford Geentz, Robert Dainton began pressing at
the boundanes between hustory and caltual anthropology (that most
hunumstic strain of anthropology ) Damton's celebrited book, 7he
¢roat Cat Massacre and Other Epasodes i French cultural History,
attempts to do “history i the cthnograplie gram? (), as ot explores the
systems of measnmg behmd cighteenth century French peasant fe iktales,
artisanal apprentices” jokes and ceremomies, bourgeors urhun topogrit-
phy. and mtellectuals” epistemological strtegies: Sharing the cultural
anthiopologist's sense of exatement at “capturing othemess,” Darnton
finds fus pomt of entiy to the achives m the unfamiliar “When we
cannot et a proverh, orsnoke, o ntual, o poem, we know weare
on to somethmg 13y prckmg at the docament where it is most opaque,
wemay beabletountaselanatien system of meaning, The thread might
even tead mto o steange and wonderdul world view™ (Darnton S) His
anthrapologrcal emplises on the interpretation of systems o meanmg
and on the untanuhar complement Damton’s historical interest in
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change over time and place. as he attempts to historicize the insights
of cultural anthropology.®

Throughout his book, Darnton’s goal is “to show not merely what
people thought but how they thought—how they construed the world,
invested it with meaning, and infused it with emotion™ (3). Everywhere
he registers his recognition that “ordinary” people “think with things,
or with anything ¢lse that their culture makes available to them, such
as stories or ceremonies” (4). Therefore his concept of historical “texts”
is very broad indeed, including folkeales, rituals, ceremonies, role-
playing, jokes, proverbs, and popular medicine. But Darnton also
insists on the importance of broader contexts for understanding
individual maps of social reality. He believes that at all levels “individual
expression takes place within a general idiom, that we learn to classify
sensations and make sense of things by thinking within a framework
provided by our culture” (6).

Darmnton's method, then, is to examine “cthnographically” the
language and structure of his various texts. and to relate them “to the
surrounding world of significance, passing from text to context and
back again until one has cleared a way through a foreign mental world”
(®). This rather imprecise and subjective method cannot produce a
systenatic or “objective” account, and Damton admits as much. FHe
hastens to deny any claim for the typicality of his peasants or artisans,
as he readily reveals that his chapters “are meant to interconnect but not
to interlock like the parts of a systematic treatise™ (262). But his
contextualized analyses of texts with disguised symbolic meanings and
multiple layers of deference and rebellin yield an intriguing,  if
undeniably subjective, historical interpretation informed by interdisci-
plinary perspectives.

A second model for new interdisciplinary connections appers in the
recent work of Joan Wallach Scott. Her groundbreaking collection of
essays, Gender and the Politics of History. was inspired by discusions
with literary scholars at the Pembroke Center for Teaching and
Research on Womien. As Scott admits, seminars over the years there
virtually forced her to come to terms with poststructuralist theory and
its implications for her field of French social history She found this
process.of discovery both rewarding and difficult, In transgressing
disciplinary boundaries, she encountered “problems of lainguage and
translation, of the adaptability of reigning disciplinary paradigms, and
of the significance—it any—of supposed oppositions between the
methods and progects of history and literature” (Scott 1), Not simply
abstract theoretical issues, these problems shook Scott's sense of
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professional and political identity She emerged determined to apply
the poststructuralist insights of hterary scholars and philosophers to
historical study through a series of essays on gender and the politics of
historical research and writing.

Like Darnton, Scott examines the construction of meaning rather
than facts or causality—the how rather than the what or why. To study
the “conflictual processes that establish meamngs™ or “the ways in
which such concepts as gender acquire the appearance of fixity,” Scott
must pose new questions that upset the basic narratives of traditional
history. “The story is no longer about the things that have happened to
women and men and how they have reacted to them; instead it is about
how the subjective and collective meanings of women and men as
categories of identity have been constructed™ (Scott 5, 6). Her texts are
decidedly not limited to those usually associated with women's history,
for she finds gender, the social organization or knowledge of sexual
differences, to be centrally present in political and diplomatic history
as well as in social history, For Scott, “gender is, in fact, an aspect of
social organization generally. It can be found in many places, for the
meanings of sexual difference are invoked and contested as part of
many kinds of struggles for power. Social and cultural knowledge
about sexual difference is therefore produced in the course of most of
the events and processes studied as history” (6).

To explore gender in such disparate texts, Scott must also develop
a new way of reading, a new historical method. The “literal, thematic
reading” typical of history will no longer suffice (6). She turns to the
methods of literary deconstruction, 1o learn from its emphasis on
textuality, or “the ways arguments are structured and presented,” and
its governing assumption “that meaning is conveyed through implicit
or explicit contrast, through internal differentiation” (7). Moving a step
beyond Darnton, Scott regards contexts themselves as unstable texts,
full of contested and shifting meanings. While Damton uses the work
of French social historians as context for his interpretation of peasant
folktales and other puzzling texts, Scott subjects the work of French
social historians 1o textual analysis, for it, oo, constitutes power
through knowledge. Social seality is forever slightly out of focus, as the
lens moves from text to text, rather than from text to context.

Despite these methological experiments, however, Scott reniains i
historian. She attests to her fundamental interest in historicizing
gender by pointing to the vasiable and contradictory meanings attrib-
uted to sexual difference. o the political processes by which those
meanings are developed and contested, to the instabulity and mallea-
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bility of the categories ‘women™ and ‘men.” and to the ways those
categories are articulated in terms of one another, although not
consistently or in the same way everny time” (10). Thus Scott, too, offers
a daring, if “inevitably pantial.” attempt to open an interdisciplinary
conversation without losing her historical sout (11, Paradoxically, her
approach promises to introduce a new epistemological rigor into the
historical discipline, by borrowing from that openly subjective neigh-
bor, literature.

Subjectivity also promisses us an opportumity to uncover and vilue
new Kinds of Tustorical evidence, as old demands for “facts™ and
objectivity wane. We nught tollow the pioneers in African-Americin
and women's history in placing greater value on oral histories and
personal. subjective Iinves and letters, without advancing claims of
univensality, typicality or representativeness for them. An excellent
example of this subjectivist stance comes in Lausel Thatcher Ulrich's
mtroduction to A Midwife's Tale: The Life of Martha Ballard, Based on
Her Irary. 1785-1812. Noting that Ballard's diary was long neglected
by historians who found 18 too trivial and subjective, Ulrich argues that
it actually restores “u lost substructure of cighteenth-century life” and
thus “transforms the nature of the evidence upon which much of the
history of the penod has been written™ (27)

Martha's diary rewches to the marrow of cighteenth-
century life FPhe trivia that so annoved carlier readers
provide a consistent, daily record of the operation of a
female-nunaged  cconomy. The scandals excised by
local historians provide insight into sexual behavior,
nurital and extramarital. in o tme of tumult and change.
The remarkable birth records, 814 deliveries in all. allow
the first full accounting of delivery practices and of
obstetrical mortality in any carly American town The
family squabbles that carlier readers (and abridgers) of
the diary found almost as embarnassing as the sexual
references show how closely relited Martha's occupa-
tion was to the life cydle of her own fomily . and reveal the
private politics behind public assues ke imprisonnsent
tor debt. (Ulrich 33)

Ballard's diary is certunly full of tosie and subjectiviy, Ulrich
concludes, but it is also “an unparalleled docoment in carly American
history 1t is powerdul i pant because 1t s so difticult 1o ose, so
unvickling in s dinlness” (33) Rather than obscunng these qualities
under a veil of abjectivity, Ulrich chooses to emphasize the sulyectivity
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both of the evidence and of her interpretation. by transcribing 10 long
passages of the diary. “In cach case” she explains frankly, ~the
‘important” material, the passagie or event highlighted in the accompa-
nving discussion, is submerged in the dense dailiness of the complete
excerpt. Juxtaposing the raw diary and the interpretive essay in this
way, I have hoped to remind readers of the complexity and subjectivity
of historical reconstruction, to give them some sense of both the affinity
and the distance between history and source” (34). Thus the personal
and subjective became the stuff of an explictly subjective historical
interpretation—and were awarded a Pulitzer Prize:

