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Editords I ntroducti on: Rel ating to nCc¢

| am writing this just a couple days after the beginmhgur new year, 2011. It
seems to me that the beginning of a new year is an excellent time to reflect on this
jousnalh&me, A Co n tdwhiahwe celebeated lasiG/baaat theeMCTE
Conference.As we teachers begin 2011, we needto askbwse s, A What r emai n
6continuousd in our classrooms? And how ca
al ways good to have?o0 Furthermore, we can
These questions include, fWhsatt hhiass &bcchhaannggeetd
desirable? And are there times when we shoulddavod c hangi ngé our <cl ass

The articles (and poem) in this journal

ome | evel or another. The mo satn dc ocniinaonng eroe |
hat | 6m noticing from the submissions in t
continuityo in t he ddrcladngreadersrofthsgoyrr@iton s pi re o
changeodo their cl assr oo mdlagedentonsate hHow The au
tried-andtrue practices in the classroom may remind us about what we may need to do
differently.

Anot her i mportant manifestation of fAcont.i
in the content of the arthel®cendeinsad pect s b
issue ofMEJ. Some things abomEJh ave r emai ned ficontinuouso:
yearly issue, we have a beautiful cover, and we still have print articles in the same set
as last year, for the most part, with identifiedi¢ogategories within the journal and
articles within them. However, many aspects abtdh ave al so fAchangedo
around. The most obvious change is with me, | suppose, in my new role of editor of this
journal. As editor, | wanted to have an eddl board this is also new tMEJ. Six
individuals from the MCTE boa#éd Jacqueline Arnold (our current president), Jessie
Dockter Tierney, Bill Dyer (the formeviEJ editor), Jeremy Hoffman, Rachel Maow
Lloyd, and Charon Tiernéyagreed to assist methe article review and selection
process for this journal. They were instrumental in helping me choose the twelve pieces
that are included here. So unlike with previMiBJissues, thMEJ articles selected for
this issue were chosen anonymously by th&rth and subjected to a peer review process.
(As editor, | was the only reviewer who knew the names of the authors.) Through all of
our work, I really gained a truer sense of what Andrea Lunsford meant when she
proclaimed that every act of writingisama A of col |l aboration. o T h e
you see in this journal is indeed a collaborative effort.

All five categories for our journal submissions explore both "continuity” and
"change." The first is calledPart OneDefining Our Profession." With category like
this, we're obviously paying attention to traditional teaching concepts, as Richard Beach
exposes in his article about Minnesota teaching over the last 50 years, and definitions that
stem from ancient rhetorics, as Carol Mohrbacher shewis kner article on "style."
However, it's important to note that Beach titles his article "Changes in Minnesota
English Teaching"; he shows us how methods in the classroom have differed from decade
to decade. And Mohrbacher's article shows us how atiglics of the traditional concept
of "style" have changed to become relevant for our modern students.

Our next category iMEJ, "Part Two:Multicultural Literature in the Curricula,”
stems from a need to change what's continuous. All three articlesdelge the
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"continuity" of typical classroom practice that involves teaching traditional, Western,

male authors in Kcollege classrooms. However, all three also manifest the possibilities
that can come with classroom "change": Candice Deal, CorrinerBhréund Paula

Schevers show how Indian novels can teach complexity of identity to secondary students;
Darryl Parks reveals the importance of not clumping Native American literature together
with all multicultural literature and instead viewing it withta bwn separate tradition of
literary work; and Jacqueline Arnold and Anne O'Meara provide us with many ideas for
new books we can read to bring an appreciation for cultural diversity into our English
classrooms.

The next category of articles her@drft Three:Working with New Media," may
seem to serve only as a set of argumemtslassroom change. After all, Linda Lein asks
teachers do their best to "survive the tsunami” of online educational techniques; Molly
McCarthy Vasich and Jessica Dockter Tigrsaow the dynamic consequences of having
their students work on documentary films; and Elizabeth Barniskis shows how her
students were able to open up to discuss race isstiegkieberry Finrby using an
online NING. Still, one commonality between thltee of these articles is the desire to
maintain "continuity” in writing processes to achieve course objectives. All of these
instructors understand that new media tools enhance student learning but do not
necessarily replace traditional, "continuous"sne

Our final major article categoryPart FourWhy Teach This Text?," shows how
new texts can be used ird6llege classrooms to learn triaddtrue educational
concepts. My article on the 2009 filarecious(directed by Lee Daniels) shows how
instrucors caruse this film as a resourceitoprove their teaching of developmental
writing. Dallas Crow explains that he teaches the poem "Maizel at Shorty's in Kendall"
to help students grasp key poetic concepts. And Heather Megarry Traeger discusses the
advantages of teaching specific novels and/or plays in her Somali charter school.
Therefore, we can see that each article here shows how what's "continuous” in the
classroom those objectives that we attempt to fulfill in the classroom year after year
may ke "changed" through the introduction of nB\m or print texts that help students
engage and learn.

Our issue concludes with i C o poam fiom Bill Meissner"Veteran English
Teacher: The Chalk Magician." It asks us to think of an ephemeral, suppostthted
technology-chalk-in new ways. His poem thereby reveals chalk's continuous imprint on
our lives:

As the students file out, <the teacher> nods at each of them.
He wishes they understood that chalk will outlast us all,
leaving traces of itdf long after we are gone.

The poem suggests that cha#ind the lessons taught with-will remain with us much
longer than we are aware. In this sense, "continuity” is shown in this poem as something
that survives into infinity.

Does this mean "caimuity," ultimately, matters more than “"change” in our
English classrooms? Hardly. | believe we chose the theme "continuity and change”
because a symbiotic relationship exists between the two concepts. Where "continuity” is
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present, "change" is as wedind vice versa. | want to thank these authansl my
editorial committeefor enhancing our awareness of this.
| hope you enjoy the neMEJ For comments or questions on this issue, please
e-mail me, Brian C. Lewis, dirian.lewis@century.edu Or, instead of an-mail,
please consider writingfd_etter to the Editadf or us to publish in our
like to know what you think!

Brian C. Lewis

MEJ Editor
January 5, 2011
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Changes in Minnesta English Teaching: 19662010

Richard Beach, University of Minnesota

| started teaching English in 1967 in a suburban, mididiss high school outside of
Hartford, Connecticut. Then, some 37 years ago when the Minnesota winterseeat
winters,"l began teaching English education at the University of Minnesota in Fall, 1973 and
began attending MCTE conferences.

Since my first efforts to teach high school English, I've withessed considerable changes
in English teaching during my career.

During the past 50 years with the founding of MCT#howe areas English teachers
reflects changes in the prevailing practices and values of our times.eWe kmger the
didactic purveyos of values based on moral lessons extracted fiterature, a role dered from
the 19th century.And, we are no longer the arbieof correctness, doting on errors,
constituting the role of the English teacher of the first half of the 20th century.

Whowe teachhas also changed. The ckmssed, tracking labels of Yitability” versus
"low-ability" or "remedial" has given way to greater diversity in our classrooms related to ability,
race, class, and gender.

This societal diversity has led to changewatwe teach. Since the 1950s, the
relatively narrow higlschool literature canon of white male authardils Caesar, The Scarlet
Letter, Red Badge of Couragagc.) has broadened out to include young adult literature and
writers from a range of race, class, gender, and global perspectives. Writing instnastio
evolved from the formalist essay written primarily to the teacher to writing multimodal,
interactive discussion or blog posts or wiki entries for multiple audiences.

How we teach has also changed, changes reflecting a shift to foopenteacher/tex
centered instretion to more studertentered, constructivist, inquidyased learning. The
straight rows of desks facing the front of the rooms, raising their hands to answer teachers in the
traditional initiatresponsesvaluate IRE ritual, have beerplaced by students in small group or
online discussions, or actively engaged in drama activities or media productions.

And, whywe teach English has certainly changed since the 1960s with economic and
cultural shifts towards life in the global, knowledgmnomy. While in the 1960&e prepared
middle-class students in the literary canon and the "college essay" for success in college and
working-class students for "workplace literacies" for a job in the local factory, we must now
prepare both groupd students for the knowledge economy that demands relatively high levels
of literacy. And, we've always hoped that our students would learn to appreciate literature and
writing as a way of valuing the reflective, aesthetic, and ethical experiencesdffordreative
uses of language.

To track some of these changes since the 1960s, at the risk of overgeneralization, I've
identified one prevailing focus or theme that best characterized English teaching for each of the
decades since the 1960s, recognizivag lots of other changes occurred within each of these
decades.

196071 1969: The Autonomous Text

When | started teaching in 1967, | taught literature the same way | had been taught in
college. | adopted a New Critical stance that the text was ancaibois entity divorced from
the influence of readers' purposes or agendas. | was the master explicator, modeling analysis of
the intricacies of figurative language. My students were far more engaged when we connected

2
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their responses to novels likatch22 to the protests occurring in their school over the Vietham
War or when we examined initiation experiences in their own lives as portrayed in literature and
film.

Similarly, writing instruction consisted drawing on formalist rhetorical models of
form, somy students wrote outlines, sieglough drafts based on tideal fiveparagraph essay
template, and then made minor editing. They therefore perceived writing as largely an exercise
in filling in the template boxes, so they didn't have a strong ne@asarite to voice their ideas.
Because they were writing largely about literature, and because most of my students were not
comfortable writing literary analysis, they weren't engaged in their writing. As later composition
research indicated, becaubey were making few major revisions requiring se§essing, their
writing showed little improvement over time (Beach and Friedrich).

There was also little focus on media or popular culture dettte equipment was quite
antiquated. | recall showing & millimeter film and making the mistake of sitting in the front
of the class. Towards the end of the film, | looked to tlok lb&the room to witness a hupgie
of film on the floor, much to the snickering amusement of my students.

Our classes were aagized by "ability levels." | actually enjoyed teaching my "low
ability" students because they were continually sharing their everyday experiences with the class,
sharing that often led to some engaging discussions and writing.

In teaching "higkahlity” 12th grade literature, | was also caught up in the popularity of
the "Spiral Curriculum” of the 196®8ghe idea of building the curriculum around teaching
conceptual frameworks. | therefdeight my students Northrop &g archetypal nartise
patterns-tragedy, comedy, romance, and iréniyn a very topdown manner, failing to recognize
that without extensive knowledge of a lot of literature, that my students did not really understand
these narrative patterns.

197071 1979: The Response and Caoposing Process

In the late 1960s, educators began to challenge New Criticism's focus on tiwauie
text, as well as its need to approditdrary criticism in a toglown manner. Participants in the
1968 Dartmouth Conference, drawing on earlier trarwzal theory of literary response
(Rosenblatt) and theories of learning through drama and language use, as well as research on
literary response, argued for the need to focus more responding to literature through valuing and
sharing students' individuatsponses, particularly their engagement, autobiographical, and
intertextual responses. This adoption of a reaglgponse approach wasn't necessarily
widespreaggiven the continued use of those-fsyund literature textbooks with largely
canonical textaccompanied by recall questions about character, setting, storyline, and theme.
At the same time, there was a growing awareness of the emergence of thagolangvel as
an engaging alternative to these canonical texts, particularly foraolgscet students.

The 1970s also witnessed the development of the composing process approach to
teaching writing through prewriting, drafting, revising, and editing, along with the later
realization that these processes are not necessatrily linear, but emuiiseve. This focus on
the composing process drew on research such as Janet Emig'3su@pmposing Processes
of 12th Grade Studentwhichfound that students, as well as writers, didn't employ the
traditional outline, draft, edit formalist model.

During the 1970ghere was also a growing recognition that many students were having
reading difficulties. The first assessment of students' reading alsbinekicted by the National
Assesment of Educational Progress in 1971 found that marnpd®17-yearolds had difficulty
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interpreting texts. That same NAEP assessment ctediin 2008 found that 3yearolds

showed no significant improvement over their 1971 peers (Rampey, Dion, and Donahue),
suggesting that students continue to have diffidualigrpreting texts. On the one hand, this
concern with students' reading difficulties led to an increased focus on the need to teach reading
comprehension strategies, as well as attention to students' positive interest in reading emerging
young adult liteature. On the other hand, given the prevailing-$ldded methods of reading at

that time, this led to a "bad¢k-the-basics” movement focusing on teaching of isolated,
decontextualizedeading comprehension skills. Unfortunatehystskill-based aproach that

focused on summary and informational réoalglected student learnimd what Russell Hunt

defines as a "poirdriven” reading stanéethe ability to infer thematic and symbolic meanings,

as opposed to simply summarizing the storyline orlliaganformation.

19801 1989: The Social

With all of the attention on response and composing processes in the 1970s, educators
began to recognize the need for students to do more than just employ these processes. Educators
realized that they also nesito create social contexts with an engaging purpose or audience that
motivated students to respond or write. This led to devising writing assignments such as the |
search assignment, familystory writing, or persuasive writing activities which invalva
clearer sense of social purpose and audience constituting a social context. During the 1980s, |
did research on use of refday activities to foster persuasive writing to other roles about
issue® for example, whether students at Rosemount High Schanld be able to go off
campus for lunch. Students reeelatively engaged wittis writing because they were using
writing to convince audiences to support their positions on this issue. And, as teachers
encouraged students to write for peer audésnwriting instructors increasingly employed peer
feedback groups as a means to help students reflect on how their writing engaged their peer
audiences.

This focus on the social also led to an increased interest in how to effectively facilitate
literaturediscussions through use of higheder questions and smaglioup discussions.

Teachers were also adopting more readiniging workshops (Atwell) and individualized
reading activities related to the growing popularity of young adult literature. Adalifion
middle-school language arts teachers built crdissiplinary curricula that focused on early
adolescents' social needs.

During the 1980s, fueled partially by the electives movement and improvements in the
technology for showing and accessing methiare was an increased focus on teaching film,
media, and popular culture, as evident in the rise of English elective courses such as "The
Mystery Novel and Film."

19901 1999: The Cultural

The attention to the social context and students’ prior ledye and experience in the
1980s, as well as the increasing diversity of student populations in Minnesota schools, led to
increased attention to cultural differences through the infusion of multicultural literature in the
curriculum, as represented by tipeiblication ofBraided Lives: An Anthology of Multicultural
American Writing (Minnesota Humanities Societyachers also focused on portrayals of race,
class, or gender differences in literature as reflected in Deborah Appleman's book on the
applicationof critical lenses, as well as addressing issues of institutional racism portrayed in
literature (Beach, Heartlinghein, and Parks).
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Writing teachers, often working in conjunction with the Minnesota Writing Project or the
College in the Schools prograogntinued to expand the genres and topics of writing
assignments. Students began writing ethnographies about local cultures or engaging in multi
genre writing. Teachers such as Jan Mandell at Central High School in St. Paul were using
drama to engage stants in critical inquiry about issues of race, class, or gender differences in
their everyday lives.

At the same time, during the 1990's, politicians and business leaders called for schools
and teachers to be held "accountable" to standards andtest sthided to the development
of high-stakes reading and writing tests for all Minnesota students, as well as the Minnesota
Profile of Learning and later attempts to impose contieinen standards by former
CommissionelYecke, a shift that would cantie to challenge English teachers' professional
status and autonomy to the prese@ur 20002001 research with Minnesota English and social
studies teachers found that teachers had difficulty adopting performance assessment techniques
associated withhie Profile of Learning, particularly if they had not received adequate preparation
for using performance assessment (Avery, Beach, and Coler).

200071 2010: The Digital

This past decade has witnessed a $fuft an English curriculum focus on primarily
print literacies to uses of digital tools such as blogs, wikis, podcasts, and online discussions in
thecl assr oom. T hi s intreased gse of diditdl @mrmusicason toalseutside 6
of school. A 2010 Kaiser Family Foundation report fothat adolescents are now spending
about more than seven and a half hours a day using some sort of digital or medialdesnee.
survey (National Council of Teachers of Engl)sb2% of English teachers indicated that their
students spend at least an haweek outside of school writing in such environments.

This increased focus on digital i ter
di scussions, or wikis to foster students
video prodation for communicating their ideas (Beach, Anson, KastBi@euch, and Swiss).
Students used these digital tools to communicate and interact with wider audiences beyond the
school walls. Students shared their responsi®etature using a variety ofndine discussion
techniques, including wikis and blagsThey created digital poetry, storytelling, and comic
books as multimodal forms of communication. They created digital videos that engaged
multiple audiences. And, they usega@rtfolios to reflet on their learning ovetime.
Recognizing the lack of focus on media/digital literacies in the Common Core Standards,
Minnesota teachers added their own additional standards to that focus on analysis and production
of media and digital textdv{innesota @partment of Education).

Building on the cultural, Minnesota teachers continued to diversify the literature
curriculum by treating authors of color not as token-ads, but at authors within the canon.
They also incorporated spokearord poetry and rap aident in thelTeens Rock the Mjaroject
at Minneapolis North High School. And, they continued to redesign the curriculum around
inquiry-based projects for engaging students in plzaged writing or serviekearning
experiences in their communities @, Campano, Edmiston, and Borgmann).

However, the effects of testing continued, vatheturn to the focus on formalist "five
paragraph essay" writing instruction of the 1960s designed to prepare stadstéedardized
writing tests. And, thestest results revéed that in 2009, while 84% ofhite students passed
this writing test, only about half of students from sdwminantculturalgroups passed the test, a
disparity that can be attributed to a 60 percent disparity in opportunities tdé&tamen high

acies
o it
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support/performing versus low support/performing schddth@tt Foundation for Public
Education). So, while English teaching continued to change since 2000, a larger economic
inequality in American society persisted that fostered dispaiitistudents’ performance.

Summary

As we celebrate the 50th annivegsaf MCTE, we need to recognize that many of these
changes over the past 50 years occurred because Minnesota English teachers were willing to take
risks and experiment with new apprbas. In many cases, they acquired these new approaches
from attending MCTE Fall and Spring conferences or readinlyitheesota English Journal
As a precipitator of these innovations, MCTE deserves thanks and congratulations for its 50
years of servicéo our profession.

What changes will occur in the next decade? Whatever they are, we can all depend on
MCTE to foster future innovations for Minnesota English teachers.
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Style: Definition, Separation, and the Teachable

Carol Mohrbacher

We should confirm for our students that style has somettidg with
better communication, adding as it does a certain technicolor to otherwise black

andwhi t e | anguage. But going beyond thi:
we should also say that style is the pr
stye i s a writerds revelation of himself;

are communicated; that indeed our manner is a part of our message. We can
remind students of Aristotleds observat
and point out thasince style, by its very nature, is the art of selection, how we

choose says something about who we @keathers 14)

In the excerpt above, Winston Weathers points out the personal nature of style and the
idea of choice, as nsiditytoillsteate to the studethtihe enpostanées r e s
of developing something more colorful than a plainly stated form of writing. Emails, electronic
postings, memos, proposals business letters, software instructions, and web pages too seldom
benefit froma wellcrafted tricolon, an elegant metaphor, or the rhythm of alliteration.
Students, in a sense, are a reflection of Ame
voice their concerns, they want concrete definitions to what and verifiable@®why. They
want to knovd What are the deliverables? Why is a sewlon better than a period here? Why
is this not a good word choice? Why should this sentence/phrase/paragraph/section be moved?
Why candét you under st annde swshiantd |wonteha nn?y sWhyyl ear

Before effectively teaching style, we must first be able to define it, and defining it
involves limiting its scope. Moreover, to teach style fairly and to help students maintain their
writing identities, we must distinguish it fropersonal voicé that writing personality which is
an intimate and individual part of each writer. Finally, in the composition classroom, matters of
style must be clearly expl ai niaportantforommhi ch mean
students.

Classcal and Contemporary Definitions
Aristotle devotes eleven chapters42nd 512) of Book 30n Rhetorido a discussion of
style orlexis He includes diction, word choice, and sentence composition in this discussion.
Near the beginning of Book 3, hefdée nes st yl e as the Avirtueo of

which is Aneither flat nor above the dignity
strongly considers the rhetorical situation. Thus, for Aristotle, good style in rhetodels the
gualities of conciseness and appropriate choi

attention to the life and liveliness of writing.

Cicero describes good style as a virtue, one that distinguishes good writers from bad with
harmony, grae, artistry, and polish. His primary focus rests on elegance in oratory; however, he
emphasizes the importance of knowledge over stylistic choices, warning students of rhetoric that
Ai f the subject matter be not thivaekepancelended an
valueless (207) . Al t hough he doesndét directl
aforementioned passage, he does suggest that a polished style is ineffectual if the rhetor does not

clearly convey the essence of the subject.
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Corrrectness, lucidity, and el egance constitul
he does not give a direct definition of style, Book Institutio Oratoria devotesmuch
discussion to diction, maxims, aphorisms, amplification, and correctnes$(\vhisays,

bel ongs to the grammari ans). I n Chapter 5 of
grammar has three kinds of excellence, to be
Cicerobs ideas about styl e.

These classical ribgricians all agree that style must include clarity, propriety, and
elegance. All three define clear style in terms of appropriateness according to subject matter,
occasion, and audience. Elegance, for the classical rhetoricians, results from anaippeveti
of language and a wise use of ornament as rhetorical strategy. Additionally, correctness is
considered a province of style, but arrangains a separate matter, asastent and form. One
could argue that arrangement or organization is sstytoncern because it can imbue writing
with elegance through focus and cohesion. Arrangement can also reflect personal choice.

Aristotle, Cicero, and Quintilian defined style in terms of its functions. They generated
taxonomies of stylistic deviseand classifications of language levels that support a perspective
of style as a number of rhetorical enhancements and a level of gracefulness.

Of the contemporary definitions oéfnatyl e,

styleisawayofwritng (135). Style, for Ohmann simply me
written it in a different way. For him, the boundaries are not so discernible; rather, style is born

out of Aintuition. o He includes matstyleebd of co
says Athough syntax seems to be the central d

(160). This is a departure from Aristotle, Cicero, and Quintilian who placed arrangement into its
own canon.

