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PRESIDENT'S COMMENT 

THE PROFESSOR AND THE PRACTITIONER 

The Minnesota Council of Teachers of English would seem by its 

name to be a,group of teachers of common purpose. We're all 

teachers of English, we say. 

However, since my election to the presidency of the organiza

tion, I have had reason to wonder how united we are. 

The Licensure Task Force Report and the past summer's activity 

regarding it--and some objections to it--have pointed out an area 

where MCTE must begin working--and fast! 

Those of you at the Spring Conference in Duluth last May will 

remember that questions about the report were raised by some 

chairpersons of English departments in Minnesota colleges. 

In the few weeks since the Task Force Report was forwarded to 

the Board of Teaching, along with a recommendation by some depart

ment chairpersons, I have been worrying about why the preparation 

of English teachers is looked at so differently by the professors 

and the practitioners. 

Is it because we don't know what"the other is doing? 

"But I used to teach high school," I have heard time and again. 

So did I. Almost 30 years ago. 

Have some of us become too far removed from the elementary and 

secondary classrooms of today? The conflict regarding the Task 

Force Report seems to indicate that this is so. 

The fact is that we have a TV generation on our hands. A conse

quence, at least in part, is that reading levels have declined. 

And so have writing skills. Instead of teaching Shakespeare or 

"Soliloquy of the Spanish Cloister" classroom teachers are finding 

themselves teaching developmental reading and remedial writing, 

and they are crying for help while doing so. 

The training of English/Language Arts teachers belongs in the 

English departments of our colleges. And I would not for a minute 

say that college English departments should forget the great 

hfritage of our literary past. However, if we want to keep the • 

training of teachers in our departments, we must do more. We must 

meet the needs of today's students and teachers. 

I would like to propose a means of doing so, or a least a start 

in the process. I would like to see a way of getting to know each 

other better, to renew acquaintances with the students of our 

earlier classrooms, to discover the curricula of today's English

Language Arts programs, and to get to know the young students of 

the 80' s. 

I propose that a new MCTE committee be formed to structure an 

exchange program between college English professors and elementary 

and secondary English/Language Arts teachers and to search for 

foundation funding of the program. 

This is one positive step we can take to improve our under

standing of each other. But perhaps of more importance is that 

two other groups will be beneficiaries--the current college 

students who are now preparing for licensure and the young stu

dents out there in the elementary and secondary schools. 

Why not volunteer for the committee today? 
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LANGUAGE ARTS PERSPECTIVES FOR THE EIGHTIES 

By Julie M. Jensen 

The turn of a decade is an opportune time to reflect on the 

past, assess, the present, and speculate about the future. A look 

at the way past is fused to present can serve as one guide to 

considered future action. 

d · f the nation's During the 1970s we witnessed a rive to re orm 

schools through the elimination of illiteracy and the promotion of 

equal educational opportunity. Because we were told--by sources 

largely outside the educational community--that the solution to 

the problems of schools lay in an industrial model, the literature 

of the 70s also reveals a rhetoric of accountability: back-to

basics, subskills, management s ystems, C/PBTE, systems approache~, 

~s, PERT charts, performance contracts, behavioral ob j ec

tives, vouchers, and assessments at all levels from national to 

local. These parallel emphases continue unabated into the early 

80s. 

Despite the bureaucratic imposition of "movements" that would 

constrain us as English language arts educators, I am sustained in 

spirit by those who think and speak and write expansively about 

Can be,· who can see commonalities in all all a language program 

h recogni·ze students' vast untutored talents; language learners; w o 

· fi·ne literature and other and who value imaginative expression, 

h 1 t d i·n the 70s, and in immeasurables. I see seeds tat were Pane 

some cases long before; that I hope the 80s will nourish. They 

follow in the form of nine perspectives on our profession. 

Pers ectives 

1. A focus on the learner 

That teachers need to know about language·and about students is 

An t o learn about both is to ob-beyond question. important way 

serve and to listen. Researchers, especially in the last decade, 

have begun to document the language abilities of students. They 

have, for example, verified children's mastery during the pre

school years of thousands of words, the sounds, and the basic 
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sentence patterns of the native language. I hope for teachers who 

watch and listen, whose foundation for a language program is 

knowledge of what students bring to instruction. 

2. Learning beyond the class~2..2.~ 

The roots of all the language arts lie outside the school. The 

classroom is but one place where language continues on its life

long course of development. Rache 1 Carson's The Se:nse of Wonder 

is an eloquent statement on learning beyond the classroom, one 

that recounts the experiences she has shared with her young 
nephew, Roger: 

When Roger has visited me in Maine and we have walked in these 
woods I have made no conscious effort to name plants or animals 
nor to explain to him, but have just expressed my own pleasure 
in what we see, calling his attention to this or that but only 
as I would share discoveries with an older person. Later I 
have been amazed at the way names stick in his mind, for when I 
show color slides of my woods plants it is Roger who can identi
fy them. "Oh, that's what Rachel likes--that's bunchberry?" 
Or, "That's juniper but you can't east those green berries--they 
are for the squirrels." I am sure no amount of drill would have 
implanted the names so firmly as just going through the woods in 
the spirit of two friends on an explanation of exciting discov
ery. (1956, p. 18) 

I hope for teachers who are less concerned with language study and 

more concerned with language experience involvement. Language 

knowledge grows from language use. 

3. Leaming in other cultures 

A cross-cultural spirit was a dominant theme of the 1979 Interna

tional Year of the Child. I hope classroom practice in America 

will be increasingly informed by researchers and writers who in 

the last decade have described how students meet writing, reading, 

and other aspects of the language arts in England, Denmark, New 

Zealand, Australia, and elsewhere. Among the books favorably re

ceived in this country are: James Britton _et E's The Development 

of Writing Abilities (11-18) (1975), Marie Clay's Readin g : The 

Patterning of Complex Behavior (1972, 1979), and Michael 

Halliday's Learning How to Mean--E9lorations in the Development 

of Language (1975). 
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4. A view of the range of educational levels 

Good teachers find it insufficient and artificial to know a third 

grade or an eleventh grade curriculum. Language growth is a 

continuous process beginning before and extending beyond formal 

education. I hope for teachers who not only know the language 

development benchmarks each of their students has passed, but who 

are sensitive to probable language demands of the future. 

5. Sharing across disciplines 

To gain knowledge of how language is learned and used, educators 

are becoming increasingly attuned to the theories and methods of 

linguists, neuroscientists, psychologists, philosophers, anthro

pologists, sociologists, and others. Once we have engaged in 

interdisciplinary interaction, we need to identify those aspects 

of newly acquired knowledge which function to help us to teach 

more soundly, as distinct from that knowledge which informs our 

teaching but need not be shared with students. 

6. An integrated curriculum 

I hope for integration of two types, the first being more unified 

teaching of the arts of language. Listening, speaking, reading, 

and writing are not independent skills. Approaches to instruction 

in one which fail to promote use of all are incongruent with de

mands faced by individuals outside an instructional context. A 

second kind of integration occurs between the language arts and 

the several content fields comprising the school curriculum. 

Language is not confined to a designated instructional period: it 

is a significant part of our entire day. Inasmuch as we don't 

talk about talking, or read about reading, or write about writing, 

but rather talk about biology, or read about history, or write 

about baseball, the link between the language arts and the rest of 

the school curriculum is inescapable. 

7. A sense of time 

We can gain insights into our teaching by examining past efforts 

and by hypothesizing about the future, however clouded our crystal 

balls might be. As editor of Language Arts I wanted to help 

teachers crystallize concerns and beliefs. To that end, I created 
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a feature titled "Reflections" for the September 1979 through May 

1980 issues. Contributing each month to the issue's theme were 

national leaders who were asked to reflect on related major de

velopments of the 70s and to speculate on what is in store for the 

80s. While many of the writers looked at the present with dis

tress, none was without hope. I commend the feature to you not 

only for its suggestions on how we can build thoughtfully on long

range accomplishments, but for its reminders that trends, issues, 

and methods evolve over decades. There are no immediate solutions 

to the problems we face. 

8. Cooperation with other professional organizations 

My hopes for an interorganizational perspective have been elevated 

since I began to attend the annual meetings of the International 

Reading Association three years ago. My major purpose was to 

spend several hours each day in the NCTE exhibit booth giving away 

complimentary copies of the journal, h_~uage Arts. As you might 

guess, most passers-by were eager to add more free paper to their 

already overstuffed plastic bags. Some, however, refused the 

offer with variations of the response, "No, thank you. I'm a 

reading teacher." Those individuals disappointed me, since I wish 

for teachers who view their responsibilities broadly, who see 

themselves as teachers of listening, speaking, reading, writing, 

and as sharers of fine literature. Efforts to bring together pro

fessional organizations devoted to language-related outcomes may 

one day help to bring the language arts together. 

Shared concern and knowledge among professional associations is 

evident in two recent cooperative efforts . First, a committee 

with representation from seven national organizations produced a 

statement on reading in the pre-first grade (Interorganizational 

Committee 1977). Members expressed dismay with the growing number 

of highly structured reading programs in pre-kindergarten and 

kindergarten classes, and were concerned with the extent to which 

achievement measures may dictate program content and goals. They 

urged reading experiences that are part of the other language 

arts, experiences in a broad range of connnunication contexts, 

6 



continuous and appropriate evaluation, and a feeling of success 

and enjoyment of reading. Second, twelve associations expressed 

their collective interest in "a renewed connnitment to a more com

plete and more fulfilling education for all" (Organizations for 

the Essentials of Education 1978). Their brief report is a 

reasoned response both to those who simplistically cry, "Back to 

the Basics," and to those with simplistic solutions to that cry. 

A central concept within the statement is that skills cannot 

develop in isolation from content. 

9. Reaching beyond the profession 

Language educators can benefit from the resources of organizations 

whose primary functions are unrelated to either language or teach

ing. The U.S. Postal Service and NCTE, for example, discovered 

shared goals and jointly developed an appealing and usable publi

cation about letter writing called All About Letters (USPO/NCTE 

19 79). The book's major purpose is mot"ivational. It seeks to 

demonstrate to high school students the practical benefits and 

personal pleasure to be derived from letter writing. A second 

example of reaching out is NCTE's recent cooperation with broad

cast radio. Spot announcements prepared by the Council are being 

heard across the country. Narrator Estelle Parsons stresses that 

"No matter who you are or what you do, your life is affected by 

how well you express yourself in writing." She then urges 

parents--who share with the school a responsibility for their 

children's language development--to send for a free pamphlet "How 

to Help Your Child Become a Better Writer" (NCTE 1980). The 

suggestions contained there are as informative for teachers as for 

parents. 

Unifying Principles 

Certain basic beliefs about helping students to become better 

communicators are implicit in the nine perspectives. You have 

heard these views of language learning over many years, in varying 

contexts, expressed by speakers and writers both inside and out

side the profession. 
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A core belief is that listening, speaking, reading, and writing 

are useful to students, and to anyone else, only to the extent 

that these skills serve individuals' purposes. Courtney Cazden 

expressed this sentiment well: 

The most serious problem facing the language arts curriculum 
today is an imbalance between means and ends--an imbalance 
between too much attention to drill on the component skills of 
l~nguage and literac~ and too little attention to their signi
ficant use. Responding to real or imagined community pressures, 
a~l~ and conscientious teachers all over the country are pro
viding abundant practice in discrete basic skills; while 
classrooms where children are integrating those skills in the 
ser~i?e_of exciting speaking , listening, reading, and writing 
activities are becoming rare exceptions. (1978, p. 681). 