Finally, the promise of subjectivity might be realized through a new
appreciation and cultivation of the power of empathy. One of the most
novel approaches to historical understanding, empathy represents o
wity of knowing that was soundly rejected and despised by objectivists
as dangerously subjective. Indeed, the concept wis 5o dangerous that
it was gendered: empathic understanding was traditionally associated
with women (who could feel intuitively but not judge intellectually, it
wis said), and was fisst rescued from academic oblivion by feminist
psychologists such as Carol Gilligan and Nancy Chodorow. As they and
their followers define it, empathy involves three basic phenomena:

(1) feeling the emotion of another: (2) understanding the
experience or situation of another, both affectively and
cognitively, often achieved by imagining oneself to be in
the position of the other: and (3) action bre sught about by
experiencing the distress of another (hence the confu-
sion of empathy with sympathy and compassion). The
first two forms are wiays of knowing, the third form a
catalyst for action. (Henderson 1579)

Relving upon admittedly subjective feelings and imaginations, then,
historical empathy would invite students, teachers and scholars alike to
attempt to recreaie # fuller range of past hunin esperience thin
objectivity would ever allow. We might approach this type of histe el
undenstanding through primary sources with atfective layers, such as
music, ant. lterature, films, duarics. letters, or even court cases, as long
as we are careful always to ask questions that elict empathic responses
Student journals are particularly effective here, as a private prefude to
Cliiss discussion, Thus, students in a Western Civilization course might
poader Pablo Picasso's Guerntca and Jean-Paul Sartre’s No Evil,
students of colonial America might respond to the court case of the
mdentured servant, Charity Dallen, who was beaten “more Liken a
dogge then a Christian™ in Vitgin i 1619, students in U8 Histon
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surveys might compare the depictions of American slavery in Harriet
Beecher Mowe's Eucle Tom's Cabm and the dramatization of Solomon
Northrup s Ocyssey, the story of i free African-Amencan kidnapped into
12 vears of enslavement, and graduate students in an introduction to
histonical methods might view and reflect upon the portrait of the
disapline in Luis Puenzo’s Official Story Cliass discussions might invite
students 1o compare their empathic responses. and o use therr new
mughts to comment upon the istorscal interpretations that they hine
heen offered

A complementary approich to developmg our powers of empathy
nught mahe greater use of oral historses i our research and in our
classrooms We nught turn to those mugor oral histony progects that have
been collecred in hbranes and archis es around the ¢ wntry. or to those
snuiller ones that we and our students can create thiough intensews
with grandparents, recent imnugrants, nugrant worhers, or il nghts
Activists e our local commumities Tew othar pedagogical methods
engage students’ emotions and mugimations more directly, or teach
them more torcetully that we all nuhe histon Moreoner, oral history
15 espeatally valuable in oar attempts to understand thase peaple who
leave few or no wntten histonal records, and are often silent and
nvisible in traditional lustonies

A third approach to empathic understanding—and my - personal
Ly onte—comes through histoncal role-plaving. i w hich students read
primary sources and then adopt the view s and personahtios of histonical
characters Setungs i olving conthet. moral dilemmas, or role-reversal
twhere a male student plays @ woman, or @ white student 2 person of
colon often prove most thought-prosoking and instructive,  Role-
plaving can be employved in class debates and discussions as well as in
papers. a4 combination of the two over o semester creates 1 potent
conpatluc learmng expenence: For example, i my introducte Y suney
ot carly Amencan history, @ student might write an essay in the vorce
ot aseventeenth-centun. Amenndem slave. ottermg advice 1o a new
captive She might then adopt the 1ole of an Anofederalist in o Cass
dehate on the desiability of the Us Constiation of 1787 and atend
docomeention of Amencan retormers an the 308 m the persona of
Predench Douglass, Margaret Taller, Angeling Gromke, Henny Davad
Thoreaa or Ralphe Waldo b imetson Ina final paper, she anght reflect
upon the question o American exceptionalism: fiom the perspecti e
of e nes mmigent . Northetn worker o foimer shase follow g
Reconstruction Incacdi of these exerases  umagimation as well s
sotrces gunde the process of lustoneal discoven and nterpretation ™
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One excellent example of the pronuse of this empatluc approach for
historicat scholarship can e found in Natalic Zemon Davis™s The Retirn
of Martin Guerre. Danvis's attempt “to make fustorical sense”™ of the
puzzling case of identity in carly modern France was based not only on
exhaustive archival research, but also upon hei obsersauon of French
actors and actresses recreating their characters’ emotional, affectise
lives for the filn, Le Retowr de Martin Gueerre. As Davis notes, “Watching
Gerard Depardieu feel his way into the role of the false Martin Guerre
gave me new ways 1o think about the accomplishment of the real
impostor. Amaud du Tilh. | felt T had my own historical laboratory.
generating not proofs, but histonical possibilities™ (Davis viii). Once
possibilities rather than proofs are considered the stuff of histony.
empathy becomes a valuable ool for historical research and weaching.’

In lesser hands. of course. empathic understanding might not yield
quite so stunning a resuit. Indeed, there are potential pitfalls in this
novel approach, including the claim of knowing too casily and
possessing the Other. or of ignoring complex historical differences in
2 search for essential human nature. We must take great care not 1o
allow a new tvpe of intellectual imperiafism to be born under the mantle
of subjective empathy. But it seems to me that the possible beneits are
worth the risks. For developing our powers of empathy scems 10
promise us a chance 1o achieve a fuller understanding of histony’s
-inarticulate,” who left few traditional written records. Empathy also
offers the possibility of breaking through the walls of misunderstanding
and mistrust between individuals in different social groups, an essential
prefequisite 1o a juster distribution of social power. For all of its
difficultics, empathy might constitute a source of intersubjectivity that
we cannot do without

such was cestainly the Gise for Alicia Marnet banez. As The Official
Story unfolds, Ahaa's life and historical vision (or blindness) are
profoundly distuthed by the power of empathy. Slowly and painfully.
as her ofd friend Annis torees Alicia to listen to the haunting story of her
impnsonment and torture for suspected appositionist sympathics, and
as Al mieets Gaby's real grandmother and leams of the violent
“dsappearance” and probable tonture of Gaby's mother, her perspec-
tive widens  Empathizing with these suffering women of several
generations who have been rendered silent and invasible by the official
story. Alic tinally confronts Roberto's knowng and her own blind
complicity i their oppression
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In a wntical scene in the midst of Alicia's transformation.  she
encounters an aliernative vision of the past in her classroom. Contrary
to the express wishes of his teacher and the dear, authontatis e account
i s textbooks, er most rebellious student, Costa, offers Alicia an
alternative narratn e ain an examination paper. Previously. when Alicia
had pressed a nen ous student to supply “facts™ from the textbook o
support his unhcensed reading of Argentina's revolutionan: histony
Costa had dechared in his Classmate’s defense that one could never find
the truth in the textbook, for ~history is written by the assassins.”
Shocked by Ius Tack of respect for her and for historical objectivity,
Alicia had promptly sslenced and dismissed Costa from the classroom.
He had been a thom in her side for months Now he writes that the
jatlors of a republican hero of 1810 cat out his tongue to silence him.

When chatlenged by Al to present the documentary evidence for
his contention (from the official texts, of course), Costa rephies that texts
are not the only sources of knowledge: his svmpathy teads him to his
conclusions. Alicia protests mildly that without a séance to communi-
cate with hustory’s ghosts, Costa couldn't really know thys. Then. to the
utter amazement of all, she prases Costa’s abilitics and awards the
paper ahigh grade. Both the grade and the cautionary comment, which
seems by implication to invite the class 1o ask those martyrs who are
stull abve for their stories (much as Alicia herself is daing privately),
validate a new, broader recreation of Argentina’s past. Her students
lave taught their teacher a fundamental lesson about history and its
possibalities. Under their prodding, Alicia admits the power of cmpathy
as a part of her historical pedagogy. and thus begins to rewrite the
otticial story with her students.