Louis T. Milic directy contradicts Ohmanm r gui ng t hat f#Astyl e must
that its boundary with content can be clearly
Ohmannés concept of individual <choice as cent
approach worthless for what he believes is the necessary quantification of stylistic criticism. He
advi ses r e aBodetitcdp sek A cleartseparatiendicontent and stylistics 1754

In a Rhetoric for Writing Teacherg&rica Lindemann ackiwledges broad definitions of
style such as that of Richard Ohmann, but for the purposes of those who teach writing, she more
narrowly defines style in the classroom as a choice of words which reflects clarity, emphasis,
specificity, and variety and whiaiso considers audience, subject, and purpose (124). In
planning a pedagogical approach, theory must convert readily into practice or it is useless, except
as an analytic or descriptive aid.

Nevin Laib applies theory to the development and improvemegueérgbnal writing style
in his textbookRhetoric and Style: Strategies for Advanced Writéte.defines style as the
fexternal expression of your values and belie
maintains that those values and beliefsexgressed in elements of grammar, clarity,-self
expression and content and also that writers must manipulate those elements to convey a style
that establishes him or her as an fAadmirabl eo
exercises forcreatiighi s persona in the studentds writing
will reach every member of an audience.

Most contemporary rhetoricians define style in terms of its boundaries. The
disagreement seems to be where those boundaries lie. Asuggests above, choice and
individual style also become part of the definition. Moreover, most contemporary rhetoricians



Minnesota Englisdournal

concern themselves with style as it applies to pedagogy, which explains the contemporary

impulse to limit, verify, and evaluate (ahthclude myself here). Style for contemporaries can

be more concerned with concision than with or
focus. Teaching style today has become less about the manipulation of tropes and schemes than

it is about editng for clarity and concision. The antholo@®hetoric: Concepts, Definitions,
Boundariesgdescribes historical perspectives on style from Aristotle to George Campbell and

distills the current changes in stylistic focus in this way:

Today, Enlightenmerdoctrines of plairstyle have so influenced our
essayist prose that teaching style is oftmtuced to teaching editing
skills. Yet the concerns of the postdeon age have also rekindled
interest in metaphor as a way to genenaidtiple perspectigs on the
subject matter at hand. (Covino and Jolliffe 88)

A synthesis of both the classical and contemporary definitions as described above might
result in the following description: Style is using language clearly and elegantly to convey
meaning ina manner appropriate to audience, situation, and subject matter. However, this
definition also needs to convey individual choice, both in respect to the myriad of stylistic
options and personal voice. | have included the wtedancen the definition even though it
is an abstract idea, because elegance was an important component for classicanisetarah
as Cicero and Quiri@&an. Also, because of its subjective nature, the concept of elegance allows
for flexibility in definitional boundaries.

The difficulty in an absolute definition i
choice. Style manifests who the individud ighe attitude and values a writer has concerning a
certain topic and an indivi duahasis Nevin patbems si ons

his textbookRhetoric and Style: Strategies for Advanced Writers,ai ms t hat an i ndi
attitude and values can be maintained, while personal expression of those attitudes and values

can be improved in a way that demonstratdse wr i t er 6 s admirabl e per s
(1-3). Pedagogical approaches must avoid-pvescription to avoid limiting the personal style

and to avoid producing assemthilye writers who write correctly, but whose writing is devoid of
valuesand attitudes. So, the question is how do we separate the teachable from the personal

style for the purpose of helping students improve their reception by the audience, while
maintainingthe integrity of personal style?

Separating the Teachable from théJn-teachable Personal Style

Personal voice is an abstract and difficult notion to define, just as the whole notion of
style is. Nevertheless, at its core odpersonal
intended or n@ appearing through thelsetion of topic and the attitude toward that topic and
its constituent parts. It is a certain choice of vocabulary and sentence structure. It is the
selection, the emphasis, and the arrangement of certain informatiéne Xllc e pt wr i t er 6 s
attitude and &lues concerning a tof@cin theory, cross into the domain of the teachable.
Cleanly separating uteachable personal voice from teachable style is impossible. Areas that
define personal style, but that also have a potential for development, persigierAoroblem
with the teachable is that developmental criticism must be clearly justified to the student to effect
real change. ABecause it is conventiono work

10
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rhetorical strategy or what meaning is conwkey®ore clearly justifies stylistic suggestions and
criticism.

A student writ c IS more ¢
criticism might a parall elis
todayismor e creative than music of 30 years ago. o
suggestoA R Todayds musi c i s mor e dmightbeé interferingwitat vy e s
personal attitude. Although more concise, the second suggestion might intetffetieewi
student s perspective concerning time.-old Maybe
student. Maybe he or she especially despises the music from thirty ye@rsagie the student
may not appreciate because it represents pamntatin particular.The danger here is that
while giving stylistic advice, an instructor may actually cross that fuzzy boundary from the
teachable to the personal.

Perhaps we might suggest spelling the number 30 in the sentence above, rather than using
figures, but can we definitively answer wihyeyond a rule in a particular composition
handbook? Students want a sound reason. The
reasonable explanation would have to include why it is a sound rhetorical strategffect on
audience. The student may have chosen the number because it has fewer keystrokes, it looks
better, or thatés the way another teacher or
not supportable as are many rules of convention.

While most errors in punctuation, syntax, and grammar are explicit and criticism is easily
justifiable, other style choices are not. For effectively critiquing choices which are not
specifically incorrect and justifiable, we should ask students what ngetray are trying to
convey implicitly and explicitly and what reaction they expect from their audience. Only then
can we understand their rhetorical goals and fairly give suggestions for improvement without
tampering with their personal choice.

The orginal sentenac@i Todmy66sc i S more creativoe than n
uses the word fAcreativeodo as its argumentative
Auni queodo and explain to the studenatvettharat ar gu
anothero6és may be a difficult point to support

o<
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o D
o w
—_ -
(¢}

< —

of the instructorés bias and again, the stude
case, the student should be urged to devekpihiner own definition of creativity. Perhaps,

what the student means is that todayds popul a
discordancy, dissonance, electronic sounds, anémborandar d phr asi ng. I f

a simplistic desaption of something more complex, encouraging the student to develop a more
textured description of Atodayés musicoOo versu
analysis, a student activity that most educators hope for.

So just how do we faiyladdress areas whose meanings could be enhanced, are unclear,
or are in real danger of being misinterpreted? While many errors in punctuation, syntax, and
grammar are explicit and criticism is easily justifiable, other style choices are not. For
effecively critiquing choices, which are not specifically incorrect and justifiable, we must show
studentexactlyhow our suggestions clarify or improve their original intended meaning. That
involves asking them what precisely they meant.

Students in high sdwol advanced composition and college composition classes require a
variety of stylistic choices, not stylistic prescriptions. We can turn to the classical rhetoricians
for material. Consider the taxonomies of Aristotle, Cicero, and Quintilian for helpsinating
this variety. Exercises in identifying stylistic strategies in professional and student writing using

11
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the lists as references would be a manageable task. Quintilian advised that students read

successful and accomplished writers and obserget o nl y fiany expression |
appropriate, elegant, or sublime, o0 but also t
tumid, | ow, mean, af(ffelcntsetdi,t wtre edff edri antacrey d s3 C
classical piece, onthatselfc onsci ously uses st vyl EBnsomiuntof maneuve
Helen would be an interesting and instructive connection to the early rhetoricians and would

show how purposely style selections can and have been made, even millennia ag®cé&lss p

short enough, but challenging enough to be appropriate to high school advanced composition and

collegefirsty ear composition students. Al t hough tod
prescribed exercises whitatio and theendless lists aftyle suggestionfound inCopia:
Foundations of the AbundaBtyl®é hi s il |l ustration on the many w
pl eased me greatly, o0 would add humor whil e il
subtle shifts in meaning (513R3).

The point is that the instructorodés task 1is

sentence structures, metaphors, examples, adjectives, creative punctuation, word choices, and
arrangements. Classical works provide a rich menu. If students are alwaad assortment of

both classical and contemporary examples, ways of seeing their writing will become fresher and
more individual, not suppressed by cliché, formulaic thinking, or rigid writing patterns.

|l s There Such a Thing as fAGoodo Styl e?

If style in student papers can be improved, then there should be a model of perfection or,
at the very |l east, acceptability on which to
Abado style? What criteria canotbaasseadand t o | ud
contemporary rhetoricians cannot agree about its boundaries?

Letdbs use the previous synthesis of <c¢cl assi
AGoodo style is wusing |l anguage cl ear | yateand el
to audience, situation, and subject matter.

choosingthat language which clearly and elegantly convetendedmeaning in a manner
appropriate to audience, situation, and subject matter. Thistaefiallows for individual
intention, as well as choice, and that choice of language supports the voice of the student writer;
therefore, the writer retains ownership of the work. Choice also allows for developmental
criticism. Now that we havethedeh i t i on f or figoodod style and th
evaluation to present to students, we must consider a pedagogical approach.

Consideration of intention and choices makes verification and evaluation a complex task.
An approach must include questing about meaning, and feedback about what meaning we
perceive in the individual student paper. Correctness errors and errors in explicit meaning are, in
most cases, obvious; however, every sentence also carries with it implied meaning, as we can see

fom the previous example (i.e., ATodayds musi
Consider this sentence AMy sister accompl
meaning is that the sister receethadd a fADO in
Afaccompli shedo is not the most appropriate ve
i mplying by that choice, the response may ver

If the student chooses to keep this verb, then the nestiqn should involve how the student
could give this sentence more contextual support. This type of exchange helps students see the
effect on audience (the instructor), as well as allowing them to make their own stylistic choices.

12
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Experience allows a cgmosition teacher to make educated assumptions about much
intended meaning based on familiarity with individual student style, context, and past encounters
with similar instances. Other questionable meaning can be explored by simply asking students
whatwa meant or why they chose that particul ar
Good Style, 0 Monroe Beardsl ey argues that i mp

In order to show what style is, and what good style is, you have to work
out the mplicit meanings and state them baldly for examination. Then
they are no longer implicit, of course, and the explication of them may
seem forced and artificial. But implicit meanirggn|[italics mine] be
understood and can be stated explicdlyd that is the only way to exhibit
their connections or divergences. This is what | call sayl@ysis. (207)

If the plainly stated, implicit meaning indicates the intended meaning is unclear or worse, then
the instructor must ask the student htb@ meaning can be made clear. The advantage to this

approach is that the stylistic i mprovement ma
guestion, fAWhat do you mean by that?0o This p
definiton,r edef i ni ti on, <clarification, and reclarif

clear to the audience.

Final Thoughts

Defining, limiting, and separating the teachable from the personal style is not precise
science, but we can get close. Studemed to know that style is important, that there are many
choices, that we can give concrete reasons for change, and that we trust their version of what
their writing intends. After this, we need to teach them to recognize stylistic opportunities in
tems of effect on audience. Classical works can help. The ancient rhetoricians began the
discussion and named the strategies. Moreover, a classical overview will give credibility to
stylistics by the weight of its historical importance. Students atgmlkvel have outgrown the
simple arrangement of the five paragraph essay, as well as other formulas that do not foster and
develop their natural voice. If we can show them that professional \driberth classical and
contemporar§ rarely follow a pedagogal encyclical, but rather, they vary wildly in their use
of style, perhaps then they will try new methods of expression. Bringing samples of professional
writing to class from a variety of fields would help make this point.

Finally we must be models fatyle ourselves. Bringing our own work into the class for

analysis further enhances our credibility. I
important; I, too, have room for improvement and | make stylistic choices every time | write. |
am not asking you to do anything that | woul d

[ S] hould not the student 6s ooacerhed, e gni f i
the teacher himself? Isocrates, that ancient member optbession, did not

A mer el ythedachmique damguage andompositiod the final inspiration

was derved from the art of the masteri ms el f . 0 And surely th
teacher writes on the blackboamd front of the student, or even what the tesch

writes outside of class anmtings to reado his students, is the teaché s

commitment to the style eeurging his students to learn. (Weathers 191)

13
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Note
1. While | would, in fact, be thard presse
style, this is Quintilieandé&sanvwsdrad oc hbosi cweo radr ,c hno

what might be meant is a euphuistic or ornate style.
Works Cited

Aristotle. On Rhetoric: A Theory of Civic Discours@rans. George A. Kennedy. New
York: Oxford UP, 1991. Print.

Beardsl ey, Mo dr Ge o @ .New KhBterigsbde Madim Steinmann]r.
New York: Scribner, 1967. 19213. Print.

Cage, John T.Rhetoic\CogcepWyDefinitofs)o Boundari&€sls. William
Covina and David A. Jolliffe. Boston: Allyn and Bacon, 1995. -738. Print.

Cicero. On Oratory and OratorsTrans. J.S. Watson. Carbondale: Southern lllinois UP,
1986. Print.

Covino, William A. and David A. Jolliffe. Rhetoric: Concepts, Definitions, Boundaries
Boston: Allyn and Bacon, 1995. Print.

ErasmusD e s i d e r i Gopia: FodinBatiansrof the Abundant Stglfrans. Betty |
Knott. The Rhetorical Traditior2™ ed. Eds. Patricia Bizzell and Bruce
Herzberg. Boston: Bedford, 2001. 58Z7. Print.

Laib, Nevin K. Rhetoric & Style: Strategiesff Advanced WritersUpper Saddle River:
Prentice Hall, 1993. Print.

Lindemann, Erika.A Rhetoric for Writing Teache®ed. New York: Oxford UP,
1987. Print.

Mi | i c, Louis T. A Me t BHgwiRigesoriceEd. Martthr i t i ci sm of S
Stanmann, Jr. New York: Scribner, 1967. 1615. Print.

Ohmann, Ri chard. fGenerative Gr BHewmar s and th
RhetoricsEd. Martin Steinmann, Jr. New Mo Scribner, 1967. 13%60. Print.

Quintilian. r fiyl Titis Rhétdricalt Teagitioro? ed OEds. Patricia
Bizzell and Bruce Herzberg. Boston: Bedford, 2001.-888. Print.

----- . On the Teaching and Speaking of Oratdty. James J. Murphy.
Carbondale: Southern lllinois UP, 1987. Print.

Weatter s, Wi nston. A Teachi rCgllegp Compasitionakd Possi bl e

14



Minnesota Englisdournal

Communicatior21 (May 1970): 1449. Print.

15



Minnesota Englisdournal

Part Two:

Multicultural Literature in the Curricula
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Indian Novels Teach ComplexXdentities to Secondary Students

Candice Deal, Corinne Ehrfurth, and Paula Schevers

Multicultural literature offers students diverse perspectives. Due to theneveasing
and expanding global environment, we believe in emphasizitiicoitural literature in the
classroom. Presentation and analysis of three contemporary Indian novels offer rigor and
relevance to students as they develop an understanding of diverse cultures, which creates a
Bahktiniart appreciation for the self. Withaceful guidance, students connect their own
situations to those that cThhaDeathadfgishmArundhatiount er
R o yThe God of Small Thinga,n d J u mp hTae Naradsakd hies@ sovels all examine
issues of identity: Royxplores a fractured identity, Suri exemplifies religious identity, and
Lahiri depicts conflict between ethnic and personal identity. This article highlights tangible
reasons for introducing Indian culture and discusses the pedagogical applicationatofditer
circles, intertextual analysis and clesading practices while exploring these texts.

A few days before writing this article, one of us spoke with a colleague about teaching
Ar un d h a The Gd& ofysimal Thinde high school students. Aftéris colleague shared
his kneegjerk reaction against introducing such complex material to kids, he respectfully
explained that a deeply controversial novel would never be approved to teach in a high school
setting. We heard similar concerns at the 2010 M€ditference, where the three of us
presented methods of incorporating contemporary Indian novels into mulétwaituricula. Not
surprisingyour audi encebds reservations were directe
The God of Small Thingslowever, our convictions remain: challenging texts need inclusion
within secondary classrooms and academic risks are worth taking if we are committed to
preparing our students for diver siTheScarlétf st ud

Letterandobt ai n i nformation about Puritansd cul tur
apply higherorder thinking skills and connections to discuss the important global topics within
contemporary Indian novel s. R otyed and corgemtr i 6 s and

produce relevant literacy challenges for students.

We need to continue conversations with our colleagues about the most effective means
for teaching difficult material. Rather than eliminating culturally and politically relevant texts,
wewant to encourage accepBraidedLlivhsa vd tdu dveurrtash sl rswsy
the specific histories behind what [they] rea
society we must make an efférho matter how laboriodst 0 ¢ r o0 sasc ci unsttoo nfieudnd ar «
of education by searching out methods for incorporating contemporary Indian literature into
secondary classrooms.

Literature Circl es to Mend Fractured Identities

I n a speech given in September nhé&é&bea Ar und
single story . . . theSeparenbemloy . wkRpyy 6cf Boe&
winning novel,The God of Small Thind2007), attempts to provide a new way of seeing
contemporary and traditional India. Although the novel has bedtyhagticized due to
controversial issuéssuch as caste violence, molestation, incest, and explicit sexudlity
first and foremost a story about fragmentation and transformation. Roy shows how identities are
constructed, fragmented, and redevelopgdeBendingo students the invitation to discuss the
political and social transgressions in the novel, they can continue to enhance their critical
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thinking and analysis skills. By learning about the historical and social themes within the novel,
studentdecome more literate in multicultural issues (colonialism, postcolonialism, caste,
religion, gender , etc. ), whi ¢ch, according to
Mul ticultur al Literature in English Language
conflicts and cultural issues which took place between the discourses within a text to the similar
conflicts in other pertinent fiction, newspapers, historical texts, and other nonfictional literary
textso (24). Moreover msstlwkesntisn drhe dswk end ptroot
learning how identity formation is sometimes challenged and fractured by society. They can

practice readeresponse theory by asking and answering questions: How do | identify with some

of the issues? Howismaer t ai n characterdés identity wunfol di
portrayed throughout the novel? By assessing the ways in which students analyze and connect

with The God of Small Thingteachers can determine the best metlfmdgaching literature

(example of which includd. e s | i e Ma rQaremonyZard NealedHsirstonBheir Eyes

Were WatchingGagd and Ri c hBack@oyyeéquireg bytthie 2010 Minnesota

Education Standards for English Language Arts.

Whil e Royo6s wor k i svanhto thehpblitical and goaia) ramgwork nd r e
of identity, a secondary instructor takes a risk when approaching its adult themes. Characters
encounter identitghanging events: Velutha, the untouchable Paravan, is brutally murdered,;
Estha, one of thetwinssi mol est ed by the Orangedrink Lemon:
mother, and Velutha engage in explicit sexual activity. Although these scenes represent the
severe fracturing of characters in the novel, which can lead to an engaging discussion about
fractured identities, they are certainly difficult to address in tleersgary classroom.

The literature circle structure provides options for students who may feel uncomfortable
approaching contr ov er sGewrefallytwihaunittsaemployshi n Roy o6 s
literature circles, teachers introduce a couple different novels to students, who decide which
book is the most suitable to their interests and comfort level. Students meet in small groups to
analyze their chosen literature in depth. Typicalbnwersation is based off student responses to
what they have read, but teachers can provide discussion questions and reading suggestions.
Offering novel options to students affords the instructor both an opportunity to address identity
and communicate cuwital mores. We suggest offering students the choiddeiGod of Small
Thingsby Roy, Cracking Indiaby Bapsi SidhwalNectar in a Sievey Kamala Markandaya and
Hullabaloo in the Guava Orchardy Kiran Desai to engage students to explore their own
literary interests, develop critical reading skills and create new ways of seeing the world.

Introducing literature circles into multicultural curricula yields many benefits. According
to Harvey Daniels, in his bodlterature Circles: Voice and Choice in BookuBs and Reading
Groups | iterature circles have been deemed by n
classroom practiceso because they encourage s
representing different ). titerbhtdraiciraies gllowgoestudentd s, and
assessment and correlate with the learning outcomes for AP Composition and Literature. As
outlined in the 2010 Minnesota Academic Standards for English Language-Agsikorder
for 11" and 1% grade studentstoe col | ege and career ready the\
exceptional craft and thought whose range ext
view of those standards, using a literature circle structure to teach multicultural literature also
allows students to:

-Understand how personal responses to literature are developed

18



Minnesota Englisdournal

-ldentify and analyze structure of novels and language used
-Analyze ways in which national and personal identity are formed
-Articulate the role of political identity sp#ic to a culture

-Practice strategies for cqieting sections of the AP exam

While we propose the above objectives, application of literature circles into a classroom varies
since each teacher must implement a structure that best fits his or heaoingestyle. We

suggest that student success can be assessed by adopting the following literature circle structure,
which is an adaptation of three different literature circle options as outlinetérature Circles:

Voice and Choice in Book Clubs andd®ling Groups:

1. Teacher will start multicultural unit by introducing the historical aspects put forth
in the novelsFor example, with the Roy novel, historical aspects should include
at least a timeline of Indian history, synopsis of caste, religiender and
identity issues.
2. Teacher will introduce novel€ontinue a discussion of historical relevancy.
3. Literature circle groups will form according to reading prefererStidents an
exchange contact information adivide the novel into seicins (according to the
number of discussion days available in the unit). Teacher will assign discussion
leaders for each section.
4. Teacher will provide guidelines for each grodjacher will hand out unit
assignment sheet and discussion evaluation,fatmch students will use to keep
track of their peerso6 discussion. Teach
journal entries and provide direction for group discussion.
5. Literature will be read and discussed in grouftudents will have a setreunt
of discussion periods where the teacher will provide discussion prompts and
guestions to consider. Some questions on the Roy novel could include:
Aln the beginning of the novel, the n
Rahel thought of themselvésgether as Me, and separately, individually,
as We or Uséthey were physically sep
5). Where do we see their identities joined and disjoined throughout the
novel? What do you make of the end of the novel?
B. Estha andRahel clearly go through very traumatic experiences. What are
some the traumatic experiences? How does each character respond to each
experience? How are their identities
C. Throughout the novel, Rahel has horrific thouginid terrifying visions
(8, 30, 70, 76, 89, and 214). What can you make of her ideas? Does it
fracture or help her understanding of the world?
6. Assessment of learnin§tudents will have recorded and evaluated group
discussions. Students will create atfmio including all journal entries, a@
page formal and thematic analysis of their chosen novel, and a short essay
reflecting on the individual growth acquired during the u(id9-74)

The literature circle option allows students to become empoweeaglers, thinkers, and

communicatorsThis process of reading, analyzing, and discussing is an invaluable tool for
students to learn; Advanced Placement and International Baccalaureate programs encourage
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chall enging student s 6epeeppragram$enciedimg publicschgotsr ous ¢
in Minnesotdd have adopte@he God of Small Thingsto their curriculum alongside Khaled
Ho s s eTheKiteORunner Toni  MberBluessEgen 6dGa br i el Gd00c 2 a MS8r q
Years of Solitudeand other multidtural and American texts. Additionally, more than 500
American schools have adopted an International Baccalaureate program that requires high school
students to read, analyze, and discuss multicultural novels throughout their junior and senior
year sl fth&rAnati onal 0) . For both AP and I B cl as:
encourages students and teachers to create a stahdeted level of discourse. Through
literature circles, teaching becomes focused on a student learning paradigm, encouraging
students to invest in their own learning interests. In doing so, students become responsible and
equal participants of their education. Because students can use their own discretion when
choosing a novel, the level of emotional investment will, hopefuibrease along with the
intellectual development of analyzing issues. Moreover, the literature circle promotes
communication between students, providing opportunities to learn through multiple and diverse
perspectives. I n u s i ndgmaRding rogels,staderks,not anty leavre | | as
about ways in which identity is often fractured by specific social and political incidents, but they
negotiate literary connections through various personal and shared experiences.

