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COMMITTEE ON ACCELERATED ENGLISH 
THE TROUBLED, THE LEARNING-DISABLED, 

AND THE GIFTED 
The troubled, the learning-disabled, and the gifted, and the 

gifted-special students, all of them, and all of them entitled 
to what we as English teachers really want to give them, the 
very best we can. The others, too-the ordinary, everyday kids 
who fill the classrooms in which those special students reveal 
their needs-they also are entitled to what we as teachers 
really want to give them, the very best we can. 

Not so long ago, the interest of the community focused on the 
special problems of troubled students, As teachers we re
sponded. We went to workshops. We tried to learn to reco~
nize the symptoms and needs of the socially-maladjusted ch1ld, 
the emotionally-disturbed student, the chemically dependent 
youngster. We identified the appropriate support staff and, 
remembering that we are English teachers and not counselors, we 

learned to use that support staff. We did our best to make 
the classroom a humane place in which troubled students could 

learn. 
More recently, the interest of the community turned to 

learning-disabled students and to their right to be part of the 
mainstream of public school education. Again we teachers went 
to workshops. We studied Public Law 94-142. We learned to 
recognize new symptoms and needs, and again we identified the 
appropriate support staff and hoped that that staff would be 
able to help us make the classroom a humane place in which 
learning-disabled students could learn. 

Now, the interest of the community is concentrated on the 
gifted students in our classrooms, on academic excellence. We 

are being asked to challenge the most able students, to pro
vide an atmosphere in which talented young people can work 

constructively and creatively, uninhibited by the slower pace 
of their classmates. Now, however, there are fewer workshops. 
We must be our own support staff. Now we are the experts, the 
ones to determine curricula for these able students. Few 
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schools have full classes of truly gifted students, so most of 
us must tailor our material for small numbers or, perhaps, for 
talented individuals. We have to do our own planning and con
sult resources we find for ourselves. We must stay alert to 

Advanced Placement workshops, to opportunities such as Carleton 
College's Institute for Teachers of Talented High School Stu

dents or Macalester's Center for the Teaching of Humanities. 
We need to talk to co 11 eagues in MCTE. We must add our names 
to whatever lists exist to offer help to one another in working 
with accelerated English students. This is particularly im

portant to those of us who believe that public schools should 
continue to serve these talented young people. 

Once again we respond to public interest. We work a little 
harder. We add another objective to our lesson plans. We 
remember, however, the ordinary, everyday kids who fill our 

classrooms. They, too, are special. They also are entitled to 
the best that we can give them, so we try to make our class
rooms humane places in which all youngsters can learn. 

TEACHING THE TROUBLED 
By Carolyn L. Bell 

Jean Vinton 
Chairperson 

Teaching the troubled, alienated or dropout-prone student can 
be the biggest challenge in the field of teaching and, at the 
same time, a most rewarding experience. It takes stamina, 
relevance, a sense of humor, and perspective. 

Stamina means that every teacher who wants to be effective 
with troubled students must take excellent care of him or 
herself outside the classroom getting plenty of rest, leading 
a varied and interesting life, coming to class fresh with ideas 
are only possible when a teacher considers his or her own needs 
first. 

I strongly recommend teachers take little or no work home. If 

teachers find no time during school hours to read and prepare, 
possibly they may be requiring too much work; they aren't going 
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5 TOOLS FOR SURVIVAL 
Tool# 1 TRADITIONAL GRAMMAR 

to help them write and speak correctly 

Tool# 2 STANDARD USAGE 

to he lp them project a positive image 

Tool# 3 WRITING SKILLS 

to he lp t hem meet real-world requirements 

Tool# 4 REFERENCE AND STUDY SKILLS 

to he lp t he m loca te information i.lnd :--tudy effecti vely 

Tool# 5 READING AND LISTENING SKILLS 

to help t he m in school ;md in t heir du ily liv ing 

For Gr ades 1-8: 

Studcnb' Worktexts !{irades 1-2 1 • Stu_dents' Books 
!{~ rades :J-Kl • Annotalt.'d Teachers' Editions • Grammar 
Masters • Workbooks t (;rades :3-H 1 • 'l'eache rs· Ed itions of 
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lndi \" idualiz.ed Progrpss Charts a nd Management Guide" 

Fo r Grades 9-12: 

Students' Hooks • Ann otat ed 'l'eachers' Editi ons • 
Skiilmastprs !spirit masters - including fi nal exam
inati ons ! 'l'h<• Grade 12 ,"','tucfrn(..., Book is a Ham/hook. 

CALL FOR PROGRAM PROPOSALS 

Donald c. Stewart, Asst. Chair, Conference on College Com

position and Communication, has issued a Call for Program 
Proposals for CCCC's Thirty-Third Annual Meeting. Theme for ~he 
Convention: Serving Our Students, Our Public and our Profession. 

Place: San Francisco, California, Hyatt Regency Hotel, 
Embarcadero. Dates: March 18-20, 1982. Proposal forms can be 

obtained at CCWs1981 Convention in Dallas, Texas, March 
26-28, or from CCCC Information Services, 1111 Kenyon Rd., 
Urbana, Illinois 61801. Deadline for submitting proposals: 
June 20, 1981. 3 

over enough work in class, or they aren't organizing their pre
paration time appropriately. Research papers require extra 

teacher time, but they can be turned in piece by piece, day by 
day, with outlines, notecards, rough drafts separate. By the 
time the final draft is turned in, it can be read quickly. 
Teachers need to be at th eir peak of alertness and enthusiasm 
during school hours. 

Normal adolescents bring their emotional needs into the class
room; troubled adolescents bring even greater needs with them. 
Each student needs to be recognized individually for whom he 
or she is becoming and to be appreciated for individual 

ach ievements. Teachers can encourage positive self-concept by 
setting a good example. 

More specifically, teachers can develop interest in classroom 
activities through the s tudy of relevant literature and through 
varied opportuniti es for self-expression. Teachers need to find 
works by writers who deal in real problems pertinent to teenage 
lives . Authors such as Paul Zindel, S.E. Hinton, Judith Guest 
and Judith Blume have written novels rich with possibility for 
lively classroom discussion. Fantasy by Tolkien and C.S. Lewis 
are popular but seem better suited for reading outside of class. 

Allowing students to freely express opinions on matters such 
as divorce, alcoholism, and sex gives them the opportunity to 
learn respect for themselves, something troubled students surely 
need. Structure and order is invaluable in these discussions 
so that students learn respect for each other as well. The 

teacher must insist that students listen to each other courte
ously. 

A classroom atmosphere of ease and unself-consciousness is 
vital. This can be nurtured through the teacher's own willing
ness to share his or her own ideas. However, expressing a 
personal opinion on matters such as abortion is not always ad
visable, in my opinion because some students identify very 
strongly with teachers and are likely to assume their opinions 
without fully evaluating all sides of an issue. Also, students 

have been known to go home and quote teachers. Parents often 
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resent teacher influence on controversial matters. The 
teacher's responsibility is to help the student discover his 

or her own truth, not to decide for the student what truth is. 
Examining and comparing various newspapers and magazines is 

a successful technique for bringing relevance to student lives. 
The study of current issues and events can lead to student in
terest in developing their own paper. Writing skills grow 
quite naturally out of this experience. Even the most reluctant 
writers can review a rock concert or compile a list of current 
hits on the radio. Interviews or polls are fun but can be dis
tracting to other classes and teachers, so should be done 
between cl asses or during lunch. Student papers require some 
time and typing but students can be very enterprising when they 
see their names in print, and often find unique ways to facil
itate this process. The format must be kept simple. Including 
a sample of everyone's work, success, is of primary importance 
to these students layout secondary. 

Another technique for developing writing skills among students 
classified as "troubled" is to study current poetry and to have 

the students write their own. There are collections available 
too numerous to mention, but poems should be selected that are 
fairly clear and direct in their themes. They should relate to 
matters of importance to teenagers. A few days of study and 
then "hands on" works best. Remind the kids that poetry need 
not rhyme, that it can be any length, that the object is to 

communicate an idea. 
A teacher's sense of humor is not quoted with telling jokes or 

trying to be cute although sometimes both these tricks work. It 
means when the kids look at you on Monday morning through slits 
where you know eyes exist, talk all hour· of their kegger 

parties, fall asleep in class or don't get it after three ex
planations, you, the teacher, remind yourself that there are 
three more days in the week. 1 don't include Friday because 
Friday has its special idiosyncrasies and school is probably the 

• fur,thest from the minds of most of us. A sense of humor means 
that when a student's remarks and attitude make you wonder why 
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you ever went into this profession, you remember there are 
probably a few others who love you and need for you to be 
there. 

Having perspective is understanding that if you know a child 
is abused in the home and her parents are both alcoholic, 
before you arrange to rescue the child and place her in a foster 
home, you first go through referral channels for the parents' 
problem. Furthermore, you seek peer support for the student 
through school groups or AlAnon. Your job is to teach despite 
the kids' problems. Teaching kids with tough lives often 
involves you emotionally more than teaching kids from happy 
homes. But, it is all too easy to take on the role of parent, 

counselor, welfare worker, social worker and chemical dependency 
counselor as well as teacher. We, as teachers, need to know 
where and when to make referrals and to follow up on them but 
not to take over the kids' lives. Timing is crucial. some kids 
abuse drugs day after day but until they are ready, the only 
treatment you can provide is an active learning environment and 
the appropriate consequence if they choose not to participate. 

Rewards for the teacher come when students tell you (and they 
will) how much you mean to them and what they've learned from 
you. It is possible, through your efforts, to keep troubled 
kids in school, to help them to become happier people, to 

further their progress toward graduation, and, if you're lucky, 
to exchange some learning along the way. 

