
“Literature ranges from simple songs and sayings to elaborate and 
extended tales of human deeds. The most compelling literature 

concerns persons whose feelings, thoughts, and actions engage us in 
the lived time of mortality. Ideas and abstractions, which systematically 

separate themselves from persons and from time, do not form the 
essence of  literature and do not

surpass it.” 

–Roger Shattuck, Candor and Perversion
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 The Fall Issue features engaging articles about students whose lives were changed  
by unique and innovative programs and teachers and schools that are unusual in their norms for 
student behavior. The first article captures the lives of two students who may have seemed to be 
on a rocky road, but found a connecting point that allowed them to speak about their new lives 
with a clear, positive voice. 
 The articles also speak about a teacher’s attempt to connect her teaching in a rarefied  
independent school with the lives of a less affluent community by moving to a more direct and  
serious encounter with the real lives in that surrounding community. A third response compares 
the sometimes disorderly and difficult-to-penetrate lives of learners from a poor community 
with the martial but splendored circumstances of cadets at our Naval Academy where order and  
respect for faculty are unquestioned.
 Added to these contrasting accounts of learning communities is a column that tries to 
help teachers reach out electronically to other special learning communities so as to introduce 
students to a seemingly boundless number of connecting points where new ideas and strong 
controversy with an incredibly wide audience can be easily undertaken.
 Finally, we welcome Lindy Magiera as the Submissions Editor for this Fall Issue to allow 
Emily Satterfield and Chris Sabolcik to escape for a brief and joyous honeymoon together. 
 We sadly say goodbye to the great work of Sophie Leveque and Shannon Magee as Design 
and Publications Editors who brought great order and beauty to the past year’s issues of Notes 
on American Letters. Both of them are earning advanced degrees in Publication in fine graduate 
programs in Ireland.Thanks for their great service to the work of our first year of NAL.
 I conclude by noting that Hannah Goodwin and Shannon Magee set our website in motion. 
Hannah has just revised our Submissions Guidelines which can easily be referred to on the final  
page of coming issues and is posted on our website at https://notesonamericanletters.wordpress.
com/  along with other useful information about the journal.
 