Students, further, deserve worthwhile, and unified, and real 

language experiences from the beginning. Because school isn't a 

dry run for life, the ends of pleasure and usefulness cannot be 

remote. Children's earliest experiences with language must con

vince them of its value. Numerous authorities with diverse 

backgrounds and perspectives have endorsed involvement with 

unfragmented and worthwhile language. Allow me to cite three: 

From Erik Haugaard, Danish author of books for children: 

What is inspiration? ~~ere do ideas come from? Silly ques
tions to which you will only get silly answers . . . The other 
day my son came home with two pages of notes to explain Robert 
Frost's "Stopping by Woods on a Snowy Evening." The "frozen 
lake" was intellect; the "woods" were old age. Then came the 
questions: "When the poet says, 'fill up with snow ' what 
does he mean?" and "When he writes 'darkest evenin~ of the 
year,' what was he thinking?" This is what happens when you 
try to analyze, as if you were in a chemistry lab. A simple, 
lovely verse, you treat it as if it were a crossword puzzle • 

I am afraid that if you tell children that they have to 
be able to read a blue-print bef~re they can take pleasure in 
~he

1
beauty of a building, they will probably think that it 

isn t worth the trouble. Besides, it's a lie. (Root and 
Greenlaw 1979, p. 555). 

From Donald Graves, University of New Hamshire researcher on 

the writing process: 

Spelling is for writing. It is not to develop skills in 
alp~abetizing, recognizing double consonants, or identifying 
af!ixes and inflectional endings. These activities may con
tribute to greater word sense or a wider vocabulary, but the 
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odds are that they do not contribute to greater ~ower_i~ spell-
. Data show that when words are applied in writing, ing .. · Th 
children are more likely to spell them correctly. • .. e_ 
medium of spelling exercises and the spelling of wo~ds in_iso~a
tion on a Friday test may carry the clear message, spelling is 
for exercises, not for writing." They exist as so many pushups 
for the real game that is never played. (1977, P. 90) • 

And from Bruno Bettelheim, child psychologist and author of The 

Uses of Enchantment: 
including the ability to read becomes 
learned to read adds nothing of 

The acquisition of skills, 
devalued when what one has 
importance to one's life ..• 
may enable one later to enrich 
empty promise when the stories 
ing at the moment, are vacuous. 

The idea that learning to ~ead 
one's life is experienced as an 
the child listens to, or is read

(1977, p. 4). 

There is no sound way to separate the language arts from each 

or into htmdreds of component skills, or from other facets 
other, 

school curriculum. Effective language users are not those 
of the 

students who have mastered a body of discrete skills. They are 

the ones who have had whole language directed to them and who have 

h · and out of school environments have responded in kind, w ose in 

stimulated language. They have learned from teachers who empha-· 

size use of language, not study about language, teachers who know 

that commtmication activities integrate language with life. 

k . readi"ng, and writing need social studies, Listening, spea ing, 
· th ani"ng Again I offer supportive math, and science to give em me . 

commentary. 
From Yetta Goodman, Past-President of the National Cotmcil of 

Teachers of English: 
Conclusions from studies focusing on instruction in la~guage 
have raised serious questions about the direct use of ins7ruc
tion to develop greater use of reading and writing; speaking 
and listening. Such studies seem to conclude that th: more 
people read or write; speak and listen, the more proficient . 
they become in the particular aspect of language use. Learn~ng 
specifics about language such as grammar, spelling, and phonics 
may improve scores on tests of grammar, spell~ng an? phonics; 
however, such learning in and of itself has l~t7le ~mpact on 
improved speaking, listening, reading, and writing in the every 
day use of these language processes. (in press) 

9 

And from Courtney Cazden, Harvard language development scholar: 

Language arts must be integrated into all curriculum areas, and 
language must be meaningfully used throughout the school day. 
That does not mean that there cannot be times for practicing 
language skills. It does mean, however, that the purposeful use 
of those skills can be provided most powerfully outside the 
language arts and in the service of the subject areas of liter
ature, science, social studies, and mathematics •.• The 
school must retain its concept of the whole, tmfragmented 
learner; it must keep intentional activity at the core of the 
process of education; and it must always remember that the 
language arts are the curricultllll area that cannot stand alone. 
Only linguists have language as their subject matter. For the 
rest of us--especially children--language is learned not because 
we want to talk or read or write about language, but because we 
want to talk and read and write about the world. (1978, p. 682) 

A Prototype 

What does a school that embraces these principles look like? I 

will take you on a tour of the school where I worked with future 

teachers tmtil two years ago. Though it serves elementary stu

dents, I will mention nothing that is less applicable to jtmior or 

senior high students. The language arts program rested on the 

simplest of assumptions: people need to listen, speak, read, and 

write about SOMETHING. Rich experiences are the foundation for 

rich language. In this school you could note: 

--telelectures 

--libraries in each classroom as well as a central open-·access 
library 

--a literature-based reading program 

--a photography darkroom created from a storeroom 

--a portable oven on wheels 

--lessons in computer prograrrnnL1g 

--Orff music plus experiences with guitar, piano, recorder, and 
synthesizer 

--a developmental gymnastics program 

--a popcorn business with profits invested in the stock market 

--oceanography, space science, human anatomy, and birding pro-
jects, plus an annual science fair 

--a greenhouse 

--regular creative drama sessions 
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--a foreign language program 

--typewrite rs 

--a world newspaper collection 

--a weather station 

--special interest groups for chess, knitting, macrame, model 
building, lapidary, stamp collecting, and so on 

--all-school events such as paper drives, a Halloween carnival, 
and a track meet 

--additional experiences which took students off the school 
campus to visit geologic formations, historical 
sights, and businesses. 

All of these experiences are the source from which language 

springs. Besides helping students to achieve objectives in the 

sciences, mathematics, music, physical education, and social 

studies, such activities provide the content for listening, speak

ing, reading, and writing. I will illustrate specific language 

outcomes using the first school activity mentioned. Note the 

integrated and purposeful use of language, 

A telelecture requires a regular telephone with amplifiers. It 

is used to call upon resource people--often authors and illustra

tors of children's and adolescents' trade books--but in this 

instance a former astronaut. The students (1) read library and 

Space Center materials on space science, (2) viewed films on the 

United States space program and on the creation of the solar sys

tem, (3) filed application papers to obtain moon rocks from the 

Space Center, (4) invited a geologist to be a guest speaker, (5) 

wrote a business letter to the astronaut making arrangements to 

phone, (6) developed interview questions, (7) evaluated and refin

ed the questions, (8) role played the interview, (9) invited other 

classes to the interview, (10) placed the phone call, (11) wrote 

a thank you letter, (12) debriefed using an audio-tape of the 

telephone call, (13) added the tape to the school library, and 

(14) prepared an article about the experience for the school news

paper. 

Far more remarkable than the physical resources of this school 

•are its human resouces. Most projects require a minimum of money 
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and a maximum of resourcefulness and professional dedication. 

Paper drives and school carnivals can 1 so ve money problems, but it 
is teachers who provide the rarer and more central resource: 
inspiration to make language alive for students. Fortunately, 
enthusiasm in the school is contagious, and its students are a 

never-ending source of excitement. 

Michael Halliday (1973) has remarked that buried beneath the 

suffocating heaps of kits, spellers, basals, and scope and 

sequence charts are students eager to breathe to read t ·t , , o wr1 e, 
to escape. Teachers who know students, who know language, who 

think, are most certainly yearning for their freedom too. 

Perspectives which take us to the learner, b d h eyon t e classroom, 
to other cultures, to the range of educational levels, to other 

disciplines, to other facets of th h 1 e sc oo curriculum, to other 

times, and to other organizations both within and outside our 

profession help us to put 1 1 era anguage, reading, and writing to-
gether and to relate them all to life, 

That teachers will share such perspectives is my hope for the 

eighties and, if truth be known, for decades beyond. 
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ASKING THE RIGHT QUESTIONS: 
PRE-WRITING FOR THESIS DISCOVERY AS A CLASSROOM ACTIVITY 

By Gayle Gaskill 

The first thing many of us look for when we mark our college or 

high school student's expository papers is a firm, concise thesis 

statement, the analytical opinion about a specific topic which 

predicts, unifies, and controls the essay from its clear initial 

appearance in the first papagraph to its unmistakable final reit

eration in the last. "The central idea, or thesis, is your 

essay's like and spirit," Sheridan Baker promises, advising fresh

man to "take a stand, make a judgement of value ... Don't be 

timid." 1 Even Ken Macrorie, whose innovative classes shake off the 

restraints of a formal outline, insists that "any piece of writing 

needs a point .. that could be pursued with genuine curios-

ity. 112 Stating that judgmental point clearly and without 

timidity is a student's main business in pre-writing--but it's 

usually the most difficult part of the writing process. It is 

also the most essential part. If we skip pre-writing, our writers 

flounder in a sea of data or cling desperately to inflated 

cliches, but if we hurry it by distributing readymade theses, we 

simply push their "difficulties or pre-writing into the writing 

stage," as James McCrimmon observes in his well known discussion 
3 of the process. Though we dare not neglect pre-writing, we can 

efficiently shape it by inventing specific, productive questions 

in class discussions. I find that beginning writers can best dis

cover their own thesis statements during directed, in-class 

pre-writing sessions focused on a thesis question. 

The Thesis Question 

The thesis question is an analytical, heuristic approach to a 

thesis assertion; it suits essays of personal experience, litera

ture, and library research, as well as business and technical 

reports. In a literature class, discussions of texts frequently 

become extended pre-writing exercises with a projected essay as a 

goal. Though it eventually becomes a paradigm for the student's 

private pre-writing, the thesis question functions primarily as 
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projected papers stimulates the next two, private, largely uncon-

scious pre-writing processes which Young, Becker, and Pike 

identify as "incubation and illumination." "If it has been 

adequately instructed," they tell us, "a person's subconscious 

mind contin~es to work (to incubate) even after that person has 

shifted his attention to other matters." Even if the student who 

volunteered her barn-burning topic changes her mind, the "Why?"

directed discussion remains a model in the minds of her classmates 

who are still trying out possible topics. 

"imaginative leap to a possible solution, a 

"Illumination" is the 

hypothesis." 
7 

With a 

thesis question in mind, a student will recognize 

answer as a potential thesis when it comes. 

the illuminating 

The fully discussed thesis question empowers the student to be a 

writer during the incubation time while he or she is working, 

reading chemistry, or watching television. Good pre-writing needs 

the natural negative force of "resistance," says Donald Murray, an 

eloquent, recent pre-writing advocate. "There must be time for 

the seed of the idea to be nurtured in the mind." Murray calls 

this resistance a ''rehearsal," whfn the writer increases his or 

her information and awareness, makes notes, and talks about the 

projected essay, "working out the piece of writing in oral 

language with someone else who can enter into the process of dis

covery with the writer. 118 The "Why?"-shaped, in-class pre-

the audience, and the stage manager for writing provides the cues, 

that verbal rehearsal. 

Rehearsing the Thesis 
A thesis question assists the last stage of pre-writing, "veri-

fication," in Pike, Becker, and Young's terminology. A second 

"Why?"-shaped pre-writing discussion will test the hypothesis
9 

by 

refining the general thesis question into a specific one for each 

writer. The analytical narrative question, "Why did the experi

ence make you think what you thought?" now becomes, "Why was I, at 

ten, first afraid to call the fire department and then angry with 

the crowd that followed the engines?" or "Why did I resent my job 
1making one hundred pounds of potato salad a day for $5.23 an 

hour?" As it grows particular, the thesis question predicts not 
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only the projected essay's topic but its point of view, its pur

pose for an audience, and the shape of the thesis statement to 

come. 