Notes

1 delnvered an carlier version of this paper under the title, “lHistoncal
Evidence and Objectivity,” in a ledure senies sponsored by the Master
ob Arts in Liberal Arts program at San Diego State University. 1 would
like to thank the prograny's director, Howard 1 Kushner, and the lively
audience at the lecture. 1 also wish to acknowledge the contributions
of my colleagues in the ACLS Elementary and Secondany Schools
Teacher Carricubim Development Project m San Dicgo, and of my
students in History 601, the graduate senmnar in histosreal methods at
San Diego State University: Finally, | muast express my appreciation to
my felow ACLS post-secondary fetlow s tog their generous responses to
my work and their support Bos arare pleasure to coftaborate with such
thoughtful and dedicated teachers and soholars
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1. Novick. pasts 1 and 3 Appropmitely enough for s European historin
venturing inte Amendan histonography. Novick is often stronger and
more insightful about the European intellecual background than the
Amencan cultural contest. For a fuller discussion of the Amencan “rule
of law™ and its recent critics, see Komfekd, “Out of Order.”

2 ~Every group its own historian™ is the title of Novick's fourteenth
chapter, which I find to be the most charged and revealing in the book.
The chapter's thetoncal strategy 1in one motion introduces Black history
and women's history as unrelievedly separatist (or “lesbian™ and
dismisses both as self-destructive: Novick suggests that the unintended
effect of Black history wis to draw attennon away from the worsening
plight of the African-Amencan fanuly Gn reaction against the Moynihun
report), and that of women's hustony was 1o work painst equal
opportumity for women On the Sears cased This structure. as welbas the
chapter's unusually stndent tone and lack of references 1o (or knowl-
edge of) women's lustory, seem 1o place Novick among the Tamenters
of the dedhine of “obedinsty . notwithstanding his (curious) desire to
aand above the fray For a sample of the controversy surrounding
Novich's owa mtellectual polincal posiion. see the forum on his book
twath contributions by 111 Heater, landa Gordon, Pavid A tHollinger.
Allan Megll, Dorothy Koss and Novick himselfy m Amertcan Historical
Revterr 90 4 Qune 19911, 675708 1 behieve that the nte between social
and pohtical historans, or between socaland mtellectual historians. s
deep enongh o quality as o solsm, as the deologseal o nfrontations
at many hustoncl comventions nake dear Seealso the forum on “The
O Hhistony and the New ™ in merrcar Historical Retweie 913 (une
1989), 651698

3 Among the prioneenng psychelogical studies of selectve perception
and cognitn e mapping were Dornbusch etal . Hastord, Schnender. and
Poletka, and Abelson et al

i Foremost among those historans who did heed the: postmodern
challenge and attempted o translate it tor their colleagues were
European mtellectual istonans, mcluding Hay den White and Dominick
LaCapra. Thar efforts m thas area include White, Metalustory: 1LaCapr.
Rothonkang Intellectual Hhstory, and LaCapra, Hhistory and Crticism.
Recently. Amencan mtellecual historans have also begun o discuss
and respond 1o “the Iinguistic turn,” even i teatured forums in the
joumat of the Amenican histondal Assocttion See. tor example. the
torum on the subjectby David ki and Das id Hollinger in American
Hhistorical Revien 94 A (une 19891, 581-020_ and the response by Jovee
Appleby in dAmertcan Hhstorical Revtens 91 5 G cmber 1989), 13260-

Q ”

MC TI." 1wl

Aruitoxt provided by Eic:




O

ERIC

Aruitoxt provided by Eic:

1332, or the forum by Russell Jacoby and Dominick LaCapra in
American Historical Review 97:2 (April 1992), 405-439.

5. For an introduction to Geertz's approach to cultural anthropology,
see The Interpretation of Cultures.

6. See also Chodorow, The Reproduction of Mothering and Gilligan, In
A Different Voice.

7. For an introduction to the concerns and methods of oral history, see
Thompson, The Voice of the Past. Dunaway and Baum, Oral History,
contains essays by historians and scholars in related fields about the
interpretation and design of oral history projects, the application of oral
history to local, ethnic, family and women's history, and the use of oral
history in schools and libraries. The International fournal of Oral
Historyand the Oral History Review are also valuable guides to ongoing
projects and issues; the Oral History Association can provide directories
of archives and oral history projects throughout the United States.

8. For a fuller discussion of empathy and its pedagogical possibitities,
see Kornfeld, “The Power of Empathy” and “Representations of
History.”

9. Davis was not without her critics;: see the exchange between Robert
Finlay and Davis concerning the quality and nature of the scholarship
informing The Returi of Martin Guerre in American Historical Review
93:3 (June 1988), 553-603,
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Toward a “Curriculum of Hope™
The Essential Role of Humanities Scholarship
in Public School Teaching

Paul A. Fideler
Lestey Collepe

- decent and humane society requires
shared language of the good.
— Michael ignatieft,
The Needs of Strangers

A Challenge that Requires Scholar Teachers in our Public Schools

The world outside our school doors and campus gates and its
reflection in our classrooms is becoming ever more complicated. Each
morning in Brookline, Massachusetts, for instance, students from 58
primary language groups head to school; in New York City the number
of languages is double that, Our schools are absorbing the largest influx
of immigrants since the carly 1900s. And these children represent the
vanguard of the cultural melting pot/polyglot that is taking shape for
our immediate future. Clearly, we would all be better off it we were able
to engage this circumstance thoughtfully in its full dimensions and
respond to it with a sense of hope and expanding possibilities.

In ¢his article 1 propose that current scholarship in the humanities has
an indispensable role to play for teachers in facilitating both a deeper
understanding of the present and identifying paths of hope and
reconciliation from the often divisive and solipsistic forees we encoun-
ter in our clssrooms,

I take this position not to advocate for the new scholarship, or to
attack conventional assumptions, or to take sides in the burgeoning
debate surrounding “critical pedagogy.” Far more important s that
current issues of methodology and perspective are the touch points
through which the hunanitios are engaging and responding to the
forces that shape our world and defimit our choices. T will examine
aspects of the postmodern critique of modem: historiography. the
contexts within which this critique developed, and the innovations in
scholarship and pedagogy that it suguests. And, after assessing the
fragmented and pessimistic tone of our cugrent cultural ‘moment,” Twill
discuss the remedial possibilities in recent scholarship, especially the
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calls for more inclusive public discussion and the pursuit of enlarged
understanding,

All of us who teach in the humanities, regardiess of the grade level,
have much te learn from and contribute to this scholarship: #t is cracial
that we create more opportunities 1o share oue work nd develop a
sense of responsibility and advocacy for the humanitics. | write with
even more conviction about these matters now than T might have ayear
ago. My experience in the 1992-93 ACLS Elementary and Secondary
Schools Teacher Curriculum Development Project at Harvard  has
confirmed my long-held beief that keeping up with current work inan
area of knowledge and doing rescarch or practicing an art form, #f one
is inclined, are crucial nourishment for inspired teaching at all grade
levels, Exposure to current scholarship and outstanding practitioners in
the humanities had a demonstrably renewing effect onthe cight teacher
fellows in the program from the Gambridge and Brookline public
schools, all ambitious and accomplished teachers in their own right.
Throughout the year, they reported that scholarship was deepening
their insights into the dynamics of their classrooms and suggesting new
instructional issues, materials, and stritegies o them, And deep
professional bonds developed among the public school and college
teachers around the seminar table,

Beyond this, howeser, to he serious about instituting an education
systent in which all stadents reflect deeply on the world as it is, has
hecome, and is becoming will require not only i renewed commitment
to the humanities inside our schools and colleges, but outside as well.
In spite of the valiant efforts of many, the hunanities remain on the
margins in the continuing wave of national debate about public
cducation, which was set off by A4 Nation at Risk in 1983, The most
widely accepted discourse sinee then has focused on math and science,
job skills, and cultivating national  economic competitiveness. No
national mandate has appeared calling for humanities funding, 1o
seirch, and teaching to nuke America ready for the nest centay.
Meanwhile our nation's civie illiteracy and intellectual and spiritaal
impoverishment proceed apace,

One reason for this is the absence of 0 commmon caltore among,
hunmanities scholarteachers that cuts across public school and tighe
cducation and can argue persuasively and forcefully for the hunsinities
The estrangement hetween public school and college and university
huamanities teachers in our country is deep and has been developing
since the turn of the century. Inthose years prospective teachers began
to be sequestered in Uschools of education™ in the umiversities;
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humanitics scholars abandoned their interest in public schools and
withdrew into their research; and the proponents of occupational and
“life adjustment” training tor the expanding numbers of working cliss
and immigrant students deteated “the optimists.” who advocated the
classical curriculum for all students (Klivhard 3-20; Perrone, Working
Papers 127; Bestor 104-14, 120-21).