Joe Milner
Editor
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	 When	I	first	started	teaching	English	at	a	regional	public	high	school	in	Massachusetts	in	1999,	
had anyone told me that I would one day teach private school, I would have thought that person was 
crazy.	Because	my	interest	in	education	had	first	been	spurred	by	a	desire	to	reform	public	education	
and to work for social justice, I found it inconceivable that I would ever teach in a private school, which 
I saw (and to some extent, still do see) as designed by nature to perpetuate inequality. I enjoyed my 
first	two	years	teaching	in	public	school;	however,	the	sheer	numbers	of	students	(130	in	my	last	year)	
proved taxing, especially when it came time to grade papers. I returned to graduate school, hoping 
that further education might better equip me either to more effectively meet the challenges I had 
encountered or to try to change schools in ways that might make them less challenging. Well, to make 
a long story short, life took some unexpected turns. I married a German, moved to Germany, and, 
when planning our move back to the U. S., I found it much easier to apply for a number of positions at 
once through a private school placement agency instead of applying for individual jobs one position 
at	a	time	(as	is	the	case	with	public	schools	in	Massachusetts	where	I	was	certified).
 And so my husband, a special educator by training, and I both ended up teaching in private 
schools.	As	a	new	mom,	I	found	my	private	school	position	much	more	manageable.	Instead	of	130	
students,	I	rarely	taught	more	than	60.	For	as	many	things	as	I	liked	about	teaching	at	my	new	school,	
I struggled perpetually with guilt about having abandoned the public sector. I couldn’t help wishing 
that all students could have the opportunities provided to students by my new school—especially 
the smaller class sizes and the stronger relationships those class sizes facilitate between students and 
teachers. 
 But at the same time, I also was troubled by the lack of diversity, particularly socioeconomic, 
among the students in my classroom. I redesigned my American Literature curriculum to focus more 
on issues of power and privilege, but my attempts to teach white and class privilege were frequently 
met by resistance—understandable, to an extent, given my students’ desire to believe the world is a 
wonderful	and	fair	place	and	that	America	is	a	meritocracy.	Most	of	my	students	have	been	raised	to	
believe	in	the	American	Dream,	thinking	that	if	someone	just	works	hard	enough,	he	can	succeed.	My	
course seeks to disavow them of this idea and to help them understand the privilege of obliviousness 
that members of dominant groups have of ignoring the realities of those in subordinate or minority 
groups.	Even	though	they	often	don’t	embrace	these	lessons,	I	tell	myself	that	they	are	works	in	prog-
ress, as we all are, and that I don’t know where they will end up down the road. I like to think that I am 
simply planting seeds that will sprout with enough time and further life experience.
 Still, as my curriculum’s emphasis on social justice has continued to evolve, I have grown less 
comfortable teaching some of the canonical texts I read in high school—especially The Adventures 
of Huckleberry Finn.	Even	though	I	had	always	enjoyed	teaching	it	as	an	anti-racist	text,	Twain’s	prob-
lematic depictions of Jim have become more troubling to me as I worried about how his drawing on 
stereotypes of African-Americans as part of his satire might, in some ways, be reinforcing stereotypes 
in my students’ own minds. A few years ago, one of my biracial students wrote a thoughtful, compel-
ling letter to me on why we should not be teaching the text at our school, arguing that even though 
she appreciated the text’s anti-racist message, she didn’t think it was the best choice of text to read 
in	the	mostly	white	context	of	our	school.	My	colleagues	in	the	English	Department	began	dropping	
the	text,	and	this	year	will	be	the	first	year	I	will	not	be	teaching	it,	replacing	it	instead	with	Eula	Biss’s	
Notes from No Man’s Land: American Essays, in which Biss explores the legacy of race in America 
from her white perspective. In considering the full range of texts in my course, I keep Chimamanda 
Ngozi	Adichie’s	TED	Talk,	“The	Danger	of	a	Single	Story,”	in	mind	and	try	to	make	sure	I	have	texts	
that act as mirrors, doors, and windows, drawing on Rudine Sims Bishop’s metaphor—all in hopes of 
helping me to more effectively raise my students’ awareness and interest in social justice in our mostly 
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privileged and homogeneous environment. 
 A few years ago, in my Writing for Social Justice elective, my students and I read an article 
about	a	new	type	of	cruise	ship,	one	where	the	wealthy	can	book	first	class	passage	on	a	section	of	the	
ship	that	allows	them	to	never	have	to	interact	with	passengers	in	economy	class.	My	students	shared	
their	thoughts	on	such	an	idea,	concluding	that	it	is	difficult	to	develop	an	understanding	of	and	em-
pathy for those whom we can never see. I worry about precisely this within my own school community: 
can my students develop empathy for others outside of our school’s “bubble”? If I’m successful in 
educating them to care about social justice, shouldn’t my students ultimately want to destroy the very 
bubble in which they have been educated, the very bubble that employs me?
 Unfortunately, my school isn’t the only “bubble” out there. The older I get, the more concerned 
I	am	becoming	at	the	ways	in	which	America	is	increasingly	segregated	by	class.	Here	in	Massachu-
setts, parents with money buy homes in communities with the “best” schools (although I question that 
classification),	and	parents	with	less	money	buy	homes	in	more	affordable	communities	with	schools	
that are less well funded. As a result, even in public schools, diversity is limited. Within those schools, 
students are often tracked, further stratifying them. I cannot blame parents for wanting what is best 
for their children, and yet I wish more parents would prize socioeconomic diversity in their communi-
ties	and	in	their	children’s	experiences.	But	while	many	parents	are	willing	to	sacrifice	themselves	for	
their	ideals,	they	aren’t	willing	to	sacrifice	their	children.	And	many	feel	choosing	diversity	entails	too	
great	a	sacrifice.
 Will I return to teaching public school? I have always thought I might. I ran for a seat on my 
town’s school committee several years ago and am now serving my second term, which has helped 
me reconcile, at least somewhat, the guilt I feel at teaching in a privileged environment. Through my 
membership on the school committee, I feel like I have found a way to work for the larger common 
good. However, it has also exposed me to the very real challenges my town’s school system faces with 
regards to the budget. Innovation is limited by a lack of funds, and economic realities restrict who may 
be	hired.	There	are	many	days	I	feel	lucky	to	be	teaching	in	a	financially	secure	independent	school,	
even though I have no tenure and my contract is year-to-year. I’m not sure where my journey will lead, 
but wherever I am, as a lover of literature, I know that the more varied the stories we read, see, and 
hear,	the	better	our	world	will	be.	As	Elif	Shafak	says	in	her	TED	Talk,	“The	Politics	of	Fiction,”	“If	you	
want to destroy something in this life…all you need to do is surround if with thick walls…if we have 
no connection whatsoever with the worlds beyond the one we take for granted, then we too run the 
risk	of	drying	up	inside.	Our	imagination	might	shrink;	our	hearts	might	dwindle,	and	our	humanness	
might wither if we stay too long within our cultural cocoons.” Wherever I go, I hope to do my best to 
keep breaking down walls, to keep making my students’ worlds larger.
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	 My	first	year	of	teaching	English	did	not	start	out	well.	I	was	only	three	years	older	than	this	
particularly	disgruntled	group	of	high	school	seniors	that	would	be	the	school’s	first	graduating	class.	
Rather than celebrate this fact, they were more concerned that they had been redistricted away from 
their home schools and thrown in with a group of other students from a drastically different socioeco-
nomic	group.	Many	of	their	friends	would	be	walking	across	the	stage	back	at	their	old	schools.	They	
purposefully wore the wrong colors to football games. Some of them were quite foul-mouthed and 
enjoyed watching me learn how to discipline and fail, while others pitied me. In just three days on 
the	job,	I	thought	I	might	have	to	find	another	career.	Rather	than	seek	continuous	help	and	coach-
ing from others, I tried to hide my failures, which stunted my growth. I needed a community to be 
invested in my success, but I isolated myself, and only scarcely asked the principal or other teachers 
for	help.	My	first	year	taught	me	much	about	the	needs	of	a	new	teacher.
	 The	school	had	a	new	teacher	program	with	weekly	professional	development	meetings.	Many	
of the meetings were centered on discussing articles I had actually already read in college. I needed 
quick tips that I could implement the next day. What should a teacher do when a student curses at 
them,	or	refuses	to	work?	What	are	teachers	supposed	to	teach	in	English,	or	what	does	one	do	with	
the	student	that	sabotages	their	lesson?	I	turned	a	corner	when	I	finally	started	to	speak	out	for	my	
needs. I did this in a kind and respectful way, as I have always been convinced that true leadership is 
compassionate, not forceful. I asked to have my own classroom rather than travel to a new room every 
period to prevent students from setting a bad tone before I arrived. I started calling parents. I stopped 
speaking to the students with a loud, stern voice, and tried a more human approach which was more 
authentic to who I was. It worked. I asked the administration to discipline thirteen students who 
walked out of my class one day even though my poor management was to blame. I was becoming a 
leader without meaning to, and it was only because my students were telling me that I was a pushover 
and	I	needed	to	advocate	for	myself	and	for	them.	My	small	gains	in	confidence	were	creating	results	
in the classroom. With advocacy, I grew to love teaching. I loved helping students grow as learners. I 
found	my	voice	as	a	leader	and	it	saved	me	from	leaving	the	profession.	My	humble	beginning	gave	
me	a	passion	for	the	journey	of	the	struggling	teacher.	So,	I	went	back	to	pursue	my	Masters	in	Adult	
Education	so	that	I	could	learn	to	help	other	new	teachers.	It’s	not	surprising	that	I	learned	that	much	
of the current research around adult education promotes the importance of relevant problem-based 
learning and the building of the adult learner’s voice of leadership: two principles that had recently 
come to my aid. 
 I soon asked my administration to let me take on that new teacher professional development 
program. I redesigned it to include quick problem-based mini-lessons with tangible takeaways. We 
tackled topics such as classroom management, lesson design, and student engagement. I presented 
a common classroom problem and then opened the meeting for discussion. We ended with a prompt 
for them to take an action in their classrooms. The teachers received the learning with vibrant peer-
led discussions and returned to subsequent meetings with details of their experiences implementing 
the learning. Their classroom experiences helped inspire the next lesson. This experience suggested 
that	first	year	teachers	need	quick	solutions	to	problems	rather	than	lofty	pedagogy	and	scholarly	
articles. The experience also proposed that teachers enjoy learning from their peers who are also still 
“figuring	it	out.”	Maybe,	if	we	can	help	new	teachers	experience	even	miniscule	success	with	a	more	
relevant, problem-based approach, they will hang on long enough to continue growing, and stay in 
the profession. 
 I went on to become a curriculum facilitator which afforded me the ability to continue building 
the	new	teacher	program.	While	the	first	year	of	the	program	had	been	about	problems	and	solu-
tions, the second year had to be about educational leadership. I teamed with an education professor 

