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PRESIDENT'S MESSAGE 

A short while ago an article in the ST. PAUL SUNDAY 

PIONEER PRESS stated flatly, "schools are living 

museums. I don't believe it: Having had the distinct 

advantage of being active in the Minnesota Council of 

Teachers of English the past four years, I am well 

aware of the wealth of programs available to many 

students. However, financial cutbacks trigger curric-

ulum change, and, unfortunately, we seem to be headed 

for a kind of change in the 1980's. Insufficient funds, 

together with eliminated programs, poor policies, lack 

of materials and inadequate inservice training are 

giving rise to a dilemma. 

On October, 1982, a conference sponsored by the 

JOURNAL OF CURRICULUM THEORIZING features topics such 

as "The Confluent Curriculum," "Teacher Personality 

Variables in Curriculum," "Principal/Teacher Expecta

tions in Curriculum," and "The Curriculum Carousel." 

Although I don't plan to address any of those topics, 

an inspection of current curriculum can offer some 

insights into this dilemma. 

It was Ray Bradbury who said that writers of 

science fiction entertain, but also predict and warn. 

If this is true, and I believe it is, educators in the 

closing years of the 20th century, coincidentally the 

threshold of the 21st century, have a job to do. 

The term accountability has taken on new meaning 

for teachers. Certainly we are accountable in the 

daily tasks of our professions such as course ob-

jectives, lesson preparation and grades. But we now 

find ourselves accountable for the failures and 

rejects of our "assembly-line" system, in which 

uniformity, not quality, seems to be the rule. However 

unintentional our failures might be, they still occur, 

and the public demands someone be responsible, for 

they see accountability in the narrow terms of 
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measurable behaviors, test results and competencies. 

The burden rests with the already exasperated teacher. 

It should not'. Student achievement must be seen as 

the mutual responsibility of a team: student, parent, 

teacher and administrator. Student achievement, 

teacher attitudes and an environment that fosters 

learning are influenced by the quality of administra

tive leadership. 

Dealing with the diversity that characterizes the 

regular classroom becomes a complicated business, yet 

the key to su~cessful instruction where everyone 

benefits. The typical student becomes a myth as 

teachers must adapt their curriculum to meet the needs 

of many without slighting any. Attitudinally and 

pedagogically the teacher is unprepared. 

What am I teaching? Why am I teaching it? 

is the best approach for learning this material? 

What 

What 

are my expectations of my students? What should I 

add, eliminate or keep? Am I only teaching subject 

content? These questions need to be asked periodically 

to adapt curriculum to changing interest, motivation, 

ability and child development. Direction in what is 

being taught, specific method, and reference for 

assessment become integral parts of the curriculum 

process. We understand the learner's abilities, pro-

vide direction and guidance, and enhance skills 

through pupil activity. We revise our ~xpectations. 

Being too hasty and short-cutting the planning stages 

to meet deadlines is not as beneficial as good, solid 

planning, albeit a little late. 

Pat Choate, senior policy analyst for TWR, writes 

in the August, 1982, issue of READING TODAY: 

The problem is that adults today do 

not have the l~teracy skills to function 

and think in this, what I call the 

techno era. Seventy-five percent of 
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the work force now will be the work 

force of the 21st century. They 

need more basic training in thinking 

skills - the basics are not the 

basics anymore - to function in our 

increasingly demanding society. 

Millions of Americans are in need 

of functional education skills at a 

time when our society is expanding 

its demand for workers who can 

think critically. The pressure is 

for the education community to adapt 

itself to serve the needs of those 

adults who have not learned the 

basics and who are also in need of 

advanced skills. Also, the community 

must change its focus from merely 

the basics to the wider scope of 

thinking skills in its working with

out elementary and secondary schools. 

The education community must work 

to re-tool the American worker. 

Most Americans' skills will be 

obsolete . What will be required 

is for each education community to 

work with local businesses to boost 

their workers' skills. The new Youth 

Training Act's Private Industry 

Councils will brLng together 

business, education, labor, ind 

community-based organizations to set 

and implement goals. The money is 

heavily directed toward remedial 

education It is very 

exciting we are literally 
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rebuilding America over the next 

ten years, and educators have a 

major role to play. 

Being a member of MCTE can help a teacher 

face the challenge and change of the 1980's MCTE 

publications and conferences enable members to stay 

informed and make possible a sharing of new 

developments in curriculum. Teachers work together 

to develop strategies to best meet the needs of 

all students. MCTE committees permit participation 

in areas of special interest such as censorship, 

legislation and media. Active membership in 

MCTE is effective inservice training. 
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Jim Olson 

Acting President and 
Immediate Past President 



NATIVE AMERICAN VOICES: Perspectives for Students 

by Jane Katz 

I taught English in the 1960's when students 

seemed genuinely excited about learning. But I no-

ticed that many possessed a sort of tunnel vision; they 

had little awareness of any culture other than their 

own. 