A STUDY OF THE USE OF SENTENCE COMBINING TECHNIQUES IN THE 
LEARNING DISABILITIES CLASSROOM 

By Carol A. Bacig and 
Thomas D. Baci g 

The study reported here came about because a frustrated 
Learning Disabilities teacher was ready to try almost anything 
to get her junior high students to be able to write a para
graph using sentence styles more sophisticated than those of a 
Dick and Jane Reader, and because this teacher wanted to know 
if what she did was worth doing more than once. 
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The sentence combining materials used in this study were 
developed by Peg and Marv Klein of Bellingham, Washington. They 
consist of 64 experiments grouped by concept into teachable 
units. (See sample of Experiment 39) 

The experimental group was composed of 8 mildly retarded or 

learning disabled junior high students enrolled in an alterna
tive English class taught by the LO teacher. The control group 

was 8 mildly retarded or learning disabled students enrolled in 
mainstream English classes whose Reading Comprehension scores, 
as measured by the Peabody Individual Achievement Test, closely 
matched those of the experimental group. The study was conducted 
at Woodland Junior High School, in Duluth, Minnesota, during the 
second semester of the 1978-79 school year. Klein's sentence 
combining exercises were taught every Tuesday and Thursday 
during the 50 minute alternative English class. (see Table 1) 

Each teaching unit was composed of six sections. In the first 
section were examples of a particular concept, for example, 
relative clauses. The second section was a group of sentences 
to be changed, combined, to fit the concept exemplified in 
section one. In the third section exact and detailed instruc
tions were given on how to change the sentences of section two . 
The fourth section required students to verbalize the process 

just completed. Applications, the fifth section, asked 
students to generate sentences to fit the concept. The final 
section consisted of several sentence combining practices . 
Because all of the students' reading skills were low, the 
teacher read all sections of each unit to the students. 

PRE-TEST 

8. A) The tomato is red, 
B) The tomato is juicy, 
C) The tomato is a fruit, 
D) The tomato is tasty, 

The tomato is red and it's Ju1cy and it's a 
frui_t and it is very tasty . 

9. A) There is no air in space, 
B) There is no water in space, 
C) Man cannot live in space, 

The space man cannot live without water and 
they might die. 
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On pre-test practice number 8, she retained all the units 
stated in A, B, C, D, but used a very immature syntactic 
structure. She-used the conjunction "and" three times and 

needed to retain the pronoun "it", thereby actually creating 
four simple sentences reminiscent of the Dick and Jane Readers . 

On pre-test practice 9, she lost all sense of the original 
semantic units in A, B, C. Her way of coping with a structure 
she didn't understand was to ignore it and change to a more 
familiar idea, the space man. 

Following is an example of the progress made by one of the 
students, Sally, grade 8. 

8. A) The book is interesting. 
B) The book is old. 
C) The book is about fishing . 
D) The book is well-used. 

POST-TEST 
The well-used interesting old book is about fishing. 

9. A) The man has no job. 
B) The man has no money. 
C) The man cannot buy a car. 

The man cannot buy a car because he has no money or job. 

On post-test practice 8, Sally retained all the semantic 

units in A, B, C, D, and used adjective embedding to create a 
sentence immensely more sophisticated than any on her pre-test. 

On post-test practice 9, Sally handled a causal subordination 
and coordinated two negative semantic units, precisely what 
she couldn't do on her pre-test. 

Finally, and most important, Sally retained these skills. 
The following school year she independently generated the 
following paragraph. 

Directions: 1. Look at the picture or the title. 

KEY WORDS: 

man 

age 

2. Read the key words. 
3. Use some of the key words to write a story 

about the picture or the title. 

nap came rat face (bench) 
space granddad take shade cane 
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The Old Man in the Park 
There was a old man sitting on a bench, and right beside him was 
a rat. I came over to him and saw that he was taking a nap. 
In his hand he had a cane. His face was covered by the shade. 
He looked the age of my granddad and you could tell that he was 

off in space. 

Sally's performances were notJtypical. All of her classmates 
in the experimental group made simHar progress. The only re
maining question was whether that progress was sufficient when 
compared with the "natural" progress made by students in the 

contra l group. In other words, an experiment was needed. 
Both groups of students, the experimental group and the control 
group, were given pre and post tests designed by the Kleins, and 
the performance of the two groups was compared using the "gain 

scores" of each group on a variety of measures. 
Most teachers generally do not view research or experiments as 

a _continuing part of their everyday teaching. In part, this is 
true because we have surrounded the doing of psychological and 
educational research with images of white-coated lab technicans 
running rats through mazes, and with sophisticated mathematical 
procedures which are sometimes perceived as requiring levels of 
precision in "administering treatments" and "measuring results" 
which most teachers see as being beyond the realm of possi-
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bility in the classroom. In fact, most classroom teachers who 
have had some training in statistics are reinforced in this 

notion by the many sermons statisticians preach about being 
careful to avoid "unwarranted" generalizations based on insuf

ficient data, failure to meet mathematical assumptions, uncon
trolled variables, insufficient sample size, and a whole host of 
other "invalidating contaminations" of experimental procedure. 

These views grow out of an analogy between educational re
search and research done in medicine and agriculture. Experi
ments in these areas are attempting to "prove" that a treatment 
produces an effect with a very high degree of certainty. In 
fact, researchers in these areas consider the worst kind of 
error they could make is the error of concluding there is an ef

fect associated with a treatment, when there is none. Given 
the risks associated with using some medications or soil treat
ments, such a rule for making a decision about effects is 
prudent. In doing research in education this same model is 

often appropriate. Before I invest millions in a new educa
tional technology, I want to know if it's effective. Similarly, 
when I'm trying to find out whether I can generalize results 
from a small sample to a very large population such caution 
seems crucial. 

However, there is another class of "experiments" well worth 
doing, and another set of rules which might be applied to such 

experiments. In fact, one might argue that far more educa
tional research ought to be done using strategies designed to 

help teachers, principals, and school boards decide what to do 
next. Such research would move us toward the only kind of 
"accountability" that seems to make sense. The LO teacher in 
this case was asking "What works and what doesn't?" Driven by 
teaching LD students and the recognition of how slowly they pro
gress, she believed her time was too limited and valuable to 
waste on what doesn't work. 

A cautionary note is in order here. If Marv and Peg Klein 
hadn't developed the materials and methods to do a piece of 

"traditional" research, the researchers would not have been able 

10 



to do this piece of "applied" or "action" research. It is 
likely that "pure" research will continue to provide us with 
such materials and models, with the means, in other words, to ask 

our questions about what works. However, what we need, as a pro
fession, is an effort to provide teachers with incentives and 

methods to ask serious questions about whether or not what 
they're doing works, and we don't have to start with tests of 

significance and c1aims about generalizability. 
The first step in using an experimental approach to what works 

is to establish what we expect, how much of a difference we need 
to observe to conclude that our idea worked, and then we part 
company from the process of experimentation as it is usually 
done. A conversation between the authors explored how much dif
ference in performance would be necessary to lead the teacher to 

conclude that sentence combining was an activity worth the in
vestment in cl ass time. What fo 11 ows is a summary of that con-

versa ti on. 

1. Do you expect any difference in semantic retention? 

No. 
2. Do you expect any difference in the grammatical correctness 

of responses of experimental and control groups? 
The experimental group will make 10% fewer errors on the 
post-test. 

3. How many fewer words will the experimental group use when 
compared with the control group? 
Five per item or a total of 60. 

4. How great a decrease in the number of T-units will there 
be for the experimental group? 

Thirty-three percent. 
5. How many more words per T-unit will the experimental group 

produce than the control group? 

6. 

2.5 words per T-unit. 
How much of an increase in subordination would you expect 
for the experimental group as compared with the control 
group? 
One per student more for experimental group as compared 
with the control group. 

11 

7. ~ow much of~ reduction in coordination would you expect 
1n the experimental group when compared with the control 
group? 

50% 

In asking or answering these questions, of course, the re

searchers did a great deal of talking to reach understandings 
about terms and counting rules. For example, the teacher 
pointed out that she was very uncertain about the number of sub
ordinations that could be expected since the pre and post tests 
did not have many i terns that she felt called for subordination. 
In addition she kept cautioning us about expecting too much of 
her students. Moreover, later when we began trying to arrive at 

operational rules for counting embeddings, for dealing with 
semantic unit retention, and several other categories including 

grammaticality, problems emerged which required jury-rigged 
solutions. Finally, when we tried to arrive at rules for deter
mining what "50% more" meant, we had some problems. But in 
spite of all that, here are our results. 

In the typical experimental design the teacher researcher 
would attempt, of course, to state hypotheses in terms of means 
and to compute mathematically the probability of obtaining the 
results due to "chance" factors. While such mathematical 
sophistication is useful it is not always necessary. In fact, 
the intuitions of good teachers about what works and what 
doesn't work are based on their own sense of probabilities. 
When the performance of the control group and the experimental 
group were compared the following results emerged. 
1. The experimental group retained 290 semantic units in the 

pre-test and 309 in the post-test. The control group 

retained 288 in the pre-test and 295 in the post-test. 
Differences favor the experimental group but are small. 

2. The experimental group made 38% fewer grammatical errors 
in the post-test than on the pre-test (5/13J and the control 
group made 31% more errors in the post-test than in the 
pre-test (4/13). 