Crystal Vandiver

The Staying Power of Leadership and Problem-
Based Learning for New Teachers

3



at Guilford College to build an action research program with the second year teachers in which they 
followed the action research model to observe problems in their classrooms and then made a sus-
tained	effort	to	take	leadership	in	testing	solutions.	Our	goal	was	to	have	second	year	teachers	find	
continued success in their classrooms and learn to leverage that success to show leadership in the 
school. We encouraged them to share their summative experience in the form of a break out profes-
sional development session to other teachers in the school. Two teachers even went on to present 
their	findings	at	the	University	of	North	Carolina	at	Greensboro.	All	of	these	teachers	are	still	in	the	
profession, and they continue to amaze me with their leadership. I recently learned that the college 
professor I worked with actually took the program we designed to a neighboring school where he 
continued to implement the framework to a new group.
	 Though	my	career	has	led	me	to	become	the	Director	of	English	Language	Arts	for	another	
school district, I continue to observe the power of leadership in teacher success. I am learning that 
the	central	office	has	many	resources	to	help	build	and	leverage	teacher	leadership	where	there	are	
leaders	dedicated	to	the	cause.	From	this	vantage	point,	I	have	deeply	savored	the	opportunity	to	
experiment with new ways to engage teachers as leaders. I have been able to craft multiple profes-
sional development and leadership projects at schools where both new and veteran teachers are 
seeking reasons to stay in the profession. Some of these teachers, after having been a part of these 
projects,	have	been	persuaded	to	present	at	local	conferences.	One	team	of	10th	grade	teachers	met	
with	me	monthly	to	explore	solutions	for	their	stagnant	English	II	proficiency	scores.	A	problem-based	 
approach mixed with advocacy, teacher leadership, and a few district resources gave life to their vi-
sions.	These	teachers	are	largely	responsible	for	the	district’s	first	proficiency	increase	in	English	II	in	
five	years.
 Leadership gives new teachers traction. All teachers are leaders in the classroom, but teachers 
who	take	a	step	into	adult	leadership	will	find	that	other	teachers	are	desperate	to	learn	from	even	
new teachers. Leading small problem-based learning sessions or a one-time best practice meeting 
are	steps	that	help	new	teachers	find	staying	power	and	voice,	and	could	keep	our	best	teachers	from	
leaving	the	field.	We	should	continue	to	search	for	ways	to	give	relevant,	digestible	learning	and	lead-
ership opportunities to our most valuable teaching force. They are the future of education.
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 Imagine teaching at a school where students stood up every time  you entered or left the 
classroom	or	responded	to	requests	with,	“yes,	Ma’am,”	or	“no,	Sir.”	Does	it	sound	like	a	dream?	It’s	
actually	what	a	commissioned	officer	in	the	United	States	military	can	expect	on	occasion.	It’s	what	I	
came	to	expect	during	the	three	years	I	taught	English	at	The	Naval	Academy	Preparatory	School	in	
Newport,	RI.	NAPS,	as	it	is	commonly	known,	is	a	one	year	program	originally	designed	to	refresh	the	
academic skills of enlisted sailors selected to attend The U. S. Naval Academy.    
	 Teaching	at	NAPS	was	a	rare	experience—few	officers	in	the	Navy	are	afforded	the	opportu-
nity to spend their service in an academic setting and few teachers are given an opportunity to teach 
within a military setting. This hybrid of military culture and academia provided me with a unique per-
spective on teaching. 
	 Predominantly	focused	on	writing,	the	NAPS	English	curriculum	gave	students	the	opportunity	
to	explore	their	experiences	before	and	after	joining	the	service	and	reflect	on	their	new	military	en-
vironment.	These	young	Sailors	or	Marines	came	to	NAPS	after	spending	several	years	“in	the	Fleet,”	
some	even	stationed	in	conflict	zones.	They	often	had	traveled	and	participated	in	work	that	the	ma-
jority of us will only read about in books. They had sailed through the Strait of Gilbraltar, conducted 
exercises	in	the	Persian	Gulf,	and	raided	drug	smugglers	in	the	Caribbean.	They	had	many	stories	to	
tell	and	many	experiences	to	sort	through.	Some	of	the	young	Marines	had	already	lived	a	lifetime	
in	combat.	(At	first,	they	came	to	us	from	engagements	such	as	Somalia.	Later,	after	I	had	left,	they	
would come from deployments to Afghanistan or Iraq.)  
	 Although	I	was	five	years	older	than	my	students,	some	had	already	lived	well	beyond	me.	This	
was both humbling and rewarding. I read narratives from young men trying to make sense of the trials 
of	boot	camp,	from	young	women	struggling	to	find	their	voices	among	their	male	peers,	and	even	
from a recent high school graduate lonesome for life in rural Alaska.
 Oftentimes I think we secondary teachers step into our classrooms with the expectation that 
we are the adults and the students we teach are children. These children, however, also often have 
lived	lifetimes	in	their	young	lives	just	as	the	Sailors	and	Marines	in	my	NAPS	classroom	had.	Even	
the most “average” of students brings a unique perspective and a wealth of experiences of his or her 
own. Just as I learned that I had much to learn from the experiences of my military students, I have 
always looked at my teenage students as individuals, who have been placed under my charge and 
have given me the opportunity to see the world from their perspectives. I think that it is very import-
ant that we teachers keep this humility in mind when we approach our young students. We are not 
the gate-keepers of knowledge. We have been charged with the weighty responsibility of guiding our 
students	on	their	own	journey	to	knowledge	much	like	a	young	division	officer	is	entrusted	with	the	
responsibility	of	his	or	her	Sailors	and	Marines.
	 In	the	military	the	distinctions	between	officer	and	enlisted	are	clearly	marked.	Beneath	the	
uniform, however, most service men and women feel a certain unity. We are all the crew of a particular 
ship	or	members	of	a	particular	unit.	It	is	this	bond	that	unites	both	officer	and	enlisted	as	a	single	
body.	Everyone	knows	his	or	her	place,	but	everyone	is	also	dedicated	to	the	same	end.	In	an	odd	
contradiction,	such	clear	distinctions	build	exceptionally	strong	bonds.	As	a	division	officer	in	Italy,	I	
was responsible not only for the success of my department, but also for its members. I routinely coun-
seled Sailors and set up training and educational opportunities to help them advance their careers. 
I	helped	them	when	they	needed	to	be	home	with	their	families	or	needed	assistance	with	finances	
or	shipment	of	cars	or	pets	back	to	the	States.	My	involvement	in	their	lives	and	importance	to	their	
well-being	extended	far	beyond	the	work	day.	Being	a	division	officer	was	always	more	than	a	job.	
It	was	a	relationship.	My	department	members	depended	on	me	just	as	I	depended	on	them.	Even	
though	I	was	their	division	officer,	I	still	spent	holidays	and	weekends	in	their	company.	In	many	ways	
they were my family when I couldn’t be with my own.
 I have always tried to bring the idea that wherever I am teaching is much like my divisions in the 