I taught a course in Ethnic Literature, beginning 

with black literature, tracing it back to its source. 

Students e~plored African history and lore. They read 

the narratives and sang the songs of bl~cks btought 

here in chains. They gained a sense of the impact of 

history on a people's oral and written literature and 

began to respond emotionally to the powerful contempo

rary literature of black people. 

Ethnic minorities want to be heard. Frustrated 

at being relegated to the fringe of society, feeling 

politically impotent, they fight with words - words 

have power. In literature, they express their sense 

of alienation and betrayal, as well as their will to 

survive. 

Moving on to the study of Native Americans, we 

found little authentic material. Most history books 

were written by whites, products of a paternalistic 

society that had subjugated Indians, just as they had 

subjugated blacks, believing them to be inferior. 

Accounts of Indian tribal life by trappers and 

explorers were chauvinistic and biased. These men 

were outsiders. They didn't know the Indian languages. 

They did not perceive each tribe as a separate nation 

with its own history and culture. Indian religious 

and ceremonial life they dismissed as pagan. Lacking 

accurate information, whites perpetuated the prevailing 

myths of the "bloodthirsty warrior", or the "noble 

savage" sitting under a tree watching the chipmunks. 

Whites perceived the Indian and the Eskimo as 
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an artifact~ like the arrowhead - to be exhibited on 

museum shelves. He was occasionally dusted off, per-

mitted to ride a horse and utter his war whoop in~ 

cowboy film, then returned to the shelf and ignored. 

I left the classroom for motherhood. Up to my 

ears in diapers and formulas, I found little time for 

history and poetry. But while my baby napped, I read 

Native American literature and lore. 

I was struck by the ability of native peoples to 

imagine their world. Each tribe created its own 

legends of the origin of the world, of natural phenome

na, and of the interaction between humans and animals. 

Through stories, they taught moral lessons to their 

children, employing colorful poetic images. I loved 

the tribal songs and chants, reflecting the people's 

intense religious and poetic sensibilities. The 

Navajos sang to the corn: 

The waters of the dark clouds drop, drop, 

drop, 

The rain descends. 

In a Tewa poem, "The rain showers hang from the 

sky." The Eskimo sings of the hunt, of his love of 

the land. An Eskimo shaman said, 

My song is like my breath. It is just as 

important for me to sing as it is to 

breathe. I will sing this song, a 

song that is strong. 

I haunted libraries, hoping to get behind the 

myths about native peoples, to begin to relate to them 

as flesh and blood human beings. Hidden in the stacks 

of the University of Minnesota Library I found 

anthropological and ethnological documents published 

by scholars in the late 19th and early 20th centuries 

when Native peoples were being "discovered" by whites. 

Here were big, dusty volumes, yellow with age, 

containing the rarely heard voices of Native Americans, 

some recorded in the original languages, some 
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translated. Many of the translations were artificial 

and flowery, reflecting the chauvinistic white 

translator's view that the Indian language was 

"inferior" and has to be "improved on." But some 

scholars - smont them Ruth Underhill, Ruth Bunzell and 

Minnesota's Frances Densmore lived in native commu-

nities and won the trust of the people. The songs and 

prayers and oral histories they recorded are authentic, 

providing an inside view of the daily experience, 

morals and values of tribal people. 

the 

I also found autobiographies written by Indians 

who were becoming fluent in the English language, eager 

to serve as witnesses to their history to counteract 

the distortions of whites, These people saw the old 

ways passing. They had nothing but their memories. 

By telling their story, they preserved something of 

their heritage. 

My first project was a series of documentary 

radio plays for young people focusing on the lives of 

Indian leaders. I used autobiographical material, 

speeches, historical narrative, invented dialogue, 

included authentic tribal music. The plays stressed 

the humanity of Indian leaders, de-mythicized them. 

It took gall to write a play_ I had never written 

one, but I did it. Your students can do it too. The 

sources are all there. It's a way of bringing history 

to life. 

I put together two anthologies for students. 

first, WE RODE THE WIND, consists of accounts by 

Indians of 19th Century plains tribal life. The 

The 

second, LET ME BE A FREE MAN: A Documentary History 

of Indian Resistance, traces the Indians' struggles to 

hold onto their land from the 17th century to 1973 -

in their own words. Whites' had told their side of 

the story, often to the detriment of Indians. But 

Indians had compelling reasons for going to war. It 

was important that their perspectives be presented. 
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Once again, I was concerned with debunking the 

"savage Indian" myth. Chief Joseph, for example, 

speaks of his dreams of peace for his people. He tells 

of being drawn irito a bloody war against his will. 