3. The experimental group used 155 fewer words in the post-test 
12 



and the control group used 148 more words . 
4. The experimental group used 72 fewer T-units in the post-test 

and the control group used 22 more T-units, 41% (72/176) 
fewer for the experimental group and 12% (22/174) more for 

the control group. 
5. The experimental group showed an increase of 2.4125 words 

per T-unit in the post-test. The control group showed an 
increase of .075 WPTU. The comparative gain was 2.3375 

WPTU. 
6. The experimental group showed 8 more subordinations in the 

post-test and the control group showed 3 more subordina
tions. The experimental group had .625 subordinations per 

student more that the control group. 
7. The experimental group had 20 coordinations in the post-test 

and 62 in the pre-test, a 68% reduction (42/62). The con
trol group had 71 coordinations in the post-test and 63 
in the pre-test, a 13% increase (8/63). 

8. The experimental group had 62 more embeddings in the post
test than in the pre-test, a 53% increase (62/118). The 
control group had 8 fewer embeddings in the post-test than 
in the pre-test, a 7% decrease (8/123). The following table 

summarizes teacher predictions and results. 

Semantic Unit Retention 
Grammatical errors 
Total words 
Number of T units 
Words per T unit 
Number of Subordinations 
Number of Coordinations 
Number of Embeddings 

Predicted Observed 
Experimental Control 

No difference 
10% less for Experimental 
60% less for Experimental 
33% less for Experimental 
2.5 more for Experimental 
8 more for Experimental 
50% less for Experimental 
50% more for Experimental 

19 
-38% 
-155 
-41% 
+2.4 
+8 
-68% 
+53% 

7 
+31% 
+148 
+12% 
+.l 
+3 
+13% 
-7% 

When presented with these results and asked what she con
cluded about using the Klein materials, the teacher confirmed 
the intuitiv~ judgment she had made immediately after the 
experiment. She believes that these sentence combining 
materials are a valuable addition to the repertoire of 
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strategies she uses to improve the language skills of her LD 
students. While she might have settled for the intuition, we 
all ought to find the evidence she has accumulated impressive, 
and shoul ct seek to encourage more teachers to put their in
tuitions to such tests. In fact, the strategies used in these 

tests are similar to statistical strategies that are increasingly 
being viewed as a better method for conducting certain types of 
research in many areas. These techniques, called Bayesian 
statistics, explore the possibility that the worst kind of error 
we might make is the error of deciding there is no effect when 
in fact there is. Not finding teaching strategies that might 
help us solve some of our worst teaching problems, is, after all, 
a very serious kind of error. Finally, if traditional analytic 
techniques were used the findings of this study would be 
equally persuasive. The intuitions of an experienced teacher 
seem a reasonable basis for deciding questions about what works 
and what doesn't. 

Table 1: Reading Comprehension Scores, expressed as grade 
equivalents, as measured by the Peabody Individual 
Achievement Test. 

Experimental Group 

3.9 

Control Group 

3.9 

Mean, 3.5 

EXPERIMENT 39: 

GIVEN: A) 
B) 
C) 
D) 

E) 

3.5 3.8 
4.7 4.7 
5.0 5.0 
3.2 3.1 
3.2 3.0 
4.1 4.2 
3.5 3.7 

SAMPLE 
- Changing Sentences to Describers 

The girl is my friend - ··~ who is my friend 
The man left town _ _.,, who left town 
The rock hit the window - >that hit the window 
The train left the tracks -- :;,, that left the 
tracfs 
The team lost the game .. -":> which lost the game 
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F) The river flooded the field - 7 which flooded 
~ the field 

MATERIAL: 1) The boys ran down the road. 
2) A pony galloped in the pasture. 
3) The waves raced to shore. 
4) The ina.gazi ne fe 11 from the ~able 
5) The doctor examined the patients . 

DIRECTIONS: 1) Change the sentences in MATERIAL ~y using th~ 
word who, which or that in place of the underlined words in 
the sentences. Study GIVEN. 

CONCLUSION: 1) What can you sometimes do with words like who, 
which and that? 

2) How is who different from which and that? (Clue: 
Notice the kinds of words each of these words can replace). 

APPLICATION:l) Make up four sentences like those in MATERIAL. 

2) Now change them by using who, which, or that, 
like you did in DIRECTIONS. 

INTERCHANGE 

"Interchange", a place to respond to articles 
in MEJ, to expand, gloss, to offer your own 
insight, will be available to readers begin
ning Fall 1981. Comments by our readers of 

300 - 500 words should address an article 
appearing in a previous journal or state a 
concern, one of our readers might be able to 
address in a future article. However, 
"Interchange" is not a 'complaints' booth! 
Your comment must be accompanied by your 
name and address. The Editor reserves the 
right to accept or reject comments and to 
edit in ways that do not change the content. 
"Interchange" will have 1-4 pages, depending 
on the number of comments and the available 

space. Comments for Fall 81 should reach 
the Editor no later than September 15, 1981. 
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HOI~ SHOULD LISTENING BE TAUGHT? 
by Marlowe Ediger 

Two selected psychologies of education can apply to the 

teaching of listening. Good listeners can learn much content by 
listening carefully to the thinking of others, and teaching 
becomes more rewarding if learners listen attentively to on
going presentations. Less need exists for repeating directions, 
statements, and subject matter if pupils are proficient 
listeners. 
MEASURABLE OBJECTIVES AND THE LISTENING CURRICULut,; 

Precise objectives may be used to assist learners in improving 

listening skills. After instruction, pupil progress is meas
ured to detenr.ine whether each objective has or has not been 
attained. 

Measurably stated ends need to be written sequentially by the 
teacher in ascending order of complexity. A learner needs to 
achieve an objective with measurable certainty before working 
to achieve the next sequential goal. 

Learners ideally should experience success in achieving each 
objective. Careful attention, then, needs to be given to 
writing objectives which are attainable, neither too complex nor 
too simple. 

The following are examples of specific objectives involving 
listening: 

1. After listening to content in a cassette recording, the 
pupil will list in writing three facts and three opinions. 

2. The pupil will say, orally, three generalizations stated 
in a discussion. 

3. After listening to a set of directions, the pupil will 
follow these sequentially in preparing a food dish. 

The teacher needs to select a variety of learning activities 
to assist learners to achieve objectives. Each pupil needs to 
experience activities which are meaningful, interesting, and 

purposeful. After instruction, the teacher may then measure 
if an objective has been achieved before the next sequential 
goal is emphasized . 
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GENERAL OBJECTIVES AND THE LISTENING CURRICULUl1 
Some educators advocate open-ended goals in teaching pupils. 

Perhaps the most relevant learnings for pupils cannot be meas

ured. For example, it is difficult or impossible to measure in 

a precise manner interests possessed by learners. But a teacher, 
in general, may appraise ~1hether pupils are or are not inter

ested in learning. Another difficult area to appraise is 
learner motivation. A teacher cannot, by any means, measure 
precisely how much motivation a pupil has in learning. Further, 
one cannot measure purpose in learning. However, by observing 
pupils, the teacher can obtain generalized data on pupil pur

pose and motivation. 
General objectives do give direction as to which skills 

pupils need to develop in listening. Consider the following 

skills objectives: 
To develop within the pupil skill in listening to 
1. acquire facts, concepts, and generalizations. 

2. think critically and creatively. 
3. follow directions as well as to follow a sequence of 

ideas. 
To achieve desired general objectives, the teacher needs to 

select worthwhile learning activities for pupils. Pupil
teacher planning might also be utilized in choosing learning 

experiences. 
Ultimately, the teacher and pupils need to appraise achieve-

ment in the language arts curriculum. 
The teacher may evaluate the quality of listening experiences 

provided by reflecting upon the following questions: 
1. Did I select interesting experiences for pupils? 
2. Were the experiences understandable and meaningful 

to pupils? 
3. Were the activities purposeful for learners in the lis-

tening curriculum? 
4. vJas each pupil guided to a chi eve optimally? 
5. Did I emphasize rational balance among understandings, 

skills, and attitudinal goals? 
17 

6. here individual differences among pupils adequately pro
vided for? 

If activity centered procedures are used, pupils with teacher 

guidance may be involved in planning, implementing, and eval

uating diverse projects. Thus, listening experiences might be 

emphasized in the following activities involving project develop
ment: 

1. developing a mural, diorama, and individual pencil 
sketches. 

2. making models, objects, and replicas. 
3. engaging in processing experiences such as in making but

ter, ice cream, soap, and candles. 
4. participating in creative dramatics, formal dramatizations, 

and pantomimes. 
5. planning excursions and exhibits. 

Each pupil needs to achieve improved listening skills in an 
activity centered curriculum. Learners may then be guided to 

answer questions such as the following: 
1. Did I listen as carefully as possible to others in on

going activities and experiences? 

2. How might I improve personal listening skills? 
3. Did I assist other learners to increase their listening 

skills? 
IN SUMMARY 

Two psychologies of teaching listening are discussed in this 
paper. In the first psychology, the teacher might have learners 

sequentially achieve measurably stated objectives. After ap
propriate learning experiences have been provided, the teacher 

may measure whether a learner has or has not attained each 
measurable goal. If a pupil has been successful in achieving an 

objective, he or she may then achieve the next sequential ob
jective. The ends are arranged in ascending order of diffi

culty. An unsuccessful learner in goal achievement needs to 

have a modified teaching-learning strategy. 
In the second, general objectives are interpreted in terms 

of content pupils are to acquire in the listening curriculum. 
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Wtu1mg 1>Jt0f~ 1)~ 
. . . a new approach to the teaching of expo~itory writing 

at Grades 9-13 by nationally recognized educator, 
Dr. Richard M. Bossone 

e The Writing Proficiency Program (WPP) was 
designed to meet the needs of both students and 
teachers of composition. 

e Using a diagnostic-prescriptive appr_oach, !'PP's. 
two tests measure student problems 1n English skills 
as well as direct writing performance. 

e Instructional materials are organized in a 
convenient classroom kit that contains Teacher 
Resource Files, Student Activity Cards, Mastery 
Tests, a Teacher's Handbook, and a Cla:is Record 
Sheet - alt of which can be used for ln~1vldual: 
small group, classroom, or laboratory instruction. 