Al t hough Roy 6 stopicoof mntroversytinto thel alasseoom, teachers have
the opportunity to teach beyond the literature. This, according to Chrissy Codgkairio
Expect When Youobrei €£ExpeitteadchablTeambment 0: a |
intellectualexb ange of i deas. By incorporating Royos
Composition curriculum and IB programs, students have the chance to explore topics of diversity
on their own terms (with modeling, structure and feedback from the teacher). Literatia® ci
allow students and teachers to engage with the transformation of knowledge and ideas in a non
threatening environment. It is in this type of environment that literature will flourish and
fractured identities will begin to mend.

Pairing Texts to Il luminate Religious ldentity

Another worthwhile academic risk in the secondary classroom occurs when teachers
provide students an environment where they can build connections between contemporary fiction
and religious texts. Teaching at the intersectiosugh works focuses on three main objectives:
understanding religious tenets via intertextuality, illuminating the core of faith structures within
novels, and adopting a balanced appreciation
Mi nnesotladgetshi rcd ty, an upperclassman honors
offers students the opportunity to discover identities within ancient to modern faith structures.

While students read about a dozen religions during a semester, this sectionri€leur a
maintains its focus on one of the oldest, still vibrant faiths: Hinduism (or more properly denoted
as Santana Dharma).

I n each unit of study, the AHumanities Sea
through diverse methods. In addition to tygical honors classroom mix of lecturing, reading,
discussing, collaborative learnignd wr i ti ng, every student sign:
experto on one religion. Each student accepts
on majortenets (including hero stories; passages from central texts; make up of believers; role of
god(s), music, architecture; treatment of women; and purpose behind holidays &nd rites
delivering a periodong presentation to the class and composing a syatéesay on how
practitionerssearch for meaning. About hathy through the Hinduism unit, students take a field
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trip to Rochesteros Samaj Templ e, where they
spend about an hour interacting with an elder ottitemunity. The teacher pairs a religious
text, the Bhagavad Git a, ThkeiDeakth ofa&VishHniAfeet i on al nov
watching a childrendés cartoon interpretation
seven sections, where they read analyze one specific part of the dialogueepth.

The Bhagavad Gita occurs within a foundational epic of India and divulges vital
phil osophies of the Hindu tradition. Featurin
imparting counsel to a human pagonist, Arjuna, the entire text emphasizes the importance of
seeking a spiritual guide when facing a moral dilemma. Arjuna struggles with his duty and
cannot overcome his doubt alone. To explain the timeless significance of this predicament,
Sanskrit schlar Phulgenda Sinha expounds an analogy:

Sometimes a man is faced with a situation in which it is very difficult to decide
what to do. If he acts one way, it will be bad; if he acts another way, it will be
worse. What should he do in that condition?sTdondition of indecisiveness

might be very tortuous, painful, and disturbing. The remedy for sorrow resulting
from such a situation was not provided by Kapila or Patanjali [ancient Hindu
philosophers]. Thus, Vyasa felt that unless an answer to this ftygoerow were
provided, man would still not be free from sorrow and would not enjoy a healthy
and happy life. (77)

Arjunads circumstance in the Gita extends to
trying to determine their identity.

Manil Su r iTHe Peath of Vishntransplants the context and wisdom of the Bhagavad
Gita into a modern setting, an apartment complex in Bombay, India. Suri continually reminds
readers that the present nature of the contemporary world necessitates a revisitoignbftexts
for guidance. Foreboding passages, such as wh
when he thought he had found it [peace], like this morning, there was always something that
causedittobesherti vedo ( Sur i &ehde,of dgubt that ohdractets and readers
carry. Although Arjuna found inner peace after understandindh@sma(duty) and acting in
accordance witht, and although Suri leads his characters through that struggle as well, peace is
not achieved on arly e v e | at the concl us-endad condusidd engagéss n oV
students to dissect their own interpretations of characters and applications of religious tenets.

When scaffolding discussions, a teacher models, invites and challenges students t
examine texbased interpretations of characters and to practice applying religious tenets to the
charactersdé | ives. For instance, a few chapte
the mind of 06 a parti cultaorstarftldsmctiVityassignsthehar act er
character(s) and offers direction to each group of students:

For the rest of the hour, the women in your group need to think like Mrs. Jalal
and the guys in your group must get into the mind of Mr. Jalal. Work thiivegh
below questions first, then start talking through the motivations begfond
actions.
1. Determine how your character literally/symbolically fits as a representation
of one (or more) of the Apurposes of |
2. What path to liberation wuld work best for your character? Why?
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3. Trace interaction with specific gods (ex: Lakshmi) or pujas (rituals) that your
character has or fails to have.
4. Select at least one quote to best describe your character thus far in the novel.

The next time @ss meets, students are jigsawed into groups where each character from the novel
is represented. This followp discussion keeps the students thinking like their character would.
They discuss predictions of what they may do next and sharevedifationf how closely

they have been upholding their religion. Students often end up speaking for their particular
character ttoughout subsequent discussiosisch an action is an unintended benefit of this

activity.

Throughout the Hinduism unit when students certain flashbacks contained within the
novel, they provide deeper understandirggsathy the charactewsct the way they do. Four
families reside in a typical, inneity building: the Hindu Asranis and Pathaks share a kitchen
between their flats on éfirst floor, the Muslim Jalals inhabit the second floor, and the widower
Vinod Tanega lives as a hermit on the third floor. A deathly ill Vighaumischievous drunk
during the flashbacks earned the right to squat on the stairway landing between thiefiest

and the street. Although neither of the Hindu
nobody actually owned the landing, it was clear that all inhabitation rights to it now belonged to
Vishnu; it would have been ridiculous to usurp thissorddo  ( Sur i 17) . During d

students have proposed that Vishnu ought to maintain the order of the entire complex if he
functions a symbol of the god Vishnu. Trained to ground their arguments with evidence from the
religious and contemporarytexs , st udents use both to debate V
defined and expected duties.

Considering students have beenpraught t he Bhagavad Gitabs e
between beings and the highest end existing as afiltethexperiene of the Atman (the spirit
that all living beings share) within others, every semester numerous students are not surprised
that the thieving, prostitut®ving, seemingly lazy Vishnu serves as the conduit for spiritual
growth. Krishna repeatedly addresses importance of knowing god and seeing him in all
things of this world, which is the great mystery that transpires behind knowledge. Therefore
Krishna states, fil am impartial to al/l creatu
devotedtorm are in me, / and | am within themo (tr
that students raise, the paradox of the caste system may be divulged here: if people follow
Krishna, all beings ought to be treated fairly, so one then cannot justifg#tmént of
Untouchables. Past students have grabbled with this problem. Some have arrived at the thought
that Suri tries to represent impartiality by
Jalal feels has entered a sacred state.

Students alsancover the contradiction between actions and motivation by studying the
characters created by Suri, for neither Jalal nor his Hindu neighbors reveal complete respect for
the doctrines of the Gita. To aggravate the situation, Jalal also has not gaimesi thiehis
Hindu neighbors before assuming his sldterminedlharmaas prophet; his character remains
consistently earnestandsalfs sur ed during the climatic mob sc
convinced, that there is only one course of actian ¢an save us éllto follow the directive
t hat Vishnu has asked me to convey to youo (S
what Jal al has neglected to reali ze: At he gro
from its past. Thegst becomes educational and inspirational only when it commands the trust
and respect of the genets that follow. Without trusgven the most treasureceas and
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teachings (de4t7 )r.e jAd dtheoduagh he means wsidnina Jal al
counterintuitive manner, which incites the distrust of others.

Scenes such as these are popular instances where students take the opportunity to self
analyze and incorporate lessons from the novel and from religion to expand on their own
idenities as members of a faith or community. Individual response fasev® as one outlet

for personal connections. A previous student
the person that doesnoé6t f i tatidphedictamedndlexpedtedd on o't
|l want to have wunique qU|rk and qualities, a
Her conjunction choice of fAando instead of #fAb
of paradoxes in faith andesiw s searching out5|de of oneds con

Reading I ndian novels helps expand student

Hinduism and initiates increasing operindedness toward other religions that have caught
negative attentin in the media or in politics. In many parts of the world, religious identity links
inextricably with personal identity. Therefore, educating students on various religious tenets not
only encourages them to think of their own experiences with spiritulalityit enhances their
cultural/global awareness and sensitivity.

Transitioning Readers into Cultural and Personal Identity

Of fering engaging texts that also challeng
the middle school level. Current reseh about middle school students shows a need and interest
for readers to not only comprehend what they are reading but to be able to connect to it on global
and personal levels as well. However, teachers face a persistent difficulty in selectingatexts th
expand our studentsdé | earning horizons and of
inclusion of I ndian novels and other multicul
text adoption. Selection of literature has been and asggito be an ongoing topic of many
studies and scholarly articles relating to re
perceptions of middle school students in the English and Language Arts classroom continue to be
impacted by aviewofthei st udents as readers Ain transitic
transition is represented in not only the physical move from elementary to middle schools but

additionally in studentsd shiftingnJewddasr ary i
Ain transition, 0 which themes of personal and
stories within the genre of mul tiTbaNamesakeg | [ it

particularly speaks to readers in transition.
Approaches to teaching multicultural literature in order to create a global classroom are
not pedagogically grounbdreaking; however, many teachers continue to overlook these texts for

our Atransitional 6 middl e schoodfidestitywdleavet s. Th
the potential to help our students find a place where they fit into complex novels. Donna

Al ver mann summari zes the i mportance of identi
seeing, acting, believing, thinking and speaking thake it possible for us to recognize (and be
recognized by) others |ike ourselveso (679).
particular is a time of transition, not only
experiences. Selecain novel s carefully empowers the teach
Multicultural literature enables students to take ownership of their reading and allows them to
Nndeal with texts in complex wayso (lvey & Bro

engagement. The themes of cultural and personal identityliticultural literature mirror
student s6 o waonnectthem ® t greatersvortd leat and fAopen door so

23



Minnesota Englisdournal

Afi deas and insights of other adolescent [char
Spaes of transitional identity and recognition of self are frequently portrayed and

illustrated by Gogol, who struggles to situate himself between two worlds and two identities: the

American culture and society, which he understands and accepts as Nikhik &mtlan

heritage, which knows him as his good name Go

the double names (both Gogol and Nikhil) that Gogol identifies with:

... when they are alone, Mrs. Lapidus asks,

AAre you hapgyetemeetamtyesichool, Gogol ?
AMy parents want me to have another nam
AAnd what about you Gogol ? Do you want
Gogol picks up a pencil, grips it tightly, and forms the letters of thewaid he

has learned, tlaufar to write from memory. (Lahiri 59)

=

This passage also presents an opportunity fo
to their own lives and provides students an introduction teeseloration of the formation of

personal identityHaving students conduct research into the meanings and origins behind their

own names creates a foundation for activities about naming, idemtttypersonal reflections.
Additionall vy, Lahiridos novel pr ovicadneslora vari e
and connect with multicultural literature through the contextual lens of personal identity. A few
suggested activities include fragsociation about an elementary school experience when

students felt uncomfortable with their own name, hegitaigother aspect of identity or family;

students could conduct an interview with a family member about the story of their name and the
specific reason they were given it; and students could be assigned to small groups to discuss,
compare and contrast igslof identity presented other passages or stories, such as Adeline Yen
Ma h ©hinese Cinderella: The Story of an Unwanted Daughterd S u z a nlUdndertBea ap | e
Persimmon Treayhere the main characters also confront uncomfortable experiences involving
their names.

These themes of transition and personal and cultural identity are simply presented and
exemplified by Lahiri. Lahiriodods depictions of
represented in the Gangustheyimmigratd ty Americe Xhper i enc
Ganguli family is frequently depicted as one constantly transitioning and transforming
themselves, navigating between both Bengali and American traditions; however, the role of
personal identity is ultimately left to theanacter of Gogol. He represents how personal
relationships, family, and friendships often
striving to define himself through his own personal experiences reaches out to the typical middle
school studentiho is testing out his or her individuality. Throughout the novel, Gogol assumes
various identities based on the recognition he receives from those around him. Students can most
readily identify with Gogol 6s experiences:

(@)}

At seventhirty the bell rings, aththe front door is left open as people and cold air
stream into the house. Guests are speaking in Bengali, hollering arguing, talking

on top of one another . . . in so many
accidents, unforeseen, unintendede incident begetting another...And yet these
events formed Gogol, shaped him, determined how he is. (LahH2@Bpb
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In his attempts at understanding his culture and heritage, these same connections mirror his own
formation of personal identity. Gogatdrally opens doors that serve to bridge his Indian
heritage with his American identity. Students can relate to his experiences as a young boy and
his transition into adulttod by analyzing how his identits formed by those around him and his
cultural raditions, in conjunction with how he views himself and, in turn, is viewed by others.
The Namesakehal | enges studentsd perspectives of id
draw parallels in their own process of forming a new sense of self, dne separate from their
parents, friends and social perceptions.

The world that Lahiri offers to students also creates a larger global perspective that
extends beyond the four wa lediage communith Susaml assr oo

Landtfurther&e hoes t hi s gl obal viewpoint in her arti
Adol escents, 0 where she posits that students
similarities in their owno and @l ookiatigeyond t
cul tural connectednesso (682). Il n an increasi

to be able to make connections between literature and their daily lives. The earlier students
practice identifying with individuals in literature and é&p a better understanding of cultural
awareness and strengthen their ability to identify with those of different backgrounds. The
teaching of personal identity within multicultural literat@repecifically illustrated within

J humpa ThaMamesakéhelps transition middle school students into not only more
diverse readers but more cognizant global participants.

Bringing Indian L iterature to the Teaching Front
I n Jhumpa Lahiri dés most UnaasomedEarishel ect i on
begirs with an epigraph from Nathahie Hawt hor neés @A The Custom Hous

Human nature will not flourish, any more than a potato, if it be planted and
replanted, for too long a series of generations, in the sameombsoil. My

children have had other birthpks; and, so far as their fortunes may be within my
control, shall strike roots into unaccustomed eaftjtd. in Lahiri)

I n addition to providing a thematic | evel of
epigraph underscores the importantevaluating the instructional texts we use. As authors of
this article, we believe that incorporating Indian literature into multicultural curricula allows
students and teachers to collaboratively HAstr
emeagence and popularity of Indian literature inspires students and teachers to seek refuge in
other cultures and customs, to move across oceans and into human hearts.

While a wealth of Indian novels would enrich any secondary curriculum, the three we
electedto highlight speak directfy yet diversely to the concepts of identity. The mature
situati ons e n the Gadbf&madl dhingdralleriy® rgadless to reason through
global issues that socially impact cultures and individuals. Students are g@btaahink
about the traumatic events in the novel as metaphors for larger global and cultural issues. By
understanding the ways in which characters become fractured, students can apply their
knowl edge to other | it er dahe DeathefVishnetgadeva t hei r o
sensitive reading of religious identity. Focusing specifically on the relationship between Hindus
and Muslims within the novel, teachers can lead students toward investigating the historical and
religious identities of othencl t ur es i n order to forge a bond b
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more than Suri and Roy, encourages readers to personally identify with fundamental human
experiences. Althoughhe Namesakeetails an immigrant experience, it introduces the

understanding f oneds own identity. Students can abs:
simplistic, honest, and pure writing. We deeply care about the future of our students, and

teaching literature from diverse birthplaces adds richness to the soil that wie ¢eind

classrooms.

Notes
1. The theory behind our beliefs stems part.|
Toward a Philosophy of the Aet,hi ch outl ines three states of q
Auni quenesso of an i ndi vivedhoughts andfactianstgh bot h pa

2. For an example of a course Aoffered to hi
their classo that uses Roydéds novel, please vi
http://central2.spps.org/uploads/CIS_syllabus.pdf.

3. More detailed information otie presentation and other aspects of the course
may be perused via Mayo High School 6s website
http://www.rochester.k12.mn.us/se3bin/clientgenie.cgi?G5button=5093.

4. The assignment directions for individual response papers: Compose a
reflection for eacimajor novel readT(he Death of Vishn®iddhartha, Tao of Pooh, The
Journey of Ibn FattourrandJewish/Christian choice novel). Each papetues a week after
assigned date for conclusion of novel (8iddharthapaper due Thurs. Nov™t Select 35
guots t hat Aspeako to you on some | evel. Compos
incorporates those quotes into a culminating statement on how this novel shapes your
understanding of a specific belief system, religion in general (defined as basadIguitable for
communication your current understanding), or your personal journey. Let your thoughts take
you where they wish; do not s@énsor any insights or questions!
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Towards Segregation of Native American Literature Instruction in Secondary
English Classrooms

Daryl Parks

The Indians survived our open intention of wiping them out, amoe $he tide turned
they have even weathered our good intentions toward them, which can be much more
deadly.

--John Steinbeck326)

Act 1: A nondescript, high school English classroaight daysefore the first day of school.

Karl Petersoris an eagernew English teacher at Inn€&ting Suburban High School in

Minnesota. Of his many plans, one thing that his teaching program encduragé¢o do isuse

Amul ticultur al l'iteratur edoirmilsion ®lra<LIrsmem.os
hmmé maybe s o meNativenAimerecan éteraturerfrém threew Mnnesota

Common Coré&tandarg. Hmné he 6 d r e a |l | y Black EkeSdealsdtlein hiso o k

freshman year of college; the Indianad really beerso farahead of things oso many things

like spirituality andthe environmentd mméndin hi s Young Adult Literat
skimmed. i p s Vhe €hefa bookthat showed howativebraveryhadovercome hardships.

He could usehat with his struggling readers i unitaboutovercoming thexdds.His students

could learnabout the environment amburageeven as they learned about Native American

culture.

Karl is exploring the desk in his new room andmblingaloud about the use of multicultural
texts. He wonders if the school has any classroom sets.

Enter, Cynthia Jones, the Englislatder from the room next door, where she has taught for the
past thirtytwo long years.

Cynthia: HiKarl. Hadndét seen you si nocel tstoeeeifyiiyer vi e w,
needed anyna t e r oranly seérlyretiredveteran teacher tipgSmiling, with herhand
extendellYoumightrecaljflé m Cynt hi a.

Karl: (Shakes her handure, thank€ynthia No big needsteally. But you did catch me
thinking about thisDo we by chance have any multicultural novels@ m t eaaegufar n g
American Litand one for struggling readetsdé v e g o studanisanunty seGoAd hour.6 d
like to add something diverse to augmengtextbook.

Cynthia:(Pausing € u msouge probablyé there are quite a few boxesthe bookroonwith
novelsthatteachers havesedover the yeard cancheck for you.(Cynthia gives him a
playful stare)lSo & hi n k i rslgake yhimgs g al bit, eh?

Karl: U mménot really¢ (Grinning)| 0 just hopingteachsomediversenoves, not start
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apolitical party.

Cynthia:(Laughing)No, of <course; itbés just the way you
agendaor somethingl personallf hi nk it s a great idea, but |
too open too many cans of worms in the classroom toolfdstat 6 s t i p one!

Karl: (Laughing No need to worry abouhat.But | would appreciate it if you couldelp me
find some bookddmm, maybel couldgetafi good 6 Nat i vertwhieyou can t it
think we might have somethirigze Black Elk Speakfor the regular classrL i p s Yhee 0 s
Chiefthat | cauld use with struggling readérs

Cynthia:Welll & | | get back MUHeforeclassessstartuPauaek éCand ask a o k
guestion, t ho u gbbu?thelwayyoujsaidsti&o,bow da youudsfin@
figood Indian author or novelPmean, therarel ot s out t her eé

Karl: (Looks awaythinking Ye a h € u mmé

Cy nt h andwhenéou find itwhat are your thoughts on howttach it? Whakind of
approach willyou uselmeann ot t hat 6s therél amrjgbt sayiwnao:t

Karl: Wellé (Sill processing her questis) yeale first,It hi nk it és gtanmd for s
aboutNative American cultureSecondand maybe most importdyt ité goodliterature

qudity writing, universalthemeg¢ and | | i ke t-respanseeactidtiesltoot of r e
connect it to studentsd |ives. Those approac
relevant meanings from the teSurelyyou agreethatletting students read about other
cultures is the most é

BING! BING!