John Dewey, too, noticed carly on the need to calibrate the schools
to a changing student body and society. But, he was also a legendary
optimist, if not in the classics-for-all sense, Dewey's optimisn rested in
his respect for children as individuals, cach with unique interests and
capabilities for sustained learning, and his insistence that titchers from
primary through university levels be scholars, not technicians., Scholars
are so full of the spirit of inquiry,” he wrote, “that no matter what they
do, or how they do it" they awaken and inspire "ardent and intense
mental activity” in thejr students (Perrone, Working Papers 129).Thus,
Dewey's disenchantment with formal teacher education did not have
to do with its attention to child development issues, for he was always
a carcful observer of children, 1t rested in his assessment that the
remaining normal schools and the new university schools of education

- were not training scholar/teachers who could probe the first principles
of the subjects they taught, think independenty about what to teach
and why, and capture and inspire their students,

Dewey, then, was convineed that teachers, especially i time of
fundamental socictal transition as his was (and ours is), must possess
the scholarly skills and confidence to be tinvestigators,” teachers able
to “change the coneeption of what constitutes education” it need e,
Another great Progressive intellectual, W EL B Du Bois, was notewor-
thy for the natural dialogue he cultivated between his study and the
world outside (West, Race Matters 40). Central to the lives of both men
was this interaction between seholarship and society. 1t s just such a
dialogue that needs to be reconstituted now and undertaken hy more
and more teachers,

The Postmodern Critigue of Modern Historiography

Admittedly the “culture wars,” the debates that lave been stirning
and sometimes dividing humanitics scholiship in recent years, are off-
putting to the uninitiated. The arguments seem Gind sometimes are)
arcane and the manners of the combatants less than welcoming,
Nevertheless, the debates are not frivolous and extianeous to-our
concerns as teachers: they provide essential insight into a range of
pereeptions and voices that increasingly are snforming our society and
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our classtooms. After two decades of “high theory, "according to 1 lenry
Louis Gates, Jr., the apparent relevance of this humanities scholarship
to the lives of fellow citizens is “guite astonishing” (Zoose Canons xiii).
The terrain of the scholarship is too immense and rich to be encom-
passed, much fess distilled, in a relatively brief essay such as this.
Consequently, T will be confining myself to tentative and suggestive
characterizations of its contours, drawing from historiography gener-
ally and more particularly from historical approaches to political
philosophy, the lives of the poor and disenfranchised, and literature,

“Modemn™ historiography. Enlightenment in its spirit, assumes that
historians can engage and understand the past rationally and objec-
tively, determine the ageney Gintentions and degree of independent
action) of historical actors, and. it appropriate, explain the process of
change over time. It is attracted to large, ence mpassing metia-narratives
of historical change (e.g the rise of L the teansformation of L ., ete.),
often describing amelioration: of, or progress on, a0 certain issue.
Veritication rests in “doctiments” (statutes, archival records, official
correspondence) which it is believed reflect their envitonment, rather
than in "works™ of the inagination (pocms, novels, plays, concertos)
which do not. Quite often theory from the social sciences is used to help
explain individual and cobort behavior. “Structuralists,” who overap
modern and postmodern historiography, use the social, cconomic,
intellectual, or cultural envitonments of historical subjects to explain
their behavior and in the process often deprive them of agency.

The terms “postmodernism” and “poststructuralism” are frequently
used interchangeably to describe scholarship that secks to separate
itself from "modern” pereeption, epistemology, and knowledge, Rosenau
3 n.D. Postmodernists assume thit the modem perspective derives irs
rationalisny, individualism, and universalism from the Scieniitic Revo-
lution and the Enlightenment. Fusthermore, the hegemonic and pro-
gressivist impulses of the Enlightenment led its enthusiasts to privilege
this set of seventeenth- and cighteenth-century European commit- }
ments in the face of all other perspectives. Thus, postmodennists !
helfeve the Enlightenment and its heritage, the Enlightenment Pro jeet,
havetobe challenged. Inaddition to these scholardy vatues, *postmoden®
is also used to refer to the present listorical moment, marked by ts
paradigmless and skeptical tenor,

The postmadern critiue of the Enlightenment Project s driven by
it least theee shifts in pereeption that have emerged inthe List 30 years:
reassessment of the chims of science and philosophy; a turm toward
Languiage and its sty dinguistices and hermenetics, or interpretation)
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as the central component in the "human sciences™; and the view that
thought and behavior in historical eras are shaped by a deep structure
of unexamined assumptions.

Ion lis landmark study,  7he Strchoe of Scentific Revolutions
(1962), Thomas Kuhn argued convincingly that "nommal” sciencee in any
age relies more on conventions and, even, s wial control than on logical
compulsion. He found that linguistics, poltics, and historicil context
all influenced chiims of scientitic truth (Kuhn, Bonds). Subsequently
Richard Rorty oftered a simitar appraisal ot trath cabs in madern
philosophy  they typically disguise a “contestable agreement” ot a
particular conununity of thinkers (Ronty, Phidosophy. Borgimann 50).
Fhus, truths in scence and phitosophy, L from universal, are embed-
ded inan armay of contingencies

2 e philosopher Chadles Faylor is one of nunierous proponeits
of hermeneunes who e convineed that language should be at the
center of our study of human mature. He taces the ooty of this
commitment to the Romantic eritics of the Enlightenment and, in this
century, such philosophers as Martin Heidegger and Hans Georg
Gadamer, who have been very important proponents o the philo-
sophical importance of language. We have come 1o understand,
according to Taylor, that man is above all “the linguage aninul.”
Although we continue to be attracted to the natural scienee approach
to studying human nature because of the idea of “disengagement” that
it conveys, Taylor insists that the model is implausible C-1H. Our ability
to disengage is a modern myth that obscures how cach of us is
sconstituted” by the “language” and “culture” which our “comnpinity”
maintains and renews. What is required, then, for a more sound
approach to huntan nature is @ hermeneutical conception of the hunun
seiences, in which kinguage is understood broadly to include musie,
art, dance, and the range of symbolic forms Claylor 215-10)

The incorporation of hermeneutics into historiography, the “linguis-
tie turn®, has redirected the focus o how anguages obacure, filter-—in
general, mediate—historians” attempts to approach past geality From
this perspedtive, the past is more anarray of obfuscatingt texts thit must
he deciphered than social and intellectoal realities that can he encoun-
tered directly or reconstituted. Thus, the study of history 1 close 1o, if
not synonymaous with, the study of literatne And Hiseniry works,
typically eschewed by modernists, ¢njoy ¢ jual status with documents:
they are all approached as texts that must be reited with skepticisim and
linguistic ingenuity.*
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3. Perhaps the boldest and most influential challenge o the
Enlightenment notion of a linear. purposive historical process in which
the qualities of a universal human nature are demonstrated, has been
the work of Michel Foucault. He distinguished between the conscious
“epistemological” level of knowledge and the unconscious “archico-
logical” one inany era . The unconscious level, or episteme, as he called
it is the most important of the twor although never tormulkated, it is o
priori to everything else. The episteme provides codes to the theories
and coneepts in different fields of endeavor contemporary 1o one
another: they will have more in common among themselves than any
one would have with its ke across time. Thus, to explore an carlier
time, the historian, in the manner of an archacologist. must dig down
through the subsequent Etyers to the appropriate level. Within the
context of this “open site” historiography. the outlooks, actions,
motives, and intentions of individual agents in the past seem to be less
important and structures and patterns more. Futhermore, sinee history
is s0 many separate ages. or selt-referential strata, one on wop of
another. it defies our search for an overall species goal or purpose; nor
can i rational course be atributed to it Our searching of the past will
not yicld a colierent and constant hunman condition or nature cither
(Foucault ix-xxiv, 307-373),

Foucault’s assessment of the Enlightenment rests on his view that
“truth is a thing of this world.” It is produced by many forms of
constraint and endures on the usual manitestations of power. ‘Thus, the
Enlightenment, the quintessential age of reason, had spawned through
its truth claims for the human sciences an unprecedented degree of
ordering, classitying, and regukating of the lives of criminals, madmen,
the sick, the old, the delinquent, and the putatively noemal (Gordon
131; Philip 7).