The supposedly "fiery" Chief Sitting Bull comes across 

in this book as a man dedicated to preserving his 

people's ancestral lands, carrying on a sort of 

"shuttle diplomacy" with whites, going to war only when 

words failed. 

I presented different accounts of the historic 

massacre of Indians at Wounded Knee, South Dakota, by 

trigger-happy white solders. I went to Wounded Knee, 

and interviewed members of the American Indian move

ment and local residents who took over the town in 

1973, protesting the white man's violation of their 

treaties and asking for control of their own destiny. 

Indian leaders spoke eloquently, in the tradition of 

their forefathers, of their desire for the most basic 

human rights. 

Indian women were on the firing lines at Wounded 

Knee, and they were outspoken. But in most accounts 

of Indian history and culture, the woman was rarely 

heard from. In films and photos, we saw her walking 

ten paces behind her husband - seemingly passive, 

subservient, a beast of burden. I wondered if this 

image was accurate, if the Indian woman had a life of 

her own. 

Back to libraries, and on to interviews with con-

tempory Native American women. I wanted to probe their 

experience, to hear their voices. 

discoveries. 

I made some 

Customs varied from tribe to tribe, but within 

many tribal communities, the woman was honored as the 

giver of life, the "Earth Mother", the nurturer of 

children. Child-rearing was not considered a sacrifice. 

In fact, t'hat word, translated, means "to make 

sacred". Indian women performed many functions from 
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food-gathering to educating the young to political 

leadership. In some tribes, they were decision-makers 

with much status. In some, a woman could be a shaman. 

Contrary to popular belief, she was not her husband's 

chattel, but could divorce him at will. Divorced 

and unmarried women, old and young, were cared for by 

the community. 

Indian and Eskimo women were natural poets, 

expressing their visions and their emotions in song, 

as in this Tlingit woman's death song for her drowned 

brother: 

Perhaps he went into the sun's trail 

And I shall never see him again. 

An Ojibwe woman divorced by her husband composed 

this song to restore her self-esteem: 

You threw me away like a rotten fish 

I thought you were like silver, and I 

find you are like lead 

You see me high up 

I walk through the sun 

I am sunlight myself. 

Native American women expressed intense emotional 

states through imagery, figurative language, rhythm 

and tone. In their poetry and prose they can to terms 

with the loss of the tribal world, the need to adapt 

to new roles, new life styles. But the transition to 

an alien society was often threatening. Sanapia, 

once a Comanche medicine woman, sat in her little 

apartment in Oakland, looked at the cars passing by 

and expressed her sense of alienation: 

Look at them cars. I remember when I 

never seen them before. 

And all those white peoples, and those 

big buildings. I don't like it here. 

My own kids growing up like white peoples, 

and they think I'm just a funny old 

woman. I know they do ... 
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A Sioux poet, Dolly Bird, wrote: 

And it's hard to see the mountains 

When you're sitting in the subway 

It's hard I said to feel the wind 

When you're waiting in some welfare 

but I'm not a case, I'm not 

I can do quillwork 

Mister, I can ride with no 

saddle and hey, listen 

a 

my brother with his own carved 

arrows can stalk a deer. 

number 

office 

Why are you checking boxes when I'm trying 

to talk? 

In interviews, native women spoke to me of the 

tragic problems of their people: inadequate prepara-

tion for schooling leading to an inordinately high 

dropout rate, poor medical care and facilities on 

reservations, poverty, unemployment, a sense of hope

lessness which leads many to reject themselves and 

their future. And they spoke of a return to the tribal 

ethic of sharing and dedication to the community. 

They spoke of a return to the religions of their fore

fathers and of their enduring belief in the Indian 

spirit. I presented the voices and visions of Indian 

and Eskimo women from the 19th century to today in my 

1977 book I AM THE FIRE OF TIME: The Voic~s of Native 

American Women. 

I was in close contact with Native American 

artists and writers, and began traveling the country 

looking for tribal people in all fields of the arts 

who had retained their connection with their heritage. 

I found painters, sculptors and potters, tribal and 

contemporary dancers, a contemporary composer, a 

theater director, a pipe-carver, a weaver and poets 

and novelists all dedicated to bridging the gap 

between old world and new. 
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I interviewed traditionalists and non-tradi
tionalists, asking them about the source of their 

inspiration. 

and traditions 

All spoke of the impact of tribal lore 

on their work. Contemporary Tewa 

painter Helen Hardin said, 

"I translate the images of Indian cultures 

into new visual metaphors that speak to 

all people. My imagination is the soul of 

my work. 

song. "i, 

Each painting sings its own 

Ojibwe poet-novelist Gerald Vizenor is an inno-

vator, 

me of 

creating new literary forms. But he spoke to 

the "tribal dream songs" and tribal legends 

which are at the core of his writing. He said, 

"I do not impose my vision of the world 

on anyone. I feel a compulsion to write, 

to imagine the world around me, and I am 

often surprised by what I write. I am 

still discovering who I am, the myth 

in me. 11
'~ 

Navajo weaver Pearl Sunrise learned to weave as 

a child on the Navajo Reservation. Sitting under a 

pinon tree tending the sheep, she did her carding 

and spinning. Now she has a Masters Degree in Fine 

Arts and teaches in Albuquerque, but she remains true 
to traditional ways, using only raw wool and natural 

dyes. With her family she goes to the mountains to 

gather the wild plants she will use in her work, 

taking only what she needs from the earth, praying 

to the Creator to "make it beautiful. II I was moved 

by her serenity and sincerity. 