(Suddenly, the voices Native American authors Craig Womack and Elizabeth @ggin blare

over the school és public address system and i

theirprimaryaudi ence i s tribal First Nation members

Womack/CookL y nn: fAWe regret toiseaiinhgrcopghp@éATTH
KARL. WE ARE SORRY TO ANNOUNCE THAT YOU ARE ANOTHER WELL
MEANING TEACHER WITH NO IDEA WHAT THE HELL HE ISDOINGé 0o

(Karl stares into the distant eyes of Cynthia
their blaring, somewhat synchronized voices. He looks around the room expecting to see Ashton
Kutcher or, gjAla@ebhuntynt hi adés age

€ AS YOU DONOGT EVEN CONSI DER TRI BAL PERSPECT
MIGHT CONSTITUTE A NATIVE AUTHOR, A NATIVE TEXT, OR A NATIVE
| NTERPRETATI ONEé

At that moment, Cynthia reached up, and with years of practiced experience flips the switch to
AGF. 0 The room falls silent.
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Kar | : Hey, what are you daeén prtal@hgose voi ces,
directly to me!

Cynthia: SGmilingand shaking her headt always seems that way at first! After a few yegal
learntotun®@ ut t hat | oudspeaker. I f 1 tds i mportant
morning. Thatodos tip number two!

Karl: (Frantically) Could you just please turn it back on? | think it could really be
meaningful!

(Cynthia | ets outr at ofi htrhnep hwyaol Iwa Irkest uorvnesShee he s wi
moves back near the door, and looks down thethatlg to gettheattention of thecustodian
who isputting the final coat of wax on tHieor at theend of the hallway.)

iéeAND ONDAYUFEFRIT WEEK WILL CONTINUE WITH COWBOY DAY;
DONOT FORGET TO WEAR YOUR HATS. FI NALLY, KAR

(The rest of the Parks MEJ article begsmewingpage by page from tHeesh airvent in the
wallaboveK ar | 6 s duesand £oops pagesup off the floor as the voices contifjue

€ OROUBRE DOOMED TO PERPETUATE THE VERY SYSTE|!
YOUOGRE | NVOLVED | (Karl DokpbevBldleMdas he reachasder his desk
for the last pag@.ALSOé (The sound of paper shufflingHE LIBRARIAN WISHES TO
REMI ND ALL FACULTY THAT SHE PREFERS TO BE CA
SPECIALISTO THIS YEAR.HAVE A GREAT OPENING WEEK, EVERYONE.Silencg

(Cynthia catches the cust odidaadélernase withtheé i on, w
other while shaking her hedzhck and forthAs Cynthia turns aroundnd returns her attention
to Karl, he is now slumped imis desk chair with his hedmbbbingin disbelief).

Kar | : Didé didé did you igusteame bl@vinout alDovedthey ou ? T
floor. 1é& I ... picked it all up.

Cynthia:(Looking shockedThat is a surprise! Usually Lenny and titrewhave everything
spotlessbynow. Ay way, | i ke ulstwadso nsbaty itnrdy, t o t ake on
That 6s ti p Tunngto kave)tohirleeh.eald on back and | et vy
bl Il follow up on those multicultural novel s

Karl: (Stillconfused . Um, yeah¢é Iltséemsitthall vE€yYy gtoh i madinggo f r e s h
do before | follow up on thoggie looks down at this MEJ artiglewill you be in your room
working on your shabi this weeR

Cynthia: Soberly N o , immérding myseadf in the new Common Core StandaRBuge)

Ha! (She laughsfsotcha! Emiling broadly Act ual | vy, |l 6ve got a | itt
goal before school starts is to stadrking on my retirement numbers. Bye!
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(Karl turns his eyes to the pages that have arrived from the-btlegshh  vent over head.

Introduction

The inclusion of Native American literature within the classroom may be understood as
more than te mere changing of book titles on a course syllabus; instead, it is a move steeped in
history andthe politics of many groups. The pages that follow provide a brief overview of some
of thecommonconversations related toxts, interpretation, and pedagogy before considering
the writings of Craig Womack and Elizabeth Cotlynn, two Native American authors whose
provocative views regarding the relationship between Native American texts, authors, and the
political concerns oFirst Nation tribes may serve as a sobering wagkeall for wellmeaning
English teachers such as Karl.

The context of Karl 6s push for multicultural
The political nature of curriculum is wallocumented byurgerHabermas and many
others. Per&ps no classroom within the school is more culturally significant than the English
classroom in which the texts selected for study are understood as havingfyreatein
shaping studentsod6 worl dvi ews; waersttaichingflomct i on
t he lt®t@&@yOTheorists such as E. D. Hirsch and Alan Bloom argued for a fixed cultural
literacy in which the European literary caneauld bethe primary foundation upon which
literature instruction rests. In conttascholarsuch aslame®Banks argué for an inclusive
canon that does not perpetuate a singular cultural heritage but incorporates authors, experiences,
and perspectives of multiple cultures into the clagar{®7); authors angbublisherssuchas
Rick Simonson and Scott Walkerr gued t hat Amul t i ciorlatcurdely | i ter
representing the breadth of contributions to culture witenUnited States.
Those supporting the use of multicultural literature cite a variety of rea3anks
arguel for multicultural education due to its transformational power in a democratic society;
multicultural literature canesve the goal of a more just nati@imonson and Walker argiie
thatthe exclusion of femaleandauthorsof colorwithin the canon fadto reflect the lack of
change that has taken place within the Ute, that thisisa esul t of fAEurimcentri
todayds teacher endphasisadnou changing sogietya thesngeds ohdeverse
|l earners, and the desire to engaegmanimiggand 6 st ud
well-intentioned when adding multicultural literature to their classrooms, a laudabl®goal
Karl and otlers
In common use, howevdahephrasei mu | t | Ildenatutedis essdntially pejorative.
Typically, it still holds up a standard of the white, male, heterosexual literary tradition as
normative, and lumps thoseoutsmld it s experiences into a singl
frequently overlooks those |iteraturesod abili
their own cultural traditions; Africamerican literature is not Asian literature, is not iNat
literature, and is not Latina literature. Yet, the multicultural moniker would lead the hearer to
believe that somehow these texts are similar as they function merely as a colorful variance from
the canonical norm. The teacher who incorporates suofrative framanto literature
instruction functions as little more than an interloping tour guide who points out to students the
ways in which these multicultural Aot herso be
majority population rnains the primary focus of inquiry.
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The undercurnet of multicultural education yearns for an inclusive, just America. It
represents a move towards bringing all of the marginalized, disenfranchised voices into
discussion of a unified America. But what bbse whose goals are m@cessarilyvi t hi n At he
American Dream, 0 but apart from it leivigjat of t
this is a point of demarcation when combining contemporary Native American concerns with
African-American or Latio; while lawsuits and protests in the latter communities tend toward
equality and inclusion, the consistent political voice and legal negotiating of Native America is
for separatism, aSookLynn attests:

In practice, multicultural educationhasot and wi | | not cast much
long struggle for sovereignty faced by the people of the First Nation of America. Its very
nature, ironically, is in conflict with th

Regarding current prdces in relationship to Native literature, Cebky nn6s v oi ce r es ol
with a call against this random merging of cultural groups into a new cat&j@yvrites:

Because of flaws in pedagogy and criticism, much modern fiction written in English by
American I ndians is being used as the basi
pot, 0 pragmatic inclusion in the canon, an
national literary voice. (96)

As theFirst Nation tribes seek sovereigntiiey, not weHintentioned teachershould certainly
be afforded a voice when considerihg questionposedoy Cynthia: What constitutes a Native
American author or novel? How is such a text to be interpret@daaight? How might it reflect
(or not) the specific culture or the politics of the tribe to which it is connediedgh the
potential answers to such questions are broad and complex, valuénezsisidering seminal
voices in the conversan.

Craig Womack, irRed on Red: Native American Literary Separatiang Elizabeth
CookLynn,inWhy | Candét Read Wal |l aaretwdSsuchypicesr and Ot
Though their audience is primarily Creek and Sioux tribal readers and extendéthEost
communities, and while their emphasis is first to argue for the foundation of tribal literary
traditions and a more active, autonomous voice within academia, their ideas are likely to resonate
with contemporaryiteratureteachersoth in and out of those contexts.

Thefirstpoi nt of concern with Karl s perspecti
he arrives at questions of authors and textsWwh en he notes that Natives
aheadb n s o ma n ke conkilérsNgtiseéAmerica in the pasénse a view that Womack
describes awidespreacandmisinformed(28). Part of this misguided notion arises frdra t
premi se t hnative ctulthre was gnly theeobe thatstgd prior to European contact

65, which | eads Womack to wonder why Al ndian ¢
assumed that i1if they change they are no | onge
numerous, notable western writgrsrpetuateomantic eulogies of the native cultures that have

passed (Cock ynn 31). When Womack writes, AThe tendeé
reductive tainted/untainted framework occurs, at least partially, because Indians are thought of
notintheirtrueleda st atus, which is as members of

nat i
identifies and refutes Americads (and Karlés)
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Having establishethat Native American Tribes are alive, well, and seeking the full
implementation of s@reignty, it is understandable that Womack and Eogin call for the
establishment and recognition of a native literary tradition that is indepesfdéetUS canon
as most nationwould. While teachers like Karl hope for ke literaure to be acknowledged as
canonworthy, Womack applauds a form of segregation, writing:

The primary purpose of this study is not to argue for canonical inclusion or opening up
native literature to a broader audience. | say that tribal litexaiare not some branch
waiting to be grafted onto the main trunk. Tribal literatures are the tree, the oldest
literatures in the Americas. Wage the canon. (6)

Such a position forces a new way to think about native:tdwg are not a subgroup of
multicultural literature, butontemporary expressisof rooted, tribal literary histoes expressed
in both oral and written forms. The consideration of a Native text should not be first in its
relationship to European or American literargthry, but inrelationship td\ative literary
histolies This is especially significant given the current political and legal battles in which
specific tribes engage, as Womack writes of the Creek tribe:

When Creek people assume they have the inhagitto interpret their own literature

and history, even when their interpretations differ from those of dominant culture, they
are setting themselves apart as a nation of people with distinct worldviews that deserve to
be taken seriously. This is an ionant exercise in sovereignty. (29)

A Native canon is not about enacting a new push toward multiculturalism in classrooms; a
Native canon is about strengthening tribal independence.

Karl should also reconsider his laisdaire use of contemporary trenah interpretation
and textual criticism. Womack and Cebinn propose a new direction towards restoring the
primacy of the authors in relationship to meaning being constructed within a work, a cayl usual
in contradiction with a postodern age. Womackgues that the establishment of an authentic

Anati onal |l iterary identityo i s essential i n
historyo (5). In order to establish such a pl
mustignoret he deconstructionistés cry of Athe auth
of the text and the tribal contextsfich Sheexplains A So, at | east until we
especially in terms of establishing a body of Nativiticism in relation to 1®century writing,

post moderni sm may have some | imitations in re
(4). For Karl,a reconsideration dheeveryday usef readefrespons®r new critical

approachedor examplejs likely in order.If heedig Womackand Coegk y nnés cal |l , he

move towards understanding the centrality of the awthdrhis or her tribal context in the work
beforecontemplating the use of otheopularinterpretive strategies.

The ancestry of the author is primagncerrnfor Womack and Cookynn as they seek
to strengthen and constructr i bal canons. Both authors argue
Native American stories have come too frequently frommative voices, individuals that claim
naive status or expertise, then make a career of speaking o tesécific tribes or nations.
Womack expl ains, Al feel that native perspect
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speak for themsel ves; wi t hthipmaximrauthoiswhotagk nat i v
tribal affiliations should not be regarded as creating Native American literature or authoring
Native American criticismBecause a text or analysis infuses native characters, perspectives,
histories, or themes does moake itNative literaturea bookaboutNative Americans is
different than a booky Native AmericansKarl might considesuch distinctions.

Womack acknowledges, however, that tribal authors ceaainlypossess a variedf
native perspectivesir ez, wur ban, full bl ood, -speakers,daybl| ood,
straight, and many other possihilie ()0Yet, cultural credentials alone do not mean that the
texts they author are in synch with the emerging ti@astifor whichWomack and Cockynn
argue. For exampl e, i n assWwWmemawgnadkafirmsweri t i ng
Creek i dentity, yet he problematizes her nove
history, an.dVNomack and Goakgno both &traggle to find tribal function in
Native-authored texts that are not firmly rooted in tribal landscapes and concems. Th
perspective is not intended to dism&allahan or her work, but @arify the parameter$or
which they argue in the construction of tribal cangasameters in which the credentials of the
author alone do not malkeext representativef a tribeor tied tocontemporary triblgpolitical
interests.

CookLynn critiquesNative authorsvhose texts may be described as culturally rooted
but do notaddresgreater tribal consgrations within thosevorks. She struggles embrace
literaturethatengagess o me aspects of tribal | andscapes an
and degener glbsses avahoge &l8menthabavetless palatable to the mainstream,
such as fAthe sovereign rights and obligations
finds herselultimately concerned withthis A How does the tribe benefi
Womack echoestht A mer i ca Al oves Indian culture; Amer
Il ndi an | and -lUynntrdcau@ges incedsed sctutinNative-authored texts to
assess the motivation of the author as related to the needs of tribal concerns. Hoyr@otte
text shouldoe moreattentive to tribal concerriban those of a literary agent or a broad book
buying public Teachers such as Kavbuld do well toacknowledgesuch complex conversations
aroundbothauthorship adtribally-representative tex{®r not) in whichNative literaturslive.

A tradition of functionaNative literary criticism can more fully emerge with the
establishment of a tribal and paibal native canon.Coek y nn ar gues t hat HAéi ni
are comprehensible only within the context of the economic, behavioral, and political forces of
the culture from which they emerge.. .0 (77).
intentional reclamation and translatiorf t r i b e sabwoold afiow sttuaures and t h
symbols to be teased out, framed in political cont@ds and used to interpret future native
works (61). Womack writes:

We scholars havendét yet done enough to art
principles forinterpreting our national literatur@ghe genres; the unique approaches to
character development, plot, theme, setting, and so on; the effect on the structuring of
stories; the philosophies that come out of this tradition; the contexts it provides for
understanding politics, religion, and society. (61)

These authors strongly encourage the interpretation of tribal literatures to take place within the
growing tribal canon, the culture, the political, spiritual, and social histories, and within the body
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of symbols, genres, and interests of the tribes from which they are birthed. Only within this
framework and context can (should?) native meaning be rKadetake note.

Conclusion

Common practices fadative Americarliteratureselection andisei n t cet@gadys
Englishclassroors should be reconsideradhen placed alongsidag arguments of Womack
and CookLynn. Teacherdike Karl would do well to explore theomplexities and conversations
of the tribalnationsin which such texts are rootethtionswhoseauthors, interpretations,
strategies for instruction, and ultimatensusuallydiffer from those olnon-NativeteachersAs
secondary teachers literaturebecome purposeful regarding thenuine, effective
incorporationof Native American literatureghere will hopefullybeless focus othe abstract
broadeningf aclassroontanon andnsteadncreasedocus ontribal voices that call fothe
creation ofa Nativeone
(Karl stretchesHe looks upsoberlyfrom the pages at thHeA speaker and air vent above his
desk He shakes his head in a slow, contemplative manner, releases a long sigh, and rises to
stretch.As ke wanders around hislassroomadjustingthe desg, he seems to arrive a fresh
sense of resolve

Act | 1: Kar | Petersonds High School English ¢
(One week has passed. Karl is tewig atop a desk taking down an old Tiger Woods poster. In
wal ks a grinning Cynthiaé)

Cynthia: Karl, how are you? | just wanted to stop by to see if you have everything ready for
school tomorrow and to announce a little surprise!

Karl: Hi Cynthia! Yep, | 6 ve g optettyenuckreagy(Karlisteps down ginger)ysyllabi
arecopied, seating chartger eady, and | dimaltquehsston tipeudorhndn g t he
did you say surprise?

Cyntha: Yes, | did; check these outQynthia pulls from her denim bookbag a handful of
paperback novelsShe spreads them out on the desk like acarddealet 6 m | i ke a
multiculturalnovel Old Country Buffetl s n 6 t lilobkedghroegh softhe bookcases and
found a variety of novelsome of them arBative Americanlust let me know which one
y 0 u 0 dand lthikkd gan rustlaip a classroom set for you within a we@ardner.

Karl: (Grinning) | appreciate it] really do.Butl t h i n k take & slightaiacheckbafore |
placethe order. Theruthis that b vbeendoing a little researckince we spoke lasand 6 m
putting a new plan into pladeefore lincorporatehem in the clasoom! 6 m r eal | 'y ex c |

Cynthia: (Taking a chair near his deyoh, dotdl what youdve | earned in
(As Karl begins to talk, Cynthia reaches into her purse and takes out notepaper and a pencil

Behind the muted microphone in the prlymci pal 6
watch Karl s c¢classr)oom on the security screen
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Wo ma c k : Pass me the popcorn and grab me a tis
Cynthia is going to learn something from this kid!

CookLynn: Are you kidding? Shedéds a foil! A fl at
her change. Youobl!|l see.

Karl: Awesome! Okay, so check thiso(Kar | 6 s e yamddis weicedyeiakgrnin the past
week ldid someresearctspawned byhe Minnesota English Journalt encouraged me to
teach NativeAmericanliterature,but to do so with increased integrity. addition toauthors
Womack and Cookynn, | learned more abotihesecomplexissues fromMinnesotas
|l i keé errr é L e éavidTréuark feundiipai whike maniribal menbers
and scholars differ on key questiobhatthey would agree that n®y o u mudticultural
literaturelumping is problematic. | realize now that my teacher atian program could
only do so much, and | have much more to do
literatures effectivelyWould you like me to quickly sketch out my plan?

(Cindynodsblanklyand begins jotting down words on the notebpage.Karl jumps up, runs
overto the white board, andcribblesfuriouslywith adry-erase marker

SHORT TERMPLAN | wi | I é
-resist my previousthinking of Native tribes in the past teng
-getinput from tribal educators/scholarsregarding resources A call or email to a tribal
office can get me started
-teachtextsin a more tribally specific manner --over 500 tribed (Reese 247)

(Cynthiahas reached down, extracted a calculator, and enters numbers as Karums)ti

-increase attention to the role of the author asituatedin both historical and
contemporary contexts of the tribe
-usemultiple texts of a tribe to reflect diverse perspectives in that communitypoems
can work well. One text does not reflect the group!
-be willing to addressmisrepresentationsthat studentswill_bring to the texts

Karl: (Loudly) Thisi s t ough becaus ¢e faultydappidoadadstl wae lwiegmgto e al i z
the novelsThe hard parofthiswa k i s that | 06m trying to | ear:
missing!Which leads to my londgerm plan (Karl scribbles furiously

(CookLynn leans in closer to the security camera screen to see what Cynthia is)writing

LONG TERM PLAN: | will é
-be intentional about growing in Native American awareness.

Karl: (Rapidly I 6emroling in the Native Studies Summer Workshop for Educdtefdin
Juneon the White Earth Reservationfound infoomation atwww.stcloudstate.edu/aic

T be ready todeconstruct faulty stereotypes about Native groups.
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-better determine my pur pasclaue and seceivgdaks Ar e ac
as capable okuggestigc u | t ({@Ineuerd)
--understandN at i v e | fimneensaytandrdigessibyo (PorterandRoemer 4)
--understand theways Nativenarrative structures differ from ours (Susag 43)
(Karl stops writing.He letsout a long sigh and turns back to look at @ya.)
Karl: Whew (Dropping his armg my shoulder is getting sqreutas you can sée (Karl puts
the marker in the raibeneaththe white board and turns back to Cynthial could go on a long
time.
Cynthia: Mumbling Not really. Looking up at Karl Not that long.
Karl: No, | agree. Not that long. | mean, not compared to 32 years. But | do have to get started.

Cynthi a: | agree. |l f you get started this fir

Karl: | thought you might understand! Doty think funds will be available from the school to
help me with some of these things?

Cynthia: |1 d6m sure of it. The work teachers do
offers generous support.

Karl: For these sorts of staff developrhepportunities?

Cynthia: Looks confusedyt af f devel opment? No, silly, for 1
your IRAP up to 4%! Look at column oné&He thrusts her notebook under his nadee
way | 6ve figured it, |l 6m out before Spring E
(CookeLynn to Womack: Told you so; told you so.
knowné | shoulda known, 0 an dLymaxtthebuikinggp hi s t

And you? Look at how things start to compound after just 10 years of cdiatniiu

Kar: (Real i zi ng hed6d beedmngriéviyregg ha slTdlainlkeguy see
mean. Paus¢ S o, Il 611l foll ow up on that book requ
resources and get my ducks in a row.

Cynthia: Picking up her bg and heading toward the exit as Karl is speakingAnd | 61 | put
numbers into an Excel sheet and get back to you s&te! jauses at the door and turns
back And, my last tip is this: you can never start planning for your future success too soon,
Karl!

Karl: (Nodding, and looking up at the PA speaker, then down at the paper on hisdésk u 6 r e
right about that, Cynthia, youdre right abou

37



Minnesota Englisdournal

Works Cited

Banks, JamegiTransforming the Mainstream Curriculuntducational Leadershi51.8
(1999: 4-8. Print.

Bloom, Harold The Closing of the American Mind: How Higher Education Has
Failed Democracy and | mepStudentsNew Yoekd t he Soul
Simon and Schuster, 1987. Print.

CookLynn, Elizabethwhy |1 Canét Read Wal | aMaiscBit egnar and
University of Wisconsin Press, 1998 int.

Habermas, Xnowledge and Human Interegteans. J. Shapiro). Lowd: Heinemann,
1972 Print.

Hirsch, E.D. JrCultural Literacy: What Every American Needs to KnBwston:
HoughtonMifflin, 1987. Print.

Porter, Joy and Kenneth Roemer edlee Cambridge Companion to Native American
Literature New York: Cambridge Urersity Press, 200%rint.

Reese, Debbie. AProceed Wi th Caution: Using N
Cl a s s rLanguage Art84.3 (2007)245-256. Print.

Simonson, Rick & ScottValker edsMulticultural Literacy: Opening the
Ameican Mind. St. Paul:Graywolf Press1988 Print.

SteinbeckJohn America and Americans and Selected Nonfictidew York: Viking
Press2002 Print.