The cumulative effects of these challenges—to the objectivity of
science and philosophy, to the idea of o universal and rational human
nature, to a lincar and purposive species history, and o a benign
Enlightenment—have called into question long-unexamined assump-
tions ahout meaning, method, and proot within all arcas of humanities
scholarship As Twill point out, they also open new areas of inquiry and
possibility as well. Nevertheless, the West seems to b inits deepest
episode of skepticism since the sixsteenth and carly  seventeenth
centuries Then, the revival of Academic and Pyrronhist skepticism
undermined medieval scholastic assumptions about knowledge. This
dilemma ultimately called torth the empirical and rational epistemolo-
gles of Frandis Bacon and Rene Descantes, the Scientitic Revolution, and
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the Enlightenment (Popkin; Shapiro; Allen). We in the late twentieth
century also share a pervasive stoicism with our turn-of-the-seven-
teenth-century forbears. Our expectations are limited, and we assume
that much in lite that will affect us is beyond our control. Contemporiry
wisdont is to adapt to torees Targer than the self “Change™ has replaced
“progress” mour discotrse.

The Conteats of Postmodern Innovations in Schokirship

If postinodernism teaches us anything. it s the importance of contest
in suggesting meaning and the pasameters available for hunan ageney
And, of course, our hves, our students” lives, and our schools and
universities untold within contexts, We must be preparing our students
to comprehend the world as it is and is becoming (or can be shaped to
bed It is important, then, o apprediate that current hunanities
scholarship has been forged in the recent societal, global, cthnic,
gender, intellectual, and spiritual upheavals that continue to jolt our
cauaniniity. To reflect on the changes that have occurred in huntanities
scholarship and in the shape of American Gind Western) institutions
and thought since the 1950s is to hecome awire of startling and parallel
transtornuiions. Thus, Cornel West has it just right when he proposes
to “historicise and pluralise and contextualise” the postmodern debate
CPecentering” 3). His point is that postimodernisni understood most
broadly is a set of responses to the decentenng of Europe. The world
no longer rests upon the European hegemony, which dates from the
fifteenth century. Its displacement began with the fracture of the
European polity in 1914 and aceelerated with the ascendancey of the
United States after 1948 and the decolonization of the Third World
West nuintains that the last of the three is the most significant for
developments in hununities scholarship becanse it has so much to do
with the “dialectical reversal of our normal conception of order,” new
identity formation and self-perception. Formerly oppressed persons
now choose 1o view themselves as the subjects of history rather than
its objects CDecentering”™ 130,

Perhaps West exaggerates when he attributes alf the social turmoil
in the United States fiom the 19505 through the 19708 to decolonized
sensibilities. But his Lirger point cannot be ignored: the post-Workd War
i1 liberal consensus nd ts underlymg Enlightenment assumptions
about the nature of the world, proclanmed in the fate 19405, was short
lived. It collapsed under deep questioning and the pervasive conse-
quences of the Cold War, the socal, civil rights, and gender struggles;
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the war in Vietnam; and the eroded credibility of trditional institutions
from the famly to the schools to the Presidency

How has humanites scholarship, especally historrography, been in
dialogue with these shattenng devels pments? The one feature of
madernist historiography that has been under the most pressure from
both postmadern scholarship and the decentenng momentum of our
postmodern ertis meta-naratve. It has become much more ditficult to
develop one. encompassing, credible story about, let us say, the history
of the United States or the progress of hunan rights  Postmodemn
hestorians want to avoud “privifeging” one pomt of view i their
narratives, but the alternative of atempting to meorporate all points of
view or experiences often proves wnpractical The result is often to
abandon grand explinations altogether and to cultivate nuni-narra-
tives, stories, and descrptions.

Beginming i the 1960+, the attractiveness of the num-narsative fit
well with the deepening concern with socal and political justice. What
was called the "new” social history developed it focused particularly
onoppressed groups that had lett litde conventional documentation for
historians. Through ingenious methods, historians bre nght to light the
tormerly unseen, silent and forgotien cohorts of the past. We learned
much about the sex roles and families, cluld searing, schooling, and
work patterns of women and the poor and disenfranchised. The
rescarch was facilitated by the technology then bec miing available:

‘microfilm and nucrofiche: made possible the wide distribution of

heretofore inaceessible primary materials, and computers could com-
pile and analyze huge data bases from parish, municipal, and census
records Theory from the social and behavioral sciences ¢ anthropology,
cconomics, and psychoanalysis, especially) was applied to crystallize
or streteh the historian's pereeptions.

The stunning growth in black history, women's history, family
history, the history of education, and ibor history attests to the vigor
of this new history and the degree to which contemporary social
concerns have influenced its application. An example of the capabilities
of this new sociat history was Herbert Gutman's reexamination of the
black tamily, The Black Family in Slavery and Freedom, 1750 to 1925,
Gutman used plantation archives from counties in three southern
stites, manuseripts from the Freedmen's Bureay, and census records
Hhs resoutcetul family reconstitutions over several generations and his
application of Sidney W Mintz's theory of mimetic cultures led to
tmportant revistons in our understanding of black history. Contrary to
the conventional wisdom on the matter, Gutman maintained that the
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wwo-parent black fanuly was viable throughout the punishing ordeal of
slavery. And the American shive family was probably the tirst “Afro-
Amenican” institution, a hy brid of African and white American cultures
(Gutman 3, 33-37, 151-595).

Mini-narratives have opened 1o our increasingly diverse student
bodies histories closer o their experience and ther communities
Besides the issue of prvilege, however, postmodermists also abject dhat
meta-narrative, or any narrative, assumes the finearity of historical time
and thus does not atend sufficiently to distinet linguistic contexts and
Foucaultian Yayers. This has led to history as dialogne or encounter
across time, in which care must be taken with contexts on both ends.
In social history this often has led to immersion in the everyday life of
a particular locality or village for i very restricted period of time with
the purpose of developing a “thick description” of a small comer of the
world.

Fhis “encounter” approach has also been pursued fruitfully by
historians of political thought and scholars of Renaissance literature.
Political theorists, stitled by the hegemony of East Bloc materialism and
Western positivism and functionalism during the Cold War, dectared
their discipline “dead” in the mid-1950s (Laslett vii). Soon thereafter
ingenions historians like Quentin Skinner and J. G. A, Pocock began
fanguage-centered studies of the beginnings of liberal political theory
in the European Renaissance and Enlightenment. Abandoning the
mets-narrative requirement that the past must produce the present
Uoosely, the "whig” view of history), Skinner and Pocock were able to
let the past be itself. It emerged as more complicated than it would have
appeared under the requirements of parrative, but the same time a
richer setting, with much to teach us* For Skinner, this kind of history
reveals how Lainguages change in the dialogue between ideas and their
historical contexts. Secing great works of political theory as ideological
responses 1o their local, immediate, and linguistic constraints adds to
our understanding of political life itself. And the varicty of moral
assumptions and political commitments in the past become more
evident, consequently we are helped 1o recognize the intelleanal
limitations placed on us by our own envitonment (Skinner 2 Pretace)
Pocock is convineed that the encounter approach allows the histonan
10 show that political language is multi-disciplined. it addiesses all the
purposes and witys human beings articulate and communicate then
political activity and culture. Complex socicties will manifest o numbet
of languages, cach with its own bigses on the meaning and chistribution
of authority. Therein lies the “richness of texture” to be found in the
Iustory of political thought and the reason for studying it (P wock 57,
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12-19, 21-23). Thus, our understanding of the “political” is broadened,
not diminished, when encounter replaces meta-narrative. A wide
varicty of teaching options can be cultivated in this way, especially by
focusing on particularly dynamic historical settings in Western or other
cultures.