5

Katy Shick
Military to Classroom



Navy. We may have different roles, but we are all dedicated to the same mission—the advancement 
of every student to his or her potential. I think that coming to a high school classroom with this per-
spective has given me the power to see my students as a member of my team—young people who 
need my guidance to do their jobs. They are not simply subjects of my teaching or separate entities to 
manage.	They	have	lives	and	needs	that	extend	well	beyond	writing	essays	or	reading	books.	My	job	
as a teacher isn’t simply to discuss literature. Just like I made it my business to be more than a boss 
to my department members, I make it a priority to develop the entire person behind the name on  
my roll. 
 Thanks to video games and movies, teenagers erroneously think everyone in the military is a 
combat soldier. When my students ask, as they always do, how many people I killed during my time 
in the Navy, I have to disappoint them by answering, “None.” I am a woman, slight of frame, with 
a	voice	that	definitely	does	not	instill	fear	in	those	around	me.	Yet,	when	I	step	into	the	classroom,	I	
don’t feel like this description at all. I become the person in charge of leading the young people in 
my	care,	neither	an	imposing	heroic	figure	nor	a	quiet,	meek	“school	mistress.”	We	are	there	to	get	
a job done, and it doesn’t matter who is on the team so long as we all understand that we are all on 
the same team.

	 **Postscript**	As	 I	wrote	 this	essay,	 I	began	 thinking	about	 those	ex-service	members	who	
come to the classroom after serving in a combat unit. All of the elements of a team exist in any military 
unit, but those engaged in combat also are bestowed with the kind of relationship and camaraderie 
that	only	the	crucible	of	a	battlefield	can	vulcanize.	Those	individuals	must	make	awesome	teachers.	
I would love to be in one of their classrooms.
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 Doubt	(2008)	is	a	film	adaptation	of	John	Patrick	Shanley’s	2004	play	Doubt: A Parable. By the 
film’s	end,	it	is	clear	that	this	fictional	story	is,	in	fact,	a	cautionary	tale,	and	no	less	relevant	in	2017	
than	in	its	1960’s	setting.
	 “What	do	 you	do	when	 you’re	 not	 sure?”	 Father	 Flynn	 asks	 his	 parishioners	 in	 his	 Sunday	
sermon. As he speaks of Americans and their common disorientation and doubt following the as-
sassination	of	President	John	F.	Kennedy,	Father	Flynn	is	ignorant	of	the	fact	that	he	has	sparked	an	
investigation into his own faith and practice.
	 The	message	Sister	Aloysius	Beauvier	receives	from	Father	Flynn’s	sermon	is	that	he	must	be	
having a crisis of faith. She warns her fellow nuns to be on the lookout (she doesn’t specify for what) 
because, as she reasons, “sermons come from somewhere, don’t they?”
 Sister Aloysius’ warning plants a seed of doubt in the mind of the newest, youngest, and most 
naïve addition to the faculty at St. Nicholas Church school: Sister James. Sister James begins to 
question	Father	Flynn’s	relationship	with	a	young	boy	named	Donald	Miller,	who	happens	to	be	the	
school’s only African-American pupil.
	 Eventually,	this	leads	to	a	confrontation	between	James,	Beauvier,	and	Flynn,	in	which	Flynn	
proclaims his innocence and even provides a reasonable explanation for every accusation Sister Aloy-
sius hurls at him. However, Sister Aloysius refuses to accept his “truth” and continues to track down 
evidence and a “truth” of her own.
	 The	film	culminates	in	an	ambiguous	ending,	leaving	the	viewer	drowning	in	uncertainties	of	
truth and justice. In a world where the terms “fake news,” “alternative facts” and “witch hunts” are 
used	so	flippantly,	this	“Parable”	serves	as	a	reminder	of	one	absolute	certainty:	the	danger	of	intol-
erance and relying on assumptions.

Suggested Film Pairings

-The Crucible (1996)
-Spotlight (2015)

Suggested Text Pairings

-The Brothers Karamazov	by	Fyodor	Dostoyevsky
-The Crucible	by	Arthur	Miller
-Life of Pi	by	Yann	Martel
-The Scarlet Letter by Nathaniel Hawthorne
-A Separate Peace	by	John	Knowles

Discussion Questions to Support Classroom Analysis

1. Father	Flynn	says,	“Doubt	can	be	a	bond	as	powerful	and	sustaining	as	certainty.”	What	does	he	
mean by this? Can you provide a real-life experience or example to support this? 

2. How	do	race	relations	(especially	of	the	1960’s)	complicate	this	story	and	your	own	interpretation	
of it? 

3. Provide	examples	of	how	Sister	Aloysius	Beauvier,	Sister	James,	and	even	Father	Flynn	take	 
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actions based on assumptions (whether their own or others’). 

4. When	Sister	Aloysius	Beauvier	confronts	Mrs.	Miller	with	her	theory	about	the	relationship	be-
tween	Father	Flynn	and	Donald,	Mrs.	Miller	responds	says	repeatedly	“it	is	just	‘til	June”	and	
suggests that her son is homosexual. She appears more concerned about Donald’s future than 
his present situation, regardless of whether Sister Aloysius’ accusations are true or false. Do you 
agree with her belief that Donald’s future is more important than his temporary reality? Why or 
why not? 

5. How do gender politics and stereotypes factor into the story and its outcome? 

6. Sister Aloysius Beauvier says, “In the pursuit of wrongdoing, one steps away from God…of 
course, there is a price.” What do you think she means by this? What “price” does she pay? 
What	about	other	characters	in	the	film? 