For this simple narrative assignment, some students will feel 

prepared to frame a thesis in class. Agreeing, however, with 

Macrorie and with Eudora Welty that a good writer's first rule is 

"tell the truth1
1110 I am suspicious of a glib thesis chosen with

out incubation time--as is Murray, who warns us that "publishing 

writers ... are astonished at students who can write on command, 

ejaculating correct little essays without thought. ,,ll Most 

students will need to go on retrieving and classifying their data 

before they know exactly what they want to say. On the other 

hand, even the most thoughtful beginning writers need a pre

writing frame to center their attention on the essay that lies 

ahead. By repeatedly asking and rephrasing the thesis question, 

I can lead my essayists to test tentative thesis statements 

against their evidence and determine which kinds of evidential de

tails belong in the finished essay. 

Thesis Practice and Language Skills 

Sentence-combining exercises or traditional grammatical usage 

drills offer practical opportunities to phrase tentative thesis 

statements, whether the instructor or the student initiates the 

process. I may write a deliberately flawed answer to the thesis 

question and ask my students to edit it: *"I was afraid to call 

the fire department, the crowd that followed the engines made me 

angry." For most students, it is fairly easy to identify the comma 

splice but more difficult to supp~y transitions and parallel 

structure or to suggest the analytical dimension, the "Why?"

shape, which will combine the sentence parts into the thesis which 

lies under the details of the discussion that led to the sentence. 

After several revisions, the thesis might become, "Lacking a 

grown-up's authority, I felt helpless to confront either the fire 

in the barn or the thrill-seeking crowd that came to watch it." 

Now a ten-year-old's helplessness combines the two parts of the 

narrative and shapes a recollection into an analytical essay. 
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"But is that thesis true?" I ask _the former ten-year-old. "Did 

you really feel helpless?" Because the grammatical exercise has 

a sound thesis as its goal, our objective is accurate, analytical 

writing, not arbitrary elegance. 

Constructive Interference 

In a variation of the thesis-editing exercise, I ask each stu

dent to write his own tentative answer to the general thesis 

question, combining the assignment, where appropriate, with the 

day's lesson in usage, ptmctuation, or style. Lessons in comma 

placement, relative clauses, parallel structures, and transition

al devices are particularly useful because they help students 

master the complex sentence patterns which most often shape ana

lytical thesis statements. The exercise never commits a writer to 

a final thesis, but it gives him or her the useful chance for 

directed verbal experimentation and lets me interfere construc

tively in the last, crucial stage of the pre-writing process. I 

can praise accurate, coherent assertions or detect and correct 

such common thesis problems as the inconclusive negative (*"I was 

not happy when the barn burned."),, the incoherent double thesis 

(*"I was afraid to call the fire department, and crowds make me 

angry."), the ir:1precise remark (*"Reporting a fire can be 

interesting."), or the indefinite topic annoucement (*"I will 

write about the day the barn burned."). Answering the thesis 

question in class, a student gains confidence to shape a unified, 

coherent, pointed expository essay. The large number of my 

students these days who want to feel safe and creative at the sam 

time find in-class pre-writing an assuring opportunity to try out 

original ideas without fear that they have mistmderstood the 

assignment. 

Thesis Questions and Pre-Writing 

The thesis question procedure is a simple, flexible addition to 

the process of pre-writing, which Gordon Rohman first described in 

1964. To fight students' reliance on popular cliches and to stim

ulate thesis discovery, Rohman 's pioneering study offers an 
I 

arbitrary analogy as a paradigm for discovering an original thesis. 
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Students discuss one activity from Column A (boating, eating, 

reading, etc.) in terms of an activity from Column B (playing 

softball, resting, juggling, etc.), using the analogy as a struc-
12 turing principle and source of vocabulary. Though it leaves 

writers with broad hypotheses, the Rohman analogy generates 

original, creative expository papers. 

Young, Becker, and Pike offer a more detailed heuristic pre

writing procedure for retrieving data from alternative perspec

tives, when they describe any potential subject first as a 

"particle," a fixed object, then as a "wave," a part of a group 

or process, and finally as a "field," a unified system of compo

nent parts. Joined with rhetorical devices, their scheme of 

invention creates an elaborate system for stimulating memory and 

imagination, though it is not, they caution us, a system of essay 
. . 13 

organization. McCrimmon offers a less complicated version of 

this three-part scheme, then adds and emphasizes the question ~? 

with the journalist's who, what, where, when, ~. how? His dis

cussion of observation, interpretation, and inference is a handy, 

condensed guide to pre-writing. 14 Recent journal articles have 

viewed the old, familiar rhetorical modes of problem-solution or 

illustration as a "tagmemic heuristic" of pre-writing 15 or asked 

for a "metatheory" to provide one "transcendent" paradigm of 

specific thesis questions for virtually every type of essay a 

student could write. 16 

My own pre-writing paradigm is a simple, practical one, adap

table to most subjects and rhetorical modes. As I update my study 

of the methods that published experts have invented, I adapt them 

to the needs, questions, and expectations of my Minnesota 

students. Pre-writing is an essential process of the writing 

class, yet in the initial assignment, in the follow-up topic dis

cussion, and even in exercises that strengthen style and grammat

ical usage, we can direct and simplify pre-writing with repeated 

"Why?"-shaped thesis questions. 

NOTES 
1
sheridan Baker, The Complete Stylist and Handbook (New York: 

Thomas Y. Crowell, 1976), pp. 7, 9. 
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THE JOURNAL GAME 

By Carolyn L. Bell 

Writing teachers love to assign journals. A journal is a diary 

or record of thoughts and ideas. It's an easy trick to keep 

students writing, keep mental gears oiled. However, there are 

several precautions I feel the teacher must take when asking the 

student to write in a journal. These are: 

1. Consider the ability of the student . 

2. Make the journal relevant. 

3. Respect the student's privacy. 

4. Provide alternatives. 

5. Praise the journal-keeper. 

The first precaution recognizes the ability of the student 

writer. Don't expect a student who is otherwise incapable of 

arranging words into sentences to suddenly become a prolific 

author. Journal keeping is a process and, like most things in 

writing, takes time to develop. The first entry might be just a 

word or a sentence. A gradual increase in amount of writing will 

evolve naturally as the student writes. 

The second precaution acknowledges the need to make the journal 

relevant to the student's life. Although it is often good to let 

the student wander freely amongst his thoughts, a teacher should 

have a ready supply of topics that relate to the student's dreams, 

goals or observations. These might range from "What I Hate About 

Writing" to "The Party Last Weekend." A favorite topic in 

Minnesota is weather. Asking the student to describe a favorite 

person such as a girlfriend or parent works well. An ongoing 

theme might be "Goals for the Year." Entries then relate to 

obstacles and aids to achieving the goal. It's surprising how 

much high school kids can write about saving for a car or losing 

weight. 

The possibility of having the journal read can be a real threat 

to the student's need for privacy," thus it's important to estab

lish a mutually-agreeable reading policy with each student. 
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Reading policies might well range from the teacher not reading 

the journal at all to reading everything the student has written. 

"Secret" sections can be marked off with paper clips or rubber 

bands. The aim, after all, of assigning journals is to allow the 

student. to express any of his or her thoughts on paper, not to pry 

into the student's private life. Depending on the student's feel

ings regarding reading work aloud, good journal entries can be 

read by student or teacher as examples of competent spontaneous 

writing. If the teacher keeps a journal right along with the 

students, and reads passages aloud from time to time, the students 

may share their own journals more openly. 

The fourth precaution in assigning a journal is to provide 

alternatives for those students who resist the journal. Many 

teenagers have strong objections to enforced regime. Their resis

tance to journals, if not respected, may transfer to a negative 

attitude toward writing in general. The journal is one of many 

forms of writing and should he treated as a writing exercise. The 

teacher should be willing to offer alternative "loosening" exer

cises for those students to whom a journal is repugnant. Let them 

copy quotes or passages from their favorite writings. Engage them 

in word games, such as picking five to ten unfamiliar words from a 

dictionary and constructing nonsense sentences with them. Allow 

them to play with language by freely associating words with 

specific colors, sounds and sensations. Bring in records, sand

paper, and photographs to use as background or inspiration. 

The last precaution in assigning journals is to give students 

lots of praise. Let them know out loud and in writing that you 

appreciate their efforts. It is an effort to write, especially 

every day. 

Have individual conferences with each writer to discuss the 

journal. Keep remarks positive and direct. Open-ended suggest

ions such as "you seem to know this person you' re describing well. 

It makes me want to know more about him," are more fruitful than, 

"This is vague." If the student's writing is full of misspelled 
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words and incomplete thoughts, make mental notes and incorporate 

his or her particular needs into classwork. 

For those students whose journals are private, the teacher 

should acknowledge the student's continuing efforts, and encour

age the student to submit some writing open for the teacher's 

perusal. 

Avoid marking journals with hieroglyphics. Basic to journal

writing is a student's trust. Journals ought to be a place where 

the writing student can write freely. Never ditto an excerpt 

from a journal in your enthusiasm for its success unless you've 

first received the writer's permission. If you adhere to these 

five precautions, your students should reward you with fine 

examples of writing in their journals. 

In short, use the journal as an educational game, but keep its 

fun intact. 

I 
I 
I 
I 
I 
I 
I 
I 
I 
I 

1---------------- --------------------------------------1 

I CALL FOR PAPERS 
I 

Minnesota English Journal issues a call for papers for the 

Winter/Spring issue. The theme: The Troubled, The Gifted, 

The Disabled. Deadlir.e for submissions, January 15, 1981. 

Classroom teachers are especially requested to inquire about 

submissions and to submit materials other teachers might find 

helpful. Send inquiries or articles to: 

Eleanor Hoffman, Editor 

Minnesota English Journal 

English Department 

University of Minnesota, Duluth 

Duluth, Minnesota 55812 

-----------------------------------·----------------------------J 
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TERM PAPERS--PRO AND CON 

By Joseph W. Miller 

College and university teachers do not agree on the reasons for 

requiring courses in freshman English for all students, although 

reference is frequently made to its service function, its civili

zing function, and its aesthetic function. 

The Survey 

In an effort to secure a wider set of views concerning this 

service function, in the spring of 1978 a survey was undertaken in 

the Moorhead, Minnesota--Fargo, North Dakota community. This two

county area has a total of about 120,000 inhabitants, and more 

than 15,000 students in the three institutions of higher education. 

The survey was conducted by the writer under the auspices of the 

Prairie Writing Project, an affiliate of the Bay Area Writing 

Project of the University of California at Berkeley. The PWP 

operates under the Tri-College University, a degree granting con

sortium including Moorhead State University and Concordia College 

in Moorhead, Minnesota, and North Dakota State University in 

Fargo, North Dakota. MSU has about 5500 students, Concordia about 

2500, and NDSU about 7500. 

A direct-contact survey was conducted with a questionnaire (copy 

of questionnaire with response summary follows article) delivered 

to each faculty mailbox in the three institutions. Of the forms 

distributed, 292 were returned. It is impossible to determine 

what percentage of faculty replied. There is no clear and speci

fic count available from any of the three institutions, because of 

differential definitions of the term "faculty," the changing 

teacher population, and enrollments which vary widely from term to 

term and require frequent additions of temporary part-time in

structors. A total of nearly 900 individuals designated "faculty" 

are employed in the three institutions. The return was 32% of 

this total, but at least some of those who received the question

naires undoubtedly regard themselves as "administrators," while 

others such as part-time and temporary teachers simply ignored the 

questionnaire assuming that it related to only full-time or 

"regular" employees. 
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Broad Conclusions 

1. More than nine out of ten (93%) of the respondents said that 

students must know how to write a term paper in order to do ade-

quate or successful college or university work. 

questionnaire) 

(Item 4 on the 

2. More than eight out of ten (86%) said they consider a term 

paper an imporant factor in determining a student's mark or grade 

in the course. (Item 5) 

3. Nearly eight out of ten (78%) said they require term papers 

in their classes. 