The study of Renaissance literature has been virtually transtormed by
postmodern scholarship: an interdisciplinary approach called the “new
historicism” nas emerged. Jean E. Howard, an advocate of this work,
views all historical investigations as “interventions” into the past;
objectivity is impossible. On the other hand, the late Renaissance
environment and our historical moment are similar in their tone. If we
can aceept the tensions and contradictions that predominate in Rencis-
since texts, we willappreciate the resonance between our paradigmless
ages. And, significantly, in this method literature no fonger figures as
merely the reflection of its setting: part of a textudized universe, it is
a proactive agent, helping to shape the historical process and the
political management of reality (Howard, *New Histoncism™ 15, 34).°

Stephen | Greenblatt's protean exploration of “self-fashioning” in
the English Renaissance is an example of mgenious postmodern
scholarship that has spoken strongly o us methodologically and
metaphorically. Calling his method anthropological criticism and ac-
knowledging his debt to Chtford Geenz, Foucault, Jurgen Habermas,
Marx, Nictzsche, and Freud, among numerous others, Greenblatt secks
4 poetics of culture.” It would investigate the mutual interiction
between the text and the world. This approach helps Greenblatt to use
the writings of important Renaissance literary figures to see more
deeply into their own struggles with selt-fashioning, which took place
within a cultural fickd polarized by an anthonty and its alien (4, S, 9,
157). The new historicists have been influential: the Renaissance and
the present do seem to lhave certam similaritics, and self-fashioning is
a compeliing issue for students to work wath. It requires a summoning
of the self, autobiographical chirity, a close investigation of the forces
in one’s environment, and perhaps a0 oscarch tor other settings and
exemplary selves,

There is much in the new scholarship, whether ming-naurative, the
pursuit of dialogue and resonance, or autobiography and self-fiashion-
ing. to broaden our understanding of the capabilities of the hunanities
as a way of reflection, study, and teaching. But, 1am not suggesting that
modern, conventional approaches o history and the humanities
should be abandoned. Some issues will lend themselves to modemn
inquiry, others to postmodern. We hecome betier teachers, it seems to
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me, as we enlarge our repenaire of materials and approaches to them.
Although too many scholars have done so, we need not see modern-
postmodern differences as an abyss or rupture in humanities scholar-
ship. We should see the ditferences as complementary, expanding our
capability to generate questions and devise the mostappropriate means
to pursue theiranswers These are the very scholarly vatues and abilities
that guided Du Bois and that Dewey wanted to encourage in all
teachers. And, as Vito Pertone points out, they are crucial to ateacher's
ability to develop heuristic instructional topies ¢Understanding Up
Fromt™ 2-3, 5-6, 10-20, 37-39).

Postmodern Society: Affinity and Pessimism

Thus far we have glimpsed the great possibilities that postmodermn
scholarship holds for enabling teachers to hear better the diverse stories
their students have to tell and to use the humanities disciplines
resourcefully to develop challenging, engaging, and worthwhile in-
struction for them. But, there is also a downside to the postmodern—
in this instance the postmodern condition—that is often atributed to
the scholagship. 1t is difficult to argue with Gatess assessment that our
Late-twenticth-century world s “fissured by nationality. ethnicity, race,
class, and gender” (Loose Canons xv). Our myriad divisions are really
so many gememschafion, that wall us oft from others while they ofter
us solidanty and a sense of belonging among similarly-situated and
hke-mined peers. The problent is the "others.” Can we be secure if we
do not know them? In our determined  pursuit of atfinity do we
inadvertently diminish our chances for a full life of the mind? Even an
enthusiast for scuttling the modern synthesis like the philosopher
Albert Borgniann concedes that there are problems with the travernse
across the postmodern divide: an increase in dogmatism, ethnic strife,
self-righteousness, and censoiship (79). Our sense of fragmentation
into selt-enclosed commumties of attinity and discourse is palpable.
Certainly in our classrooms we can teel the pull of group identities
separating our students along gender. rice, sexual orientation, class,
and other lines, Al of this is matched by o pervasive, yet superficial,
relitivism whenever discussions move 1o issues of value, choice, or
morality “Everyone s equal, therefore all opinions are equal!” And the
Bosnia mictaphors that abound - our attempts o capture these
tendencies suggest i sittation in which civil war, rather than civil order,
prevails

Probably the iggest fear in developing curriculabased on postn xlern
scholarstup s that they actually will foment Balkanization and stand-
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off among students. Some measure of plausibility for those fears is
provided by the proponents of critical pedagogy. The self-proclaimed
radical pedagogues display a range of stances, however. On the one
hand, Donaldo P. Macedo has described the American public school
system as a sophisticated colonial model, driven by a “pedagogy of
lies,” which does little more than “manufacture consent™ for a corrupt
social and poltical regime (202-204). On the other, Henry A. Giroux
seeks to distance himself from the pessimism bred of the customary
language of critique and domination and move toward a form of
pedagogy that will make “despair unconvincing and hope practical.”
He calls for reconstructing the “proletarianized” teacher force into
transformative intellectuals. He and Peter McLauren would make the
schools into truly democratic places that cultivate “cntical agency” in
students (Giroux 128, 122; Giruox and McLaren 19). As attractive as
these goals are, and similar rhetorically to those I am advocating in this
essay, the educational vision at the center of critical pedagogy—to use
the schools exclusively to fight oppression—remains overly prescrip-
tive nevertheless.”

Many teachers, sensing this, remiin wary. They will eschew current
scholarship if embracing it leads to the hyper-politicization of their
classrooms, As T have argued already, this need not and should not be
the case. Alter all, European hegemony is actually diminishing in the
world, feminists long since have begun to dismantle male dominance,
and racial and cthnic solidarity provide an accessible grounding for
identity in a racially sensitive culture such as ours. Students may not
even be aware of these circumstances, but they bring their conse-
quences into our classrooms with them. Thus, it behooves us to use iany
and all scholarship that we can to respond to and move constructively
with their energies.

Furthermore, few would deny that fe quotidien on our postmodern
terrain leaves much 1o be desired. it seems to have tiken a heavy toll
on our spirit, hope, and political vision. According to West, we have
witnessed the disappearance of the spiritual communities that in the
past helped Americans to Lace dittonltios and despair. The results are
Tives hilled with “random nows ” West §s particularly concerned about
the hopelessness and absence of meaning in lite that is pervasive
among poor abian blacks (Race Matters 5, 15) But the impression is
prowing that his concerapplies toalt our school-age youth and to 18-
to 29 year-olds as well Thus, we nay be sliding into a0 forn of
hegemonic pessimisme Certainly our studdents should not be burdened
with such a specter in their chisstoonys, i hopielessness has reached @
tever pitch in our uthan poventy ghettos and is evident more generally
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among our young, much of it is driven by the sense that there is no
*place for nie” and the belief tha “we have no plice to go together.”
As a society we have become imprisoned in the present to an alarming
degree, fenced in by an undecipherable future and a fragmented,
inaccessible past (Fideler, "Historians™. Postmodemn scholarship is
very valuable in helping us to understand our entrapnient and cultivate
scaled-down narratives essential to our stories of self and community.
Nevertheless, much of our current situation and the attendant hopeless-
ness that it seems to engender is in the largest sense of the tenms, moral,
historical, and political. We have to find ways fogether to sce tarther
ahead and back. The best kept secret in postmodern scholarship, the
views of the skeptics notwithstanding. is that much of value is there tor
our alulity to do this.

‘The unportance of political thought in our attempt to took ahead is
suggested by ‘Fracy B. Strong, who maintiins that politics at its most
haste secks answers simultaneously to two guestions: Who am 12 Who
are We? He is convineed that rationatization, in Max Weber's meaning
of the term, had dissolved affective status relations and inade economic
concetns more important than politics long betore the postmodern
moment. Severtheless, we now find ourselves immobilized, needing to
recognize our failure to live up o a shared vision. Thatis tosay, we need
politics more than ever now; but, we are tempted to leave that often
difficult "community of discourse” for other easier and more inviting
realms (Strong 34, 1S9-60).