7. Do	you	think	that	Father	Flynn	is	guilty?	Why	or	why	not? 

8.	 What does justice mean? What would “justice” look like in the end of this story? Do you think 
each of the characters ended up with appropriate punishments for the sins or rewards for their 
behaviors?
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 Literature and art show us who we are and make us know our common humanity. Lucille Clifton 
wrote	poems	during	the	week	after	the	September	11,	2001,	attacks.	The	first	of	those	poems,	“Tues-
day	9/11/01,”	deals	with	the	shock	and	sorrow	of	that	day.	Ultimately,	though,	her	poem	speaks	with	
humility and wisdom about America’s taking its place alongside the suffering of all humankind.  
 Jacob Lawrence’s Munich Olympic Games	[Seattle	Art	Museum,	“Munich	Olympic	Games”]	is	
an	apt	piece	to	juxtapose	against	Clifton’s	poem	because	the	image	of	five	runners	stretching	toward	
the	finish	line	captures	the	grit,	determination,	and	commitment	central	to	survival.	Their	faces	reflect	
anguish, and their bodies scream strength. The colors are intense and focused: red, brown, green, 
blue,	and	yellow.	The	racers	are	all	black—perhaps	in	recognition	of	the	Kenyans	who	had	dominated	
the	1968	Olympics,	taking	the	gold,	silver,	and	bronze	medals	in	multiple	events.	The	work	was	creat-
ed as a poster for the Summer Olympics in 1972.
 Both the artists, Clifton and Lawrence, tell the truth without sentimentality. Other images come 
to	mind	that	achieve	that—the	dark	starkness	of	the	Vietnam	Memorial	mirroring	its	viewer	in	its	shiny	
surfaces	even	while	it	names	the	names	of	those	killed;	the	young	Wilfred	Owens’	words,		“the	old	lie,	
Dulce	et	decorum	est	pro	patria	mori”;		Picasso’s	Guernica. They move us not so much because we 
know their stories as because we feel their humanity.
 Lucille Clifton’s poem reads:

Tuesday 9/11/01

thunder and lightning and our world 
is another place    no day
will ever be the same    no blood
untouched

they know this storm in otherwheres
israel    ireland    palestine
but God has blessed America
we sing

and God has blessed America
to learn that no one is exempt
the world is one    all fear
is one    all life        all death
all one

(The Collected Poems of Lucille Clifton,	601)

 Lucille Clifton’s poem is spare. She has chipped away the noise, the crumbling buildings, the 
smoke and ashes, the running crowd, and the horror on the faces. Her opening line links us immedi-
ately	to	all	those	moments	in	literature	when	innocence	is	lost	and	chaos	follows:		Shakespeare’s	King	
Lear	divides,	foolishly,	his	kingdom;	Ibsen’s	Nora	sees	the	horror	of	her	existence	when	her	husband	
“forgives”	her;	Huck	Finn	turns	his	back	on	the	mores	of	his	society,	saying,	“All	right.	I’ll	go	to	hell.”		
	 Like	Clifton,	John	Milton	understates	the	moment	that	Eve	eats	the	fruit	in	Paradise Lost:
 

...her rash hand in evil hour
Forth-reading	to	the	fruit,	she	plucked,	she	ate;
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Earth	felt	the	wound.		

(Paradise Lost,	IX,	780–782)

Eve’s	eating	the	fruit	affects	more	than	her	and	Adam;	the	earth	is	altered.	So,	too,	the	9/11	attacks	
“made our world another place.” The human-made “weather,” the storm replete with thunder and 
lightning,	is	not	unlike	earth’s	“second	wound”	when	Adam	too	disobeys	in	Milton’s	epic.
	 With	her	lack	of	capitalization	and	punctuation,	the	reader	has	to	find	the	phrasing,	and	the	
casual	first	reading	might	include	“no	day”	at	the	end	of	the	second	line	as	a	part	of	the	first	phrase	 
“...is	another	place	no	day.”	Our	minds	go	back	to	the	literal	darkness	of	that	day	in	Lower	Manhat-
tan,	the	light	obliterated	by	the	smoke	and	ashes.	Beyond	the	literal,	though,	is	the	figurative	loss	of	
“day” in the months that followed when our anger and frustration dragged us into an engagement 
with Iraq when thousands more died.
 The second phrase is actually “no day will ever be the same, no blood untouched.” Clifton 
moves swiftly to broadening the perspective from the individuals whose lives ended that day to the 
universal truth that no person is an island. When she wrote the lines, Clifton did not know how much 
more blood would be spilled because of this dark moment. She did, however, see what such a day 
might portend.  
 Lucille Clifton’s economic use of language throughout the poem makes the reader dwell on the 
strong nouns. The choice of the word “blood” deserves some time. She could have used any number 
of words here: people, country, creed, emotion. She chose “blood.” Again we turn to our cultural 
literacy	and	recognize	the	connotations	surrounding	blood—ritual	sacrifice	in	the	Hebrew	Bible	and	
traditions in primitive cultures (and our own) of spilling blood for blood, an eye for an eye. 
	 “‘S	blood,”	Shakespeare	has	his	characters	say	when	they	are	in	dire	straits;	swearing	on	Christ’s	
blood	was	strong	language.	Christian	Eucharist	centers	around	“the	body	and	the	blood”	of	Jesus’	
sacrifice.	The	blood	on	the	hands	of	Lady	MacBeth	indelibly	marked	her	guilt.	That	intermingling	of	
our	associations	of	blood	with	both	sacrifice	and	guilt	are	called	up	by	Clifton’s	words.
	 In	the	second	stanza,	Clifton	backs	away	from	the	horror	of	that	specific	day	to	place	it	along-
side	horrors	“otherwheres.”	Compared	to	those	places	of	long-time	strife	(Israel,	Ireland,	Palestine),	
God	has	blessed	America.	We	know	about	Wounded	Knee,	years	of	slavery,	a	bloody	civil	war,	and	
thousands killed yearly by gun violence—and still we see ourselves as innocents compared to our 
post-September-11th selves. Clifton’s poem, without being didactic, simply points it out. 
 The third stanza, like the third quatrain of a sonnet, shifts the impact of “God Bless America.” 
We are no longer singing of a blessing that is pleasant. Clifton unites us once-innocent citizens with 
the humanity of the world. We are not, after all, more highly evolved and immune to chaos.  The repe-
tition	of	“one”	in	the	last	three	lines	underscores	that.	We	are	all	fearful	and	mortal.	Knowing	it	makes	
us humble.
 In the preface to The Collected Poems of Lucille Clifton,	Toni	Morrison	writes	that	Clifton’s	po-
etry is “seductive with the simplicity of an atom, which is to say highly complex, explosive underneath 
an apparent quietude” (xxxi).
	 The	same	words	might	apply	to	Lawrence’s	work.	Elizabeth	Steele	writes:

“Munich Olympic Games is a superb example of Lawrence’s distilling the impact of a 
moment	into	its	most	basic	elements.	The	long	strides	of	the	figures	and	the	distance	
involved in the track are expressed by the extreme foreshortening of the runners as they 
round the bend. The contorted facial features and strained necks convincingly convey 
the effort of the participants. His ability to capture the essence of a story, however,  
remained as strong as ever.” (Steele 261)

Lawrence	 labeled	 his	 art	 style	 “dynamic	 cubism.”	 If	 we	 were	 to	 put	 this	 work	 beside	 Picasso’s	 
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Guernica,	for	example,	we	see	the	cubist	influence.	That	painting	tells	multiple	stories.	The	difference	
with	Lawrence	lies	in	the	focus	he	achieves.	We	feel	the	chaos	that	Picasso	wanted	us	to	feel	with	 
Guernica, but our interpretation of Lawrence cannot miss the details telling his story: the sharp cleats 
and clenched teeth, the heads extended backward as if willing less wind resistance, the eyes focused 
only on the goal. Lawrence’s message, too, is “seductive with the simplicity of an atom, which is to say 
highly complex, explosive underneath an apparent quietude.”  
 When Lawrence created the piece, he did not know the tragedy, the massacre of the Israeli 
athletes,	that	would	occur	at	the	games.	He	would	have	known,	however,	the	story	of	Kipchoge	Kie-
no	who	had	been	a	star	in	the	Olympics	prior	to	this	one	(Mexico	City,	1968).	Kip	and	the	team	from	
Kenya	had	already	done	well	at	the	games	when	Kip	fell	ill	before	the	1500m	race.	He	had	a	severe	
gall bladder infection. The team doctor told him that, if he ran the race, it could kill him. He retired to 
his hotel, but minutes before the race began, he decided to run. He ran back to the stadium and took 
the	gold	in	the	1500m.	The	story	was	widely	reported,	and	Lawrence	probably	had	it	in	mind	when	he	
created	the	poster	(Daunt	168–170).
 Lawrence was a guest of the Olympic Games Committee at the games in 1972. He, no doubt, 
would	have	been	watching	when	Keino	won	the	gold	in	the	steeplechase	and	the	silver	in	the	1500m.	
Both those races occurred before the massacre on September 4th.  
	 Our	spirits	resonate	with	the	humanity	each	work	expresses.	Pain,	anguish,	shock,	sorrow,	am-
bition, humility, hopes, epiphanies, love, hate, courage, cruelty, and resilience mark our existence as 
a human race. Our poets and artists teach us that “we are one.” Like the Wedding Guest in Rime of 
the Ancient Mariner, we are older and wiser because we have heard their tales.
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The Writers’ Words feature offers snippets from the writing of miscellaneous observers who have something 
evocative to suggest to educators (particularly those of English language and letters) and their students.  We 
have heard from teachers who have used these fragments as prompts for essays and as inspiration for aspiring 
and reluctant readers and writers.

“When you re-read a classic, you do not see more in the book than you did before; you see more in 
yourself than there was before.” 

Clifton Fadiman (1904–1999)

“We live by stories. It’s the principle by which we organize our experience and thus derive our sense 
of who we are. We’re in an unceasing flow of time and events and people, and to make sense of 
what goes past, we put a beginning and an end to a certain thing, and we leave things out and we 
heighten other things, and in that way we break the unbroken flow into stories, because that’s the 
only way we can give it significance.”

Tobias Wolff (1945–)

“Poetry is pleasure. To the ear, to the heart, to the mind, it enhances and defines the spirit, the 
soul. It’s the work of soul-making, both reading it and writing it. Art is play, but serious play; we are 
learning as children when we sit in a sandbox with nothing but a shovel, a pail, and a few sticks and 
pebbles—a leaf is a boat, a twig is a tower, the red berries form a rock wall or a bridge. We make 
things because we are creatures who are built to build. And some of us build real cities, and some 
of us build imaginative worlds for the heart and mind to dwell in.”

Dorianne Laux (1952–)

“When we were young, we were told that poetry is about voice, about finding a voice and  
speaking with this voice, but the older I get I think it’s not about voice, it’s about listening and  
the art of listening, listening with attention. I don’t just mean with the ear; bringing the quality of 
attention to the world. The writers I like best are those who attend.”

Kathleen Jamie (1962–) 

“I don’t quite understand about understanding poetry. I experience poems with pleasure: whether I 
understand them or not I’m not quite sure. I don’t want to read something I already know or which 
is going to slide down easily: there has to be some crunch, a certain amount of resilience.”

John Ashbery  (1927–2017)
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	 I	teach;	therefore,	I	tweet.	For	the	chance	to	connect	with	teachers	from	across	the	country	or	
globe on vital issues, nothing beats Twitter. 
	 In	one	sense,	Twitter	 is	 the	technological	embodiment	of	Kenneth	Burke’s	parlor	metaphor.	
Comparing the experience of participating in the “ongoing conversation” of academic discourse to 
entering a crowded parlor, Burke writes: 

You	come	late.	When	you	arrive,	others	have	long	preceded	you,	and	they	
are engaged in a heated discussion, a discussion too heated for them to 
pause and tell you exactly what it is about. In fact, the discussion had al-
ready begun long before any of them got there, so that no one present is 
qualified	to	retrace	for	you	all	the	steps	that	had	gone	before.	You	listen	
for a while, until you decide that you have caught the tenor of the argu-
ment;	then	you	put	in	your	oar.	Someone	answers;	you	answer	him;	anoth-
er	comes	to	your	defense;	another	aligns	himself	against	you,	to	either	the	
embarrassment	 or	 gratification	 of	 your	 opponent,	 depending	 upon	 the	
quality of your ally’s assistance. However, the discussion is interminable. 
The hour grows late, you must depart. And you do depart, with the discus-
sion still vigorously in progress.