For further information about CTB/ McGraw-Hill's new writing prog ram, please 
fill out and retu rn the cou pon be low. 

Yes, I'd like more information on the Writing Proficiency Program! 

0 Please send me prices and more spec ific details on WPP 

0 Please have the nearest CTB/McGraw-Hill Evaluation Consultant contact me 
at the address or telephone number listed below. 

The TestiniJ Company 

Please return coupon to: Dr. John E. Laramy, 
CTB/McGraw- Hill , 1206 Sout h Third Street, Stillwater, MN 55082 

A photoco py of this coupon is acceptable. 
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These goals provide general direction as to what pupils are to 

learn. A variety of experiences should guide pupils in achiev
ing flexible ends . 

. ---------------------------------------------------------------1 
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CALL FOR PAPERS 

Minnesota English Journal announces its themes for 1981-82 
and issues a call 

Fall 1981 -
for papers. 

The Uses of English, manuscript dead

line September 15, 1981. What are the 
uses of English? 

: fit? Reading? ~iriting? Grammar? : 
I I 

: Literature? Usage. English and the real : 

Where does Listen i ng 

I I 

: !Jorld - Connections? : 
I I 

: l,Ji nter-Spri ng 1982 - Professional Concerns and the ; 
I I 

: Teacher of English, manuscript deadline : 
I I 

: January 15, 1981. What are the current : 
I I 

: concerns of teachers? !~hat about Li cen- : 
I I 

: sure, Censorship, In-service Training, : 
I I 

: Parental Involvement in Curriculum In- : 
I I 

: volvement, Class size, other items? : 
I I 

: HEJ encourages Minnesota Teachers to submit articles that : 
I I 

: attend to the stated themes. However, articles on any : 
I I 

: subject of interest to teachers of English; Language Arts, : 
I I 

: and Reading are welcome and will be read. : 
I I ----------------------------------------------------------------

ACCELERATED ENGLISH 

How Valid Are Our Assumptions? 

by Jean Vinton 

When we think of workin g ~,ith talented or gifted young people, 
we make several assumptions about the work, or about the young 

people themselves. Parts of these assumptions, based as they 

are on our experience with young people in general, are, of 

course, valid; parts, however, need to be examined closely. 

What we can do in our classrooms depends on a careful assessment 

of the characteristics of our students, and a careful assessment 
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of talented students should influence both the mater-ial we 
choose for them and the methods we use in presenting that mate-

rial. 
Often we assume that because students are more able intellec-

tually, th.ey are equally more mature than their peers. True, 
youngsters v1ho are capable of dealing with sophisticated ab
stractions may make mature decisions about such things as their 
use of time, or about limiting the demands on that time. They 
may have very solid notions about priorities and may make v1ise 
decisions about balancing work and play. Sometimes, however, 
very capable students simply lack the experience necessary for 
making mature choices. They may accept too many class or com
mittee responsibilities. They may follow their enthusiasms and 
curiosities into too many activities. They may under-estimate 
the time they will need to polish a piece of work, or, intrigued 
by a-new idea or theory, they may lose sight of time altogether. 
These young people need time to reach full maturity and they 

need guidance in developing an understanding of their choices 
and the consequences of poor choices. They may even need the 

experience of failing in some degree, so that they can develop 
their ability to assess and assign priorities. These students 

need what help we can give them in achieving maturity. They 
may,for instance, need to be given choices about managing their 
time. i~e can do such things as give assignments covering an 
extended period of time and including a variety of activities 
and make the youngsters res pons i b 1 e for setting up their own 
schedules, as they wi 11 have to do when they 1 eave the routine 
of buzzers or bells. ;1oreover, if they fail to meet the long
term deadline, we can let theri accept the consequences of that 
failure. By providing appropriate choices and allowing reason

able consequences for mistakes, we can provide our gifted 
students with experiences which are necessary for developing 

maturity. 
Another assumption we make about gifted or talented students 

is that they are securely self-confident. After all, from our 
point of view, in most of their school careers these youngsters 
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have been successful. If grades are a measure of success--and 
in school grades are an important measure-these kids are the 
best in their world. Why shouldn't they be confident of their 
own worth? Here again, however, our assumption may be only 
partly true. When we listen to these talented students discuss 
their relationships with their peers, for instance, we hear sug
gestions of insecurity. Students are often cruel to one another. 

A vocabulary study among talented students may elicit comments 
about how difficult using new words is when one is accused of 

being a brain. Many bright elementary school children have dis
covered that taking a chance and volunteering an idea invites 
derision from their peers. Added to this cruelty is the fact 
that the more intelligent a student is the more aware he is that 

t~ere a~e vast fields of knowledge beyond his own. Often getting 
discussion going among talented students requires some very 
special understanding from the teacher; good students need time 
to build trust in both their teacher and their peers. Teachers 
of advanced classes need to work just as hard to develop that 

trust as teachers do in any other group. 
Another assumption v1hich needs consideration is tied to the 

word "accelerated," often used to designate programs for 
talented students. In planning programs for these classes, 
we sometimes simply accelerate a traditional curriculum. vJe 

teach eighth grade material to seventh graders and ninth arade 
material to eighth graders. We bring the research paper ;nd 
Shakespearean tragedy to ninth graders and expect tenth graders 
to produce pieces of 1 iterary criticism. We must, however, 
understand acceleration in a more special sense. We must 
speed-up the programs for talented students, but we must do it 
in the right direction. We must look further into a ~iece of 
literature an d work more with it. Talented students do read 
more rapidly. They absorb ideas more quickly, respond to 
nuances of meaning and show an often astonishing ability to 

understand characters or appreciate implications in plot or 
setting. They sense more quickly relationships between form and 

theme. These ab1· 1,· t · h 1es, owever, cannot substitute for ex-
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perience and social maturity. Simply speeding up exposure to 
regular materials for older students may move to materials be
yond the experience and interests of the group. These gifted 

young people should, instead, be encouraged to linger over a 
piece of literature, to examine it from several angles, to 
realize that the reader is never really finished with a piece 
of good literature. One does not ·11 do" a Shakespearean play and 
then put it back on the shelf. Acceleration should move inward, 
not just onward. A gifted individual or class should explore a 
variety of interpretations of a piece of work, examine its style, 
speculate about the author's intentions for specific episodes . 
Writing assignments should be experiments in style, exercises in 

levels of diction, manipulations of points of view. The goal of 
accelerated English classes should not be just to do more; that 

goal should be to do more thoroughly, creatively, and indepen
dently. 

A final assumption teachers need to examine carefully is the 
idea that intellectually advanced young people have mastered 
fundamental skills in areas such as grammar. Gifted students do 
learn rapidly, and they often can absorb elements of graITTTiar, 
spelling, correct punctuation, and other basic skills without 
concentrated work. As a result, the impression which these . 
students give in both their oral and written work is that they 
really have mastered these skills. Occasionally, however, the 
impression is not completely true. As teachers we have a res
ponsibility to provide these young people with the best back
ground we can give them, and part of that background must be 

competence in skill areas. As our talented students leave the 
high schools and go on to college work in b9th English and 
foreign languages, they should be able to do so with a thor
ough grounding in their own 1 anguage and its use. Good diag
nostic tests and quick but intensive review may be all we 
teachers need to do, but we should use these regular checks. 

Good work with any of our students requires that we know the 
students well. Most of the training which we teachers receive, 
as well as the experiences we accumulate, directs us toward 
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Annual· 
Spring Conference 

May 1 - 2, 1981 
th6fel de France 

Bloomington, MN. 

Over 50 sectionals on language and 
literature for English teachers at 

all levels--elementary, secondary, 
co11ege. 

24 



CONFERENCE HIGHLIGHTS INCLUDE: 

NORMAN FURMAN--Keynote Speaker. Professor and scholar. 
Editor ofJ.D. Salinger: Reviews, Essays, Criti ques. Author of 
Coleridge: The Damaged Archangel and various essays and reviews . 

RI CHARD MITCHELL--Banquet Speaker. The "Underground Grammarian" 
and author of Less Than Words Can Say. 

EMILIE BUCHWALD--Saturday Breakfast Speaker. Poet and writer 
whose pieces have appeared in many periodicals, including 
Harper's and American Quarterly. Author of the award-winning 
children's book Gildaen: The Heroic Adventures of a Most 

Unusual Rabbit. 

PATRICIA HAMPL--Saturday Luncheon. Award-winning author of 
Woman Before An Aquarium. Minnesota-born poet and journalist. 

Currently a visting Professor of English at the University of 

Minnesota. 

The Uses of English 

Program Chair: AuthDr Walzer, 202 Haecker Hall 
1364 Eckles Avenue 

University of Minnesota 
St. Paul, Minnesota 55108 
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work with fairly average or with heterogeneous groups of stu
dents. Consequently, when we work with students outside those 
average groups, we need to do some careful evaluation both before 

we begin and as we move through the work of the term. Part of 
that evaluation must be to recognize our own assumptions and to 

examine their validity. 

PROMOTING AND PUBLISHING WRITING FOR OLDER 
ADULTS 

by James Gremmels 
The Director of the Adult Learning Center at the University of 

Minnesota, Morris, presented the English faculty with an .idea 

about conducting writing workshops for older adults. Intrigued 
by the possibilities, although uncertain about the kinds of 
writing which might appeal to older people, the English staff 
wholeheartedly endorsed the idea and agreed to assist with the 

project. 
Our first step in planning was to discover if older adults in 

our area were interested in a writing workshop, and if so, what 
would they like to write about? Over 60% of the 48 people in 

the Glenwood and Ashby Senior Citizen Centers who answered our 
questionnaire showed an interest in doing some supervised 

writing. Most of them wanted to write about things past. On the 
basis of our survey, we tried to develop a writing program that 
would draw upon their experiences and bring out their best 
thoughts with as little triteness as possible. We thought of 
different ways for them to write about themselves, their families, 
and their local history. If possible, we wanted to keep the four, 
three-hour afternoon sessions varied, relaxed, and flexible. 