Susag, Dorothea MRoots and Branches: A Resource of Native American Lite&ture
ThemesLessons, ath Bibliographies Urbana: NCTE, 1998rint.

Treuer, DavidNat i ve Amer i can Fi.SttPau GraywdlfPldsser 6 s Manua
2006.Print.

Womack, CraigRed on Red: Native American Literary Separatistmneapolis:
University ofMinnesota Press, 199Brint.

38



Minnesota Englisdournal

Multicultural Literature Revisited: New Books and Teaching ldeas

JacquelineAnol d and Anne OO6Mear a

How do we teach multicultural literature effectively? What multicultural texts will our
students enjoy and learn from? We have each taught literature in secondary schools and college
for twenty years or more and find ourselves alwaggking for new books to introduce to our
students. In recent years, the increased publication of multicultural tales, novels, memoirs, and
other norfiction for all readersfrom elementary students to addltas provided us and our
students with lotsfanew areas to pursue. The theme of the 2010 Spring MCTE convention,
Continuity and Changded us to reflect on our practices of teaching of multicultural texts. In
the sections of the article that follows, we will address ways of reading multicuikeraiure
and ideas for structuring courses to improve student interactions with the literature; we will also
offer a list of works and resources we have used in our classes or would consider using.

Introductions

Although we both currently teach at Miesota State University, Mankato, we began
teaching in secondary school. We came to multicultural literature in an effort to find books that
woul d appeal to our students; in Madel i a, Mn .
and at least some tfem spoke English as their second language. She still remembers the
excitement and interest these students exhibited when they encountered poetry that mixed
Spanish with English word€6ol Sals recognized characters in novels who experienced
injustice like they hadTo Kill a Mockingbirg or even saw portrayals of characters in roles they
admired (the 199®&omeo and Julidti | m wi t h warring gangs) . The
eighth grade Hispanic young men would suddenly become very animated/alvédnin class
discussion so clearly expressed the importance, necessity, and motivating power of seeing
oneself or onedés conditions portrayed in |ite

Lately, we have been teaching multicultural literature at the university at the general
educaton level as well as in uppeélivision level classes for English majors, {service
elementary through secondary teachers, and graduate students. We especially want future
teachers to become familiar with the literature of diverse cultures so that thbg wi
comfortable teaching it to their students. Many students in southern Minnesota, even in this
global news age, areiprised to learn thagpanesédmerican citizens were removed to
internment camps during World War Il or that tribal reservationg wiided into parcels of
land and allotted to individual Native Americans in an effort to make them assimilate by owning
and farming land; many of these parcels were later bought by lumber companies, railroads, and
white settlers when taxes were not paigoverty forced sales by their Native American owners.
Increasinglytoo, students of color, particularly Hmong and Hispanic students, find forgotten
traditions, beliefs, and tales featured in novels andfiotion we read in these classes. As our
Minnesota population becomes more diverse, we feel it is imperative that all our students have
opportunities to see themselves in literature as well as opportunities to understand cultural
experiences different from their own.

Teaching multicultural litetaire is a dynamic endeavor. We are always changing our
choices of books, restructuring our courses and assignments, and trying to think of new strategies
to challenge our students to move further into books about cultures which may be unfamiliar to
them.

39



Minnesota Englisdournal

Ways of Reading

Authorial Reading vs. Personal Experience

Our student audience (of pservice teachers) in online multicultural literature courses
we teach reflects the racial and class demographics of the teaching profegsinamally white
andmiddle class. Several problems predominate in their interactions with the multicultural
literature.

One problematic response is that students equate their own experiences with those of
characters in the text. Although empathy offers a useful way int®, feis also important that
students differentiate or at least are aware of differences between their own experiences and
those of characters in the text so that they participate in the literary expérieme¢hat might
be quite different from theirvan - that the author offers them. For exampleTihe Skin | o0 m |
author Sharon Flake tells a story of Maleeka, a middle school girl, who is bullied by classmates.
Reading the novel evokes moving personal accounts from students about their experiences of
having been bullied. But, because of their emotional connection to the story, many white readers
fail to look at its particular circumstances: the protagonist is singled out by peers because of her
very black skin tone. elprathgenistssupport mstgndirmfodf er s r e
their own beauty and worth, aatithe same time informs cultural outsiders about the effects of
internalized racism.

One way to help students move beyond the personal resptmeseindicates their
engagement n t h e a ut hipaftegh afirshreadimgdotinvite students to step back from
the story and engage in a critical or authorial respomse that seeks to discowae authobd s
purposes for writing the story and the conditions that have giserto it. In the case dfhe Skin
| 6 mfor erample, the teacher might have students read the New York Public Library chat
where Flake states her pur pose <kinneddaughteri ng t h
and ... as a black woman Idw that if you're dark in our communities, people don't always say
nice things about you, so | wanted to deal wi
could also have students view excerpts from the CNN $Biaek in Americg2008) about skin
tone bias or read research articles that prosidtstics indicating how skitone bias negatively

affects individualsé | ife choices and economi
Curriculum extension activorn itelse Raxdaracsh d(SikWc
Heal 0) Or instead of moving out of the story

critical stance and move back into the story to examine particular passages that give clues to

author themes. For example,Tihe & i n  Ithée teachen gould ask students to consider key
passages such as the following one titaurs near the end of the novel when the protagonist,
after discovering her own talent for writing,
blacknessand receiving support from a concerned teadirally speaks up for hersefiéCall

me by my name! |l am not wugly. I am not stupid
real bl ack, and if you dondt | i@k ¢ Fnheak et 0lo6 7b)ja d

Generalization vs. Differing Perspectives

Another issue is that students might generalize the experiences they read about in one
novel as being typical of everyone from a particular group. It is important that teachers offer
students opgrtunities to read the stories of people from diverse groups told from multiple
perspectives. For example, students should read about Bobby, the middle class protagonist of
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Angel a JThehFinss Ram lGastvhose parents are able to offer him finanarad

emotional support, as well as the sMiorgcbédda
Boyswho must be totally selieliant in their struggle just to make ends meet. Additionally, just
as students learn about life on one reservation thrdught ey es of Juni or i n Sh

The Absolutely True Diary of a Part Time Indidimey should also read the perspective offered

by Cynthia Leitich Smith ifRain is Not My Indian Namaf growing up in rural small town
America where dating, towngossond coping with | oss are more i
heritage. In a recent class after students Read is Not My Indian Namepme complained that

they had not learned enough from the book about growing up Indian, only to have others make

the poirt that there is no one experience of growing up Indian in the US.

Individual Prejudice vs. Institutional Discrimination

A final point is that some students might attribute racism to individual prejudice rather
than seeing that racism is institutionaliz8dme good books that help students see racism as
being part of a larger structure &densterandAutobiography of My Dead Brothéy Walter
Dean Myers for middle school r AlwayseRummingndh d me mo
Ji mmy SantAPRagedo SBaadallzobtieese works highlight how societal institutions
are set up to make it extremely difficult for young men of color to escape imprisonment and
experience success in our sygi (A useful description dhis stance is found in Richard
Beachds chapter fiStudentsd Resistand®eadingo Enga
Across Cultures.)

Ways of Structuring the Study of Multicultural Literature

Moving beyond ATourismo and Cel ebration

One issue arises when readings are chogehdacourse. We usually teach courses that
consider literature by authors from several cultural groups all in one course; others choose to
devote an entire course to one culturalugp, as in a course in Africakmerican literature.
Teaching multicubral literature according to the first approach is sometimes criticized as taking
a Atouristo approach. It certainly can be.
been a way of learning about other cultures. The walking tour wiegsad passage for English
gentlemen during the Renaissance; they would walk through Italy or France as a way of finishing
their educations by observing the art and culture of other places. Walkers such as Thomas Wyatt
and Philip Sydney brought back todtand the Italian sonnet form and translated various Italian
and French sonnetsfori8 ent ury English readers. So, alth
connotations, people from all cultures can learn from studying other cultures if they make an
effort to stop and look deeply. Tourism can be a rich source of knowledge and appreciation of
other traditions, histories, and arts.

The criticism which charges of Atouri smo a
superficial acquaintance, a celebration of ddferes that are only vaguely understood. And it
seems to us that many teachers have recognized in the past decade that one challenge of teaching
multicultural literature well is to try to go more deeply into the beliefs, traditions, and histories
that formthe cultural contexts from which these books spring. Gradually as we have become
familiar with the literature, we have begun looking for more depth, seeing what we need to know
to make a more complex context for the literature we are discussing wstudents. We take
the idea of multicultural literature as a celebration of difference for granted now. We are trying
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to get students to go more deeply into the literature, to articulate more fully the conflicts they see
enacted, and to see how historiceidents they may or may not know about actually play out in

individual so | ives. In multicultural l i tera
cultures to form a different picture of Aot he
Wedbre aware that sever al aspects of our <co

to enrich the cultural contexts we present to student readers. Teaching in college is much easier
than teaching literature in junior high because students havecetbet course and, even if it is
somewhat required (chosen to fulfill a general education requirement, for instance), they are
motivated and often at a time in their lives when difference is new and interesting. And younger
college readers today seemwbi nvol ved in a Areality crazeo
television), so noffiction books, including memoirs, histories, and biographies, as well as

historical fiction, are often the hook that will get students to read and consider. Oddty, it als
seems easier to teach multicultural literature online rather thanddaee. Online, students

have time to compose their postings, rather t
class; they have time to assemble the incidents andtopreg from the book that serve as

support. The seeming anonymity of the online course is freeing to some. Early discussion of
online teaching techniques warned against flaming and other abuses during discussion, but it has
not been our experience at tlat online students are disrespectful to each other; they are often
startlingly honest and strongly supportive of the efforts of their peers.

Structural solutions: pairing, building the syllabus toward harder material

One way to help students see teersity of experiences within a racial or ethnic group
is to read pairs of books against eRaolk ot her.
Not My Indian Namea g a i n s t Thé&Absolutely Toug Diary of a Part Time Indian
BrucMHeattdaChief The | atter stories describe prot:
growing up in poverty, struggling with the effects of alcoholiand the difficulties of moving
between the reservation and white society,these stories also descrihe strong communities
that support the protagonists. The former novel tells the story of growing up middle class as a
member of a minority in a small town. By reading a pair of these novels, readers get some sense
of the diversity of experiences lived by lads in our country.

Another productive structure might be to arrange course texts so that students read books
featuring protagonists whose experiences most closely resemble their own and thoibe tinat
might be moralifferent so students graduallyore from familiar to unfamiliar territory. For
example, a teacher might @OmredirshParilasivierea b ook su
protagonist Bobby reacts similarly to any young person in his situation (unplanned fatherhood),
or S nRaibik osMyndianName n whi ch much of protagoni st
small town life and how she learns to recover from the loss of her mother and her best friend. But
a book s uclh easSkF, ineié grdasyohist Maleeka suffers because oskier
color, poverty, and feelings of powerlessn@esight be placed later in the course, so that by the
time it is introduced to students, they have had practice going beyond their own reality to seeing
experience through the | ens of a bookbds char a

Surfacevs.ind e pt h ( Nevel sebup)o s 5

In researching materials for 02010 MCTEpresentatioron multicultural literaturewe came

across Donna NoReadngTeachea ritTiecdcehiinmg tMwuel t i cul t ur e
Reading Curriculund. The article outlines an interesting
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tourism problem, taking a fivphase approach to building a cultural context that will help

readers understand and appreciate a current book more deeply. Her article contailysanot
discussion of the five levels of texts her students encounter during a given unit (31) but also lots
of resources and examples of possible texts to use in units on Native Ameri@4y),(Bf%ican
American (36), and Latino/a texts (37). For ex@mfor a unit on Native American literature,

she outlines thprogression which we summarikelow (leaving out many specific suggestions,
which are very much worth consulting the article itself):

Traditional Literature (Generalizations and broasing)

Consider folktales, fablesyyths, legends from a variety of tribes. Note common stories
(throughout the culture) and common types of stories, as well as oral language style as
much as possible.

Learning activities: analyze oral traditions, shoap of US with tribal locations,

identify types of tales and look at some common types (creation, tribal/family, trickster,
crossing the threshold between woddsnimal to human, for example, or vice versa).
Have students create a story that opens, desegénd closes as do the oral tales they
have read.

Traditional tales from one areal/tribe (Narrower view)

Consider tales from one tribe, for example Ojibwe or a specific tribe of Plains Indians.

Learning a&tivities: analyze and compare=te tales wih the more general
characteristics noted above. Note values, beliefs, themes in regional tales.

Autobiographies, biographies, historical Afigtion

Consider works from an earlier time.

Learning activities: analyze these rftetion texts for vales, beliefs, and themes

identified in the traditional literature. Compare nonfiction and historical texts with
autobiographies and biogr aphNighsFlying ( See, f o
Womarn. Norton notes that these kinds of comparisons oart pp biases. For

example, she notes that juvenile autobiographies tend to soft pedal the cultural

repercussions from whitdative American confrontations (34).

Historical fiction

Learning ativities: evaluate fiction for authenticity of setting, @iants, characterization,
theme, language, traditional beliefs, and values based on information noted in earlier
phases. Discuss the role of traditional literature in comparison; also compare historical
fiction with the autobiographies, biographies ottdrigal nonfiction read earlier.
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Contemporary literature

Consider works written for readers by current authors.

Learning a&tivities: analyze the inclusion of any beliefs and values identified in the
traditional literature, autobiographies, biogragshiand historical fiction and ndiction

read above. Analyze character and conflicts. Analyze themes and look for connections
across the literature types.

Norton also suggests that teachers use similar specific questions throughout, especially through
the last three eas, to help students analyis: example, what is the problem, what reward is
wanted, what kinds of action do the people admire, what kinds of action do people despise, what
are the characteristics of great people (34). In this wagiests build up an understanding of

the values of a culture and develop ways of noting and analyzing changes as a culture moves
through time and as they are represented in different kinds of texts.
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Appendix A: A Selection of Books and Teaching Resources
The following selection isot meant to be exhaustive. Instead it represents a collection of works
that we and our students have found useful and interesting.

Middle School and up

AbdelFattah, Randa.Does My Head Look Big In This.

Although set in Australia, US readers will fihd setting familiar. The novel opens as Amal, an Austr&eastinian eleventh

grader, makes the decision to wear thgab (Muslim head scarf) futime. Readers see how following her religious tenets

AYLI Ola 'Yt Qa AyidSNIItiThengv@l alsokaliek aniphes humiSdid IiolSat tpjcal €ehagk angst

surrounding dating, friendship, and appearance, as well as examines the choices immigrants make to fit into a new culture and

the stresses faced by immigrant parents and their ¢hilly ¢ KSy SELISOGI GA2ya Fo62dzi ISYRSNI | yR
Odzt Gdz2NB 2F 2NRIAY | NB G 2RR& ¢ A (K OlcKaBdBdoks{SEhblasi0b. $6D Ags.S E LIS NA Sy
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Alexie, ShermanThe Absolutely True Diary of a PaFime Indian.

Written in an appealing formatdiary with comic illustrationsthis work tells the story of a year in the life of fourtegearold

Junior who leaves the reservation school to attend school in a neariaynaé town for a good education & a K2 LIS ®¢  Wdzy A 2 N
deemed a traitor by his people who feel rejected by him but is supported by loving family members who want him to follow his

dreams despite their poverty and struggles with addiction and loss. During the year, along with educatiss@iahsluccess,

Junior also experiences numerous tragedies, including the accidental deaths of his sister and grandmother. Alexie uses humor

to soften (or confront) the harsh realities of reservation life as well as to deal with the uncertainties of@efute. Language

and references to masturbation make the book appropriate to a slightly older audience than its readability would indicate. Ar

by Ellen Forney. (NY: Little, Brown and Company, 2007. 230 pgs.)

Bausum, Anne.Freedom Riders: John Lewisdadim Zwerg on the Front Lines of the Civil Rights Movement.
Bausum focuses her ndittion account of the Freedom Rides of 198362 on two volunteers, John Lewis, a black man born in
Alabama who was later an elected Congressman, and Jim Zwerg, a whiteonmain Appleton, WI who transferred to Fisk
University as part of a college exchange program. They met in Nashville in 1961 and joined the group who rode buses
throughout the Deep South in an attempt to end desegregation in buses and bus depotsessddry the Supreme Court in

two separate cases spanning 14 years. Students get a sense of each man by reading their very different life histogies and th
seeing them in nowviolent acton. The violent confrontationisetween the Riders and the local pgaes is described in words,
quotations, and pictures. The book also contains a chronology, a partial roster of Riders with brief stories about tleem, and
Resouce guide. (Washington, D.@lational Geographic, 2005. 79 pgs.)

Bruchac, JosephThe Heartof a Chief.

Sixth grader Chris leaves the reservation to attend school in the nearby town. All students can relate to his nervoaahess ab
new school, making friends, and being in the youngest grade in a middle school. Chris shares observatioeseabation

life, his alcoholic father, his clodenit family of grandfather, greatunt and sister, and the painful experience of being Indian at
a school where the team mascot is an Indian and the team name is the Chiefs. Chris faces his fears gétandureaturity
changing aspects of his life for the better. Bruchac has written numerous picture books, YA novels, collections of kraditiona
stories, and an autobiography, 2 ¢ Y I Y Q ENY{ RuffinNBBotks, 2001. 153 pgs.)

Budhos, Marina Ask Me No Qestions

This book was born after 9/11 as a result of the stories of Muslim immigrants, legal and illegal, who instantly becante suspec

FYR SydGlry3atSR Ay | £S83If Y2NlIaa lFa I NBadzZ i 2F Gdkdsal FIOSN¥YI (K
.80 dzasS +tt adaAftAY YSy ySSR (2 NBIA&AGSNI A | NBad#G 2F GKS |
bl RANI Q& Y2 3iKSNE -dravél to Eahhda foriasylurd. Unfoytunatdlyl dieitdthe massive influx of imntggran

Fadfdzy A4 RSYASR (GKSY® bl RANIQa FFIGKSNIAAa 21 AfSRT KSNJ Y2 KSN
Aisha need to return to New York to continue their studies, studies in which Aisha, the perfect daughter, is very sutéessful.

in this climate of fear and uncertainty Nadira comes into her own, realizing her strengths as a person and a daughter and

beginning to envision a future for herself. The novel puts a human face on illegal immigrants, describes the way 9/1d impacte

their lives, and offers some insights into the difficulties they fatledy want to live and work in the United StatéblY:

Atheneum Books for Young Readers, 2006. 160 pgs.)

Broker, Ignatia. Night Flying Woman.

Ignatia Broker tells the story of heragat-greatgrandmother, Night Flying Woman, from her girlhood, centered in traditional

Ojibwe culture, through the coming of the white people and the ways in which her tribe interacted and their traditional life

Oe Of Sa ¢ SNB OKI y 3 S Rglains andifainé NaR darrakivg;ihet Btaryda@intshazigh pditrait of a complex

society, demonstrating native values toward natural cycles, animals, elders, storytelling, and the importance of dreams and

openness to the spiritual world. It appeals toajk groups, including adults; a clear Minnesota connection adds interest.
{dzZLILR NI AYy3 6So0aAriSa 2y . NR1ISNIIYR haAaosgl e OdzZ G§dz2NBE I NB | g Af |
http://ipl2.org/div/nat am/. Search by tribe or author. (St Paul: Minnesota Historical Society, 1983. 135 pgs.)

Carlson, Lori Marie edMoccasin Thunder: American Indian Stories for Today.
A wonderful collection of stories by acclaimed Native writers (Bruchac, Smith, Wfgn Eedrich, Alexie, Harjo, Hogan, Sarris,
Power, and Francis.) GFu®. (NY: Harper Collins, 2005.)

Cofer, Judith Ortiz.Call Me Maria

This short, lyrical, comirgf-age novel uses a mixture of genrepoetry, prose pieces, letters, and journaltges -- to tell the
story of fifteenyearold Maria, a recent newcomer to the New Ydwdrrio from Puerto RicoReaders share her loneliness,
dreams, and struggles to learn English and to adapt to a new culture/environment. Other themes include dieorce, t

45


http://ipl2.org/div/natam/

Minnesota Englisdournal

importance of education, and the power of language. Teachers using the novel might want to read the first sections aloud to
model the importance of noticing titles and to help students realize how easy the poetry is toAeddland Like You: Stories
of the Barrids another Cofer novel readers rhigenjoy. (NY: Scholasti€004. 127 pgs.)

Curtis, Christopher PaulElijahof Buxton

This work of historical fiction, though often humorous, also addresses the serious issue of US slavery. ItsigdEigdn is

the first child born in Buxton, a free settlement for-glaves in 1860s Canada. Much of the story revolves around everyday life,
pranks, and school, but the shadow of slavery is @vesent. Although Elijah and most of the other settlerhehildren have

never experienced slavery firband, its effects are fareaching in the silences and sadness of adults, memories of loved ones
left behind, and the pitiful state of newdgrrived runaways. The story takes a particularly dark turn whgahEkfter crossing

the border into the US, encounters the violence of slave catchers and meets a chained group of runaway slaves. Elijah has to
decide how or even whether or not he can help them. Although Elijah himself never suffers the experieacergftis

encounter with it, and newlound understanding of its horrors are what readers take away from the novel. This book would

be a good read aloud as younger readers may have difficulty with the dialtret abvel. (NY: Scholastic 2007. 352 ps})

Draper, Sharon.Copper Sun.

In this work of historical fiction, Draper traces the life of protagonist Amari from the village in Africa where sherieccaptii

enslaved, after witnessing the murder of family and friends, to Carolina, where bhagét as a present for a plantation

26ySNRE az2yod ¢KS LI LFydGlriAaz2y 26ySNI +faz2 odea | 6KAGS AYyRSyI(dzN
and at a time of violence and confusion on the plantatioranage to escape together to Fortge. Although the novel may

be a little sentimentalized, it is also gripping and welearched, describing many aspects of the slave trade, slavery in America

and the interrelationships of those living on plantatioRsrged by Firélhe Battle of Jerichand other books by Draper are also

popular with young readers. (NY: Atheneum Books for Young Readers, 2006. 302 pgs.)