 Logging into the virtual parlor of Twitter takes teachers directly into discussions and debates of 
great relevance to teaching American Letters. Depending on whom you follow, your Twitter feed can 
plunge you into the midst of a conversation about general pedagogical issues like teaching reading 
and	writing	or	into	a	sharing	of	ideas	about	how	to	teach	specific	texts,	genres,	historical	periods,	
issues, or themes.  
 Burke’s parlor comparison aptly captures the excitement of following and participating in on-
going	feed	conversations,	but	a	bit	of	tweaking	is	needed	to	make	the	metaphor	fit	a	different	aspect	
of Twitter—the chat. A Twitter chat is a scheduled conversation around a pre-planned topic that gen-
erally lasts an hour. The chat moderator poses a series of questions, and participants weigh in with 
their ideas by creating posts bearing the chat’s agreed upon hashtag and the number of the question. 
Following	the	chat,	organizers	often	make	archives	of	the	conversation	available	by	posting	a	link	to	
a site like Storify. Resources abound on the Internet offering chat newcomers directions on how to 
participate, and a simple Google search can quickly ready one to dive in.  
 A number of organizations and teacher networks organize chats sure to stimulate teachers 
of	American	Literature,	history,	and	culture.	The	National	Council	of	Teachers	of	English	sponsors	a	
monthly	chat	(#NCTEchat)	as	does	the	teacher	group	English	Chat	(#EngChat).	The	teacher	network	
Social Studies Chat (#SSChat) offers weekly chats, with a special chat at the end of the month that 
brings	English	and	Social	Studies	teachers	together	(#EngSSChat).	Periodic	chats	are	also	organized	
by	the	Conference	on	English	Leadership	(#CELChat)	and	English	Language	Arts	Chat	(#ELAChat).		
The	AP	Lit	Help	group	sponsors	a	weekly	AP	Lit	Chat	(#APLitChat),	and	approximately	once	every	
six	weeks,	a	session	of	AP	Lit	Chat	is	used	to	host	AP	Book	Chat	(#APBKChat),	which	fosters	discus-
sion	around	teaching	specific	contemporary	texts,	such	as	Mohsin	Hamid’s	Exit West	and	Yaa	Ghasi’s	
Homegoing. Information about chat dates and times can be found by going to a group’s website or 
by searching the hashtag on Twitter. 
	 While	these	chats,	like	the	discussion	in	the	parlor,	certainly	fit	into	larger	ongoing	conversa-
tions about teaching American Letters, they are bookended in ways not contemplated by Burke’s 
parlor	analogy.	Unlike	the	parlor	discussion,	Twitter	chats	begin	and	end	at	a	specific	 time,	and	a	
record of the entire conversation is usually available to be read later. With a Twitter chat, one can be 
in the parlor for the entire conversation and can return to the same conversation at any time, offering 
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advantages both to those who were able to participate in real time and those who were not.
	 A	further	benefit	is	that	the	archived	nature	of	chats	allows	teachers	to	put	these	single	room	
conversations in conversation with one another, often with rich results. To see how this can work, let’s 
look	at	two	recent	chats,	a	June	2017	#CELChat	on	“Fake	Reading”	co-hosted	by	Matt	Morone	and	
Gerard	Dawson	and	a	March	2017	#NCTEchat	on	“Teaching	for	Responsibility	and	Independence”	
hosted by Terry Thompson.
	 The	CEL	chat	tackled	a	problem	Humanities	teachers	frequently	encounter	in	our	technolog-
ically	savvy	world:	“fake	reading.”	In	a	pre-chat	blog	post,	Dawson	defines	this	phenomenon	as	in-
cluding the process of students presenting themselves as having read a text either to complete an 
assignment or to cover engaging in other activities in class as well as the situation in which teachers 
either ignore or feel powerless to address this non-reading. Dawson adds two caveats, noting that 
fake	readers	“are	not	a	specific	type	of	student”	and	that	fake	reading	“is	not	necessarily	correlated	
with students’ reading level or overall academic capabilities.”
 Against this backdrop, the chat commenced with a lively discussion of strategies students who 
have not done the reading employ to present as readers and ways to be alert to these facades. The 
participants then considered strategies teachers might use to combat fake reading and how teachers 
can encourage students to read when they are not around.  The discussion spurred a host of ideas 
about actions teachers can take both in serving as positive role models sharing their reading passion 
and in implementing instructional strategies designed to spark student engagement, such as fostering 
small group book discussions, setting a manageable reading pace, offering students greater choice in 
text selection, providing students positive experiences in class with shorter texts, setting aside class 
time for reading, promoting close analysis, conferring with students individually, and making a diverse 
range	of	books	more	available	to	students.	Finally	the	conversation	turned	to	larger	systemic	policies	
that	unintentionally	promote	fake	reading,	eliciting	ideas	about	roadblocks	that	identified	stale	curric-
ula, grade-orientation, canned questions about texts, the focus on test prep, lack of student choice, 
and large class sizes as contributors to student non-reading. 
	 How	might	the	participants	in	the	NCTE	chat	“Teaching	for	Responsibility	and	Independence”	
relate	or	reply	to	the	“Fake	Reading”	discussion?	Though	the	topics	might	seem	to	differ,	a	strong	
common goal animates both chats—the desire to create motivated and independent readers by 
investing	students	 in	 their	own	 learning.	Each	considered	the	challenges	 teachers	 face	 in	creating	
self-reliant	readers,	and	the	NCTE	chat	group	identified	many	of	the	same	concerns	flagged	by	the	
CEL	chat	in	proposing	strategies	to	promote	reading,	such	as	the	distraction	of	test	prep	and	tech-
nology, lack of student choice, limited access to books, and little independent reading time in class. 
 While the chats covered some similar ground, the differing nature of the questions posed 
led	to	different	emphases	in	considering	student	literacy.	Time	and	again	in	the	NCTE	chat,	posters	
identified	fear	as	a	barrier	students	face	in	becoming	independent	readers.	Many	participants	saw	
students as risk averse and overly reliant on teacher scaffolding that is designed to strengthen student 
skills and make texts manageable. While participants recognized value in such scaffolds, many wor-
ried about the demotivating message they may unintentionally send to students—you cannot read 
on your own without teacher support.  The discussion turned to the difference between scaffolding 
to support students versus rescuing them from productive challenges that lead to reading indepen-
dence. 
	 Looking	back	at	the	fake	reading	discussion	through	the	lens	of	the	NCTE	chat	raises	fascinat-
ing	questions.	Might	fake	reading	also	arise	from	an	overly	teacher-centered	classroom	that,	however	
well-intentioned,	stifles	student	desire	to	read	by	making	students	feel	like	they	have	little	ownership	
in the reading process and cannot proceed unassisted? 
	 The	 slightly	 different	 focus	 of	 the	NCTE	 chat,	which	 led	participants	 to	 zero	 in	 on	 how	 to	 
provide students with real stakes in their own reading lives, created a discussion that serves as a valu-
able	complement	to	the	rich	conversation	engendered	by	the	CEL	fake	reading	chat.	Fake	reading	
might	also	be	combatted,	 the	NCTE	chat	 implicitly	 suggests,	with	strategies	specifically	designed	
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to make students feel more in charge of their own literacy, such as inviting self-evaluation, teaching 
meta-cognition, de-emphasizing the teacher as source of all answers, and opening up space for and 
validating the value of diverse opinions about texts. 
 As this teaming of the two chats reveals, rather than providing a single parlor, through chats, 
Twitter	offers	a	rhetorical	mansion	with	many	rooms.	Keeping	the	doors	open	between	them	only	
enriches the “ongoing conversation” central to our growth as teachers and learners.
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Posts 
Acceleration and Adaptation
Cristofer Wiley
“Thank You for Being Late—What the Hell Happened in 2007?”
Author...Thomas L. Friedman 
Source...Thank You for Being Late; pages 19–33
Date Published...22 November 2016