Ashby was chosen as the site and 25 people ages 55 to 82 
signed up to attend the four sessions. Included in this group 

were a number of former school teachers, a retired mail car
rier, an ex-postmaster, many of them daughters and sons of old 

settlers. 
Not without some apprehension, three of us met for the first 

time with this group in the Home Economics Room of the Ashby 
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High School, explained to them what we intended to do, and gave 
them a folder which contained a tablet of paper, notecards, and 
a pen. We told them we had enough funds to publish a small 

booklet of their best pieces. 
At the first session we thought oral story telling might 

serve as a ·good icebreaker. Later, we would have them write a 
story about a close friend or relative. Kenneth Koch, an 
American poet, has written about his experience teaching poetry 
to older people in a nursing home, and we thought some of his 
methods would work. For example, we assigned specific topics on 
which they each wrote a sentence or two: advice they would give 
to a young person; their earliest remembrance of school; a holi

day celebration. We tried to stimulate their imaginations by 
setting before them objects: such as a World War I campaign hat, 

a bottle of Lydia Pinkham's tonic, a school bell, a set of fancy 
garters, a carpenter's wooden plane, a stereoscopic viewer, a 

cylindrical Edison phonograph record. In order to let them hear 
and see older persons telling stories, we showed them a short 

Canadian documentary film of interviews with old settlers talk
ing about the role of the Mounties in winning the West. After 
the first two sessions we wanted them to write some poetry. 

I began the first session by telling them stories about an 
eccentric Till Eulenspiegel prankster who lived in Glenwood many 
years ago. When finished, I told them to write about some 
incident that stood out in their minds - a story about a friend 

or relative. From this impromptu exercise, we received two 
short pieces we put in the book, Pages for the Ages (a title 

selected by them). Here is one: 
SPECIAL TREATMENT 

A fellow landed in the hospital. He was worried that a good 
friend who liked to play jokes on him would be the first one 
to visit. But when this friend came they had such a nice visit 
that he forgot all about any possible pranks that might be 

played. 
So he was unprepared for any such worries, and then the 

• friend departed. 
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On the way out the fellow spied a closet with the doctor's 
gowns inside. He hurriedly slipped into one and put on the mask. 

He went back to the friend's room and said, "I'm the new 
doctor. I just want to check your temperature. Please turn 
over on your hands and knees with your buttocks up." 

The fellow said, "I never heard of taking a fellow's tem
perature this way." 

"That's all right," his friend said. "It'll just take a 
minute." 

And then he left the room. A nurse passing by looked in and 
said, "Well, that's a funny thing. What are you doing?" 

"I'm just waiting for the thermometer to register." 
"Register what," she said, "with that chrysanthemum sticking 

out?" 
Sylvia Hanson 

Before the coffee break, we had them write on a notecard a 

piece of wisdom they would like to pass on to a young friend. 
After coffee, one of us read their statements to the class and 

made comments about each one. Some of these we put in the 
book: 

ADVICE TO YOUNG PEOPLE 
Control your impulse to spend your time watching television. 

Go outdoors and live your life with fulfillment in living for 
others and honoring your parents. 

Ione M. Mcilravie 
Live your life so you will feel good about yourself. Work 

hard and be a good friend. 
Vernie Alvstad 

At the end of class we had them do another notecard assign

ment. Write something about their first remembrance of school. 
We put one of these pieces on the back cover. 

PROMOTING YOURSELF 
Because I had an older brother and sister at home, I was able 

to read a 1 i ttle when I started school. 
The first day of school the teacher wrote such words as "hop"-
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"run"--"jump", etc. on the board and asked anyone who could read 
them to suit the action to the word. 

I hopped and jumped all over the room and was promoted to 
second grade on the spot. 

Myrtle Hanson 

The first session was a long one, what with the showing and 
discussion of the Canadian film, as well as their writing 
exercises. But we wanted to assure them that they had some
thing significant and important to say and that many of them 
could already express themselves very well indeed. At the close, 
we told them that next week we wanted them to write a page or 
two or more about some aspect of their family's history. 

At the second session, we returned their impromptu papers with 
our written coITJTients, and discussed ways of improving them. We 
stressed opening and closings, strong narrative structure with 
rising action, climax, and good vivid details. To illustrate 
what we wanted from them, we called on Ernie Hansen to tell us 
about his early days as a rural mail carrier. As he talked, we 
interrupted him to ask for greater specificity. Quickly warming 
up to the questions, Ernie began to tell about the day 
February 13, 1923, when he and his team were caught in a bliz
zard. With delight we listened as he recalled the events of 
that day. The mild weather, water dripping from the eaves of 
his barn, the warning from the retired federal weatherman who 
skill kept his instruments, the thought that the old-timers 
would make fun of him if he stayed in town--all this was a 
prelude to that moment when the storm struck him halfway through 
his mail run. By this time, all of us were on the edges of our 

seats as he recalled how he could not see the horses which he 
had given free rein, how he frequently made his way, cautiously 
holding the harness, to clear the ice from the horses' nostrils, 
how he thought he could see a faint track they followed, and 
how suddenly the cutter bumped to a stop next to a woodpile he 
had not known was there, and between gusts of swirling snow he 
saw a familiar house in Ashby . . 

Ernie knew ·how to spin a tale. We had to encourage him to 
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apply his oral skill to the writing process. Keep the strong 
narrative line , work towards a climax, and try to catch the 
exact tone with some attention to word choice, we urged. The 
participants were asked to write a sentence or two about them

selves to put in the book. Here's Ernie's: "I am a retired mail 
carrier, not an author. I could tell you of a great many ex
periences on the route, but to put them in writing is beyond my 

ability." 

And here is a piece Ernie wrote for us: 
THE STRAIGHT AND NARROW 

When I was a child, there were many old Civil War veterans in 
our village. One, a close neighbor, had traveled as a young man 
with a circus. He enjoyed teaching us children to do cart
wheels and handsprings and he tried to teach us to walk a 
slack rope, at which he was a professional. 

One Fourth of July, he was to entertain the crowd by walking a 
rope across main street. 

He came uptown so full of celebration juice, the sidewalk was 
scarcely wide enough, so they took the ladder away and told him 

to go home; his act was cancelled. 
He disappeared from the crowd; a few minutes later heap

peared on the rope, and walked safely across. 

After Ernie's story, we worked in small groups, but the 
cramped conditions did not serve very well. So, we finished 
with another notecard exercise. Before them, we set the ob
jects mentioned above and asked them to choose one or two that 

stimulated their imaginations. 
THE STEREOSCOPIC VIEWER 

Seeing the old stereoscopic viewer brought back ·childhood 
memories. 

I remember how my younger sister and I would squabble about 
whose turn it was to look at the slides. I enjoyed looking at 
those pictures as much as any pleasure I can recall about my 
earliest years. 

We had a good supply of slides--views of Niagara Falls, moun
tain scenery, etc.--but the pictures I liked best were a set 
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that told a story. 

The maid serving the salad without dressing--literally; the 
wife catching the husband with the imprint of the maid's floury 
hands on the back of his coat; and more. 

And these pictures weren't just flat either, each figure and 
object stood out in such a life-like fashion. 

I wish I had the old viewer and the slides today. 

Myrtle Hanson 

Their take-home assignment was to write about some event in 
local history, interesting, important, or scandalous. We 

forewarned them that next time we were bringing a poet to class 
and they would write poetry. 

At the beginning of the third meeting, we discussed their 
papers and we would not conceal our pleasure at how well they 
responded to our comments. In comparison with our undergraduate 
students, they were much more clear-headed, enthusiastic, and 
lively. This is a typical paper: 

DIRTY WORK AT THE CROSSROADS 
It was not all work and no play for the early settlers. They 

had horse races, wrestling matches, and other contests of 
strength and skill. Often a job of drudgery was turned into 
a celebration. Such an event took place in the life of my 
great-grandfather, David Burns. 

Before the days of harvesters and mowers, all hay and grain 
was cut by hand with scythes. I have been told that a skilled 

man with good endurance could harvest up to three acres a day. 
Such a man was Great-grandfather. He came to be considered one 

of the best reapers in this part of the state. But, eventually, 
someone had the audacity to challenge his ability, so a contest 
was arranged to take place on the Fuglie farm near Ashby. Two 
similar plots of grain were measured off. A good-sized crowd 
assembled, and an air of congeniality and good-natured banter 
prevailed. Several bets were placed on the outcome. 

Just before the start, drinks were passed around, but some 
skullduggery was involved. Someone laced Burns' drink with a 
dose of croton oil. Croton oil was used in those times as a 
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swift and violent laxative. So Great-granddad had barely got 
his momentum going when he had a decision to make. 

Should he withdraw and seek a secluded spot and lose by 
default, or should he take another course? Having met many 
challenges and crises in his lifetime on the frontier, he spent 
little time in deciding his course. There were those who were 
betting on him, and besides he had a few dollars of his own on 
the line. He was not about to let his friends down, so stop
ping just long enough to drop his trousers, he soon regained his 

rhythm and went on to uphold his reputation and win the contest. 
Donovan Grover 

At this session Iftikar Khan, our poet, talked to them about 
poetry. He had them read and discuss Emily Dickinson's poem 
"I'm Nobody Who Are You?". He stressed that good poetry ex
presses thoughts, feelings, emotions in a carefree, but indi
vidual manner. To show them how, he improvised, to their amaze

ment, a poem on the spot. Then he asked them to write a truth

ful, frank account of a dream. 
FALSE ALARM 

Approaching in multitudes ... 
Small ones, large ones, fangs! 
White, green and yellowed ones ... 