Blackfeet writer Jamake Highwater told me, "I 
am the brother of the fox, part of the rainbow. 

Indians are brought together by the beautiful."* 

Over and over again, this motif expressed by 

Native Americans. They are a part of a timeless 

We 

tradition which gives them strength. 
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Through art, 

they achieve a sense of continuity. The result of 

this series of interviews was a new book published in 

1980: THIS SONG REMEMBERS: Self-Portraits of Native 

Americans in the Arts. 

I would encourage students to read and listen to 

the voices of 

to embark on 

Indians and Eskimos. I would ~rge them 

their own vision quests, to find out who 

they are. I would ask them to express orally and in 

writing their anger and fears, their dreams and hopes. 
Then, like the Eskimo shaman, they too will "sing a 

song that is strong." 

*THIS SONG REMEMBERS: Self-Portraits of Native 
Americans in the Arts, Jane Katz, Editor, (Boston, 
Mass., Houghton Mifflin Co., 1980). 

INTERCHANGE 
"Interchange", a place to respond to articles 

in MEJ, to expand, gloss, to offer your own 

insight, wants your comments. 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 W-S 1983 should reach 

the Editor no later than December 1, 1982. 

THERE is no lnterc! ange in this issue because 
none of you have shared with me in writing your 

responses to or glosses on the articles. Please let's 

have a two-way conversation. 
Your editor 
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SECONDARY ENGLISH/LANGUAGE ARTS LICENSURE 

TASK FORCE: AN UPDATE 

by Mark Youngstrom 

The purpose of this article is to bring people up 

to date on the work of the Secondary English/Language 

Arts Licensure Task Force. This Task Force was 

charged by the State Board of Teaching with the res

ponsibility of recommending new licensure guidelines 

for the teaching of secondary English/language arts 

in Minnesota. 

Some History: 

In the fall of 1977, John Alexander, then Presi

dent of MCTE, appointed a task force to explore the 

necessity of redrafting licensure guidelines for 

English/language arts. The need to examine licensure 

requirements arose from a sense among various MCTE 

members that the current rule was not addressing many 

priority topics. In particular, there was a concern 

that writing was not being addressed in the way it 

should be. 

Under the direction of Tom Bacig, University of 

Minnesota, Duluth, the MCTE Task Force spent three 

years assembling a report and in the Spring of 1980 

the report was submitted to the MCTE Executive Board 

at the annual business meeting in Duluth. Included 

in the report were the results of a survey of 

Minnesota secondary English/language arts teachers 

which had been conducted by Tom Bacig and Richard 

Beach, University of Minnesota, Minneapolis. The 

survey, which asked teachers to rate the importance of 

35 different components of language arts instruction, 

clearly indicated a desire for change in the way 

English teachers are prepared. Also included in the 

report were the task force's recommended guidelines 

for English/language arts licensure. 

Following one of the more animat£d debates in 

MCTE annals, the task force report was received by the 
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MCTE Executive Board and sent on to the State Board 

of Teaching along with a separate set of recommenda

tions from the college and university English Depart-

ment Chairs. It should be added that other comments 

and recommendations were also submitted to the Board 

of Teaching by such groups as the Speech Association 

of Minnesota and the Minnesota Association of 

Colleges for Teacher Education. 

In the Fall of 1980, the need for an English/ 

Language Arts Licensure Task Force was acknowledged 

by the State Board of Teaching. Qualified people were 

asked to apply for membership on the task force and 

in November, 1980, the following people were appointed: 

Joseph Adams, teacher, Park High School, Cottage 

Grove; Carlton Anderson, teacher, Park Rapids High 

School; Eddice Barber, Professor of English, Mankato 

State University; Constance Chivers, teacher, Benjamin 

Mays School, St. Paul; Richard Dillman, Assistant 

Professor of Education, College of St. Catherine; 

Milo Gaul, Principal of Kellogg High School in 

Roseville; Jan Liepold Goodell, teacher, Central 

Junior High in Columbia Heights; Carol Hartman, 

teacher, Red Lake High School; Carlene McDowell, teacher, 

Burnsville High School; James Nelson, Reading Director, 

Princeton Public Schools; Addie Perl, public member 

from Deephaven; Kathryn Rayburn, teacher, Rochester 

Mayo High School. 