Flake, Sharon¢ KS { 1Ay LQY Ly ®

This realistic novel is written in the voice of fipgrson narator, Maleeka Madison, an inneity AfricanAmerican seventh

INF RSNJ 6K2 A& (SIF&aSR o0& LISSNE 06501 dzasS KSN) al Ay heteen2z RINJ & ¢
and identity. Along with support from caring adults, Maleeka is empowered when she begins to seedseaseifiter. The

novel is quickpaced and provokes discussion about race/colorism, societal images of beaugstseli, peer pressure, and

odzf t @Ay 3Id Ct I 1 Ea3@MoReiarit BaNg,afe @lfo ppdd@tivé andwritten in a similar style.:(Bynp at the

Sun/Hyperion Books for Children, 1998. 131 pgs.)

Grimes, Nikki.Bronx Masquerade

Grimes uses a mix of poetry and fipgtrson prose to invite readers into the lives of 18 high school students representative of
people we all recognizethe jock, the tough talking rapper, the artist, the beauty queen, the teenage jatimThrough the
studentperformed poetry on opermike Fridays in which the characters reveal their fears, talents and aspirations, readers are
invited to look beyond steregpes and appearance to see who people really are. This inviting and easy read shows the
transformative power of art and language. It would work well with a poetry unit and (for an older audience) could be paired
with the movieSlam (NY: Speak, 2003. 1p6s.)

Johnson, AngelaThe First Part Last.

The story, which focuses on unplanned teenage fatherhood, moves back and forth ia fiome the happy times when Bobby

first begins dating Nia to his discovery that he is about to be a father and the uodabié weeks as the two of them grapple

with the idea of parenthood and face the decision of whether to keep the baby or offer it up for adoption. Bobby, unlike man
reatlife young fathers, steps up to his responsibility for his child and the book iedistically with how this decision impacts

his life. This very simple but powerful book leads to good discussion. (NY: Simon and Schuster Books for Young Readers, 2003.
131 pgs.)

Martinez, Victor. Parrot in the Oven.

al NIAYyST Qa S LIA yoang Ehizany i8 Wriidn in lush2miziaphdric language and stands alongside Chicana coming
of-age stories such akhe House on Mango Stredanny and his family struggle against poverty and racism, let down by the
institutions that are supposed to helpem. At one point, Manny joins a gang but realizes that he is not a person who preys off
others. At the end of the novel he returns home, seeing his family rather than his peers as a source of support. Like with
Mango Streeta teacher might want to helptudents put the episodes together tget a vision of the story as a whole. Although
easy to read, the situations the family faces are desperate, so the book is appropriate for a slightly older audienecTt8ee th
ALAN Revie\Fall 2004) for a good revieof the book by Betsey Nies. (NY: HarperCollins, 1996. 224 pgs.)
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Myers, Walter Dean.Autobiography of My Dead Brother

Fifteenyearold Jesse no longer feels like he knows his blood brother, Rise. Rise has decided to get on the fast track to realizing

his dreamsg; through selling drugs and working for a ganand Rise wants Jesse, an aspiring artist, to use his drawing to tell

wAhasSoa aG2NBE® ad@SNE SELX 2NBa (KS SIHaS sAilK sKAOK &2dzy3a YSy 13
by shootings, vicious gangs, drugs, and turf wars. This novel is an intense but easy read. Art by Christopher Myersyparticularl

his comics, lightens the dark mood. (NY: Harper Tempest, 2005. 212 pgs.)

Okorafor-Mbachu. Nnedi.Zarah the Windseeker.

In thiscomingof-age fantasy, thirteetyearold heroine, Zahrah, is set apart from and teased by her peers because of her dada
locks and special powers. Zahrah learns to accept herself and to use her powers when she has to depend on them and her
courage to enteand travel through the Forbidden Greeny Jungle to find an antidote that will save the life of her best friend.
Over the course of the adventure, Zahrah faces tests of endurance, meets strange creatures, and gdaiowkeife.

Okorafora 6 I O K dzQ Znoval Bhé&Shgidaw Speakizkes place in the same fantasysd. (NY: Houghton Mifflir2005. 308

pgs.)

Rempel, LeahHey Hmong Girl Whassup?

This journaistyle novel written in the voice of a fictitious Minnesota Hmong girl, fiftgearold Choua Vag, was a product of

9{[ GSIOKSNI wSYLIStQa YIadSNRa (KSairaod 2A0K GKS LldzN1RasS 27F 2L
Rempel worked with Hmong students and other members of the Hmong community to make sure the portrayal of characters

and situations in this YA novel were authentic. The novel deals with the difficulties experienced by Choua and hettfamily

conflicts between children growing up in the US, immersed in US customs and values, and parents holding traditional

expectatiolt | 62dzi 3ISYRSNI NRfSax YINNAFIISS | yR LI NBy Gt NBaLSOGod |
chosen by their father, but her next oldest brother and sister have rebelled, joined gangs and spent time in jail/detention.

Choua is at a crossrogddeciding what kind of person she wants to be. (Sil,RaN: Hamline University,R004. 138 pgs.) A

good resource for teachers and older studentsBegin My Life All Ovey Lillian Faderman, a collection of oral histories by

Hmong in America.

Smith, Cynthia Leitich.Rain Is Not My Indian Name.

This novel combines journal entries with figgrson narrative, moving back and forth between the present and recent past,

keeping readers engaged until the end to find out what really happened on alftef b S | SI NR& 99S yAIKG 6
.SNBK2FFQa 0S5ai0 TNM&KSRI RARSIKES NOKA R Sa Sidkz KR oRr§130 R OO0OdzZNNS R asS@Ss
has left the fourteeryearold protagonist overcome by grief, and the novel followsGaA R&@ Q& aNBGdzNy € G2 | y2 N
her love of photography, her connections with family and community, and her examination and acceptance of events prior to

FNASY RONY: Hafdr Gokils Hnnm® mop LIFAGO / &yl KAY [b3 AMRMBEK | {(YWSAINRKOR & & |NRASI;
July/August 2002 issue dhe Horn Book Magazifie a good resource.

Sterling, Shirley.My Name is Seepeetza

¢2tR AYy | aSNRSa 27F 22dz2NYI t Sy i NR-fearoldJedplea r2opimtheksPry bf ti ik 2 NRa 2 g
the Indian residential schools (boarding schools) in 1950s British Columbia which Indian students are forced to attend and

where they are not allowed to speak their language. The book recounts the sadness of leaving home, theteddifeef the

schools, the punishments, the endless hours of cleaning, and the sadness of waiting for the few vacations when students are

released from the schools to rejoin their families. The dismal, militaristic life at the school is juxtapos#ukvjah students

experience with their families, being back on the family ranch and engaging in the activities that help support the family.

(Toronto: Groundwood Books, 1992. 126 pgs.)

Tamaki, Mariko and JilliaiTamaki. Skim

A graphic novel about congrof-age which explores suicide, depression, love, sexuality, crushes, cliques and other issues
encountered by adolescents. Main character Kimberly Keiko Cameron (a.k.a. Skim) attendgrisnsatiool and the novel
follows her search for friends and imand portrays the pain and the difficulties of growing up. In the end Skim and her best
friend Lisa both find happiness and acceptance. (Berkley, CA: Groundwood Books, 2008. 141 pgs.)

Yang, Gene LuenAmerican Born Chinese

A graphic novel with threentertwined stories: a traditional Chinese tale of the Monkey King who does everything to be human
rather than a monkey; the story of Jin Wang, the only Asian American boy in his school, who desires to fit in and taldate an
American girl; and Chikee,a televisionsitcomlike character compiled of numerous Chinese stereotypes, on his yearly visit to
his American cousin Danny, to whom he is a constant embarrassment. The stories eventually tie together, leaving readers to
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think about identity, the poweand pain of stereotyping, racism and prejudice, and the importance chsetiptance. (NY:
CANRG {SO2yR .2214a4X Hnnc® Hoo LIA&APO al NBIFINBGIG / KIFIy3aQa 42
The Horn Book Magazimiscusses Asialimerican Literature.

w

[ A1

High School and General Education College

Alexie, Sherman Flight.

This novel, lik&he Absolutely True Diary of a PaFime Indian(2009, Grades-10), has a young male protagonist with an
edgy,Catcher in the Ryiype of voice. Irrlight Zits, an orphaned halfish, halfindian boy who has been through better than
twenty foster homes finds himself about to commit a crime but is powered back through time travel and sees historical events
personally from different sides of the quem while in the body of an FBI agent on an Indian reservation in the 1970s; an

Indian child during the Battle of Little Big Horn; a US Army Indian tracker during“ifh}enmry; a flight instructor with a

potential terrorist student; and finally in thieody of his alcoholic father. Zits experiences anrdaesiders revenge, violence,
AKFYSE OKFy3aSz FyR SYLI GKeé RdNAy3 GKSasS atAg@gSadvé [Fy3adz IS Aa
specific reading guide at the end with detailedegtions. (NY: Black Cat, 2007. 181 pgites on the web provide sample

units and more general info on teaching approactetp://sites.google.com/site/viohnson119/flightuniand
http://ncte2008.ning.com/forum/topics/teachingshermanalexie.

Alvarez, Julia.How the Garcia Girls Lost Their Accents.

This novel tells the story of the Garcia family, who fledDloeninican Republic in the 1960s; the story is autobiographical,
NEBYAYAAOSYyd 2F !f@FNBT Qa 26y SELISNASYOS & | OKATRuild YYAINI yi
underground. The novel moves backwards in time, beginnittythv stories of the four sisters as adults and then moving back

through their courtships and marriages, college careers, adolescence, and elementary school right after they first nfmved to t

US. The last section takes place in the Dominican Republigiaes a strong sense of political intrigue and the cultural base

FNRY gKAOK (GKS IANI & FINB g2N]JAy3Io / KFftSyaiay3a NBFRAy3a 680!l dz
American and Dominican cultures backwards and different chapberssfon different sisters. (NY: Algonquin, 2010. [1991]

336pgy. D223t S a! t g NBT DIFNOAI tSy3ddaayé o6gAlK2dzi GKS l[d2GSao F2N

Baca, Jimmy Santiagd Place to Stand.

. OFQa YSY2ANI Aa @GSNE Ayl &gpeicdce; it Wdodds the stories df thé rye@ Befm@dtsyfiire #ndl & LINA &
the steps he takes to survive. Bacaoalscounts his literacy journethe writing and reading that help him survive the insanity

of prison. The story is inspiring because Baca turnsgfdiarbund, but it is also a condemnation of our society which fills prisons

with young men of color rather than providing them with the resources and support to succeed in society. (NY: Grove Atlantic,

2002. 272 pgs.)

Butler, Octavia.Kindred.

In this giencefictional slave narrative, Dana, a-26arold black woman, in the midst of moving into a new home in L.A. in

1976 with her husband, is mysteriously transported to an antebellum plantation in Maryland, where she saves a child from

drowning. For theemainder of the novel, she timeavels between these two locations in order to save her ancestor, that

drowning child, until he grows up and fathers the child who will become her own ancestor. While in Maryland, Dana witnesses

and experiences personglthe evils of slavery, particularly forwonedi KS RNHzRISNE X (KS LAaeOK2f 23A0! ¢
loss of children, the rapes and beatings, and brutality. Butler uses the conventions of traditional slave narrativesrasi$ con

the reactions of a preserday feminist who, though outraged, is powerless to intervene. Dana also comes to recognize the

scarring effects of slavery that remain to this d@Boston: Beacon, 1979. 264 pgs.). Excellent resources, discussion questions,

and a welthought out ceative writing story guide related tdindredat http://www.webenglishteacher.com/butler.html

Butler, Octavia.Parable of the Sower.

This journaistyle novel opens with fifteerearold Laurerdescribing her gated community, a neighborhood that has banded
together in a chaotic 2024 California where people battle for scarce resources of water, food, and land. Lauren suffers from
hyperempathy, sosheis debilitated by and suffers along with thaip of others. She is also unusual in that she has ceased to
believe in the religion of her ministéather but is creating her own religion called Earthseed. After a fire and mob kill, or
scatter, the inhabitants of her small community, Lauren takes &rtad, moving toward safety in Canada. Along the way, she
creates a group of people who coalesce around her and her new teachings. This novel is very powerful particularly as it
resonates with current US circumstances. It also invites students to explareown beliefs and the role of religion in creating
community. (NY: Warner Books, Inc., 1993, 329 pgs.)
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Culleton, BeatriceApril Raintree.

CKAA y2@St> aSd Ay /IylIRI IyR t22aSte ol a$ R retgvedirdnithelr dzi K2 N a
family and grow up in foster care. The sisters, April and Cheryl, suffer injustice under the social service system and face a

struggle to survive and find their identities. The book is an easy read that is powerful and moving. (\Wirreggds

Publishers, 1995, 196 pgs.)

Dorris, Michael. A Yellow Raft in Blue Water.

This novel is excellent for teaching point of view. Its three parts are alpfirson narratives, the first told by Rayona, 15, an

American Indian who runs away froher reservation in Montana; the second by her mother, Christine; and the third by Aunt

LRIE K2 Aa [/ KNrhadAySQa Y2GKSNJI YR whké2ylQa 3INIYRY23G§KSNWD {2
section with interesting differences in interpreian of the event. All three women encounter difficulties in love and daily life,

living always on the brink of poverty. Rayona eventually comes to understand and reconnect with her dying mother and stoic
grandmother and to have a strong sense of séifY: Picador, 1987. 384 pgs.)

Fairbanks, EvelynDays of Rondo

Ly GKAA YSY2ANE 9@Stfeéey CILANDlIyla GSffa (KAmerigahaelBborfodd ANR g A y 3
during the 1930s and 1940s. Fairbanks describes the peomecarme to be her parents and family, trips back home to

DS2NBAIFIY a0K22t3 RIFEGAY3AZ FYR 2Nl Ay3Io Ly F OKIF LJi SyhyOF £ £ SR a
GSNX¥az &aLISIF1Ay3a F2NI Ayaidl yOS emmisiyind she andHeyfrinda tBe Joi&yotiating witNA R3I S Y I
the principal for exceptions to the rule that no nstudents could come to the prom so that she and her friends could have

RFEGiSas YR 2F dzaAy 3 KSNJI &g KA @r@iewlfds hNEiness school dlRis\a®edniniscérge ofilihe | y  RY
and era, especially interesting sine@4 was built through the Rondo neighborhood in the 1960s. It includes pictures of her

family ard St. Paul places. (St. Padinnesota HistoricalP, 1990.182 pgs.)

Otsuka, Julie. When the Emperor Was Divine.

This is another excellent novel for teaching point of view. It is a novel in five parts, telling the story of one Japahase © Q a

removal from Berkeley, California to an internment camp in Whating World War Il. Each section, which carries the story
F2NBIFNRE A& (2fR FNRY 1 thefrothektélld of tiienwticeSaNddhe preparatigng to Rave; e téng

yearold daughter tells of the train journey; the sewvgaarold son tdls of their stay at the camp; both children narrate the

NBGdzNYy G2 . SNy StSeT IyR GKS TIGOKSNI a02yFfSaasSaéd G2 KAaa asl N O
straightforwardly without authorial comment; it is easy to read but the lastise poses ch&nging questions. A good book

for discussion of uthem social categories and interactions, social and political reactions to security threats, historical research

projects, and literary point of view and symbols. (NY: Anchor, 2002.4 ® 0 ¢ 20K I wSIRSND&a DdzA RS |
are available online at Random House.

Rodriguez, LuisAlways Running: La Vida Loca: Gang Days in L.A.

Luis Rodriguez wrote this memoir of his growing up in East L.A. in the 1960s and 1970s asdzu extgnment to his son,

who was following a similar and dangerous path with drugs, gangs, and violence. Rodriguez shows what becomés of living
vida loca although he is singularly lucky in the adults who take an interest in him and help him realiakehis in mural

painting, writing, traditional dancing, and social activism. This is a fast and very engaging read; students loveitezRodri
describes not only the violence and dangers he encountered, but also his own feelings of sorrow, poess|exst loss as a
gang member. His social activism continues; see his well developed wéltgitéwww.luisjrodriguez.com/ Also available in
Spanish. (NY: Touchstone, 1993. 262 pgs.)

Shange, NtozakeBetsy Brown.

This comingpf-age novel is set in St Louis during 1959, the year that St Louis schools began desegregation. Betsey, a seventh
grader, confronts the usual problems of friendship, love, sexuality, and realizing the effect of her actionstagdiaskdrop

of changing ideas about civil rights and black identity. She lives in a solidly-ciaidamily; her father is a doctor and her

mother a social worker. But her parents have very different ideas about integration and black powerhbeidaroud of

their black cultural heritage while her mother is more conventional and accommodating. And Betsey, their oldest chiild, is in
thickoftheit YR a2 O0ORSFFE QDG © ¢CKAA A& F 3I22R KA adl2 NAfibt, includidgd St = 2y S
finding her place within a new school, as well as making readers more aware of the problems facing American society at the

start of the civil rights era. (NY: Picador, 1985. 208 pgs.)

Speigelman, Arta I dz& LY | { dzNZrerBRdedBHistomhdh S§Mzaa & LI G! { dZNDAG2NDRa ¢t Sy !
Began.

{ LISA 3 St Yknof@ Breakh®idigh historical graphic novels about the Holocaust are centered on the author getting the

story from his surviving father, Vladek. The two k@take Vladek through the builgh of Nazi power, his flight, and finally his

stay at Auschwitz. This historical story is interspersed with attention to the lasting personal effect on the survivatasaomw
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those close to them, including the authofMaus I NY: Pantheon, 1986. 160 pgs. dddus Il NY: Pantheon, 1992. 144 pgs.).

9EOStf Syl aritsSa adzR NI GSIFOKAY3 K SVads2aNBaivionh Holis8 1 OK SN & 3JdzA RS
http://www.randomhouse.com/highschool/catalog/display.pperl?isbn=9780394747231&viewatgther @Web English
Teachenhttp://www.webenglishteacher.corfspiegelman.html and a course site with links to many other informative sites at
http://www.history.ucsb.edu/faculty/marcuse/classes/33d/33dTexts/mausibResources.htm

Viramontes, Helena.Under the Feet of Jesus.

Estrella, a thirtea-year2 f RX I YR KSNJ FlI YAf & (2Af Ay (GKS KINAK O2yRAGAZYya 2
family rituals are both beautifully described in this comafeage novel. They move often and at each new place, the statue of

Jesus and their citizenship papers (which are kept under the feet of the statue) are enshrined. Their existence isgpaachriou

Al asS8Svya GKFG t SNFSOG2:3 difdhérafet hg abankdched khie familE ko lcddSdBringleaving B £ £ | Q
them. Estrella questions the value of religious faith and the ability of adults to offer protection. Her first loveisAlejo,

poisoned by a crop duster as he picks peaches in a tre¢ghenfdmily confronts the medical system, trying to get him

assistance. By the end of the novel, Estrella finds that the only things she can rely on are her own strength and determinat

but she is determined to move forward. (NY: Plume, 1995. 192 pgs.)
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Appendix B: Additional Teaching ldeas or Resources

.FRSNE . FNBIFIN}Q® a1 2¢ GKS [AGGES |1 2dz2aS DIF @S DNRBdzyRY ¢KS . S3Ay

Literatureé The Horn Book Magazi¥8.6 (November/Decembe002) 65773, Print.

----- .G adzt GA Odufl i BN T BRin Bdok Magazir®.2 (March/April 2003): 1482. Print.

This series of articles offers a history®K A f RNBy Q& Ydzf G A Odzf GdzNF £ € A G SNIF G dzNB o

G.2214a G2 ! 32ARY | 20yatdiofyOyate.f2009. iWKbS103ah. RFLENB Yy OS v ¢
Helpful in suggesting things to look for or avoid in representations of Native peoples.

w»
Q¢
c:

Clegg, Luther B., Etta Miller, Bill Vanabof , Gonzalo Ramirez and Peggy K. Fold2 ¢ ¢ 2 / K22&S ¢KS
Multicultural Books Scholastic.comScholastic. n.dVeb.10 Jan. 2011.

This site suggests 50 multicultural books and contains comments by writers and educators about how to cbhdose go

multicultural books; ten books each about, and for, Native Americans, Latinos, African Americans, Asian Americans, and Jewish

peoples. 3.

English JournalSpecial Issue on Multicultural Literature of the Ameri€ds3 (Jar2005):1-106.Print.
Articles by teachers, writer, and researchers.

Fox, Dana and Kathy Short, e@tories Matter: The Complexity of Cultural Authenticity

AY | Kskiferdttk&Wft@na,IL: National Council of Teachers of English, 20@nt.
A collection of chapters byarious experts discussing the controversy surrounding authentic representation, teaching issues,
and definitions of multicultural literature.

Sass, Edmund J., éda dzf G A O dZ i deNi y § Sray@foudweBco@/ d2NIISSTE 2 T SRy QB Yy SRA OG0 Qa«
University.2009. Web. 10 Jan. 2011.

Scroll past the ads and see a large compendium of sites dealing with general issues (such as immigration) or cultwal groups

specific authors. At the bottom is a link back to the central index from whiclegodind other ides, sites, and lesson plans

for adolescent literature and for teaching literature;12. Updated regularly; very few dead links.

b2NIli2yX 52yyl 90 G¢SIOKAY3A adz (A Qeafliigd@athe44.] (Bpi 2O0): § dZNB Ay G KS

28-40.Print.
Outlines a multistep approach to teaching multicultural literature, beginning with traditional myths, legends and folktales of
the cultural group; narrowing to specific traditional myths and stories related to a specific granipepradding relevant non
fiction such as biographies or historical accounts; historical fiction; and finally contemporary fiction, biography, yr pbétr
method seeks to create a context for the contemporary fiction and help student readers uadéisetter the relations
between culture and literature. Well workeslit examples for Native American and African American works.

Rabinowitz, Peter J. and Michael W. Smiththorizing Readers: Resistance and Respect in the Teaching of Literature
New York: Teachers College, 1998&int.