I'd run I think ... 
But they surround me. 

Moving toward me-
Leering, sneering 

Retreating, advancing-
Grinning, taunting 

Dentures! 

Oooh! It's me they're haunting. 
Moving closer, closer, 

Snapping, snarling 
Gnashing, grinding 

Poised to bi .te! 
HELP! 

Oh, no ... They got me--
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Oh the pain ... pain ... 
PAIN? 
I awake to pain, 

The relief of pain 

in a tooth undeniably my own! 
Elaine H. Nelson 

At the last session, Professor Khan read and commented upon 
their poems, showed them how to add, delete, and rearrange words 
and lines to give their expressions more force. We finished 
the last session by handing back their folders and pointing out 
some of the best pieces in each. The booklet, Pages for the 
Ages: Ashby Writing Workshop, 1978, contains 45 pieces arranged 
in three sections: The Early Years--Homestead and Town; The 
Middle Years--Boom and Bust; and The Later Years--Reflections 
and Dreams. If you read the book, you will see our students 
accomplished many things. For people who have not done much 
writing, they often choose the right word, deftly turn a phrase, 
and naturally develop strong vivid narratives. 

All of us involved in this workshop found the teaching re
freshing. We wonder what will happen fifty years from now if 
someone goes out and tries to get coherent written work from our 
present generation. Will they find as many literate people, 
eager to express their recollections and feelings? vie hope so. 

RECOGNIZING AND HELPING THE 
DYSLEXIC STUDENT 
by Jo Crawford 

Because educators have become more adept ,H early identifica
tion of developmental dyslexia, because language therapists have 
become more skilled in remedial training, and because parents 
and teachers have more enlightened attitudes about language 
disability, greater numbers of young adults with dyslexia are 
completing high school and entering college. There are several 
characteristics of the college dyslexic that are noteworthy. 
First of all, the student has learned to read, although he may 
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not read for sheer pleasure and finds it takes him longer to 
read than the non-dyslexic. Secondly, he has normal or above 
normal intelligence; indeed the higher the IQ the better he can 

master his disability. Third, there often exists a noticeable 
discrepancy between his ability to speak, make practical deci
sions, work with his hands or perform artistically, and his 
ability to express himself in writing. There is still another 
more intangible personal characteristic of the motivated college 
dyslexic known simply as the "grit" to pursue a difficult course 
until the goal is reached. 

Despite all the problems she has surmounted, despite all the 
progress and achievements she has attained, and despite the fact 
that she feels she has "licked" her dyslexia, the student may 
well still have secret problems with writing. Telephone calls, 

personal interviews and dictating to secretaries may be the 
ultimate solution, but Freshman Composition, term papers, and 
essay examinations are the current nemesis. 

Writing is the final link in the language hierarchy of lis
tening, speaking and reading, and the most difficult skill for 
all students to acquire. How then does the English teacher know 
when a student is dyslexic? It is highly important to be able 

to recognize and identify this problem in order to deal with it. 
Although there is no perfected way of identifying dyslexia, 

there are certain problems and conspicuous patterns of error 
dyslexics share. Spelling, handwriting, and syntactical defects 
will endure long into adult life, even for the dyslexic who has 
become an avid reader. Examining spontaneous writing or having 
the student write to dictation are the best ways to diagnose 
dyslexia. Although the student may be able to copy accurately 
if he works slowly and painstakingly, unusual errors occur when 
writing spontaneously. These errors are remarkable because of 
their profusion, because they still exist at the college level, 
and because they are erratic. 

As we look at the dyslexic symptoms displayed in spelling, 
handwriting, and general quality of written composition, it is 
important to keep in mind that although poor spelling is one 
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problem shared by all dyslexics, not all dyslexics will share 
all the deficits in other areas. Nor do all dyslexics share the 

same degree of difficulty within such specific areas as 
spelling or syntax. Indeed, one of the primary symptoms of 

dyslexia is the high degree of variability of writing perfor
mance from day to day. 

Patterns of spelling errors most ?ften seen in the writing of 
dyslexic students are: 

The rotation or transposition of letters, such as "fi" for 
"if" or "ton" for "not" 
Incorrect sequencing or serial confusion rather than simple 

reversal, such as "hagner" for "hanger" or "slomen" for 
"solemn" 
Repetition of letters like "corresspondent" for 
"correspondent" 

Omissions of letters such as "arument" for "argument" 
or "ciruler" for "circular" 
Insertion of letters such as (lpolictical"' for "political" 
or "advoid" for "avoid" 
The telescoping effect of using too few letters (usually 
by omitting vowels) such as "mys trous" for "mysterious" 
or "gntlman" for "gentleman" 
Phonetic spelling such as "jelus" for "jealous" or "garenty" 
for "guarantee" 
Resorting to a homonym like "pare" for "pair" or "isle" for 
"aisle" 
Failure to detect differences in the auditory proper ti es of 
words or letters (both vowels and consonants) resulting 
in such spellings as "cousent" for "cousin" or "wither" 
for "weather" 

Secondary and post secondary dyslexic students are exhorted 
to use the dictionary and serious students do. However, most 
instructors would be appalled at the slow and laborious task 
this becomes for the student who does not have alphabetical 
serial order at her immediate recall. She must continually go 
back and repeat to herself at least sections of the alphabet 
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to determine whether L comes before or after K. 
Poor handwriting is a common problem for most dyslexics. 

Some students do perfect letter formation and their spelling 
errors stand out clear and bold; however, a general untidiness 
of penmanship is more usual. Sometimes letters are so badly 
malformed and misaligned that they are scarcely recognizable. 
This is not a deliberate maneuver to conceal spelling but a 
general deterioration that occurs most often under time pressure 
when taking notes, writing essay exams, or when writing for long 

periods of time. 
It is not uncommon to see the insertion of a capital letter 

into a word like "suBtract". The student may have an unusual 
manner of joining letters, or strokes may intersect. Writing 

"m" with four humps or with two, resulting in letter "n", is 
common. There may be fragments of mirror writing. It is not 
unusual to find that the student resorts to half printing and 
half cursive writing. The general impression is most often of 
very immature handwriting. 

The dyslexic student does not present only spelling and hand
writing disorders. Because he suffers from a language dis
ability, his general ability to express himself in written 

language is depressed. 
Compositions will be noticeably brief. The dyslexic student 

will write far fewer words in a measured amount of time than the 
non-dyslexic student and there will be a paucity in the number 
of different words used. The words she does use will rarely 
have more than three syllables and there may be a noticeable 
lack of adjectives and adverbs due to the absence of abstract 
ideas in the narrative. The dyslexic student, not always but 
typically, writes in concrete terms related to personal ex
periences. She often uses a preponderance of first person 
pronouns whereas the more normal narrative would be more 

generalized to abstract concepts. 
Sentence structure is likely to be monotonous, with little 

variation in length, producing a hard-to-read style. When the 
student ventures beyond simple or compound sentences there are 
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apt to be glaring errors in syntactical structure. 
The students choice of vocabulary words may be so general or 

imprecision that the result i s a rather bleak composition without 

much description or detail. Seldom are foreign terms used, nor 
are there the expressions usually found in literature and 
popular reading material one would expect the student to be 
reading . 

There are likely to be technical problems with the use of 
prefi xes and suffixes, noun-verb agreement, and the articles a 
or an. Punctuation is used very sparingly and may be limited 
to periods. 

Finally, there is a general lack of cohesiveness in the writ

ten text due not only to poorly sequenced ideas but to the lack 
of proper words and expressions that tie sentence parts or 
sentences together. 

How can the English teacher help these reluctant writers for 
whom the task looms large and long, and success seems dim? 
Three ways of helping suggest themselves: 1) being aware of the 
symptoms and referring the student for special education re
medial services, 2) using the special education or support ser
vices personnel as resources for information on specific 
techniques useful in teaching these students, and, 3) making 
reasonable modifications in the course requirements. For 
example, the dyslexic student needs twice as long to proof-read, 
edit, and re-copy his written work, and anything written 
spontaneously in class will need to be accepted as it is. Oral 
examinations may be necessary to validly test the student's 
knowledge. 

Most important of all, we cannot judge these students poor 
risks for college or professional training on the basis of lan
guage disability alone. Although any degree of language dis
ability will have some effect across disciplines, the determined, 
motivated, and intellectually capable student can succeed in a 
chosen field. We must regard the student in terms of his 
strengths, capabilities, and general potential, but not over
look his need to learn to write. This special student with the 
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"grit" to acquire a post-secondary education deserves not just 
the sympathy of the English instructor but an equal amount of 
that teacher's "grit" to clarify the learning task and help him 

or her to express ideas and thoughts in writing. 

t CALL FOR MANUSCRIPTS 

The Committee on Classroom Practices in 

' Teaching English of the National Council of 
' Teachers of English invites educators at all 
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levels--elementary, secondary, and college--to 
submit manuscripts for the 1981 Classroom 
Practices publication, which will focus on 
the theme, "Structuring for Success in the 
English Classroom." Articles should describe 
in detail a specific single method or strategy 
for successful classroom management of an English 
language arts class. Examples of such methods 
might be: effective long-range planning which 
includes all areas of the language arts 
(vocabulary, reading, literature, writing, oral 

language, etc.); reporting on reading, pro-
cedures for sharing writing; planning for in
dividual differences; organizing for instruc-
tion; varying individual, small-group and 
whole-class instruction and "quiet" and "noisy" 
activities; maintaining~ learning environment. 
Manuscripts can range in length from two to ten 
double-spaced pages. Two copies should be sub-
mitted, with the author's name and address 
appearing only on a title page attached to the 
front of each copy. Manuscripts should be 
mailed before April 15, 1981, to the committee 
chair, Candy Carter, P.O. Box 2466, Truckee, 

CA 95734. 38 
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McCraw-H ill 
Leads the Way 
with 
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• Basic grammar skills 

• Step-by-step process of com
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more of them 

• Teacher's Manuals efficient 
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• Cumulative and sequential 
skill development 
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"THE NEWS PAPER: A VIABLE LIN K BETWEEN 
HOME AND SCHOOL" 

by Nicholas P. Criscuolo, Ph.D. 