Appointed in ex officio capacities were Karsten 

Braaten, Board of Teaching liaison and Mark Youngstrom, 

Department of Education liaison. The composition of 

the Task Force followed established Board of Teaching 

guidelines. 

Task Force Progress To Date: 

The task force beg~n to meet in February, 1981 

and plans to complete its work this fall (1982). It's 

job, as previously described, was to establish a 

set of recommendations which would be presented to 
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the Board of Teaching*. 

The task force started by internally brainstorming 

a list of essentials for secondary English/language 

arts education. After the list had been compiled and 

after sufficient time had been provided for task force 

members to become familiar with one another's views, 

the task force began to work through the various 

proposals in front of it--sorting, categorizing, cri-

tiquing, clarifying, adding and substracting. 

those discussions, certain concerns emerged: 

Out of 

1981. 

1. 

2. 

3. 

4. 

5. 

The new rule must attempt to anticipate 

the needs of secondary students in the late 

80s and 90s. 

The rule should combine an appropriate blend 

of theory and practice--in other words, 

reflecting what research says ought to be 

happening without being too idealistic. 

The rule should be specific enough to be 

enforced but general enough to allow some 

flexibility for colleges and universities. 

The program should be able to be completed 

in four years. 

The rule should be written in clear English. 

The first draft to emerge was dated August 27, 

It was shared, on a limited basis, with 

interested outside groups. In December, 1981, a 

second draft, altered to reflect some of the criti

cisms directed at the first draft, was circulated 

widely throughout the state. A substantial amount of 

feedback was received. This feedback resulted in a 

third draft (dated April, 1982) which was shared at 

a general session at the NCTE/MCTE Spring Convention 

in Minneapolis. At the time of this writing 

*It is important to understand that the official 
role of the task force is to recommend. As will be 
pointed out, changes in the recommendations may occur 
after the Task Force has completed its work. 
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(summer, 1982), a fourth (dated May, 1982) and, 

probably, final draft is being circulated to teachers 

and administrators at the secondary and college levels. 

Responses to this final draft will be incorporated 

into the recommendations which go to the Board of 

Teaching. At the conclusion of this article is a copy 

of the May, 1982 draft. In all likelihood the final 

task force recommendations will closely resemble this 

draft. 

A word about the May, 1982 draft. You will 

notice that it is divided into three major sections: 

knowledge and skills applicable to meeting the major 

responsibility of teachers of English/language arts; 

knowledge and skills applicable to meeting additional 

responsibilities of teachers of English/language 

arts; skills applicable to teaching ~l.!_ components of 

English/language arts. This organizational plan was 

devised so as to maintain a traditional and achievable 

focus while at the same time bringing in components 

which have become and are becoming (at least in part) 

the domain of English/language arts. You will also 

notice that the draft is written in terms of "out-

comes" rather than courses. This is done in order to 

provide greater specificity and greater flexibility. 

The flexibility comes from the fact that multiple out

comes can be taught in a single class and a single 

outcome, for example, might be satisfied in a litera-

ture class as well as a composition class. Finally, 

you will notice near the top of the draft that the 

task force has in mind entry level preparation. It 

feels that beginning teachers need, at the least, an 

introduction to these outcomes while at the same time 

recognizing that anything approaching total competence 
I 

requires a great deal more work beyond the baccalaureate 

level. 

A position paper, which provides detailed 

rationale for the recommendations of the task force, 
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has been written by a subcommittee of the task force 

and is available from Mark Youngstrom, 653 Capitol 

Square Building, St. Paul, Minnesota 55101. 

Final Steps in the Process: 

After the ~nglish/Language Arts Task Force 

presents its recommendation to the Board of Teaching, 

its mission is completed. The Board of Teaching then 

reviews the recommendation and makes any adjustments 

it feels necessary (typically these adjustments, and 

any to follow, involve minor language items). Fol-

lowing Board approval, the proposed rule change goes 

to public hearing where a hearing examiner receives 

spoken and written testimony. The hearing process 

lasts six months and at the conclusion of those six 

months the examiner renders a decision. The rule 

then goes to the Attorney General's office where its 

legality is evaluated. Following the Attorney General's 

review and assuming there are no problems along the 

way, the rule is then published in the Public 

Register. From the time the new rule enters the 

books, teacher preparation institutions have five 

years to prepare a program which conforms to the rule. 

DRAFT May, 19 8 2 

Requirements for Licensure of Teachers of English/ 

Language Arts in Secondary Schools in Minnesota. 

We recommend that to be eligible for licensure in 

English/Language Arts education a candidate shall 

have entry level preparation in the following 

knowledge and skills. 