The authors alternate chapters discussing ways of reading literature. Several chapters focus on teaching and reading

multicultural literature.

wSSaSs 5850604 S ®chdobLibriark BEn@ioR2008)S560. Brint.
Offers an annotated bibliography of literature by and about American Indians suitable for elementary through high school.
—® Gt NPOSSR gAGK /I dziA2yY | aAy3 hdngudgd®Atdl. MBNIO@T): 385 C2f 1 G £ Sa

256.Prirt.
Identifies problems of using some folktales as examples of authentic Native American literature.

Ay

Zitzeel 2YF2NIGSE / FNRBf D a¢SFEOKAYA bl GABS I YSNAOFY [ AGSNI (dz2NBY Ly ¢

[ Sy aPRdadogys:1 (Winter 2008)160-170.Print.
Discusses difficulties of overcoming stereotypes of Native Americans while teaching Native American literature.
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Part Three:

Working with New Media
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Online Distance Education: Surviving the Tsunami

LindaLein

AOnl ine classes are hitting us |ike a tsun

So said my colleague during a conversation we had about course offerings in our English
Department at MStMoorhead.

Hebdés right. According to the U.-$2studepart me
enrolled in technologpased distance education courses grew by 65% betweer2Q0B8ZXxi).

Picciano and Seaman, author¥et2 Online LearningA Survey of U.S. School District
Administratorsfoundnearlythree million K 12 students took online coussduring 200506
7).

We need to remind ourselves that students today are no longer digital immigrants, but
digital natives, and as such they not only expect, but are in need of teaching methods that differ
from those used to educate previous genemtidast year, at a Consortium for School
Networking webinar, Don Tapscott, authorGfown Up Digital: How the Net Generation Is
Changing Your WorldsaidA The nati on i s at a turning point,
served us well for decades aea centuriesincluding educatiorhave come to the end of their
|l ife cycle and must be 6rebootedd or reinvent
Tapscott noticed that students used the Web p
the true meaning of the Internet, f he said,
knowl edge, it 6 sommunicatiomana codabdratioh,ommr f bui ¢ di ng comm
(Devaney). Former Minnesota Governor Tim Pawlenty and the MnSCU Bbardstees Chair
David Olson, concur. In a press release issued November 20, 2008, they announced the
following goal: by the year 2015, 25 percent of MNnSCU system credits will be earned via online
courses.

The question should be asked, however, whiaiheot there is research that supports the
pedagogy of teaching online. More specifically, does teaching students online and/or providing
othertechnologdpased i nstruction really i mprove stude
Anson, Breuch, an8wiss concluded in their bookeaching Writing Using Blogs, Wikis, and
Other Digital Toolsthat instructors who help students understand the purposes of digital writing
tools find that s tinitdtedwritsg té seHnviated Writing because theyh e r
want to write to communicate to their audienc

eportfolios Aperceive relationships between tl
tool so (i x). I n addng isokni Itlos ,i niptrhoev i chegp tt th ea fr twr
devel opment of ideaso grew as well (x).

Other studies exist that corroborate the conclusions of Beach, Anson, Breuch and Swiss.
In Evaluation of EvideneBased Practices in Online Learning: A Me&taalysis and Review of
Online Learning Studieshe U.S. Department of Education found in the raetalysis of 51
studies the following:

1 Students who took all or part of their class online performed better, on average,
than those taking the same course tlgio traditional faceto-face instruction.

1 Instruction combining online and fate-face elements had a larger advantage
relative to purely facgo-face instruction than did purely online instruction.

53



Minnesota Englisdournal

1 Studies in which learners in the online condition speate time on task than
students in the fae®-face condition found a greater benefit for online learning
(Xiv-xv)

Because there is strong evidence to support teaching
students online and because educators find themselves on the
leading edge of this sliance education tsunami, we need to ask
how we can ride the wave rather than be drowned under it. I
other words, how should our traditional labased English
instructors redefine their teaching methods in this Age of
Technology? Hybrid Course: Part of the class

The first step to swival is to stay informed about online|is conducted lanthased and part
tools and software. For example, Minnesota public schools, |4 it is online.
colleges, and universities primarily use two Learning

Types of Online Courses

Online Course Class is
conducted mtirely online.

Management Systems (LMS): Blended Course Class is
conducted landbased, but it is
f Desire2Learn (D2L) supplemented with online
<http:/Mww.desire2learn.com/ interaction outside of the class

1 Moodle <http://www.moodl@rg> periods.

Other popular LMSs include Blackboard, WebCT,
Angel, and eCollege. Each of these LMSs provides the basic tools an instructor needs to conduct
a class, such as a content area, a discussion board, a chat room, quizzes, dropboxes, and a
gradebook. AiLMS can be integrated with online, hybrid, or blended courses. To learn how to
use an LMS, instructors might receivehause training through the IT Department of their
school or wuniversity. I f that i stenddrepatabkei | abl e
land-based workshop.

A good IT Department will also keep instructors current with software programs that
enhance the school 6s LMS. For exampl e:

fHorizon Wimba<http://www.wimba.corm is a synchronousonferencing tool that
permits instructors to convene an entire class or a small group for a PowerPoint
lecture and/or online discussion. For example, an English instructor can present a
PowerPoint lecture about writing similes and metaphors. Thendtradtor can
i mmedi ately check studentsdé comprehensi ol
write their own similes and metaphors in the chat room tool available in Horizon
Wi mb a . Students can al so ask questions.
ways: to introduce a writg assignment and to teach miessons on skills that
students demonstrate they neeglhweith in their writing (i.e.punctuation, point of
view consistency, htext documentation, works cited entries, etc.). My students
prefared using the chat room versus asking their questions aloud. Using the chat
room avoided the problem of more than one student talking at a time or me missing
them raise their electronic hand, anot het

{Camtasia Studighttp://www.techsmith.com/camtasia.asig>a multtmedia
presentation software that enables instructors to create audio PowerPoint lectures
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(podcasts) that incorporate videos, photos, text, clipart, etc. Camtasia Studio is for

online English instructors whoest at asynchronous times with their students.
Camtasia all ows theliikesd rfuecatour @ oofh aowen tae
students do not have to learn everything by reading text. | found this software

addresses the different learning styles of atislin the class. The auditory learner
appreciated the Camtasia file the most. Students said they downloaded the lectures

to their iTouch or iPhone and listened while they exercised or did other things.

1 Softchalk<http://www.softchalk.com> helps insttors create interactive web pages
that include learning aids such as pgptext annotations, sedfssessment quizzes,
and other interactive games. For example, an English instructor can build a unit in
Softchalk in such a way that each time a newdigpr writing term is introduced,
an annotation that defines that term will automatically pop up when a student places
the computer cursor directly on the term. URL links can be linked to additional
readings or videos on the Web. Periodic quiz questiansalso be spread
throughout the unit to help students check their comprehension of the material.
Interactive flashcard games at the end of the unit can help students review for a unit
test. A website/unit built in SoftChalk will work in any LMS. Sblés suppose t
MnSCU decided to not use D2L anymore or that a Minnesota public school no
|l onger wanted to use Moodl e. I f a cl ass
new LMS. An instructor does not have to start over building a new weliste av
school or campus switches to a new LMS.

Respondushttp://www.respondus.com> is a program that closes down Web
browsers during online tests. This reduces the possibility of cheating. For instance,
students are unable to do Google or Yahoo seafohasswers.
In addition to being knowledgeable about LMSs and the software progthats
work with them, todayé6s writing instruct
such as blogs, wikis, eFolio, and Facebook.

T For those who want to publicly steetheir thoughts with the world, Google offers
Blogger<http://www.blogger.com, a tool that makes creating a personal blog page
easy and accessible. A class blog invites discussion from an audience of readers
beyondthe fourwalls of a classroom. Instead of keeping a writing journal or a
reading log that only the English instructor reads, students have the opportunity to
write for each other and a worldwide audience. Students can also receive feedback
on their posts At the end of the semester, stud
is ending, | 06m going to continue to post

T Wikis are workspaces where cooperative groups can do collaborative writing. A
popular free wiki site is PBWorkshttp://www.pbworks.com. Researclbased
projects work well for collaborative writing groups. For example, an English
instructor can divide a class into cooperative teams, assigning each team the task of
creating a multpage webse that definesapartc ul ar poet 6s writing
prewriting, drafting, revising, and publishing. 8&mtswho have done collaborative
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writing in wikis enjoy the creativity and ownership of building a websiteeir
writing is detailed, welbrganized and audiencéocused.

feFolio<http://www.efoliominnesota.com/ provided by MnSCU, is an electronic,
digital portfolio. | use eFolio in Technical Report Writing. My students create an
electronic web pordlio that presents their education and employment credentials to
prospective employers. They can updateshesthroughout their careérhis
eFolio website is an assignment that becomes-#olifg, practical tool.

I Eacebookhttp://www.facebook.com, whi ch probably doesnodt
introduction, is the most popular social networking website in use. Instructors can
create a Facebook Community Group (previously called a Fan Club) where
discussions about literary arriting topics can take place both within and beyond the
four walls of a classroom. MSMoor headdés Engli sh Depart me
page to announce department events on campus and literary events in the
community. The nexttime Iteach EnglishCampi t i on and Literatur
using Facebook for an open discussion of stories and poems. Not only will students
participate in the discussion, so will anyone else who joins the group.

For those who are insecure about new, technetisiyen teghing methods, this list of
information or article may itself feel like a small tsunami. Just remember, if the first step to
surviving the wave is to be informed about online tools and software, the second step is to start
slow. Choos@netool for onelesson fooneclass For example, learning to post grades and
course handouts in an LMS is a great place to start. When instructors find success in one class,
they grow to the next level by using the same online method in the other classes they teach.

Then this success spurs instructors to try other online tools for other units, such as how to build
and add Camtasia files. Starting small and moving systematically and progressively into the use
of online tools and software is more successful than tryinig tmo much all at once.

The final piece of advice for surviving the online tsunami is to find a colleague who is
experienced using online tools. A mentorcanshoww it i s do-topersaind be t h
who can answer questions or help solve probliéthey arise. The mentor knows the best
practices from research and experience. This mentor might be a colleague whose classroom or
office is just down the hall. AtMSMo or head, | -wpeweonad8 thetfAigoEn
Dept. We also have IT Deggechnology experts and instructional design educators on campus
who are skilled at providing idepth training.

Although the growing surge of online classes and digital writing tools is inexorable, it
doesndt have t o f ee tansuccissfullyariddtiseerasaitieyare | nstr uc
informed, make changes systematically and progressively, and find a mentor who will partner
with them in the process. Remember, ités abou
initiated writersintoday s ¢l ass and tomorrowds worl d.
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Claiming Their Learning: Urban Teens and theDocumentary Filmmaking
Process

Molly McCarthy Vasich and Jessica Dockter Tierney

At first when | heard about the last project | was ready to start skipping the last few

mont hs soavewodwl de&@d ki th all the computer
really excited to get to use computers and see whathiegstl can learn . .maybe

someday | can teach some of my skillShawn

It was more than writing [a] paper or analyzing data. Mpst involved critical thinking.
And the best ways [to] presedtitferent points of view fairly . .without biasi
Mohamed

The students quoted above are reflecting on the process of planning, filming, editing, and
producing a documentary film. The dantproduced documentary film projects were the
culmination of four months of focused effort and a year of collaborative inquiry within two
classest.S. HistoryandLiterature and Film The goal of this combined social studies and
English course was fguniors and seniors to explore the connections between history and film
through questions about truth, representation, and art. Projects throughout the year were designed
to scaffold students6é technical  lizaldigitalst i ¢, an
technology tools to synthesize, manipulate, and produce information.

Located in the heart of south Minneapolis, Roosevelt High School draws its student
population from neighborhoods throughout the city. The documentary film class included
Somali, Mexican, Hmong, Guianese, African American, and White students. Like their range of
cul tur al backgrounds, the studentsdé | ife and
McCarthy Vasich, English teacher and first author of this articlekihdgsof diversity in a
classroom was simultaneously thrilling and intimidating. How, Molly wondered, would she
encourage students to draw from their personal experiences in their documentaries?
Paradoxically, how would she guide students to be-opiededto different or contradicting
perspectives as they developed into filmmakers? And, most significantly, how would she
convince a classroom of teenagers that creating a documentary is a worthwhile pursuit?

A first-year English teacher, Molly inherited tfien class from an educator who
believed that student motivation occurred through critical inquiry and authentic projects. Based
on the stories this educatmid her, Molly gathered that the class was a success; unwilling
students were transformed in filenmaking process. Further, their completed films inspired
fellow students and community members at the public film festival. Audience members raved
over the high school studentsdé6 professionalis
new tacher, but Molly had the support of an experienced U.S. Histaigacter, Collin Quinn,
and a team of researchers from the University of Minnesota including PhD candidate, Jessica
Dockter Tierney, cauthor of this articleThe contents of this articlsereb or ne out of Mo
reflections and conversations with Jessica at end of the school year.

I n alignment with NCTE®6s po'senturyliteracyskillst e me n
this course demands that students demonstrate competency dagdiatobs literacies as they
synthesize complex layers of narrative, sound, and image in the filmmaking process. In addition,
students must manage streams of information from both local and global sources in order to
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create meaning. Students in the filmnmakclass must not only become proficient with

technology tools, such as iMovie and GarageBand, but also work in relationship with others to

ask questions and search for answers to problems in their communities. This merging of

literacies and community imveme nt gi ves t he wuctags@omagcesstoh i n Mo
what Henry Jenkins calls fiparticipatory cul tu

A participatory culture is a culture with relatively low bars to artistic expression and
civic engagement, strongsp or t f or creati ng adwsdmesypear i ng
of informal mentorship whereby what is known by thestrexperienced is passed along
to novices. A participatory culture is also one in which members believe their
contributions matter, and feeome degree of social coratien with one another
(at theleast they care what other people think about what they have created). (3)

Intended to provide students increased access to technology, the documentary film class
encouraged them to build the exjgnces, skills, and knowledge necessary to participate fully as
citizens in an increasingly digital world.

Scaffolding the Film Project

Mol | yos expectations for students remained
feared the worst; few studsrmsaw value in their work or school in general. They seemed to like
the concept of making a movie, but they were not interested in exerting intellectual or creative
effort. The first creative project, an autobiographical collage, was a complete flgpofbets
were thrown together and turned in late. If the collages represented anything, they demonstrated
the studentsdéd disregard for their own | earnin
to convince students of the social, historical, pasonal power of art and the value of the quest
for knowledge in order to increase student motivation and shift the resistant attitude of the
classroom. Given the context of Mollyds stude
to manage that?

As the year progressed, each subsequent unit concluded with a summative assessment
that highlighted an aspect of flmmaking. In December, Molly began a unit primarily focused on
audi o documentaries and podcasts flroo m nNa tAiTdn a
I Believe. 0 Unsurprisingly, the studentsd co
AGhetto Life 1010 was a turning point for man
the transcript and an attwez Ehdough this exgraisd, thasdutedits n ar
began to realize that their daily experiences had value. Additionally, everyone seemed really
excited to create podcasts using Garage Band.

Il n an attempt to stay true tecidetitbleepthesi on o
podcast topic open. Working individually or with a partner, the students needed to podcast about
a passion or something that affected them on a personal level. A handful of students appreciated
this flexibility and quickly rose to #nchallenge. For instance, two female students produced a
podcast on teenage motherhood. They included the story of one of the students, a mother
herself, as well as an interview with the mother of the other student. Another set of students
created a pacast that dismissed negative stereotypes about Roosevelt High School as untrue and
included interviews with Roosevelt students, parents, and staff.

Overall, the podcasting project was valuable from the standpoints of both students and
teacher. While sidents began to learn the importance of organization and teamwork in order to
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meet deadlines, Molly learned that creative freedom could be highly motivating for students,
even if not always successful. For example, there were some students who claiiriexy tha

were not passionate about anything and had nothing about which to podcast. As much as Molly
tried to help these students brainstorm and choose a topic (any topic!), there were a few students
who barely started, much less completed, the projeetadithese students who worried Molly.

How would they ever make a documentary film? At this point, the thought of scrapping the film
festival all together definitely crossed her mind.

Still, the pressure of the film festival looming ahead and the suotessvious film
festivals kept the class moving forward. Alth
festival was not part of her contract, Molly was determined to prove herself. Furthermore, she
had emphasized the connections between therdurontent and the upcoming filmmaking
process all year long. After six months of implementing lessons intended to prepare them for the
final project, the thought of giving up on the students-ynidar di dndét feel right

The Film Unit

Before filming theirown documentaries, students viewed, critiqued, and analyzed
documentary films such &rizzly Man Hoop DreamsandFood, Inc.for both their artistic and
technical elements. They were able to identify and describe filmmaking techniques such as b
roll, montage, and transition and to describe the relationship of each of these techniques with the
meaning depicted in film.

When March rolled around, students seemed ready to pitch their own film topics and
begin the process of producing their documentarysfilithey were certainly itching to get their
hands on the camcorders, but the process required students to brainstorm ideas, pitch topics, and
choose production groups before they could ga
produce their dream fil without these initial steps, many resisted immediately committing to
the process. Slowly, however, as the students began to conduct interviews, log and upload
footage, and add transitions, music, and subtitles, their ideas manifested into movingamages
they began to claim their inner creative selves.

Mol 'y and Jessica identified three keys to
student ownershjmphasizing collaboration and social interacti@mdlearning
through disequilibrium Ead is explored in turn below.

Student Ownership

Allowing the students ownership over this project came in many forms and not all of
them settled easily with the students or with their teachers. The first step in letting students lead
came on pitch day.dlin, the U.S. History teacher, and Molly had been talking about pitch day
from the very beginning of the year, connecting each unit of the course to this day when students
would state in front of their teawuheé&rms land th
preparation for presenting their pitch, students needed to look outside our classroom for stories
that they could bring back to analyze, evaluate, and incorporate into their documentaries.
Students were encouraged to choose topics that they utten#écally curious about or on
which they had a fresh perspective that could be fleshed out through research and interviews.
Only five films would be made overall, so students had to convince others to join them on their
projects.

The topics shared thday were a balance of the plausible and implausible, novel and
cliché, impassioned and-flassioned. Some students had clearly struggled to come up with any
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idea at all, while others took pitch day very seriously, eager to share a detailed description of
their dream documentary and a tentative list of people to interview. As Collin and Molly let
students lead the filmmaking process from the very beginning, a number of challenges and
exciting moments revealed themselves. One challenge, for example,avéag@btudents to
move forward despite the nagging feeling between the teachers that some film topics were
doomed to failure from the start.

In particular, Arianna,a straightA st udent, pitched the topic,
a film which would explee how the media negatively affects women. The topic appealed to
Arianna as well as to a few other female students because they felt the topic was close to their
lives. To her teachers, this topic was predictable and lacked focus. The film had been made
already, not only by a film group the previous year, but also in feminist media circles. When
Arianna pitched her idea, Molly acknowledged its currency, but she also warned her that if she
decided to focus on it, her group would need to narrow it down grdagh it from a fresh
angle.

Heedl ess of the teachersdé reservations, Ar
relinquish their topic. Certainly, there was a plethora of research out there, but the problem
emerged when the group tried to say soimgthew about the issue. What could possibly be said
t hat hadnét been said already? Accordingly, t
started the film: media affects women negatiyv
guestion to guide thefimmaking process. Consequently, their initial research and interview
contacts seead more appropriate for a Poweift than a documentary film.

Weeks | ater, the group expressed their rea
disgruntlementanduncet ai nty. AWhy, 0 Ari anna asked her t
along with our topic when you knew it wasnot

group mates nodded with frustration. Collin and Molly reminded the students of their initial
warning, but they also emphasized that an important part of the course was allowing students to
take the lead. While the teachers would constantly support and provide a timeline for the
filmmaking process, they also had to allow the vision of each filoote from the students
themselves.

Ultimately, the group was too far along to switch topics, so Molly tried to make the best
of the situation. I n pursuit of authentic inq
about the toplicetdgt kpow?doAdter reviewing th
interviewees, the group decided to focus on what local organizations were doing to counter the
medi aébs negative effects on women.

Another example of the challenge and excitement of allowing signifstadent
ownership took place with Shawn, Montay, and Abdi, whose film sought to explore and compare
success stories of Hispanic, Haitian, and Somali immigrants in Minnesota. A couple of weeks
into filming interviews, however, this group had collectetyameinterviewwi t h Abdi 6 s
brother. Shawn, a Hispanic student, planned to interview a mentor from his church, but he
repeatedly failed to get the interview on tape. Feeling that they were at a crossroads, Collin
suggested that the group focus theirfdmm ound Abdi 6s brother and int
more about his story of coming to the United States and starting his own business. While Montay
and Abdi embraced this idea, Shawn fought it. In order to frame the film as a sort of comparison
betweenmmigrant sukcultures, Shawn insisted that the film include the Hispanic perspective.

His group decided to give him one last chance. Shawn managed to pull through; he
captured an interview with his mentor, as well as an additional interview withehistmmo r 6 s
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undocumented wife. Encouraged, Shawn set out
protest march in Minneapolis. The parade footage ultimately served as bookends for their
documentary, setting the context for the series of immigrant sustoess. In hindsight, it was
perhaps the notion that his idea might fail that motivated Shawn to prove his teachers and group
wrong. As his teacher, Mol ly was relieved tha
attempt to mak e tehdeGollimandMplly fue alitle neore fabh inlShasvn, and
he surprised everyone.

Initially, not all students were as eager and confident as Arianna and Shawn during the
filmmaking process. Mohamed, a quiet and scholarly Somali student, seemed tonstaatco
feedback from developing his film pitch to endless reminders about editing techniques.
Admi ttedl vy, Mohamedds topic, which explored t
attendance plan, was highly complicated and controversial. Furtiher, di dndét hel p t ha
member was struggling with family issues and thus habitually absent, and the other group
member had social and behavioral issues. Feeling stranded, Mohamed regularly turned to his
teachers for advice and ideas. Well awardeffine balance between offering service and co
opting the project, Collin and Molly hoped that extra support at the beginning of the project
would later result in increased sedsurance.