4. More than eight out of ten (86%) said they include writing 

quality and/or effectiveness as one determiner of the mark on a 

term paper. (Item 8) 

5. More than seven out of ten (72%) said they include mechanics 

(punctuation, spelling, etc,) as one determiner of the mark on a 

term paper. (Item 9) 

6. Nearly eight out of ten (79%) said they include rhetoric 

(sentence structure, organization, etc.) as one determiner of the 

mark on a term paper. (Item 10) 

7. Nearly nine out of ten (89%) said they believe students 

should be required to write term papers in freshman English 

classes. (Item 14) 

The evidence from this group of responses strongly supports a 

fairly widespread view that tern papers play an important role in 

college and university classes, presumably as one means by which 

a student can demonstrate his knowledge and/or achievement. 

A second obvious conclusion is that the writing quality of the 

term papers is important, in terms of both mechanics and rhetoric. 

A third conclusion, an indirect one, is that somewhere the 

student needs to be taught to write a term paper. That conclusion 

is the main purpose of this study, a reminder that all freshman 

ought to have the opportunity and the requirement of writing a 

term paper at least once during their year in freshman English, if 

only as a part of their preparation for work in more advanced 

•courses. In other words, teaching the student how to write a term 

paper is an important component of the service function of 
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freshman English, regardless of other components of literature, 

socialization, aesthetic development, humanism or sociology. 

Such a conclusion might seem to be obvious, yet many teachers 

continue to disagree with it. Some faculty members, for instance, 

feel that their responsibility as teachers of freshman English 

lies in the general area of improving writing performance and im

proving the students' understanding of and response to various 

kinds of writing, including the literary genres. For some, this 

attitude may be an unconscious "cop-out," since term papers are 

difficult and time-consuming to grade effectively, and there is no 

quick and easy way to handle them. They are, also, seldom "inter

esting" to the teacher, unless they deal with literary subjects. 

A secondary conclusion, a long-range prediction, is that if 

freshman English classes to not offer training in writing term 

papers, currently required English classes may come under increas

ing attack as not justifying their retention. The question will 

be asked, "Why should they continue to be required for a General 

Studies, Liberal Arts, or other basic program for degree comple

tion?" Freshman English might become an elective, or a partial 

elective, as have courses in some academic disciplines, now often 

replaced by "area" requirements. 

The most reassuring result of this study, for the writer, was 

the strong agreement on the important question. There were, of 

course, some anamalous replies. One respondent insisted that he 

did not know what a "term paper" is, and asked, "What in heaven's 

name would they do if they didn't write papers in freshman 

English?" The response indicates both ignorance and egotism, 

attitudes often held by practioners in one academic area for those 

in another. 

Another, in responding to the questions about the student's need 

to know how to write a term paper, and the term paper's importance 

in determining a student's grade, wrote, "Are these questions 

normative or empirical?" This que,stion suggests a preoccupation 

the writer's own idiosyncratic vocabulary preferences and possibly 

a "scientific" orientation, as well as an argumentative nature. 

These responses were not, however, typical of the majority of 
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the responses to the open-ended items, which asked for "relevant 

comments." Many of those are worth quoting, and the following 

groups are selected illustrative examples. 

The Value of Term Papers 

One reply to the question concerning the need for students to 

know how to write a term paper was: 

I use term papers primarily to force students to use or 
develop writing skills, which are essential to success 
in virtually any professional endeavor. 

This comment seems to reflect the common-sense attitude, or 

possibly the maturity, of many college/tmiversity teachers. 

Another felt that 

It would be a sad day when term papers are abolished. The 
process of producing one has long-term significance for a 
person's effective functioning as a citizen and a profes
sional person. That they are unpopular and are purchase
able doesn't alter the fact of their value. 

Another teacher quoted from a letter from a student: 

"Another big item which I remember your emphasizing was 
being able to write a paper . . . Well, so far I have 
been assigned two proposals, one of which involves about 
$300,000 and is of some importance to our institution. 
So, I think it isstillvalid to keep on teaching how to 
write papers." 

Some respondents, on the other hand, felt that term papers 

achieve little: 

My first quarter at ... I assigned term papers in one 
class. From the students' own comments, and from the 
quality of the papers I could see that most were thrown 
together overnight. As a result I no longer require term 
papers. 

This response to the situation seems oversimplified and inade

quate. Perhaps the teacher should have re-examined the way the 

term paper was presented and assigned, and revised the approach in 

such a way as to preclude this kind of student behavior. 

Others doubted the relevance of term papers written in an 

English class: 

I suspect that a term paper assigned in an English composi
tion class has a minimal relationship to the type of paper 
a student should be able to write for his/her major subject 
matter area. 
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Such a response may or may not be accurate, or relevant. Quite 

possibly the fact that the student has written a term paper may, 

of itself, be helpful, regardless of the academic area in which 

he/she writes later papers. 

Another went still further: 

I honestly believe that the concept of the term paper is 
outmoded except for the best students who are oriented 
to graduate or professional schools. 

One wonders if this instructor is totally committed to computer

scored and/or standardized examinations. 

Another reply suggests the "cop-out" mentioned earlier: 

I prefer . . . two modes . . . (of) prepared papers; I do 
not necessarily require the full panolopy (sic) of library 
research. 

Since the "modes" were not specified, nor how a prepared paper 

differs from an unprepared one, it is probably just as well that 

this instructor does not insist on the comparison. 

Respondents frequently commented on the large enrollments in 

some classes, and the resultant difficulty of having to read a 

large number of term papers within a short period. At one of the 

three institutions, for example, 50 is not an unusual number of 

students in a freshman English class, and the instructor is allow

ed to have a reader to assist in grading papers if there are more 

than 100 students in a given section. Thus, one respondent said: 

I do not use term papers for classes with enrollments 
greater than 30 students. 

Another said: 

In my lower-division class the large number of students 
prevents me from assigning a paper or giving essay 
examinations. 

Another expressed a currently popular view, which may possibly 

be a "cop-out": 

My personal feeling is to move away from the "term paper" 
projects towards competency evaluations. 

Student Competency in Writing 

Deeper than the need for the term paper,~ se, was the fre

quently expressed concern about the poor quality of student 
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writing. Comments included: 

I find most students can't phrase a topic sentence, let 
alone supply adequate supporting information. 

Some quarters it takes 3-4 weeks just to get students 
to write in complete sentences (some it takes longer) . 
Hopefully (sic) a solid background in writing skills 
could be developed in a freshman English course. 

Most students indicate they have never been taught pro
cedures for footnoting or other citations. They are 
virtually unfamiliar with the more sophisticated litera
ture • • . or the availability of such information. I 
am also finding many problems with basic grammar. 

I have follll.d that I must spend time correcting simple 
punctuation (sic), spelling, and sentence structure for 
graduate students. 

Although organization of a term paper is difficult for 
many students, there are some important deficiencies we 
should be concerned about: spelling and sentence struc
ture. Even some of the brightest students engage in 
11 creative spelling. 11 

Many other respondents made similar criticisms: 

I believe that a majority of students are unable to write 
understandable English sentences and essays. 

In writing exams, many students seem unaware of sentence 
structure, spelling, etc. 

One gave a coup de grace: 

It is difficult, almost impossible, to get students to 
write with any significant degree of clarity and order. 
Papers usually look like chicken scratching. 

Cheating 

Two questions dealt with the problem of cheating on term papers; 

the first, Item 16, asked whether or not the respondent believed 

that the student actually did his own work on the term papers he, 

the respondent, received. The other, Item 17, asked if the 
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teacher was aware that students can purchase ready-made term 

papers to fit almost any assignment. Open-end responses to these 

questions varied widely: 

My term papers can not be "purchased" as topics are not 
repeated ... But the wages of death is death (sic) and 
they know that. 

I now have "In-Class Essays" instead of out-of-class 
papers because of the increasingly derivative nature of 
the essays done outside of class. 

I have dropped term papers from most of my classes, despite 
the importance I attach to them as a learning tool. My 
reasons for no longer stressing term papers are: (1) the 
frequency with which I have detected and confronted docu
mentable plagiarism; (2) the terrible products I often 
receive (a result of lack of preparation for the task and 
of motivation). 

My system is not conducive to outside help and I maintain 
(and check) files on all previous work so that I can catch 
anything that gets turned in twice. 

Because the ••. administration is so llllwilling to support 
faculty who catch plagiarists and other cheaters I have 
taken the easy way out and drastically reduced the number 
of term papers and restricted the range of topics to those 
I can personally police. 

And, finally one self-righteous respondent said: 

I have written my Dean and President ... regarding 
(school newspaper) ads for paper-writing and have been 
assured the practice will be discontinued. 

C,mclusions 

In a survey of nearly 300 teachers in three institutions of 

higher education in one Upper Midwest community, more than nine 

out of ten reported that they felt that every college or univer

sity student needs to know how to write an acceptable term paper. 

Nearly the same number indicated that they felt that writing term 

papers should be taught in freshman English classes. A very large 

number, as well, expressed concern over the low quality of student 

31 



writing in general. 

A fairly large number expressed concern about the cheating on 

term papers which is possible via plagiarism or the purchase of 

ready-made papers. 

The overall conclusion is that the writing of term papers should 

be taught in freshman level English classes at colleges and uni

versities. 

QUESTIONNAIRE/Percentage Summary of Relevant Responses to 
Specific Items 

1. I teach at _ ___________________ of TCU. 

2. (Optional) My name is ___ _____ ___________ _ 

3. I teach in the __________________ _ department 
NDSU. (program, etc.) at Concordia MSU 

.4, I do 93% do not 5% believe students must know how to 
write a term paper to do adequate or successful college/uni
versity work. 

5. I do 86% do not 8% consider a term paper an important 
factor in determining a student's mark or grade for a course. 

6. I do 78% do not 17% require a term paper in my classes. 

7. If you answered "I do" to 116, please fill in below: 

I require a term paper in (a) 
(b) 

(c) 

(d) 

every class I teach. 
2 classes per quarter
semester 
1 class only per quarter
semester 
only occasionally'~ 

*Please explain _ _____________________ _ 

8. When I grade a term paper I do 86% do not 4% include 
writing quality and/or effectiveness as one determiner of the 
mark or grade on the paper. 

9. When I grade a term paper I do 72% do not~ include 
mechanics (i.e., punctuation, spelling, etc.) as one determin
er of the mark or grade on the paper. 

10. When I grade a term paper I do 79% do not __JQ!__ include 
rhetoric (i.e., sentence structure, organization, et~.) as one 
determiner of the mark or grade on the paper. 
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Questionnaire (continued) 

11. When I grade a term paper I base my assignment of its mark or 
grade on: (Use approximate percentages) 

Accuracy ___ Content Precision of Statement 

Adequacy of research Originality ___ Other ___ * 
*Please explain _______________________ _ 

12. I do 13% do not 73% assign the same term paper topic 
each quarter, or repeatedly. 

13. I do 79% do not 8% offer students an option in select-

14. 