I. Knowledge and skills applicable to meeting the 

major responsibilities of teachers of English/ 

Language Arts 

A. To teach language and writing 

Knowledge 

1. Theories of language development 
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2. 

3. 

4. 

5. 

6. 

Skills 

1. 

2. 

3. 

from early childhood onward with emphasis 

on the adolescent and of the effects of 

social, cultural, and economic environ

ment on the acquisition and use of 

language 

The phonological, grammatical, and semantic 

functioning of language, the uses of 

language, and the process of development 

and change in language--particularly as 

applied to the English language 

The various descriptions--traditional 

and modern--of the grammatical structure 

•of the English language 

The elements of the writing process, the 

uses of writing, and research in written 

composition 

The methodologies for teaching writing 

and the importance of logic and reasoning 

to both the writing process and the 

written product 

A variety of strategies for efficient yet 

effective evaluation of student writing 

To write effectively as a model for 

students 

To provide instruction and activities 

that will enable students to write 

grammatically and to adapt strategies 

and forms of writing to various contexts, 

audiences, and purposes 

To respond specifically, constructively, 

and efficiently to students' writing 

for the purpose of revising and improving 

the writing 

a. 

b. 

To respond to considerations of 

audience, purpose, and context 

To diagnose problems in reasoning, 
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B. 

form, structure, usage, and style as 

well as in syntax, diction, spelling, 

punctuation, and legibility 

To teach literature 

Knowledge 

1. 

2. 

3. 

4. 

5. 

Skills 

1. 

A representative body of American and 

British literature, past and present, 

written for adults and for adolescents 

by majority and minority male and 

female authors, and some of the major 

works - in translation, if necessary -

of Continental and non-Western authors 

The value of literature as an art as 

well as (a) the enjoyment derived 

from a variety of experiences and 

viewpoints encountered in literature; 

(b) the appreciation of the force and 

beauty of language; (c) vicarious 

experience; (d) an appreciation of 

the commonalities and the diversities 

among peoples; (e) the interpretation 

of human motivations; and (f) the 

correlation between reading good 

literature and writing well 

The various methods of analysis, in

terpretation, and evaluation of 

literature 

The characteristics of various 

literary forms: poetry, drama, novel, 

short story, and essay; the kinds of 

literary devices; and such elements 

of literature as plot, theme, 

character, and style 

An in-depth study of the works of 

at least one major author 

To be a skilled reader and an in-

19 

2. 

3. 

4. 

5. 

formed interpreter of literature 

To encourage students to respond to 

literature in a variety of ways: 

personal response and application to 

their own lives and experiences, 

teacher-directed response based on 

acknowledged critical theories, and 

response through writing and other 

art forms 

To stimulate the sharing of the en

joyment of literature 

To motivate students to read litera

ture throughout their lives 

To help students understand the 

cultural and historical context of 

literary works 

II. Knowledge and skills applicable to meeting 

additional responsibilities of teachers of English/ 

Language Arts 

A. To teach reading and study skills 

Knowt~~ 

1. 

2. 

3. 

Skills 

1. 

A variety of philosophies and 

strategies for teaching reading at 

the various levels of interpretation 

and understanding 

Sources of materials for use in 

teaching developmental reading and 

study skills 

The elements of the process of 

developing reading skills: compre-

hension, phonics, vocabulary, scope 

and sequence, and criterion-referenced 

testing 

To assess the range of interests and 

abilities of students in reading and 

to select materials and plan 
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B. 

2. 

3. 

instruction to meet their varying 

needs, including the ability to 

analyze the readability of instruc

tional materials 

To teach students to comprehend both 

the stated and implied meanings of 

language and to identify, analyze, 

and use facts, implications, inferences, 

and judgments expressed through 

different modes of communication 

To teach students to locate resources 

for learning available through 

libraries, archives, interviews, and 

mass media and to use appropriate 

techniques for gathering, organizing, 

and assimilating information from 

such sources 

To implement speaking and listening techniques 

in the classroom 

Knowledge 

1. 

2. 

Skills 

1. 

2. 

Techniques or oral interpretation of 

literature and of small group and 

public speech communication 

The elements of the speaking and 

listening processes and the re

lationship between the two activities 

To use appropriate communication 

skills 

To instill habits of speaking and 

listening which show respect for 

each person's dignity while leading 

students to understand that Standard 

American English is the widely 

accepted dialect of business, 

government, and education 
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III. 

2. To show students how to make 

discretionary use of print and non

print mass media 

Skills applicable to teaching all components of 

English/Language Arts 

A. To assess the ability of students in 

B. 

C. 