We have seen that these temptations have been heightened by the
dedlining fortunes of the European Enlightenment Project and the
conconitant encouragement to find one's own community and story.
Nevertheless, we have to ask curselves: How wide is the circle of the
we? Perhaps our preoceupations with the local, familiar, and unique,
as fmportant as they are, should be reexamined. One way to look atour
recent priorities is that we have renounced all, or most, universal or
spucies concerns. According to the historian David Hollinger, the most
crucial "event” in intellectual history since World War If has been the
expansion of ethnos-centered discourse and the simultaneous shrink-
ing of species-centered discourse. We have foresworn all but our
wethnus,” our civie, moral, and epistemic communities of - birth.
Postmodernism, for its pant, has valued affiliation and solidarity over
objectivity, and we have forged an age of “anti-universalist historicism”
(Hollinger 4§9-20, 322-23) But, as Gates points out, < mindless
celebration of ditteience s no more viable than nostalgia for an
intagined homogencous past i working to amcliorate what ails us
(Loose Canons ix) Clealy we nist move forward.
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The Quest for Enlarged Understanding

There are not only reasons but ways to overcome the stoicism and
skepticism that have been shrinking and immobilizing our collective
spirit. The seedlings from which strong trees of hope can grow have
long since been planted. We simply have to mark them and nourish
them. For example, just over a decade ago, Carol Gilligan expressed the
belief that, through her study of women's moral reasoning, women will
arrive at an understanding of the “integrity and validity” of their
thought, the experiences it “refracts,” and the “line of its development”
(3-49). Beyond this, however, her goal was “to expand” the understand-
ing of hunan development itself by supplying the data left out in the
carlier construction of theory. The discrepant data on women's expe-
riecnce can provide the foundation for a new “more encompassing
view” of the lives of men and women and overall a “more generative
view of human life” (174). Gilligan's intention is a simple and elegant
guide for moving ahead: validate the experiences and thought of
marginalized populations and use the data gained to see our condition
and possibilities more fully.

This model encourages us to build outward from affinity toward an
enlarged understanding and to draw a wider ‘circle of the we'. There
is evidence accumulating that this process is under way, even among
some of the most redoubtable critics of the Enlightenment. Kuhn, for
instance, has attempted to conflate objectivity and solidarity into a
“single character™; and Rorty's explanation of solidarity now shuns the
strict ethnocentricity with which he had been identified proudly carlier
(Hollinger 324, 328).

Nevertheless, with issues facing us of such a distinctly political cast
(in the broad, rather than the partisan, sense), it is unfortunate that John
Rawls's A Theory of fustice, the work which resurrected political
philosophy from its premature “death,” receives so litde attention
beyond the ken of political philosophy in our moment of epistemic
transition. Rawls's magisterial study developed the case for an imagined
social contract that free, equal, and rational persons could aeeept to
define “the fundamental terms” of their association, or polity. Seeking
to cestablish “justice as fairness,” he pushed to a higher level of
abstraction the Enlightenment social contract ideas of Hobbes, Locke,
Rousseau, and Kant (Rawls 11)* Rawls's universalism and North
American liberalism have made him an casy target for situation-
conscious postmodern critics, and he s dismissed all too casily as yet
another unregenerate modern who, in Haollinger's words, has “con-
fused the local with the universal” (317),
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The lack of interest in Robert Nozick, an early critic of Rawls, is more
puzzling. Perhaps it is because he focuses on individuals and not race,
class, and gender cohorts in his theory and his conceptual vocabulary,
like Rawls's—state of nature, private interests, minimal state, utopia—
seems anachronistic to postmodern historicist/linguistic parlance.
Whatever the reasons, his somewhit ironic “framework for utopia”
would seem to it well in other respects with current groping from
communitics toward a larger sense of solidarity. Nozick argues against
Rawls's insistence that the universal principles of justice have o be
agreed upon before the just and fair polity can be formed. We are all
so different from one another in temperament, interests, abilities, and
aspirations, according to Nozick, that, even if there is one ideal pattern
for society, it is unlikely that it would be found in Rawls's theoretical
fashion. But that does not mean that the scarch for the perfect society
cannot be undertiaken stagting from scratch. Nozick's alternative is an
experimental and experiential process. “Utopia will consist of utopias”
(Nozick 311-12, 328-30). Individuals must see themselves as free to
establish “communities™ of their choice with other like-minded people.
They can design communities and remain in them, improve them, or
leave them. Some communities will suceeed, others will be abandoned
or split, and new ones will be undertaken. The framework requires a
minimal state to settle disputes betw een and among communities, to
guarantee uncoereed passage into and out of communitics, and to
insure that children learn of the possibilities of life beyond their
immediate communitics.

Nozick argues that his utopian process should be substituted for the
static "end state” of typical utopias. It is in our particulir communitics,
after all, that we realize our nonimperialistic vision of the good society.
And, when the framework is infused with many such compelling
visions, it delivers “the best of all possible worlds.” What is so current
about Nozick, in my judgment, is the immanence, contingency,
unpredictiveness, and diversity implicit in his framework. Only a fool
or a prophet, he claims, would try to foretell "the range and limits and
charadters of the communities” that it would yield. And, perhaps most
important, if one good society for all does emerge somehow from the
process, it will only be because everyone voluntarily chooses it (Nozick
331-34

In any case, the largely ignored, yet potentially valuable, models of
Rawls and Nozick notwithstanding, theory of a more distinctly
postmodern pedigree is alive and well and can contribute much to
those who seek a road map across the divide, More and more we hear
calls to synthestze voices and move on to new ground, and the
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postmodern critique of modernism seems to be moderating. For
example, Stephen K. White maintains that postmodern political theory
has much more to offer than its notable assaults on Enlightenment
universalism. One such contribution is its ethic of “responsibility to
otherness;” another is its “moral-aesthetic sense” (White 19-21). These
contrast markedly with the categorical and universal dimensions of the
modernist ethic. White seeks particularly a middle way between
Rawls's universalism and Rorty’s celebration of group identity. The
challenge, of course, is to recognize that the modern and postmodern
predispositions can be complementary rather than binary opposites, Of
the various paths forward embedded in the current scholarship, the
perspectives of the historian Hollinger and the political theorist Seyla
Benhabib are particularly interesting. Hollinger is less friendly to
postmodernism, and Benhabib's outlook is more deeply rooted in
feminism. Both, however, acknowledge and build on postmodernism’s
celebration of the local and fear of the universal.

Hollinger, unlike Arthur Schlesinger, Jr., for whom ethnocentrism
has no redeeming qualities and is inimical to “America as a people”
(Schlesinger 15-18), engages the unregenerate historicist/linguistic
theories of the likes of Kuhn, Rorty, Geertz, and the historian and
political theorist Michael Walzer. We have seen that he identifies the
modern with a concern with the species and the postmodern with the
ethnos. Diversity has replaced unity as the slogan to encourage respect
and equality. And our “alterity-preoccupied, deeply anti-imperialist”
generation of intellectuals is unprecedented in its ability to argue for
enclosures and circle-drawing. The term ethnic has come to stand for
“situatedness” within any bonded community. Yet, Hollinger reminds
us that in an age of “deterritorialized communities” just where do we
belong anyway? Communities are different in their boundaries, struc-
tures, functions, and demands. Although there is much blithe talk about
communities of affinity these days, most people are involved in several
communities simultaneously and pursue their lives shifting among
several “we's.” Our habit has been to over-simplify what it means to
situate a person or a text (Hollinger 323-24, 328-30).

In light of these complications, Hollinger proposes a “postethnic”
disposition toward affiliation in a variety of contexts. Hollinger's
postethnicity does not deny, but rather accepts consciously and
critically, the many layers of we's. The postethnic challenge is to steer
a life’s path between cultural universals and the celebration of sheer
difference. We must stretch the limits of the epistemic and moral “we”
but do so without ignoring postmodern objections to universals.
Through such devices as “immanent critique” (Rorty) and “intersubjective

E l{llC 13y 1
| L




Q

ERIC

Aruitoxt provided by Eic:

reason” (Habermias, Jeffrey Stout), we have to continue the search for
practical dialogue across the boundaries that separate us and for a way
to expand the "moral ‘we’.” The one “field of power” that is available
to facilitate compromises and operating arrangements among, univer-
salist and particularist impulses, according to Hollinger, is the “nation.”
In uffect, we find ourselves in a veritable *state of nature’ right now; we
may have to rediscover or reformulate our understanding of the social
compact and the nation (Hollinger 332-33, 335-37).