15. 

ing a term paper topic. 

I do 89% do not 7% believe that students should be 
required to write term papers in freshman English classes. 

If you answered "I do" to ti 14, please fill in below: 

I believe students should be required to write a term 
paper in 

(a) __ every quarter/semester of freshman English (MSU 
requires 3 quarters of freshman English). 

(b) __ only two out of three quarters/semesters of fresh
man English. 

(c) only one quarter/semester of freshman English. 
(d) = other (please explain): 

16. I do 85% do not 3% believe that the typical paper 
turned in, in my classes, is the actual and original work of 
the student whose name is on it. 

17. I am 84% was not 10% aware that students can purchase 
"ready-made" term papers, to fit almost any assignment, for a 
relatively low price. 

Please add any relevant comments below; for example, what learning 
exercises (e.g., short-answer tests, essay examination, critiques, 
oral reports, etc.) do you use in addition to, or instead of, term 
papers in your class(es)? 
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TWO ARTICLES ON COMPOSITION: A REVIEW 

By Jodie Humpal 

"Does Your Writing Program Hold Kids Back?" by John Clifford, Lil 

Bannon, Richard Veit and Joann Seiple, Leaming : A Magazine for 

Creative Teaching , September, 1980. 

"Expecting students to write well does not in itself produce 

articulate prose. Teaching grammar as an independent subject of 

study does not improve writing skills." In brief, the authors 

maintain · that what teachers traditionally do does NOT affect the 

writing skills of their pupils. 

It is to be wondered where all the world's great literary fig

ures gleaned the requisite information to become great literary 

figures. Some concept of innate processes must be at work. 

This, basically, is the thrust of the article. "To teach 

students to write, we need to shift the focus from what they pro

duce to how they produce." Teachers need, then, to structure, 

shape, and order the process of generation and not merely correct 

grammar. 

In altering the role of the teacher from that of judge to that 

of editor, the authors remove the fear from the student . 

Clifford, Bannon, et al, are not denying the necessity of grammat

ical awareness, only removing it to its proper position in 

composing. 

"Does Your Writing Program Hold Kids Back?" sets up a relatively 

clear structure which includes pre-writing, drafting, revising and 

evaluating. Through these steps, students can develop an aware

ness of the writing process from purpose, audience, persona and 

argument to rearranging, correcting and revising. Once the block 

of 'what' is overcome, the 'how' is evident. 

In theory, the program works. In practice, the teacher may find 

it difficult to relinguish the too easy role of judge. The 

demands made on the teacher and students may be too much. 

however, does good emerge without difficulty? 
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"Every Teacher Needs A Writing RASCAL" by Peter C. Madden, 

Learning : The Magazine For Creative Teaching, September, 1980. 

Every overworked teacher would be delighted to find a language 

arts program that imposes few demands, consumes little classroom 

time and makes grading papers more manageable. Peter Madden 

suggests RASCAL for all harried and overworked classroom teachers. 

RASCAL is an acronym for a writing program that does all of the 

above. The basic concept behind this program is that children who 

write learn, through sheer practice, all of the areas of the 

language arts curriculum. In addition, they learn to integrate 

the knowledge in other subjects. 

The process involves six guidelines. They are: 

1. Reinforce quantity before working on quality. 

2. Assign writing daily. 

3. Set daily minimums for each child. 

4. Correct only one or two kinds of errors at a time. 

S. Alternate kinds of writing assignments. 

6. Learn to read student papers selectively. 

That's it. That's the entire program at a glance. Obviously, 

most of the guidelines are self-evident. The one which is glar

ingly different from what a basic common sense approach tells us 

is guideline 6. 

"Learn to read student papers selectively." The thought goes 

against the grain of teacher education. It alerts our overworked 

consciences and sets red flashing lights reeling through our 

teacher brains. The suggestion inherent in the guideline is to 

read 20% of the student's papers. At the end of the week, have 

each student select the piece of writing he/she most wants you to 

read and react to. For the unread papers, simply note whether 

the student reached the expected minimum amount of writing and 

leave it at that. 

Both articles offer some needed insights into the teaching of 

composition at the elementary/junior high levels. One of these 

suggestions may fit into your own teaching style. In the on-going 
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development of language skilis, composition cannot be ignored, 

sectioned off from the rest of the curriculum, eliminated, or 

posed as creative writing . 

t - -------------------------------------------------, 

A CALL FOR PAPERS 

ON 

The Teaching of Composition 

The Kentucky Council of Teachers of English is soliciting 
1 short articles on the teachi"ng of composition, to be included 

in an an tho logy to be di" stri· buted · to its membership. 

I 
t 
t 
t 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I The essays should be short - ranging from 600-1200 words. 

The articles should not be written for the theoretician but foJ 

the practitioner, the teacher of composition in a high school 

or college. In fact, we encourage high school and college 

I 
I 
I 
I 
I 
I 
I 

instructors to co-author submissions. But essays written by J 
I 
I 
I 
I 
I 
I 
I 

individuals are also most welcome. 

The articles must be more than description of classroom 

practices: they must include a rationale for classroom appli- J 
I 

cations. Indeed articles may serve to acquaint classroom 

teachers with the latest developments in understanding the 

writing process. 

I 
I 
I 
I 
I 
I 
I 
I 
I 

The deadline for submissions is January 15, 1981. Each J 
I 

article should be submitted with a copy. The title page J 

should be separate and include the 
1 

author's name, address, I 
phone number and school affiliation. A stamped, self-address- J 

I 

ed envelope should be included. All articles should be sent 

to: 

Terrence J. McNally 

Department of Literature and Language 

Northern Kentucky University 

Highland Heights, Kentucky 41076 

I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 

~--------------------------------------------------------------: 
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WHO'S WATCHING THE CHICKENS? 

By Dorothy A. Rutishauser 

In the corner of my classroom I have an extra bulletin board 

which l migh_t call the "Ooops ! " center, but instead it bears the 

label, "Why English Teachers Grow Gray." On it is a collection 

of newpaper clippings, school memos and bulletins, business 

letters, professional writing, and cartoons which have caught my 

eye over the past year or two. Each is highlighted with yello~ 

marker to emphasize language errors in print--errors which cause 

seasoned editors to squirm in embarrassment and English teachers 

to age prematurely. 

There would be little reason to call this to your attention, 

since the theme has been belabored by Edwin Newman, Richard 

Mitchell and others, except that I am beginning to notice errors 

creeping into professional writing of educators and English 

teachers in articles such as those in the Minnesota English 

Journal. It is this dismaying discovery that leads me to ask, 

who's watching the hen house of the English language? 

I would not go so far as Richard Mitchell, editor of the 

Underground Grammarian, who feels that "poor English is not only 

hard on the ears, it is also downright immoral," 1 but I think 

English educators have a responsibility, thrust upon us every 

time somebody says, "Oh, you're an English teacher! I'd better 

watch my grammar!", to be especially careful and caring about our 

use of this versatile and volatile tool we wield. 

As teachers of English and professionals in our native tongue, 

we can't afford to violate the principles of the English language 

any more than an engineer can be careless in his mathematics. If 

the engineer goofs, the highway may buckle or the building may 

fall down. The results of our blunders might not be as dramatic, 

but are still a matter of concern. Our solecisms have led to 

confusion in students who maintain that some linguistic barbarism 

is permissible because they read it somewhere, or So-and-So (team 

teachers, no doubt) taught them that way. 
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I generally find the errors in print are not much different from 

those I confront in hundreds of student papers: agreement, 

spelling, vocabulary, punctuation, and a few assorted types of 

errors I'll just call "sloppy semantics." Some of the errors I 

have recently spotted in professional education materials2 include 

the following: 

"the teacher in charge is to go down with their students" 

"The individual spread himself too thin" 

"he must develop other measures different than those used" 

"how each principal was to conduct a "delphi" session with 
their teacherp". 

Some sentences broke down in the baffling syntax of dangling 

modifiers: 

"When considering administrator evaluation, the subject of 
staff and teacher evaluation must be brought forward." 

"Of the administrators who are evaluated on a periodic basis, 
a large majority of the evaluations are accomplished by the 
use of checklists." 

Spelling and punctuation errors blossom as freely as dandelions: 

"a persons p-e_rformance" 

"not in addition to an educators· job" 

"When challenged by a teacher, just say, "In my time I was 
alright!" 

"the teacher's behavior and it's effect on the students' 
behavior" 

"the judgement of the University team. 113 

Perhaps the unkindest cut was a brochure from the college English 

department for a summer program offering, among other things, 

"grammer." 

Perhaps it is only coincidental that some of the errors which 

prompted this essay were in the Minnesota English Journal in 

recent technical articles which developed impressive theories of 

rhetoric and heuristics. They were loaded with statistics, 

criteria, analysis of variation, footnotes and bibliographies. 

One of the errors was probably a lapse in proofreading. I can't 

believe that a professor of English would deliberately write the 

sentence, "How is the materials directed into parts?" 
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The other errors probably should not bother me, but they do. In 

this age of smashed atoms and shattered governments, a few split 

infinitives are not a big issue. The logic of the formation of 

infinitives, however, is that "to" is an integral part of the 

verbal; it may not be sundered by modifiers, especially since the 

modifiers may be placed elsewhere in the sentence pattern with 

equal clarity and vigor. Thus it seems indefensible for English 

educators to write such phrases as: 

"designed to effectively provide" 

"to very briefly describe." 

The first example is double irritating because it is a tautology. 

Would we fear that something might be designed to be provided in 

an ineffective manner if we did not specify otherwise? Unfortun

ately, the split infinitive is a pervasive error and may, within 

our lifetime, become accepted as standard English. It is not 

accepted as yet, however, and we should protest such usage in pro

fessional writing as: 

"to efficiently get along with his peers" 

"to socially interact" 

"to rroperly delegate" 

"to actually accomplish" 

"to really work hard." 

In professional writing, English errors call attention to them

selves as surely as a stutter in a public speaker., Let me return 

to my original metaphor: are we so involved with the theory of 

education that we've forgotten about tending the ordinary chickens 

of clear, correct communication? Some of those "chickens" are 

wandering from the coop and getting lost in the swamps of careless 

writing. 

Notes 
1
The Minneapolis Tribune, April 12, 1980, p. 10c. 

2 To protect some colleagues from further embarrassment, I will 
not document the sources of errors quoted, but I can do so upon 
request. 
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3
Although ~-~ment has been included in some dictionaries, as 

an alternate spelling, ~~IQ!lent is still the preferred spelling 
by most authorities. 

---------------------------------------------------------------7 
32 ANNUAL MEETING 

cccc 

March 26-28, 1981 

Regency Hyatt Hotel, Dallas, Texas 

1THEME: "Our Profession: Achieving Perspectives for the 1980 's 
I 
I 
I 
I 

I The theme of the 1981 meeting of the Conference on College 
I 

lcomposition and Communication focuses on the continuing inter
I 

lest, growth and change in the teaching of composition. The 
I 

itheme also reflects the need for composition teachers to mesh 
I 

lpast achievements with future progress in meeting the challenge~ 
I 

lof this decade. 
I 

I For additional information about the 1981 CCCC convention 
I 
I 1program, contact: 

James L. Hill 

Department of English 

Albany State College 

Albany, Georgia 31705 ·l 
I 
I 

1--------------------------------------------------------------- I 
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NEW BOOKS FOR YOUNG READERS 
AGES 4 to 12 

By Norine Odland 

Aylesworth, Jim. Hush Up. illus. by Glen Rotmds. Holt, 1980. 

tmpaged. $6. 95 

Funny cumulative tale perfectly complemented by the pictures. 