D. 

writing, speaking, and listening and to 

select materials and plan instruction to 

meet their varying needs 

To evaluate student's progress in reading, 

writing, speaking, and listening 

To integrate the teaching of reading. 

writing, speaking, listening, and viewing 

so that they are mutually reinforcing 

To evaluate and use learning aids such as 

textbooks, computers, standarized and 

non-standardized tests, projectors, and 

tape recorders 

We further recommend that each institution engaged 

in preparation of teachers establish the following 

requirements: 

I. 

II. 

Prior to each audit by the Board of 

Teaching of the English/Language Arts 

education program, an informal review and 

critique of the program shall be made 

by classroom teachers of English/Language 

Arts and by administrators from the 

geographical area in which the 

institution is located. 

Prior to student teaching, students shall 

be required to complete satisfactorily 

at least two planned, supervised, and 

evaluated individual experiences, one 
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in junior high school or middle school, 

and a second in senior high school. 
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"CORN-A-NATION" 

OR 

"PROJECT CORN DOLLS" 

by Mary Jane Hanson 

Create your own special people--from princes to 

pilgrims with field corn, and enjoy a creative lan-

guage arts project this fall with your students. 

September I made a visit to my parent's farm in 

Last 

southern Minnesota. My father and I went out to our 

woods and cut down a rather large Birch tree into 1/2" 

wood rounds to be used for corn doll bases. Later in 

the day, I sat out in our corn crib and picked out 

more than 80 ears of field corn while my father pre

drilled holes in the wood rounds. 

The following week I arrived at Harrison Open 

School in Minneapolis with gunny sacks of corn, wood 

rounds, nails and corn cobs ready to begin the pro-

j ec t. My third, fourth, and fifth grade students were 

very enthusiastic about starting this project which 

would ultimately incorporate the development of 

skills in oral and written communication, industrial 

arts, and sales. Our room mother, Sharon Miller, 

brought us some fabric scraps and volunteered to come 

in several afternoons to help us get started with our 

dolls by cutting fabric into appropriate sizes for 

scarves, bonnets, and neckties. Robert Frank, in-

dustrial arts teacher, showed some students how to 

drill holes into the sawed off corn cobs and fit 

them with dowel rods for pipes. We ordered felt for 

eyes, noses, and lips. 

corn husks for hair. 

Some students used yarn or 

The children made single 

characters of their own choosing that first week. 

Original dolls included Dracula; Anna, the Tomato 

Seller; Henry, the Composer; Little Red Corn Doll; 

and Sara, the Peasant; to name a few. Upon com-

pletion each doll was put into a glass showcase in 
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our room which was also visible from the hallway. 

following week each student wrote about his or her 

The 

character. 

stories: 

Here are a few examples of the corn doll 

"Little Red Corn Doll" 

Once opon a time there Was a Girl Named Little red 

corn Doll, and she liked riding her volkswagom. She 

was going to Arkansas from arizoma and she Was going 

to arkansas to visit aunt and uncle and this aunt Was 

very mean every halloween. And her uncle Was nice 

every Valentines Day. And little red corn doll growls 

every thanksgiving Day and laughs every Chrisnas eve. 

Little red corn doll Was visiting them for hal-

loween. Little did she know that her aunt twuns very 

mean every halloween and she walked into the house and 

she saw him running in the house and her uncle said, 

Let's get out of here Why?" said Little red corn doll. 

And he said she twuns very mean every halloween. Then 

they Bumped into a Magician and he said, "Whats Wromg? 

Little red corn doll Whispered What Was Wrong and her 

aunt was coming and he said the magic word and they 

lived happily ever after. 

by Jenny Gunderson 

(Little miss cornet) 

Little miss cornet sat on a chair eating a appleberrey 

pie, a minute later a kernel popped and a muther and 

there was a big explosion there was popcorn all over. 

Her husband was walking down the hill when suddently 

he saw his house quickly opened the door there his wife 

was all over the place with that delicious appleblue

berry pie sitting on the chair her husband fainted and 

fell into the Applebruelberry, pie All of a suddent 

another explosion came and the roof blow off. Popcorn 

flew into the air a piece pipe, and a top hat went too. 

People ate happily ever after. 

by Ruben LP 
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"The Story of Henry David Dracula" 

by Danny Forester 

He was a teenager between the age of 15 or 16. He 

had lost his left eye falling from a brick wall at the 

age of five. His name was Henry David Dracula, the 

ninth. This man is not Lord Dracula, the vampire. 

That was his ancestor. The man who we have in my story 

is not a vampire. He is only a young man who hopes to 

be a scientist when older. But, let us go back into 

the past a bit. 

Henry was born in a hospital which was secretly 

experimenting with radiation and, just as he was being 

born, the hospital was left hanging by a thread in a 

severe radiation blast which killed everybody, in-

eluding Henry's mother and father--but not Henry. Now, 

you might think this is a fairy tale right out of the 

books. But if you have read "Dracula," then you would 

know that Dracula had the strength of ten strong men, 

so Henry lived. Actually, it would have been better 

for him to die because the radiation was slowly driving 

him crazy. Now, to the present. 