Basic Concept: Friedman’s chapter cites 2007 as a critical juncture for technological advancement in 
human history.  Innovations in computing and communications propelled a dramatic acceleration of 
the pace of change in the twenty-first century.  These technological changes decidedly altered our 
social and cultural norms faster than we have been able to adapt to them.  Friedman asserts that the 
doubling time of our “progress” is contracting, perhaps to an extent that will upend our collective 
ability to adapt to a social paradigm always in flux.

Commentary: The chapter raises questions as to how educational institutions might intersect with 
world driven by faster, more powerful technologies that can “dislocate” the individuals from the social 
patterns they have known.  Does the change necessitate a pragmatic education that attempts to keep 
pace with technology, equipping students to use new technologies before—or as—they become 
obsolete?  Do they run the risk of becoming archaic if they resist the march of “progress”?  Will the 
seemingly exponential growth of technology proceed indefinitely, or might “progress” eventually 
reach a terminal velocity?

Quotations: 
“…the doubling has gotten so big and fast we’re starting to see stuff that is fundamentally different 
in power and capability from anything we’ve seen before…”

“The term ‘Great Acceleration’ was coined in 2005 by these same scientists to capture the holistic, 
comprehensive, and interlinked nature of all these changes simultaneously sweeping across the globe 
and reshaping the human and biophysical landscapes of the Earth system.”

“…we will all feel out of control, because we can’t adapt to the world as fast as it’s changing.”

Allied Texts: 
-Brave New World, Aldous Huxley
-Mockingjay, Suzanne Collins
-A Clockwork Orange, Anthony Burgess



A	retired	high	school	English	teacher.	She	spent	her	 last	ten	years	of	full-time	teaching	at	the	University	of	
North	Carolina	School	of	the	Arts.	From	1985–2015,	she	worked	as	a	consultant	with	College	Board	training	AP	
English	teachers	throughout	the	South	and	wherever	College	Board	sent	her.	During	the	summers,	she	taught	
AP	Institutes	and	was	a	director	of	the	National	Writing	Project	at	Wake	Forest	University.

Rebecca Brown

Chair	of	the	NCTE	Assembly	on	American	Literature.	A	high	school	teacher	for	the	past	16	years,	she	is	current-
ly	a	member	of	the	Humanities	Department	at	Maret	School	in	Washington,	D.C.	Prior	to	becoming	a	teacher,	
Tracey	practiced	law	as	an	associate	at	Debevoise	and	Plimpton	and	clerked	for	a	federal	district	court	judge.	
She	is	a	graduate	of	Georgetown	University	(BA	Government,	MA	English)	and	Boston	College	Law	School.

Tracey Hughes

Mary	Mertsch	currently	teaches	English	at	The	Rivers	School	in	Weston,	MA,	but	tries	to	stay	involved	with	pub-
lic	education	through	her	role	as	a	school	committee	member	in	Maynard,	where	she	lives	with	her	husband,	
her two boys, and her dog. In her after school hours, she enjoys teaching yoga to teenagers. 

Mary Mertsch
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Call for Articles and Posts

 NAL is an online quarterly journal that is inclusive of multiple disciplines. NAL seeks articles 
that	explore	engaging	literary	texts	or	basic	ideas	from	diverse	fields	such	as	art,	religion,	politics,	
natural sciences that engage students in the classrooms of grades 6–12. 
 In addition to the Articles published in each of the four issues, readers are encouraged to 
submit	wide-ranging,	shorter	Posts	that	follow	a	simple	template.

Template for Posts

	 1.	 Title	of	Post
	 2.	 Post	writer
 3. Basic bibliographic information: Text’s Title, Author,  
	 	 Source,	Publication	Date,	Internet	Link
	 4.	 Brief	concept	of	the	Post
 5. Comment 
 6. Two or three crucial quotes from the text
 7. Two or more probing questions about the text
	 8.	 Two	or	more	allied	texts	that	support	or	counter	the	same	topic

Submission Process for Articles and Posts

•	 Manuscripts	should	be	sent	electronically	to	Hannah	Goodwin,	Assistant	to	the	Editor		 	
 (goodhl15@wfu.edu).
•	 Submissions	should	range	from	600	to	1000	words.	Authors	should	use	the	most	 
 important word from their title on the bottom right side of each page alongside the   
	 page	number	of	each	page.	Pages	should	be	double	spaced	throughout	(including		 	
 quotations, notes, and works cited) with standard margins.
• A brief statement should be provided that states that the manuscript has not been   
 published or is not submitted elsewhere.
• Copies of everything you send us should be saved. We cannot return any materials to   
 authors.
•	 Authors’	names	should	not	appear	in	the	text	or	the	reference	list.	Substitute	‘Author’			
 for citations in the text and in the reference list.
•	 Two	Submissions	Editors	review	submitted	manuscripts	within	20	days	of	their	receipt.			
 If the manuscript is accepted, the editors will provide suggestions for revision    
	 and	return	the	revised	text	within	20	days	to	the	author.

Publication and Submission Deadlines 

	 Fall,	September	15:	Submit	by	July	15	
 Winter, December 15: Submit by October 15
	 Spring,	March	15:	Submit	by	January	15
 Summer, June 15: Submit by April 15
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