Exaggeration, surprise, and justice sparkle in fast moving 

action. Demands to be read aloud. Even though they are smaller 

than full page, the drawin~s will project for a group of listen

ers who will want to look at the pictures after they hear the 

story. 

Brenner, Barbara. Have You Ever Head of a Kangaroo Bird? illus. 

by Irene Brady. Coward, 1980. 47 pp. $7.95 

The integrity of both writer and artist can usually be trusted 

and this is no exception. The information about twelve unusual 

birds is told in clear prose. Drawings accentuate imique fea

tures and also present surrounding details realistically. Has 

strong appeal for readers of non-fiction, not just as a 

reference or source of specific information. 9 up 

Bryan, Ashley. Beat the Story Drum , Pum-Pum. illus. by author . 

Atheneum, 1980. 70 pp. $10.95 

Five African folk tales retold with language that is vibrant, 

rhythmic and smooth. Woodcuts, some four color and some two 

color, lend an air of authenticity to the stories which have 

tmiversal meanings. Sources of the folklore are given for those 

who want to pursue earlier printed versions. For most, the book 

will be a source of pleasure for listening and reading. 7 up 

de Paola, Tamie. The Lady of Guadalupe. illus. by author. 

Holiday House, 1980. tmpaged. $10.95 

Both pictures and text portray a tone of reverence expressed by 

characters who relate the legend of the Lady of Guadalupe. 

Authenticity of setting and costumes add to the credibility . 

The retelling maintains elegance and smoothness of finest story

telling tradition; the Spanish language edition has been done by 
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an expert, one who truly appreciates the story. 7 and up 

de Paola:, Tamie. The Prince of the Dolomites. illus. by author. 

Harcourt, 1980. tmpaged. $8.95 

From a contemporary setting, storyteller and children transport 

listeners or readers to a long-ago mountain setting in Italy and 

the story of the power of love that made the mo\llltains white. 

Stately, majestically colored drawings illustrate the pages in 

the style of old illuminated text. Children of all ages respond 

to the dramatic beauty of the book. 6-12 

Gates, Doris. A Morgan for Melinda. Viking, 1980. $9.95 

Melinda, ten years old, tells the story of her Morgan horse, the 

animal she has because she knows her father wants her to want 

it. The reciprocal bond between young and old is enunciated on 

the character of Missy whose influence extends, beyond horseman

ship, to Melinda's writing and to her family. As the story 

progresses, Missy assumes the role of main character. Words 

flow with a smooth and steady gait; information about horses is 

handled with a tone of expertise. 10 up 

Gauch, Patricia. Kate Alone. Putnam, 1980. 107 pp. $7.95 

The tone of the story is hectic, with rasping voices often talk

ing to hear themselves talk. At the end, the family of Kate 

does rally round to give her genuine comfort when her dog must 

be put away because he has bitten two people. Vivid, honest 

depiction of characters, each with a range of traits, some 

likable and others not. Anyone who has had a similar experience 

will be able to judge the credibility. 11 up 

Gerson, Corrine. Son for a Day . illus. by Velma Ilsey. 

Atheneum, 1980. 140 pp. $8.95 

The reader can get carried away with the joyful hoax Danny cre

ates for himself at the Bronx Zoo. He offers to be guide and 

companion to single parent and child touring the zoo, a way for 

him to enjoy good company and good food. His MO is discovered 

by a zoo mommie who happens to be a tv personality. Light, 
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funny, improbable in its entirety but each incident could 

happen. Some clumsy expressions in the first person narration 

interrupt ease of reading; some of the zoo daddies use profani

ty but it fits their personalities. 9-12 

George, Jean Craighead. The City of the Crow. Harper, 1980. 

149 pp. $7.95 

The crow, a young girl's pet, is the center of conflict in a 

story set in Florida. The nature and habits of crows are clear

ly and accurately portrayed, Brothers and father are sure crows 

are bad. With crisp, uncluttered prose the writer stirs the 

reader to deep allegiances with the characters including the 

crow. Only good writing can draw the lines so sharply and young 

readers can judge the realism of the resolution. 10 up 

Hall, Malcolm. And Then the Mouse. illus. by Stephen Gammell. 

Four Winds, 1980. 61 pp. $7.95 

Three funny stories each about a mouse. Animals are personified 

and their conversation is sophisticated. Adult human charcters 

learn from the mouse. Black and white drawings suit the tone 

and subtle humor of the text even to what appears to be self

portraits of the artist on pages 55 and 56. 8-12 

Harris, Christie. The Trouble With Princesses. illus. by Douglas 

Tait. Atheneum, 1980. 170 pp. $8.95 

Fascinating, well-developed series of short stories about the 

adventures of selected Indian princesses. Includes introduc

tions that relate the stories to other tales of princesses from 

the Old World. Format works well with decoration of strong pen 

and ink drawings throughout. 11 up 

Lobel, Arnold. Fables. illus. by author. Harper, 1980. 40 pp. 
$8.95 

Twenty short stories each with a full color, full page drawing. 

Follows a fable style which uses animals to teach lessons. Con

versations, in contemporary style, tell the action. The morals, 

in italics, are tongue-in-cheek, some more so than others. 
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Subtle sophisticated humor· in text and illustrations. 8 up 

Lomask, Milton. The Spirit of 1787: The Making of Our 

Constitution.. Farrar, 1980. 213 pp. $9.95 

The long and troubled process of forming and approving the 

Constitution is described with a balance of recorded fact and 

lively elements of human interest. Timely and excellent either 

as a reference or as engrossing non-fiction to read from begin

ning to end. 10 up 

Mearian, Judy Frank. Someone Slightly Different. Dial, 1980. 

197 pp. $8.95 

Grandmother Flossie is the character who makes the story Marty 

tells. Conversations reveal the tensions between Mother, a 

devout Baptist, and Marty who sees good in Flossie even though 

she likes the horse races and a sip or two of bourbon. Instead 

of preaching , there are situations which show choices being made 

by Marty and her friends. Serious but not somber. 10 up 

Mitchell, Barbara. Cornstalks and Cannonballs. illus. by Karen 

Ritz. Carolrhoda, 1980. $5.95 

The story is based on an episode which occurred during the War 

of 1812 when a group of farmers fooled the intruders and saved 

their farms. Well paced and told in direct style even though 

it is an easy-to-read text. Pictures depict both the feeling 

of the times and the details of the action. 7-10 

Schlein, Miriam. Lucky Porcupine! illus. by Martha Weston. Four 

Winds, 1980. 42 pp. $7.95 

Porcupine is, literally, a pig with thorns. That explanation is 

an example of information in a straight-forward, lively scien

tific text. Black and white drawings are sketchy; animals are 

better than people. Format of picture book but text presents 

far than the pictures depict. 9-12 

Quackenbush, Robert. Detective Mole and the Circus Mystery . 

illus. by author. Lothrop, 1980. 64 pp. $6.95 

The story is worth the time in spite of fuzzy pictures arranged 
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funny, improbable in its entirety but each incident could 

happen. Some clumsy expressions in the first person narration 

interrupt ease of reading; some of the zoo daddies use profani

ty but it fits their personalities. 9-12 

George, Jean Craighead. The City of the Crow. Harper, 1980 . 

149 pp. $7.95 

The crow, a young girl's pet, is the center of conflict in a 

story set in Florida. The nature and habits of crows are clear

ly and accurately portrayed. Brothers and father are sure crows 

are bad. With crisp, uncluttered prose the writer stirs the 

reader to deep allegiances with the characters including the 

crow. Only good writing can draw the lines so sharply and young 

readers can judge the realism of the resolution. 10 up 

Hall, Malcolm. And Then the Mouse. illus. by Stephen Gammell. 

Four Winds, 1980. 61 pp. $7.95 

Three funny stories each about a mouse. Animals are personified 

and their conversation is sophisticated. Adult human charcters 

learn from the mouse. Black and white drawings suit the tone 

and subtle humor of the text even to what appears to be self

portraits of the artist on pages 55 and 56. 8-12 

Harris, Christie. The Trouble With Princesses. illus. by Douglas 

Tait. Atheneum, 1980. 170 pp. $8.95 

Fascinating, well-developed series of short stories about the 

adventures of selected Indian princesses. Includes introduc

tions that relate the stories to other tales of princesses from 

the Old World. Format works well with decoration of strong pen 

and ink drawings throughout. 11 up 

Lobel, Arnold. Fables. illus. by author. Harper, 1980. 40 pp. 
$8.95 

Twenty short stories each with a full color, full page drawing. 

Follows a fable style which uses animals to teach lessons. Con

versations, in contemporary style, tell the action. The morals, 

in italics, are tongue-in-cheek, some more so than others. 
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Subtle sophisticated humor· in text and illustrations. 8 up 

Lomask, Milton. The Spirit of 1787: The Making of Our 

Constitution. Farrar, 1980. 213 pp. $9.95 

The long and troubled process of forming and approving the 

Constitution is described with a balance of recorded fact and 

lively elements of human interest. Timely and excellent either 

as a reference or as engrossing non-fiction to read from begin

ning to end. 10 up 

Mearian, Judy Frank. Someone Slightly Different. Dial, 1980. 

197 pp. $8.95 

Grandmother Flossie is the character who makes the story Marty 

tells. Conversations reveal the tensions between Mother, a 

devout Baptist, and Marty who sees good in Flossie even though 

she likes the horse races and a sip or two of bourbon. Instead 

of preaching, there are situations which show choices being made 

by Marty and her friends. Serious but not somber. 10 up 

Mitchell, Barbara. Cornstalks and Cannonballs. illus. by Karen 

Ritz. Carolrhoda, 1980. $5.95 

The story is based on an episode which occurred during the War 

of 1812 when a group of farmers fooled the intruders and saved 

their farms. Well paced and told in direct style even though 

it is an easy-to-read text. Pictures depict both the feeling 

of the times and the details of the action. 7-10 

Schlein, Miriam. Lucky Porcupine! illus. by Martha Weston. Four 

Winds, 1980. 42 pp. $7.95 

Porcupine is, literally, a pig with thorns. That explanation is 

an example of information in a straight-forward, lively scien

tific text. Black and white drawings are sketchy; animals are 

better than people. Format of picture book but text presents 

far than the pictures depict. 9-12 

Quackenbush, Robert. Detective Mole and the Circus Mystery . 

illus. by author. Lothrop, 1980. 64 pp. $6.95 

The story is worth the time in spite of fuzzy pictures arranged 

45 



in monotonous fashion of one page of picture, one page of story, 

for sixty-three pages. The clue to solve the mystery is fairly 

obvious, but not blatantly so, and children enjoy recognizing the 

solution. Personified animals; real humor. 6-8 

Rounds, Glen. Mr. Yowder , The Peripatetic Sign Painter. illus, 

by author. Holiday House, 1980. 126 pp. $7.95 

Three tall tales, originally published in separate books, are 

combined in a format which appeals to older readers who will 

appreciate the subtle humor and historical significance of the 

tales of the itinerant sign painter. Expertly told and illus

trated. Listeners and readers chuckle and want to hear and read 

more and more. 10 up 

Waber, Bernard. You're a Little Kid With a Big Heart. illus. by 

author. Houghton Mifflin, 1980. unpaged. $9.95 

Modern make-believe works well in a picture story of Octavia 

Blisswink whose wish to be a grown-up is granted by the magic 

kite. Consequences are woeful but magic prevails and she is 

herself again. Satire in the foolishness of trying to make 

children be adults; comedy is exaggerated in the drawings. 6-9 

Watson, Pauline. The Walking Coat. illus. by Tamie dePaola. 