Whereas Hollinger encourages a postethnic political conversation
that would move communities toward participation in a broader polity,
Benhabib's undertaking is to develop a post-Enlightenment defense of
universalism. However, her universalism, unlike Rawls's, will be
interactive, acknowledging of gender differences, and alert to contexts,
Her goal is to find a new way for reason to yield justice with dignity and
the promise of happiness. To do this, Benhabib argues, we must move
from a “legislative” to an “interactive” rationality (1-5). The latter
actually leads to a community of inquirers in the spirit of Charles
Sanders Peirce's approach to truth-searching, Benhabibis very much a
contextualist: reason and the moral self must be situated in the contexts
of gender and community. At the same time, one’s context must not be
considered closed or a prison. Soundling a bit like Nozick, she insists
that individuals have the discursive powerto challenge their situatedness
in the name of “untversalistic principles, future identities and as yet
undiscovered communities® (8). And, in the same spirit of avoiding a
break with the modern that we have seen in White and Hollinger,
Benhabib holds that the seeming opposites, the “generalized” and the
vconcrete” other, actually exist along a continuum that extends from
“universal respect for all as moral persons” to'the “care, solidarity, and
solicitation® that connects us to those closest to us.

Even though relations of justice occupy the privileged position
within the ethical domain, they do not exhaust it. Benhabib is very
concerned with challenging the long-held convention in universalist
theories of justice that freedom, equality, and reciprocity apply only to
the public sphere outside the houschold. Conscequently, the private
sphere, left to its own deviees, has been “an opague glass” that has left
women and their traditional spheres of activity invisible and inaudible.
In the spirit of Gilligan's critique of and remedy for traditional theordes
of human development, Benhabib observes that this reveals an
epistemological deficiency in modern political theory, not merely an
omission or a blind spot, And, acknowledging her debt to Hannah
Arendt, Benhabib calls us to a “moral conversation” that will enable the
art of *enlarged thinking” to develop, This can happen, she naintains,
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if we bring “civic friendship” and solidarity to the many perspectives
that constitute the political (10-14).

Hollinger and Benhabib offer different, but equally promising,
visions of hope and possibility for our ability to move toward an
enlarged sense of who we are as a people. They are clearly postmodern
in their insistence on the epistemological importance of difference and
situatedness and in their discomifort with @ priori universals. Yet, they
acdmit that their political goals are hot irreconcilable with those rooted
in the Enlightenment—a polity formed from reasonable discussion,
deliberation, and compromise. :

I can imagine distilled versions of Hollinger's and Benhabib's
outlooks serving as very stimulating vehicles for student projects and
discussions about how different communities can live compatibly and
productively together or what it means to be part of a community and
a polity at the same time. In conjunction with models derived from
Rawls and Nozick the mix of possibilities becomes even more exciting.
Speculations about the state of nature could be developed, which in
turn would inevitably lead to deliberations about the social contract
and the differences between nature and polity. What is the social
contract? What purposes does it serve?  Historical and contemporary
examples of social contract-building could be explored. The point is
that current scholarship about the polity is not irrelevant; rather, it is
essential for our capability to transform the divisive and pessimistic
inertia of the moment toward a practical and hopeful sense of where
we might be able to take ourselves together.

We must be able to look back with some comprehension as well.
One of the sources of our current societal disorientation is our lack of
any sense of where we have been. And the devaluing of the Enlight-
enment has taken much of the luster and interest away from the
founding of the United States, our social contract moment, But a new
study of American constitutional thought, in a modernist tone, 7o Make
« Nation: The Rediscovery of American Federalism by Samuel H. Beer,
nmay reverse some of that. Beer argues that the founders of the republic
were not anti-democtatic aristocrats: seeking to protect the existing
hivrarchy under another name. They befieved in popular sovereignty,
but thought that it could be preserved only with rather complicated
institntions, ¢.g., the Constitution of the United States, Particukarly
tmportant in light of Hollinger's and Benhabib's work s that Beer
helieves that the founders of the republic explicitly designed a polity
that encouraged wide participation and rational deliberation in
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“government by discussion.” It was expected that involvement in that
discussion would yield “broadened perspectives™ for all (Sunstein 38,
39, 41).

Another timely effort to help us look back with more comprehension
is Ronald Takaki's new volume, A4 Different Mirror: A History of
Multicultural Amevica. Takaki works in a postmodern way, but he is
attempting to revive the meta-narrative, Perhaps, better said, he is
developing a multi-narrative or a pan-narrative of America's cthnic
history.? This is bottom-up social history, in which Takaki relies heavily
on persenal stories and works, such as novels, poetry, song lyrics, and
the like, to build his narrative fabric. He is convinced that, by sharing
their stories, America’s diverse groups “are able to see themselves and
each other in our common past” (16).

A “Curriculum of Hope* and the Revival of the Humanities

Looking back with interest and comprehension, looking forward
with hope and expectation. These are not the worst starting points for
our educational challenges in the next years. A well-grounded “Curricu-
lum of Hope" might even be a distinet possibility. And, were we to
become more articulate about how the humanities facilitate the search
for a “shared language of the good,” we might begin to attract more
support from the larger society.

The questioning and evaluating of just what the humanities are and
can do and say with credibility to our skeptical and stoical age has been,
and continues to be, painful and polarizing. Nevertheless, as 1 have
tried to suggest in these pages, the doubt and pain brought on by this
fundamental reappraisal in scholarship is bringing the humanities into
a closer engagement with the world. And, beyond the uncertainty, the
scholarship is already clearing paths toward the far side of the
‘postmodern divide', If we scholar/teachers can find our voices, the
humanities, now of a wider circle and enlarged understanding, will
come into their own in our schools.

Notes

1. For Perrone’s discussion of Dewey, see Working Papers 127-32.
Israel Scheffler has argued similarly that teachers be acknowledged to
have “a special dedication to the values of the intellect and thu
enhancement of the critical powers of the young” (11).
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2. Rosenau elaborates on several differences between the two terms.
Postmodernists, for example, are “more oriented toward cultural
critique.” They tocus on “the concrete in the form of *le quotidien’, daily
life, as analternative to theory.” Some postmodernists even revert to the
pre-modern and are “classical empiricists, privileging sense experience,
a highly personal, individual, nongeneralized, emotional form of
knowledge.” Poststructuralists are much more comfortable with theory
and are particularly interested in methodological and epistemological
matters. They concentrate on deconstruction, language, discourse,
meaning, and symbols and “remain uncompromisingly anti-cmpirical.”
Another important distinction, according to Rosenau, is that between
“skeptical” and “affirmative” postmodernists: the former deny the
possibility of truth; the later reconceptualize it within personal, local,
and community contexts (chaps. 5, 7). Rosenau's book is a useful and
didactic exploration of the assumptions, purposes, and intricacies of
the new scholarship. She pays much attention to the humanities, and
her discussion is largely transferable to the humanities.

3. Lawrence Stone (189-94), a modernist, and Gabrielle M. Spiegel (194-
208), a poststructuralist, offer their views on history as literature in Peast
and Present 135 (1992). Dominick LaCapra has done much to alert
historians to developments in the neighboring fields of literary criticism
and philosophy (Rethinking Intellectual History 14, 29-31, 63-65). Also
see John B Toews on the “lingusitic turn.”

4. Rosenau agrees, maintaining that postmodernism's arrival was “no
accident” but rather “concurrent with—and perhaps in response to—
societal upheaval, cultural transformation, political change, deep philo-
sophical debate over core values, and disciplinary crises” (9).

5. Fora brief overview of this new historiography of political thought,
see Fideler and Mayer, Introduction.

0. Recently Howard has become more eritical of the new historicism;
see her “Femintsm and the Question of History.

7. For a fuller development of this appraisal of critical pedagogy sce
Maxine Greene, "Reflections on Postmodernism and Education.”

8. For a very compact presentation of his views see Rawls, “Justice as
Fairness.”

9. At the 1993 National Institute of the ACLS Elementary and Secondary
Schools Teacher Curriculum Development Project, approximately one
week after | had formulated the term “pan-narrative” in this article to
describe “Fakaki's integrative work, Terry Moreland Henderson, a
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Unificd School District and a fellow in the UCLAZ/ACLS workshop,
suggested to the assemblage that “pan-culturalism” has 4 more encom-
passing and enveloping tone to it than does the now over-used and
fragmenting “multiculturalism.” Among other things, these examples of
the need to invent terms indicate that our curricular practices and
commitments have begun to outdistance our conceptual vocabulary.
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