There is a vast amount of reading material available for chil
dren to read. There are magazines, books, almanacs and en
cyclopedias. Schools and libraries all contain interesting 
material which is available and readily accessible. Supermarkets, 
department stores and hobby shops all offer material which can 
be purchased for children to read, usually at inexpens i ve prices. 

There is another resource that i s extremely valuable in terms 
of its motivational impact for children: the newspaper. When 

one considers that the total daily newspaper circulation in the 
United States is in excess of 61 million copies, it becomes 
evident that the newspaper reaches many people and that this 
print medium is far-reaching and its use widespread. 

Many homes across the United States and the provinces of 
Canada subscribe to the newspaper. Although almost 98 percent 

t of homes in North America own a television set, this figure is 
not as high as the newspaper . TV is a potent electronic 
medium. Although the newspaper does not enter into as many 
homes, thus, the newspaper is an educational resource which can 
be tapped for use both at school and in the home. 

Classroom teachers have used the newspaper for years to develop 
reading skills. Workshops and seminars are held periodically 
for teachers which offe r fresh approaches and ideas for using the 
newspaper. There are now 480 newspapers that have adopted the 
Newspaper in Education (NIE) program in America and 65 news
papers in Canada. Newspapers using the NIE program employ con
sultants who provide wo rkshops and materials that offer tips 
and techniques for using the newspaper in the classroom. 

In the New Haven, Connecticut, public school system every 
fifth and seventh grade student receives the local newspaper 
once a week for a whole host of newspaper-related activities 
that have been generated by teachers. The program was in
stituted in 1979 and, according to a survey conducted among the 

participants, 98 percent of the teachers indicated that they 
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wished to continue receiving the newspaper in their classrooms. 
Teachers have found the following questionnaire developed by 

Ms. Beverly T. Schultz, NIE Consultant for the Jackson News
papers in New Haven, to be helpful: 
QUESTIONNAIRE ABOUT NEWSPAPER READING HABITS 
1. Does your family have a subscription to a daily newspaper? 
__ Yes __ No Which Newspaper(s) ------------
2. How often do you read a newspaper? Daily __ 
Occasionally __ Rarely __ 

3. How much time do you spend reading the newspaper every day? 
One hour or more 15 minutes or less No time at 
all 

4. Can you state any of the ideas that have been in the 
headlines recently? List the topics you remember: 

5. Check the parts of the newspaper that interest you the most: 
Advice columns 
Business news 
Classified ads 
Comics 
Crossword puzzle __ 
Editorials 

Fashion news 
Letters to the Edi tor 
Local news 
Front page __ 
Wedding news __ 
Food ads 

Weather reports__ Horoscope __ 
6. What part of the newspaper is your favorite? 

7. Do you follow important news stories from day to day? 
8. Where do you get most of your information about current 
events? 

Conversation 
__ Magazines 

Radio 
Television 

__ Newspapers __ Other (please specify) 
9. Regarding current events, do you consider yourself 
Very well informed__ Fairly well informed __ 
Poorly informed __ Uninformed 
10. Can you name some of the columnists appearing in your local 
newspaper(sJ1 Who, and what does each write about? 

The use of the newspaper, however, should not be considered 
to be in the sole domain of the classroom. Its value will be 
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increased if its use is extended into the home. Parents often 
ask teachers: "What can I use at home to help my child in 
reading?" In addition to school-prepared materials, the answer 

is simple: the newspaper. It is not only an adult medium; chil
dren can profit from it also. 

What are some good ideas that parents can use at home to rein
force reading skills through the newspaper? Here are five 
worthwhile ideas: 
1. Shopping -- Scour the advertisements and encourage your 
children to note prices of various food and clothing items. 
Allocate a certain amount of the family budget and have children 
total amount and deduct it from the allocation. 
2. Vocabulary -- Encourage your children to pick a "Word For 
The Day" from the daily or weekly newspaper. This should be an 
unknown word and children should be encouraged to use the dic
tionary to look up word meanings. 
3. Headlines -- Encourage children to examine headlines in the 
newspaper. Then clip some headlines from various articles and 

match the headline with its appropriate article. 
4. Coupon Clipper -- Encourage your children to clip cents off 

coupons for the weekly shopping trip. The child can then use 
his/her skills of classification in categorizing the coupons. 
5. Map Skills -- Have children clip out articles from the news
paper that take place in various places in the world. Have them 

attach the article to its location on a map. 
In addition to these activities which parents can do with their 

children at home, the newspaper also provides a vehicle for 
homework. Homework is an extension of schoolwork. It does not 
have to be equated with drudgery, for it can be creative and 
appearling to children. The newspaper provides an excellent 
opportunity for teachers to assign homework based on newspaper 
usage. Seven good suggestions for homework are: 
1. Many newspapers carry a weekly "News Quiz" on the week's 
events. This quiz can be comp 1 eted by the student and answers 
checked by either the parent or teacher. 
2. Children can write a review of a recently-published book or 
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recently-released movie. They can then check the reviews they 
wrote with those printed in the newspaper and compare them. 
3. Children can keep a log of unfamiliar words contained in the 

newspaper articles they read. Unfamiliar words should be under
lined and then looked up in the dictionary. 
4. Children can keep a scrapbook of articles and label them ac
cording to such categories as "Local ~ews," "International News", 

"Sports", "Human Interest Stories", etc. 
5. Children can clip and bring to class five news articles with 
their headlines cut off. Put the original headlines in an en
velope. The children can then work in pairs exchanging articles 
with one another reading each other's articles, and writing a 
suitable headline for the articles. Their written headlines can 

then be compared with the original ones. 
6. Children can be asked to select someone in the news i.e. 
Pierre Trudeau, Mary Tyler Moore, Jacqueline Bisset, Robin 
Williams, etc. and then go to the library and write a biogra
phical sketch of the famous person selected using a variety of 

reference aids. 
7. Children can read and clip two articles from the newspaper. 
They can be asked to write a summary of each article, answering 

the questions who? what? where? when? 
CONCLUDING REMARKS 

Schools should take full advantage of the newspaper. Classroom 
teachers and reading personnel should also extend its use into 
the home by suggesting to parents the types of ideas outlined 
briefly in this article. It is a perfect vehicle for linking 
the home and school. The newspaper can help immeasurably in im
proving reading ability not only in the school environment 

but the home as well. 

TECHNICAL WRITING--MORE 

THAN A COLLEGE SUBJECT 
by Robin W. Pfannstiel 

"Vague and insignificant forms of speech, and abuse of language, 
have so long passed for mysteries of sciences, and hard or mis-
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applied words with little or no meaning have, by prescription, 
such a right to be mistaken for deep learning and height of 
speculation, that it will not be easy to persuade either those 
who speak or those who hear them, that they are but the covers 
of ignorance and hindrance of true knowledge." 

Are these words of a frustrated contemporary writing teacher, 
waxing philisophical? Not quite. The above passage was actually 
written by English thinker John Locke in the eighteenth century 
(Jones, p. 102). He was pointing out an age-old problem still 
plaguing 20th century writers: wordiness. Despite increased 
brevity in oral language, both in conversation and radio-tele
vision, many young, otherwise good writers persist in writing 
gobbledygook. Students learning to express themselves on paper 
(including this writer at one time) often feel that the more 
pompous they sound, the better. This is no wonder, since adult 
examples of "good writing" are frequently afflicted by run-on 

sentences and ambiguous wording. 
What can the secondary English teacher do to help the student 

become a concise, practical writer? The teacher must teach 
technical writing style at early junior high and high school 

levels. Moreover, he or she must elicit practical applications 
of good writing--these include writing sets of directions, 
penning good business letters, and editing reports of wordiness . 

TEACHING TECHNICAL WRITING STYLE 
One of the secondary teacher's main goals should be to pre

pare the student for a career role in the professional world. 
The fact is that in today's job market, for better or worse, 
the technician, scientist, or businessperson fares appreciably 
better than the liberal artist. Unfortunately, research shows 
that even prominent people in these fields are guilty of poor 
professional writing. (MacIntosh, 1967). 

The teacher can help insure that future professionals will be 
more lucid by being on the lookout for these common faults: 

Failing to stress important points 
Engaging in wordy obscurity 

Writing long but weak introductions 
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__ Not connecting paragraphs with transitions. 

Good technical writing mandates a staccato style. However, the 
student should be wary of choppiness. Even words like "the" 

and "and" can be important to sentence meaning (avoid a "tele
graphic" style). 

Stress active verbs. For example, "The reclamation of the 

materials was accomplished by the eng_ineer in 1978" should read: 
"In 1978, the engineer reclaimed the materials." Encourage 

using the active voice as well--"The scientists obtained the 
data" is stronger than "The data was obtained by the scientists." 

Also, concrete words are more effective than abstract words; 
don't let the student say "total humidity" when he means "rain". 