Walker, 1980. unpaged. $6.95 

Understated picture story, the kind that brings contemplative 

and satisfied smiles from children. The tinge of mystery is 

made real and funny with the pictures. Excellent for reading 

orally to small groups of children. 4-7 

Yolen, Jane. Mice on Ice. illus. by Lawrence Di Fiori. Dutton, 

1980. 80 pp. $7.95 

Suspense is real in a fast moving funny mouse story. The humor 

in words and actions created for the story rings true. The 

villains are punished; good prevails. Story is better than the 

pictures which have a garish quality. Minnesota children listen 

to this one and create pictures with more verve and humor than 

those in the book. 7-10 
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NEW BOOKS FOR YOUNG READERS 
AGES 10 to ADULT 

By Constance Gremore 

Beatty, Patricia. That's One Ornery Orphan. Morrow, 1980. 224 

pp. $7 .95 

In her efforts to avoid going home with a German immigrant 

farmer for fear of being hitched to his plow, Hallie works as a 

hired girl for a fanatic preacher whose sister is incapacitated 

by "bile beans," a doctor and an actress. Her good intentions 

can't prevent the series of comic misadventures that send her 

back, again and again, to the orphanage. Creates a clear sense 

of what life was like for an orphan in late 19th century Texas. 

Hallie's dialogue is especially colorful and idiosyncratic. 

Builds effectively to a happy ending. Author note at end ex

plains how accurate period details were built into the story. 

10-14 

Bond, Nancy. Country of Broken Stone. Atheneum, 1980. 271 pp. 

$10.95 
A skillful blending of a highly suspenseful, action-packed story 

with one of friendship slow to develop, together with a story 

about how a recently-married couple and their children from pre

vious marriages adjust to new family life. Effective variety 

in pacing. Clear and contrasting characterizations are empha

sized by use of several English dialects. Ran's thick 

Northumberland dialect may present problems for many readers. 

Shows values, lifestyles and personalities in conflict on many 

levels. 10-14 

Briggs, K. M. Kate Crackernuts. Greenwillow, 1980. 224 pp. 

$9.95 
Clever and loving "Kate Crackernuts" fights to protect and re-

lease her stepsister Katherine from the wicked enchantments her 

own mother devises. An exciting, action - paced story set in 

17th century Scotland and England during a period of civil 

strife. The Scottish dialect aids in setting the mood and 
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period but sometimes obscures the meaning. Includes much lore 

on witches and magic. 12 and up 

Carr, Philippa. The Song of the Siren. Putnam, 1980. 338 pp. 

$10.95 

An English historical romance about a beautiful, adventurous 

sister and a good, kind but plain sister who leads a dull life. 

Story is told alternately through the eyes of each. Some mys

tery and suspense with a number of extraneous episodes. Ends 

melodramatically with the wicked sister's death by poison and 

the kind sister's regaining her health and attaining happiness. 

Adult 

Clements, Bruce. Anywhere Else But Here. Farrar, 1980. 152 pp. 

$8.95 

First person narrative of 13-year-old Molly whose father sells 

most of their worldly possessions to pay off the bills of his 

bankrupt business. Includes an interesting variety of contrast

ing adult characters. Molly is clearly drawn and proves to be 

independent and capable of handling business matters while 

showing compassion and understanding for a child she dislikes. 

Plot is a bit implausible and Molly's situation would seem very 

grim except for her spiritedness and general good humor. 11-14 

Davies, Andrew. Conrad's War. Crown, 1980. 120 pp. $7.95 

Conrad's mania for war is cured after he finds himself, his 

father and his dog transformed into soldiers and prisoners-of

war and thrust into WW II. Fast-reading. Full of action and 

suspense; but much of the humor may escape most young readers. 

12 and up 

Green, Phyllis. The Empt y Seat. Elsevier/Nelson, 1980. 128 pp. 

$6.95 

A boy learns a great deal about life, people and relationships 

when he spends the summer with his dying grandmother. Some 

adventure and suspense generally kept within the realistic 

limits of the book. Interesting variety of characters and 
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incidents. 11-14 

Hassler, Jon. Jennny. Atheneum/McElderry, 1980. 175 pp. $7.95 

At her alcoholic father's insistence, Jemmy, a half-breed 

Chippewa, drops out of high school to assume full-time house

keeping duties for the family and is selected to pose as a model 

of an Indian maiden for monumental mural. Jemmy seems unfeeling 

as she accepts every new role and situation without question or 

or excitement, making her a steady and deliberate character, but 

one difficult to understa~d or care about. Realistic in detail 

with a variety of characterizations. Set in Minnesota. 12 and 

up 

Haugaard, Erik Christian. Chase Me , Catch Nobody ! Houghton 

Mifflin, 1980. 210 pp. $7.95 

Haugaard carefully selects the imagery that his 14-year-old 

Danish narrator, an outsider and an innocent, uses to describe 

the people and scenes he encounters on a trip to Nazi Germany. 

He thus creates a character who fits his age and the period of 

the story. The choice of language and detail, especially in 

recounting schoolboy pranks and conversations, add humor to a 

story which is, at times, suspenseful and frightening and always 

told with objectivity. 10 and up 

Hodges C. Walter. The Battlement Garden: Britain from the Wars 

of the Roses to the Age of Shakespeare. illus. with photographs. 

Houghton Mifflin/Clarion, 1980. 144 pp. $10.95 

A general history of English civilization highlighting develop

ments in education, religion, navigation and theatre. Many 

portraits, illustrations of ships, sights of London, and house

hold, print shop and schoolroom scenes add interest to a text 

which needs some tightening and better organization. Very good 

index and bibliography. 12 and up 

Hoover, H.M. Return to Earth. Viking, 1980. 172 PP·· $9.95 

After a long absence from Earth, the governor of a space colony 

returns in 3307 to find his ancestral mansion stripped of its 
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art works and a population 'duped and drugged by a power-hungry 

religious leader. Assassinations, a fire, attempted murders and 

a riot fail to prevent the governor from aiding the new Corpor

ate Director, a 15-year-old girl, to a safe rule and helping to 

break the destructive hold of the Dolmen. The . girl develops 

effectively from a rather selfish child to a competent, self

controlled, and even wise Director. Several other strong female 

characters. Fast reading. 12 and up 

Hurmence, Belinda. Tough Tiffany . Doubleday, 1980. 166 pp. 

$7 .95 

A humorous, episodic story told from the point of view of an 

eleven-year-old black girl who convinces her miserly grandmother 

to put her money in the bank, helps her pregnant sister to get 

to the hospital just in time, and saves her own bed from being 

repossessed by the furniture store. Tiffany has spunk and ima

gination. Other characters clearly drawn and individualized. 

10-14 

Lawrence, Louise. Cat Call. Harper, 1980. 214 pp. $8.79 

Seeing his small British village being turned into a suburban 

town, Barry, a town trouble-maker, answers the call of a cat 

god whose image has been unearthed during some building exca

vations. Book blends a modern conflict, a ritual re-enactment 

of an ancient battle with the story of a cult and witch hunt, 

taking off from ideas expressed in Yeats' "The Second Coming." 

Writing in a spare style, Lawrence creates an atmosphere of 

tension and suspense while raising some important philosophical 

questions. 14 and up 

MacLeod, Charlotte. We Dare Not Go A-Hunting . Atheneum, 1980. 

188 pp. $8.95 

Dialogue effectively individualizes characters in this mystery 

about a 1930's kidnapping. Combines suspense, clearly drawn 

characters and a touch of romance with a picture of Netaquid 

Island life early in the depression. The solution to the 
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mystery is bizarre, indeed, but not beyond observant Molly 

Bassett's logical capabilities and imagination. Fast moving. 

12 and up 

Peterson, Bernard. The Peripheral Spy. Coward, 1980. 210 pp. 

$8.95 

Spy thriller about a naive journalist who, because of minor 

smuggling work, finds himself threatened by Soviet agents. 

Suspenseful and fast-moving. The spies' levels of efficiency 

and sophistication are hard to believe. Clearly drawn charac

ters. 14 and up 

Ross, Marianne. Good-Bye, Atlantis. Elsevier/Nelson, 1980 . 

172 pp. $7.95 

A high school senior changes from a sun-loving hedonist to an 

idealist committed to achieving moral, scholarly and physical 

perfection when she comes under the influence of a boy in her 

class. When injuries she suffers in an effort to save him from 

drowning give her a series of blood clots and force her into a 

nursing home, she becomes sometimes hopeful, then bitter and 

hateful and, finally, resigned to her death. Interesting 

character development of both the girl and her boyfriend but 

parents appear totally incapable of understanding or helping 

their daughter. 14 and up 

Shattuck, Roger. The Forbidden Experiment: The Story of the Wild 

Boy of Aveyron. illus. with old prints. Farrar, 1980. 220 pp. 

$10.95 

The non-fiction account of the life of a wild boy institution

alized and educated in early 19th century France. Includes 

excerpts from contemporary accounts of the boy's condition and 

progress of his education, with commentary on what his teachers 

should have done in view of current research on autism, deaf 

education and child development. Appendices cite other cases of 

interest and include a brief bibliography. Could be condensed 

to some advantage and will probably appeal only to those with 
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some research interest in the case, although as a study it 

suffers from the lack of an index. Does not attempt to fill 

out the boy's story with undocumented conjecture. 14 and up 

Warner, Marina. The Crack in the Teacup : Britain in the 20th 

Century. illus. with photographs. Houghton Mifflin/Clarion, 

1980. 160 pp. $10.95 

Written clearly and with vitality, this history chronicles the 

erosion of Britain's social classes and economic structures. 

Examines the struggles of women and labor for equality and 

justice and shows how the wars and industrial developments 

changed the nation. Discusses major movements in art, litera

ture and theatre. Good index and bibliography. 12 and up. 

Willard, Barbara. The Country Maid. Greenwillow, 1980. 192 pp. 

$7.95 

A shy, proper English girl from the country spends a year in 

London working as a maid in the 1920' s. Gra_dually she loses 

her rural dialect and becomes caught up in the entertainments 

of London, spending most of her earnings on clothes. She 

abrubtly discards her new life-style and returns home when her 

new relationships prove unstable. Effective use of individual

ized dialogue with variety in characterizations. Narration 

focuses on the girl's feelings and reactions but also includes 

selections from the journal of the daughter of the house, a 

would-be actress/author. 12 and up 
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DUTIES OF THE EDITOR, MINNESOTA ENGLISH JOURNAL 

The editor, with the help, advice, and criticism of the Editor
ial Board constructed the following job description for the 
editor of Minnesota English Journal. The Executive Board and 
Editorial Boards have approved the job description. It is 
printed here to inform the membership. 

Upon approval of the MCTE Executive Board, 

1. The Editor shall publish the prescribed (presently 2) number 

of issues of the Journal each year. 

2. The Editor's term shall be three (3) years; an editor may 

serve no more than two (2) terms. 

3. The Editor's relationship with the Publications Board shall 

be as follows: the Editor will consult the Publications Board 

about themes and format, expenses for the Journal. The Editor 

will listen to the recommendations of the Publications Board and 

will be guided, but not bound, by those recommendations. The 

Editor will be a member of the Publications Board and attend its 

meetings. 

4. The Publications Board's relationship with the Editor will 

be as follows: The Publications Board will give the Editor the 

benefit of its advice and assist the Editor with the selection 

of materials to appear in the Journal. The Board assists in two 

ways: (1) the suggestion of sources for manuscripts and the 

active solicitation of manuscripts in cooperation with the Edi

tor, and (2) blind reading and commentary upon manuscripts 

received for publication, again in cooperation with the Editor . 