As the documentary project drew closer to the film festival,iCathd Molly became
spread more thinly. Soon, other groups needed guidance more than Mahdnidter a hiatus,
Mol ly checked in with Mohamedds progress. For
progress in terms of editing. However, Molly was coced that he should rework the order of
the interviews in order to capitalize on controversy (thus, making the film more interesting to
viewers!). Mohamed wasomba r d wi tdbBsireM@nhakeycdnsadictory statements explicit,
until Molly ruthlessly sggested placing a set of severely opposing opinions back to back. At that
point, Mohamed | ooked at her with wide eyes
that. That would make the people | ook badly. o
him from turning his documentary into an overt political commentary. Additionally, this refute
signified a personal transformation: once dependent on Molly for ideas and techniques,
Mohamed was able to confidently call the shots on his own.

In order totruly give ownership over to our students, Collin and Molly had to let go of
their preconceptions and visions for the projects. The students needed creative freedom so that
they could be empowered through authentic investment in a project. As the teachielesd
space and opportuyifor possible failure or hardion successes, their students began to realize
they were accountable for their documentaries, their education, and ultimately, their futures.

- D

Emphasizing Collaboration & Social Interaction

Given that students would spend the last three months of the year working closely with
others in their film groups, collaboration was central to the learning that took place in the course.
Students were accountable not only to each other throughout thibtitredso to the final
documentaries they hoped to present to community members on film festival night. As is typical
in small group work, the film groups became a site of both struggle and success as each student
resisted or embraced the tasks and roééarb them.

Notably, students did not choose their film groups through their social or racial
affiliations, despite the fact that some students maintained close ties with others in the class
throughout the year. Instead, students chose their film glmagesd upon the topics laid out
during pitch day. This, too, came with compromise on the part of some students who settled on
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their second or third choices, but after brainstorming and idea mapping for a week, students
seemed pleased with their group mersber
Dynamics within the groups varied throughout the three months of work. Arianna, for

example, was the sedippointed and membarp pr oved | eader of AWomen a
delegated tasks, conducted most of the interviews, and edited the film.dDpenggmber,
Stephanie, shared at the end of the project,

groups, however, the sharing of tasks was more evident. Montay, Abdi, and Shawn, for example,
each took turns editing the film footage. When greup member felt that he was doing more
than his share, he would get up from the keyb
seat. Over time, this group began to work quite closely together, consulting each other about the
smallest details of thi@m, and as we describe later, becoming close friends in the process. For
yet others, collaboration meant becoming a leader in unexpected ways. Mohamed, the quiet and
scholarly Somali student we described earlier, often had to call or text his pantigy, it
order to remind her to return equipment or <co
often got in the way of the project, and in certain moments, only Mohamed could convince her to
complete tasks that even Collin and Molly could nospade her to do.

One of the greatest challenges for students throughout the process of making the film was
initiating and navigating contact with individuals outside the school who might lend expertise to
their films. As indicated in the podcast projeatler in the year, students in this course were
aware of their school s marginalized status w
student meant that no one believed in their value as community members. While students were
articulate and impassied about defending their identities as capable students and valued
citizens within the walls of the building, it meant something quite different for them to perform
this identity outside the school. For this reason,-calting, emailing, or going up feeople on
the street was a daunting prospect. Al though
great deal of class time helping students script their phone conversations and edit emails. At
these times, the lack of cultural capital amongthedse nt s was apparent, but
appreciation for their teachersd explicitness
communication, a practice Collin and Molly had wrongly assumed the students would already
have mastered. Stephanie, foample, expressed that her favorite part of the process was
Asetting up t he i nt esomethegwmhichasimedadnever deemagkedaana i | s
do before.

Social interaction with community members also created valuable opportunities for
studentdo gain deep understandings about social issues around them. Abdi, Montay, and Shawn
took their cameras to a diverse area of the <c
Again and again, the men and women they approached responded kindfyded te be
interviewed. On some occasions, individuals who agreed to answer questions later changed their
minds upon seeing the cameras. Although these three young men were frustrated by the setback
this created, each expressed a nuanced and maturetandigrg of the reasons behind these

~

rejections. Shawn stated, il know where theyo
what can happen. o0 Abdi, too, expressed a deep
asked about some revealing statemardde by undocumented immigrants in his film, Abdi
conveyed respect for these individuals in res
suggested that he trusted his participants to make their own decisions about the risks involved in
tellingtheirsbo r i e s . I n alignment wiQefturyiLiteradieS, Bliadrs De f i n

and Abdi attended to the ethical responsibilities required by the complex literacies involved in
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this process and demonstrated empathy and reverence for individuals bast#wuEacial
interactions with them.

At times, the social interaction required of this project also provided the opportunity for
students to exhibit agency in ways that surprised their teachers. Mohamed, whose group depicted
the recent busing shift in thdinneapolis districtset up an interview with a thenember of the
school board. When reviewing his interview questions, Collin and Molly were struck by the
boldness of his approach. Despite his quiet demeanor and being silenced by comments from
studentsabout his strong Somalian accent, Mohamed planned to ask sorattiagdquestions

suchasiMi nneapolis public schools typically have
changing school options help to improve test sco$®? Ho w? 0 a nady fAtYhoius si snoét
about the budget. Then what is it rea-lly abou

profile interview of the year, but he also asked questions of a school board member that would

have been too uncomfortable for some adults to ask! ghrthe course of this project,

Mohamed became fearleis®r perhaps he was all along, and we were seeing it for the first time.
Each of the above examples demonstrates how collaboration with group members and

social interaction with community members wémtegral to the learning and growth that took

place during this project. Across their final reflection essays, students described working with

others inside and outside of class as both the most challenging and ultimately rewarding aspect

of the projectAs their teachers, Collin and Molly hope these experiences helped prepare

students for life after high school as confident, informed and literate adults.

Learning Through Disequilibrium

Putting a stake in a project is not easy. To do so requires aroaalotivestment that
many students are not accustomed to making in a school setting. During the first weeks of
school, Molly got the impression that her students assumed the documentary class would be an
easy A, and making a film simply required toting expive camera gear around the city.
However, as the class worked through a series of creative projects that required critical inquiry
and digital technology skills, it became apparent that deep insight often manifested during mental
and emotional disequidiium. Learning to deal with frustration and uncertainty, students began
to appreciate the internal rewards of the learning and creative processes.

Hi ghly successful in school, Arianna didno
classrooms, Ariann@as t he t eacher 6s,adthecksnbegan warkeng dn. Howe
the documentary project, Ariannads identity a

project. Initially, her dedication to the project was not an emotional investmdrr, riitwas
motivated by the final grade. In this frame of mind, Arianna experienced constant frustration and
disillusionment with her film, her group members, and her teachers.

When Collin and Molly suggestedneadwi si on o
exploded and then gave up. She wanted them to tell her exactly what to do so that she could get
an A in the class. When they refused, she claimed Collin and Molly were terrible teachers who
wanted her to fail. Reflecting on this momentinthe preces s he wr ot e, Alt star
knew what we were going to do and what needed to be done, but then next thing you know, we
hit rock bottom. We had no idea what to do an
eventually began to feel secure abihwgt topic again, her group members began to resent her
desire to be in control. Ariannads | ong ti me
but Lashay and Nikki allied and refused to communicate with Arianna. Instead of encouraging
the girk to participate, Arianna, gragheotivated, saw it as an opportunity to explicitly compare
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er AAO work to their Il ack of work all/l togeth
he film as fAmy film. o
Although Arianna did not completely resse her charactes the flmmaking progressed,
Molly does believe that Arianr@id experiencea glimmering of enlightenment in regard to her
attitude towards her edugat. Ariannarealized that her frustration with the filmmaking process
was a result dfier perfectionism. The flmmaking process, like many creative pursuits, is

uncertain. The end result i1snd6t a sure thing
with others are not predictable. In a final reflection following the projectnAniza s ai d, Al a
usedtostefpy-st ep i nstructions because thatods what |
not settle for | ess than an A and no one is g
say that | wish | had a different groupearen wished | did this on my own. In the long run, this

hel ped me to try my hardest to get others inv

Students also experienced disequilibrium as their cultural worldviews were challenged.
Despite Shawnés determinatiemmcet o ni mé¢lsude otulpéd s
he reflected that the ultimate lesson he learned in the process was one-ofiltuoak

understanding and acceptance. Having tea duri
Shawndés first i nsmalil@@mmueity.Deseribingithis expesidncetothis S
classmates, Shawn bravely admitted to viewingH@mpanics differently before he started the

film project. He said, AnAt first, when | | ook

are annoying rad weird. After talking to people and interviewingthdm can o6t |j ust be |
people because they may be thinking the same
together tales of immigrant journeys and successes, the three students disbeveskde of

listening to other perspectives. Further, they realized that the immigrant populations might have

more in common than they previously imagined.

As Shawn spoke, Abdi and Montay nodded in understanding. To be sure, the relationship
thatdevelopd bet ween these three students might ha
transformation. With different cultural and racial identities, Shawn, Abdi, and Montay
discovered common ground as they exchanged perspectives and opinions within therkamewo
of the documentary film. In fact, the group became so comfortable with their differences that
they shifted from politeness to joking about race, culture, and identity. Race and ethnicity were
no longer topics that needed to be silenced in order togps®tworth; instead, the group was
willing to challenge the racial inequality and stereotypes through candid conversation, open
mindedness, and reflection.

Due to their commitment to the documentaries, the students learned to accept
disequilibrium andmbrace uncertainty. Their role as filmmakers and their expectations for the
project were challenged and modified as they researched, filmed, and edited footage. When new
stories, insights, and problems revealed themselves, the students learned tortakestiee
and incorporate them into the films. In this way, though visible only to the flmmakers
themselves, and perhaps to their teachers, the finished documentaries contained traces of the
young fil mmakersdé internal and soci al transfo

Conclusion

Located within a system set on increased standardization, rank, and test scores, our
documentary film class is likely considered an oddity. The culminating project is not a close
analysis paper or a multiptshoice test. To be sure, there is no rigigwer. Yet, at some point
during the construction of teminute documentary films, our students formed deep investments
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in their |l earning. Accordingly, they dismisse
By proving that they had somethinggay about their world, students began to view their

education as an opportunity to overcome the stereotypes assigned to them by misinformed
teachers and community members. Their identit
pushed aside as theysased the intertwining roles of flmmakers, historians, and storytellers.

As students claimed learning as their own, the filmmaking process empowered and inspired the
students themselves, their interviewees, and the film festival viewers. At last walliegend

the value of critical inquiry and creativity, our students realized that their education reached far
beyond the confines of the classroom.
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Note
1. All student names are pseudonyms.
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Huck or Chuck: Using Online Role-Play and Ning to Negotiate Race in the
High School English Classroom

Elizabeth Barniskis

Introduction
| cringedwhen reading the newessdussion topion the class online rolglay forum:

Main Invite | My Page Members Photos Videos @ Forum & My Network

All Discussions My Discussions + Add a Discussion

(@®) Why is it so hard for African Americans to STOP using
NF. the "N" word?

T Posted by Ms.SquarePants on April 22, 2010 at 10:06am in Sample Title (Change)
=4 Send Message §§ View Discussions
African Americans feel that it is okay to use the n word and for whites not to ever use the Admin Options

word...why is that? .
| read it again, this time with my administra
option.Did this question have anything to do with our dialogue abbeAdventures of
Huckleberry Finr? | knew Sheila, the student who posted this question, did so earnestly, and it
woudassuredly elicit interesting responses frorl
1885 work certainly Aprovokes mor e buwasthis i ons
guestion provoked by the text, and if not, did that really matter?

|l was not sure how our online dialogue sur
this question, but | knew after a few minutesndérnal debatéhat | would not hith at A Del et e
Di scussiono button.

| teach eleventh grade American Literature Foundations classes for students whose
transcripts and work in previous courses suggest they struggle in Englisibkess classes are
not representative of the mostly wdimiddle class students who attend this-firsg suburban
school. A third of the students in these classes are African, Asian, Hispadhilideast
immigrants, firstgeneration Americans, African Americans, or ogemnolled students from
other schoodlistricts.

Conversations about race never occurred in any classes | taught until last April. Class
discussion, what professors and other teachers told me was the pillar of the English classroom,
di dndt happen much ei t hnualattenipbasthe SgceticiSeminardy a n d o
the end of October, after a few wrenching days of near silence, and | fell back to call and
response: | called on students and they resp@dsametimes.

The idea of having a truly participatory dialogue abauatal issues seemed to me
unrealistic. | was afraid to talk about issues of race before | even began my career. | still
remember feeling paralyzed by anxiety, shame,
Minneapolis high school where | skent taught. To my studetgaching horror, three girls had
complained that | was being racist.
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| was not flinging racial slurs or promoting racist sentiments, but | was trying to be
colorblind. Mywhite, Midwest, middle class attitude reflected tleéds that skin color should
not matter in the classroom. My own skin color, | believed at the time, had little to do with my
educati on. |l know now that @AdAa teacher who pro
understand how unconscious biases canenfie expectations, actions, and even the way a
teacher addresses students of coloréThe fear
(Scruggs).l had no vocabulary to talk about issues involving race, and for these young women,
race not only mattedg it was central to their identities and to their learning.

Not Talking About Race in the Classroom

At the start of my first year teaching over ten years ago, a more senior member of the
staff i nstructed me thatl|l adbe osmet ahkngbdybur a
exactly sure what that meant, but at the time | had little awareness of the role race would
eventually play in my classroom. Her comment, coupled with my episode student teaching, left
an indelibe scaron me. | kept this scar in the back of my mind and took it forward into my
practice, avoiding conversations about race.

In my current district, dialogue about race and egsibappening among the staff. In
August of 2008, all teachers attended a toffkevent centeredrothe discussion of race with our
colleagues. One of the strongest messages to come out of the presentation echoes Glenn E.
Singleton and Curtis Lintonds claim that f#fthe
achievement of students of coleri i nst i t ut i on dHespeaker asseaded ths mo ( 3 3)
racism still exists in education today because schools unintentionally uphold racial bias and
foster white advantage.

The speaker asked the primarily white teachers in the auditoriumtaleadiscussions of
race within our schools. One person raised he
colorbut we dondét talk about race. o0 The audience
harsh. | heard grumblings from people who disedmith this statement and asserted that they
did talk about race. Folding my shoulders inward, | shrunk back a bit and dug deeper into my
chair.My experience talking about race fell into the description given by Linton and Singleton: |
see myselsfi |lfemeggomdefi ant, angry, or jludgment al
earnestly wanted to teach literature written by diverse authors to students, but | avoided talking
about race.

Not TeachingHuckleberry Finn

One way | justified the absenckany class dialogue about race was by teachhmgy
Adventures of Huckleberry Firas an antislavery book. | piled onto my students social criticism
of the work, examples of satire from the text, and my own opinions that were based on the
aforementionedlilust r ati ons. I used It to teach the po
moral development. | was an enthusiastic guide, navigating students through the symbolism of
the river and the irony of the duke and king. We read excerptsThenbamned Huam Race
where Twain | abels man as fdavaricious and mis
and the controversy it still stirs today. | also felt that | did at least address race: | showed the
provocative PB&ulture ShocklocumentaryBorn to Traible which follows the unsuccessful
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effort of a group of Tempe, Arizona parents to have the book removed from a required reading
list at a high school.

When | started teaching foundations classes, thechaokny judgmend was never an
option. My reaens for keeping it out of my classroom were numerous and practical, even if they
did contradict all my reasons for including it in the first place. It was now too long and the
dialect too difficult for the students in these classes. The novel was convahdenessy. Each
year students in my foundations classes saw the rest of the juniors in the school reading the novel
at some point. | was inevitably asked by many of them if they were going to read it, too. | always
had a pr epackag e drpevidihg themlwithtaeeasbnaldetexcase that reever
implied | thought it was too difficult for them to read.

| found the novel quite rewarding to teach when my classes were made up of mostly

white kids. They took no iss@eor at least not one theyublicized wi t h t he bookds u:¢
word Anigger"™ or its portrayal of Jim. When f
students understood that WATwain uses the term
dehumani zation of ysbbdvedhaamadt eirdasadndhbimaini t yo
l ronicall vy, | al ways felt a pang of hypocrisy

my foundations class. As | taught more foundations courses, | began to question if my job was to
teach it as an aislavery book that modeled satire. | also began to question my exclusion of it
from my foundations curriculum. Was it really too long? Too messy? Did | place low
expectations on these kids that | did not place on kids in the other classes? Or wer@na} pers
scars dictating what | offered to my students? Were the issues about race and language in the
book something I did not know how to adeqguate
mostly white?

It was the last question and my inabilitydearly articulate an answer to it that made me
realize that, after years of a basically geiposed ban, | needed to use it in my foundations
cour se. I f I | earned that | didnét know how t
deeper issuegbout teaching the book in my class and about the lack of culturally relevant
instruction in my practice that | needed to examine. Laditimgs states that teachers who
practice such instruction fAdemonstncoardgethad c onn
same connectedness between studentso (25). I
students; | worried that bringing in this text would disrupt the relationships | had worked for
months to establish. | was not certain how relatiorsshgiween students would be impacted, but
| felt that open and even potentially quarrelsome communication was better than no
communication at all about the issues in the book. If the relationships | had with students were as
strong as | believed, | woulcekable to mediate the potential conflicts.

The N-Word

By the spring of last year, | believed the students in these classes were prepared to look at
this book critically and even question its appropriateness as a required text. | was also eager to
try theNing as a forum for debate, and the controversy surrounding the book seemed an ideal
topic. | shared my enthusiasm with my students, and | studiously prepped them with background

about Twain and the bookds controversial | ega
We had just finished readig A u g u s tFenésdndtioerkiGssook no offense to the
use of word Aniggero in that work. My African

of Cory and Troy, and did so with zeal; most of these students decided to use the word as it was
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witten. They understood Wil sonb6s choice to us

generally chose not to say it aloud and subst
Before reading he Adventures of Huckleberry Firstudents wrote about aond they

believed held particular power in American society todalyggero was included in some of

their | ists. This preceded the reading of GIo

she shares her first childhood realization that the teutddme used to denigrate African

Americans after a boy in her thigtade class used the word to insult her. She explains how she

had heard the word many times previous to this incident but that members of her family used it

quite differently than whiteShe st ates that AThe people i n my

word whites used to signify worthlessness and
Even before beginning the novel, we tal ked ab
andprovocative act, and | referenced professor
Afeven when Twain was writing his book, 6ni gge
demeaning wordo (107). This f actautherantehtd of f er

| became uneasy, however, while we were watcBioin to Trouble The documentary
attempts to provide both sides of the modern controversy surrounding the book. Many of my
students became noticeably upset, however, during a montage ideébewhere several media
clips feature offensive and excessive use of the term. One African American student asked me
(and audibly the rest of the class), "Why are we watching this?" His tone was one of anger more
than curiosity. Several othérdlack, white, and browd echoed his question or nodded.

| found myself again folding my shoulders inward and shrinking back a bit more deeply
into my chair.In the years of showing the video, | had never been asked this question. |
explained the evielegitdand |thought rayxpsaewing doromentary
would allay any emotion evoked from watching it. | was wrong. These students were offended
by the use of the word in the video. Staying silent behind my desk was not the responsible
option. | paused #hvideo and told them that debate about the use of the word in the book, as
well as in our own society, would be at the center of our Ning.

Using Ning to Examine Language

Using the Ning, | expected all my students to participate in the dialogué Wainovel
and its events would drive initial conversations, | expected students to transfer ideas Twain
presents in the novel to those at the center of our debate today: race, power, and language.

An online roleplay would be an engaging and novei\ty that provided a forum for
my students to examine multiple perspectives without the same anxieties present in a classroom
discussion. | followed the online refgay protocol described by Beach and Degi@vens where
Astudent s adoogndrelated tb @ certai isglie gnatisen comduct a debate on a blog
or online discussion tool over an extended time period. These debates involve students voicing
their rolesd positions and responding to othe
their online identities, they would not Kknow
novelty while disconnecting students from each other just enough to focus on the issues rather
than on what they already knew and believed to be true ahcoiogher.

Our online platform was the Ning, a social networking site similar to Facebook, and our
debate was framed by the following question: ShdildAdventures of Huckleberry Firbe a
required text in high school English course? The school vegeztgValley High, was facing a
controversy similar to the one detailed in the documentary in Arixeaead an additional
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article, as well, involving local schools in St. Louis Park and Lakeville that were challenged in
2007 by parents who questionee tiecessity of the book in the curriculum.

Planning with the end on mind, | did not want to use a Ning only for novelty. My
objectives included having several dialogues in class about the controversy surrounding the book
where students shed their Ningmtiies. Additionally students would craft persuasive essays
arguing for or against the use of the book as required reading in a high school. This latter activity
would also involve dropping their Ning identities but using arguments and ideas genenated fr
the Ning in their own pieces.

In this roleplay | became aediarepresentativeMizz Apple, a reporter from the Valley
High Press who was covering the controversy. | also posted most of the original forum topics,
and the first topic was abouttheuwsé t he word fAniggero in school s
word regularly in school, and | wanted students to dialogue about it.

In the initial discussion forum, | posted an article written by Mizz Apple that detailed a
recent fight between two studerdt the school:

The previous year, a fight did occur at our school under allegedly similar circumstances
according to one student involved. | did not revisit the event with students, but | felt it was a
relevant situation to their own experience. Unithe discussion forum, | posted questions about
the situation and the use of the word in schools: Should the word be banned in schools? Are there
certain people who should be fAall owedo to say
of any race se it?

In retrospect, | realize my first discussion was flawed. Although the students at Valley
High were reading Twainbés book, |l cr 8ant ed a s
toTroubled ocument ary, consi der Digwgould havedeendbetier st r ong
opening forum. Despite my belated awareness, student reactions to our first forum were
compelling, telling, and immediate. Students reluctant to say anything in class suddenly became
engaged in conversations with other stuseDebates developed, and disagreements were
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