WRITING SETS OF DIRECTIONS 
The best way to learn to produce good technical writing, of 

course, is to practice. One of the most important practical 
forms of technical writing is directions. Directions are re

quired not only in engineering manuals, but in everyday situa
tions, too, like showing a friend how to get from school to a 

party. 
The main thing in writing sets of directions is to keep your 

audience in mind. Since the audience could be anybody, instruct 
your student to write for the reader who knows the least about 
the subject. For example, assume that the person for whom the 
student is writing driving directions is a stranger in town. 

The student should number each direction and set apart a whole 

paragraph for it. That way, the reader can check off each direc
tion after completing it. Encourage the writer to use any pic

tures or maps or diagrams that will make a direction more clear . 
If your student is writing cooking directions or building 

directions, be certain he or she gives a reason for every dir
ection. The student must answer the question, "Why do that?" 

in the body of the numbered paragraphs. Also, make sure the 
directions have a consistent point of view. Usually, directions 

should be written in the second person imperative, such as 
"Drain any excess liquid", not "You should drain any excess 
liquid." But when explaining the "why", the student should us.e 
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the third person: "The excess liquid will ruin the consistency." 
COMPOSING GOOD BUSINESS LETTERS 

No form of technical writing has more practical applications 

than a business letters. Every day of adult life, on and off the 
job, will bring the need to write to agencies and companies to 
make requests or complaints. Most business letters tend to be 
verbose, when a few concise, simple sentences will get the job 

done. 
Again, instruct your students to use the active, not passive, 

voice. Passive voice makes correspondence sound cold and formal, 
as in "It is requested that you do this ... ", whereas the active 

voice, "I would appreciate your help" lends a warm, personal 
air. Lots of "I's" and "you's", particularly "you's", will 

generally get a better response than the detached, clich~ ap

proach. 
It is necessary to be brief in letters--you should say right 

off what the letter concerns and conclude with the action you 

want taken. However, the student must be cautioned not to be 
too brief. The overly brief letter gives an impression of 

brusqueness. Letters are not telegrams--sometimes it takes a 
few words to explain something totally, particularly a refusal . 

Sample forms of different letters may be obtained in English 

or technical writing textbooks. Some letter types are letters 
of inquiry (and replies to those), letters of application, and 

memorandums. These four types will be the most useful begin

ning point in business or industry. 
EDITING REPORTS FOR WORDINESS 

Good, concrete writing can be in practice all the time, not 

just in special technical writing exercises. Science and his
tory reports, in particular, offer this opportunity. Most teacher 

suggest that their students proofread their completed reports . 
This usually involves checking for spelling errors and correcting 

punctuation. 
The student armed with a good feel for the technical style, 

however, proofreads for more than that. This student edits 
words or even entire phrases that either obscure the meaning or 
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add nothing of substance to it. A young writer might surprise 
and even impress the teacher by coming up with, say, the word 
"pusillanimous", when "cowardly" might do the same job better. 

The expansion of a child's vocabulary is, indeed, a valid and 
very desirable goal. But the alert teacher wi 11 remind students 
that bigger isn't necessarily better when an equal word will 
suffice. 

CONCLUSION 
Many people view technical writing merely as a required col

lege course. Technical writing, however, is a style of writing 
that strives for brevity and shuns wordiness. 

The principles of good technical writing can be imparted in 
the classroom as early as junior high or high school, and con
tinue to be implemented in college levels. Hopefully, watchful 
teachers will help spawn a new generation of concrete, concise 
writers. 
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ADOLESCENT BASIC LANGUAGE ARTS FOR WRITING AND READING SKILLS 
By P. M. Langland 

Many students in senior high school around the state have 

problems with very basic grammar skills. They never seem to get 
a firm grasp on -English usage, and if asked to tell the subject 
or verb of a sentence, often stumble on past the linking verbs 
and choose some noun or adverb after as the sentence subject. 
Mind you, I'm not saying that everyone should be able to know 
the subject of the think they are reading, but, it surely might 
help their reading understanding. 

For years, students unable to pass basic English have eventual
ly had to take remedial English, either in college, or somewhere 
else at their own expense, to be able to better themselves . I 
have had students unable to learn in the basic skills class in 

senior high school enter my cl ass for the sole purpose of 
learning "school grarrrnar". The method I use is unique in that 

the students write their own English book and learn the function 
of words in the language, not just rote form. 

I have developed a set of transparencies to present information 
for review of the four basic sentence patterns, as well as each 
individual part of speech. Learning noun definitions, kinds, 
and uses for sentence patterns enables students to choose sub
ject, object, and object of preposition nouns from any standard 
text exercise. The knowledge of noun functions can then be 
called upon to help in understanding phrase usage, clause uses 
and verbals. Rules for plurals and possessive case of nouns can 
be added as students progress. 

Adjectives are words that tell more about nouns and articles 
point to nouns, helping students find them faster. This also 
helps make the adjective usage in the possessive case easier 
to understand. Predicate nominatives, like dependent adjective 
clauses either before or after the verb, are also more palatable 
after an understanding of adjectives. 

• The introduction of personal pronouns reinforces noun cases 
and uses. Possessive pronouns reinforce the possessive case 
of nouns . Demonstrative pronouns can easily be shown as 
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adjectives, leading to simplified grammar understanding. 
Verb transparencies are introduced as soon as possible. Most 

difficult of all is teaching the three principal parts of ir

regular verbs. For each improper use of a verb the student is 
questioned until he or she correctly verbalizes the proper part 

for the tense being used. 
From the beginning, students keep careful notes, under organ

ized headings in their own notebooks. The teacher determines 
how many pages should be set aside for each part of speech, or 

if notes are to be made on one side of the page only. Two pages 
may be set aside for nouns with the definition under the heading; 
three pages - for pronouns; seven pages for verbs, etc. As 
learning progresses the students add to these pages: kinds, cases, 
uses, and examples with suffixes for each part of speech. Reg

ular verbs with 'ed' suffices and 's' suffixes for third person 
singular verbs are written in the notebooks to facilitate finding 

verbs in sentence exercises. Students write the text. 
Specific words serve as examples of specific parts of speech . 

Certain words that always serve as adverbs are listed there. 
Certain verbs, especially auxiliary and linking verbs, are 

listed in that specific area. Suffixes determine the function 
of the words, they are added to and learning which ones signify 

which part of speech, and how to add them to words helps the 
student's spelling as well as reading suffix sounds. By learning 
something of suffixes, most students learn to see the function 
of the word quite easily; they feel more secure and will at

tempt more advanced sentence structuring and paragraphs with less 

fear or panic. 
The students have in these notebooks all the necessary things 

to help determine word function rapidly, helping their under
standing of whether they have written complete sentences or not, 

and if not, what is missing, or what they have done to make their 
writing improper. Having the materials on transparencies and 

having the students take required notes prevents students from 
getting lost looking through a long text book to find the 

thing needed at the moment. It is simple for the teacher to 
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quickly place a transparency in front of the individual having 
problems, rather than to refer the student to page sixty to read, 
when what is needed is the last line of the page in bold print. 

Masking some of the total transparency material, so students 
have only material needed for notes or review has proven bene
ficial. Each transparency has some material that is new or may 

overlap for note completion. The format of presentation can be 

that of any text book for basic skills. 
In summary, it is easier for a teacher to ask students to 

copy notes from a transparency than from a text book most 

students feel they don't need notes from. It is much simpler 
for the student to turn a few pages in a notebook than to look 

in a text table of contents to find how certain words function. 
A quick look at a transparency can effectively show what function 

the students should refer to for review. The cost of the 
material is minimal, considering the benefit to the students, 
and the ease with which they learn the basic grammar skills for 

future use. The transparencies can be used with any text that 
is available and being used. The notebook remains the student's 

brains to assist his or her skill on paper long after the 
English class is over and the text has been forgotten. 

REVIEW: 
Classroom Practices in Teaching English, 1980 - 1981: Dealing 
With Differences, Gene Stanford, Editor, and the NCTE Committee 

on Classroom Practices . Jody Humpal, Chairperson: Composition 

Committee. 
The concept of "mainstreaming" students with handicaps and 

other special needs has presented a new and unusual challenge 
to today's classroom teacher. The response to the challenge is 

both encouraging and enlightening. The latest in the popular 
Classroom Practices series published by the National Council 
of Teachers of English: Classroom Practices~ Teaching English, 

1' 1980 - 1981: Dealing with Differences, is a morale booster. 

Twenty-four short articles are brought together in this 
volume. Teachers of English/Language Arts from all over the 
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u.s. have contributed their experiences and insights in teaching 
the 'different' student. Articles concern work with children 

exhibiting various physical handicaps, learning disabilities, 
emotional problems and with non-English speakers. A few of 

the contributors work with the gifted, offering deeper insights 
in to "differences. 11 

Many of the articles describe specific methods and approaches 
teachers have found to be successful in integrating the typical 
student into the classroom. The fear and apprehension that has 
been a large part of the 'mainstream' effort has often lead 
to innovations beneficial to the whole classroom. Dealing with 
Differences shares the fears and explores the insights many have 
discovered. 

Insights of value to all teachers are discussed in the short 
articles. In dealing with the different student, teachers 
have discovered that the "typical" student is becoming a myth. 
Using the normal and natural diversity to advantage can 

benefit everyone. 
Once a teacher begins to explore ways to communicate with 

special students, great things can happen. 
Gene Stanford is from the Child Life and Education Department, 

the Children's Hospital of Buffalo, New York. 
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Minnesota English 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 pub
lishes articles of general interest to its membership, teachers 
K through college. Particularly sought are manuscripts which 
show how pedagogy implements theory and which describe or dis
cuss 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 membership. 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 in 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 

contributors 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 manu

script. The editor may return a manuscript to request its re
vision. The editor may make minor changes in the manuscript 

without consulting the contributor . 