However, the Editor's judgment is binding. 

5. At the Winter meeting of the Publications Board each year, 

the Editor will seek advice on the themes for the next year's 

issues and discuss the quality and direction of the Journal. It 

is the Editor's duty to prepare materials for this meeting and 

to get them to members of the Publications ·Board two weeks prior 

to the meeting date. At the Spring meeting of the Publications 

Board, the Editor will submit an accounting of expenses for the 

year. 
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6. An Ed'itor may not follow a publication policy contrary to 

the approved Publication Board policy for the Minnesota English 

Journal. Should an Editor publish contrary to this policy 

he/she is to receive one (1) warning from the chairperson of the 

Publications Board. A second offense may result in the removal 

of the Editor. 

7. The Editor's duties shall be as follows: 

(a) to solicit and to receive manuscripts; 

(b) to acknowledge receipt of manuscripts via postcard 
within two weeks; 

(c) to acknowledge acceptance or rejection of manuscripts 
within 60 days of receipt; 

(d) to return rejected manuscripts; 

(e) to plan and lay out issues of the Journal; 

(f) to edit manuscripts; 

(g) to supervise the typing, printing, sorting, mailing of 
the Journal; 

(h) to meet the publication deadlines set by the Publica
tions Board; 

(i) to maintain an archives, in order, of back issues of the 
Journal--as far as possible, the archives shall contain 
no less than four (4) copies of each issue of the 
Journal; 

(j) to duplicate and send at cost copies of material re
quested by scholars and libraries; and 

(k) to mail to persons so requesting copies of back issues 
so long as there still remain on file in the archives 
four (4) copies of the issue. Mailing costs are $2.50 
per issue. 

8. The Editor will assist an incoming Editor as requested with 

the first two (2) issues of the Journal. 

9. The Editor is not paid for this work. However, Minnnesota 

Council of Teachers of English pays costs connected with the 

solicitation of manuscripts and the preparation, printing, and 

mailing of the Journal. 

10. The Editor will be selected by a search committee consisting 

'I of: the Publications Board chairperson, the MCTE vice-presi

dent, the current editor if this person is not a candidate for 
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the position, three members at large (1 each from elementary, 

secondary, college) and one other person appointed from the 

Advisory Board. The search committee will be drawn up by the 

Publications Board and confirmed by the Executive Board. It 

will be named and charged in the spring of the year preceding 

an editor's final year in office. The search committee will 

post notice of the vacancy in appropriate news media, receive 

and screen applications. It will present its nominee to the 

Executive Board for approval at the March meeting. The new 

editor attends the Spring Publications Board meeting. Transfer 

of duties takes place at that time. 
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• 

START A "FOXFIRE" IN YOUR COMMUNITY 

By Don Fogelberg, Ph.D. 

Elliot Wiggenton's visit to Minneapolis two years ago to address 

a special session for language arts teachers at the Minnesota 

~ducation Association Convention (jointly sponsored by MCTE, MEA, 

and MFT) was the spark that led to the establishment of a commun

ity magazine project in Independent School District #191, Bums

~ille, Eagan, Savage. If Mr. Wiggenton could develop a highly 

,uccessful community magazine project in rural Georgia, could we 

1ot do likewise in suburban Minnesota? With the moral and finan

:ial support of the Community Services Division of District #191, 

the answer was, "Yes, we certainly could." 

In the hope that other language arts teachers might see the 

value of a magazine ". . . of, • • • for, • . • and by the people," 

the following organizational outline is offered. Additional 

naterials are available from the Foxfire Fund, Incorporated, 

labun Gap, Georgia 30568. 

I. "Foxfire" project contributes best in a community which 
needs its sense of self-worth awakened. Such a community 
will exhibit some or all of the following 'symtoms.' 

A. Lack of sense of individual, personal significance on 
part of many community members 

B. Lack of sense of belonging - no defined overall commun
ity group 

C. Lack of community sponsored means of achieving total 
community group significance and belonging 

D. Lack of opportunity to showcase community members' 
artistic talent - art, photography, writing - to the 
community 

II. Look to the Community Services Division of a school district 
as vehicle for a magazine project 

A. Make a proposal to the Community Services Director 

B. Present proposal to Community Service Advisory Board 

c. 

D. 

Make presentation on feasability of proposed magazine 
project (with expert assistance of someone who has done 
it) 

Get approval by Community Services 
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1. Director 
2. Council 

III. Pre-operational planning involves decisions about financing, 
location and method of operation, supplies, assembling and 
marketing 

A. Propose preliminary budget 

1. Director's salary (proration of annual teaching 
salary) 

2. Contingency fund - $500.00 

a. Office supplies 
b. Postage 
c. Mileage (project director/spec. - others) 
d. Print reference materials 

(1) "Hands On" (Foxfire) 
(2) Form/style manuals 
(3) Interviewing technique guides 
(4) Words to~ (Skillin, others) 
(5) Newspapering (Ward) 
(6) Scholastic Journalism (E. English) 
(7) The Newspaper's Advisor's Handbook (Berg) 
(8) "Speed ball Elementary Alphabets," 6th Ed. 

(George) 
(9) Zipaton Catalog - Creative Aids for the 

teacher 

e. Photographic supplies 

(1) Film 
(2) Chemicals and chemical containers 
(3) Photo paper 
(4) Bulk loader with film cassettes 

f. Graphic arts supplies 

(1) Layout board 
(2) Exacto knives/blades 
(3) Pica ruler 
( 4) T-sq uare 
(5) Drawing board 
(6) Tri-L's (30°/60° & 45°) 
(7) Architect's scale ruler 
(8) Pencils - 4-H, w.5, 2, 3 
(9) Tracing paper 

(10) 1/8" grid graph paper 

3. Magazine production costs 

a. Keylining (do it yourself, if you can)' 
b. Typesetting - $200-$350 
c. Printing of 5,000 copies - $1.65-$1.85/copy 
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B. Magazine project tfmeline development 

1. Promoting the project idea 

a. For sponsorship 
b. For community members' participation 

2. Preparing for project participants 

a. Program 
b. Facilities 
c. Supplies 
d. Instruction 

3. Preparing the magazine content for printing 

a. Decisions on the special nature of the magazine 

(1) Title 
(2) Size 
(3) Paper 
(4) Nature of content 

(a) Features 
(b) Advertising 

b. Participant activities 

(1) Writer activities 
(2) Photographer activities 
(3) Editor activities 
(4) Typist activities 
(5) Graphic artist activities 
(6) Typesetting 

4. Printing a 48 page magazine 

a. Typesetting takes 3 to 4 days 
b. Financial arrangements 

(1) Quotes take 1-2 weeks 
(2) Bids take 2-3 weeks 

c. Production takes 1 month minimum tum-around 
time 

5. Marketing 

a. Promoting the magazine 

(1) Groups affiliated with Community Services 

(a) Interest groups - garden club, etc. 
(b) Religious groups - church auxilliary, 

etc. 
(c) Service groups - Boy/Girl Scouts, etc. 
(d) School district 
(e) Magazine staff 
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(2) Other groups 

(a) JC's 
(b) Rotarians 
(c) Etc. 

. b. Selling the magazine 

(1) Commercial outlets 
(2) Non-commercial outlets 

C. Operations - (parallel with next two activities - Staff 
recruitment - Model Magazine collection) 

1. Headquarters 

a. Equipment needed 

(1) Duplication 
(2) Typing 
(3) Phone 
(4) Audio recording 

(a) Cassette recorders 
(b) Cassette tapes 
(c) Batteries for recorders 

(5) Cameras (35mm) 

(a) School 
(b) Photographer's own 

b. Space 

(1) Office 
(2) Large group meeting room 
(3) Darkroom 

2. Transportation 

a. Director 
b. Other adult staff or driving age 
c. Under/over driving. age staff 

D. Recruitment Campaign - all ages, all sectors of commtm
ity (parallel with Operations, and Magazine collection) 

1. Promotional materials 

a. Project description brochure 
b. Application blanks for participants 

2. Media news stories 

a. School district newsletters 

(1) School district newsletters to commtmity 
(2) School district flyers to district students 

and all employees 

b. Newspaper(s) 
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3. Commnnity Servfces affiliated groups network con
tacts 

4. Presentations to meetings of area groups 

a. Business organizations 
b. Interest groups 
c. Religious groups 
d. Service groups 
e. School groups 

5. Director and staff develop network of personal 
contacts within and without the school system 

E. Model magazine collection (ask all contacted to contri
bute to project office collection/these used as source 
of ideas for development of own magazine) 

IV. Working with staff 

A. Total staff 

B. Special sub-groups 

1. Office (operations) Secretary/typists 
2. Writers 
3. Photographers 
4. Editors 
5. Artists 
6. Editorial Board 

C. Staff interaction patterns 

1. Writers with photographers 
2. Writers with photographers with artists with graphic 

artist(s) 
3. Editors with writers 
4. Members of the editorial board 

(a) Director 
(b) Editors 
(c) Graphic artist 

V. Reporting to Project Sponsors (personal reports, memos, or 
newsletters) and maintaining good public relations 

A. 

B. 

To 

To 

1. 
2. 

Commtmity Services 

Commtmity Services 

Entire Board 
Magazine interest 

staff 

Advisory Board 

group of Board 

C. Entire project membership (newsletter only after initial 
staff/project development meetings) 

VI. Archives - maintain one - keep everything, including 100 
copies of each issue 

VII. Special Problems 
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A. Quality of participants' artistic work 

1. Quality of writing generally poor 
2. Quality of photography generally poor 

B. The length of time required to do it right is at least 
tw~ce as long as you think it will be 

The preceding outline was adapted from "Foxfire Comes to Suburbia: 

A Community Magazine Do-It-Yourself Kit" presented by Dc>n 

Fogelberg at the 1980 Spring MCTE Conference in Duluth, Minnesota. 
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• 

PROPOSED EDITORIAL POLICY: MINNESOTA ENGLISH JOURNAL 

Minnesota En glish Journal is an official organ of the Minnesota 

Council of Teachers of English. It ordinarily appears two times a 

year, Fall and Winter/Spring. Minnesota English Journal publishes 

articles of general interest to its membership, teachers K through 

college. Particularly sought are manuscripts which show how peda

gogy implements theory and which describe or discuss current and 

real problems faced by some segment of the teaching profession in 

English in Minnesota. Manuscripts from Minnesota teachers are 

preferred. The Journal is distributed free-of-charge to the mem

bership. Individual issues can be ordered for $2.50 per issue. 

Manuscripts should be submitted to the editor. Please use an 

approved style sheet, either APA or MLA. Footnotes should be in

cluded :fo the text if possible. Manuscripts should be 7-18 pages, 

typed double-spaced. 

The editor prefers manuscripts that exploit the theme chosen for 

the given issue. Themes for the coming year will appear in the 

Winter/Spring issue of the preceding year and be posted at the 

MCTE booth during the annual Spring convention. Prospective con

tributors may write the editor to request a statement of themes 

for the year. Enclose stamped, self-addressed envelope for reply. 

The editor will make every effort to acknowledge receipt of a 

manuscript within two (2) weeKs and to inform the contributor of 

its acceptance or rejection within 60 days. Include with the 

manuscript a stamped, self-addressed envelope. 

The editor reserves the right to accept or reject a manuscript. 

The editor may return a manuscript to request its revision. The 

editor may make minor changes in the manuscript without consulting 

• the contributor. 