The year is 1941, and the day is March 29tb. 

hour is 3:04 p.m. and Henry is having a late lunch 

The 

in his small apartment. 

II when the phone rings. 

He is thinking about World War 

Henry answers it saying, 

"Hello" A thick, rich voice answers, "Listen, kid, if 

you want a steady job, come to 1500 Armand Avenue at 

12:00 noon sharp tomorrow." A click is heard and 

then silence. Henry sets the phone down and says to 

himself, "Armand Avenue at 12:00 tomorrow ... humm ... 11 

The next day Henry went to 1500 Armand Avenue 

and knocked on the door. There was no answer so 

Henry went in. 

from both sides. 

Suddenly, two thugs leaped at him 

Henry dived out of the way just as 

the two thugs hit each other and knocked themselves 

out. Henry then knew it was a trap'. 

rope in a corner and tied them up. 

26 

He found some 

He then slowly 



crept up to a door. He heard voices inside the room, 

and one he was sure was the voice that had telephoned 

him the day before. Quickly and quietly he readied 

himself and burst open the door. Singlehandedly he 

captured the man. 

Later that week the police made him a policeman 

on the force. He served as an office until, at the 

age of 64, he went completely crazy from the radiation 

from birth. He hijacked a DC-3 from Texas Inter

national Airport and smashed it into the West Coast. 

Everybody on the plane was killed, including HENRY 

DAVID DRACULA; 

Sara The Corn Peasant 

Sara is a peasant, she picks in the filds of America 

She is happy but like all corn She has Problems one 

of them is. When she picks she uses her mouth because 

she doesnot have any hands to do her job. So one 

day she want to a doctor to get some hands put on. 

And she did her job nise ervey day, and then She was 

famous all over the world. And she asked me to make 

a Stachow of her. So I did and She is Still Liveing 

happy. 

The 

End 

Rachel W. 

The life of Chester Cornell 

My life started on a tall green corn stalk. 

was living in Cornville at the time. I had five 

I 

sisters. Gath, Cindy, Caddie, Carol and the youngest 

Carrie. I also had four brothes Carmine, the oldest, 

then Carl, Charlie, and Clarence. Then there was me, 

Chester. 

I was born on bright sunny mornig in may I peeped 

out of the stalk and sead my first word's "mama". My 

mother was so supprised I thout shed junp of 
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the 

stalk. 

I was given a tiny pocket kife for my first 

Birthday present. It was maid out of red medall. 

Then my father (Mr. Cornel) said Chester? 

Chester! Yes thats it will call him Chester. so thats 

how I got my name. 

My sister Carrie was born a few months after me 

when she was born the first thing she did was look 

at me and smile. and right from the start I knew we 

were going to be best freinds right from the start. 

Me and Carrie had many adventures together. We 

went on picnics at the pond. We went to the zoo and 

fed the bugs by the park. 

One day we wer~ sitting by a large puddel, in the 

park feeding the bugs when a mouse started nibaling 

on carries back. She was so starteled she jumped and 

fell into the puddel and carrie coudent swim! I ran 

home for help. When I got home my father was planting 

seeds in his garden I told him what hapend we ran to 

the puddel where we had been. "I hoped it wasent to 

late!" but there she was, holding on to a twig pad

deling for shore. We took her home and put dry cloths 

on her. My mother made cornmeal for dinner that night 

my favorite! 

One morning on Nov. 26 (thanksgiving) I was 

sitting reading "mother corns nersry rhymes" when 

some body picked me of my stalk and put me in a bag 

with lots of other corn cobs. Later we were put in a 

pot of boiling water. 

the middel of a table. 

Then we were put on a plate in 

Evrything smeled so good'. 

There was turkey, mashed patatoes, gravey, stuffing, 

relish, and minced pie. I closed my eyes and sniffed 

the good food. When I opened them, there in front of 

me was the prettiest co~n cob I had ever seen. It 

was love at first sight'. I sead "hi, my name's 

Chester! What's your name". She sead hi my names 

cornellia but you can call me corney for short." Then 
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a hand came down and grabbed cornellia~ A boy was 

about to take a bite out of her. and it was up to me 

to save her'. I had to think fast'. 

The meowed as she passed and I had an idea: I 

reached into my pocket for my knife which I had gotten 

for my first Birthday. it was so tiney and the cat 

was so huge but it was worth a try. 

knife at the cat. The cat screeched'. 

I flung the littel 

The boy dropped 

cornellia and went to see what was the matter with 

the cat! I grabbed Cornellie hand'. We ran in till we 

got to my salk. we were maried the next day and have 

been living happilly ever since. 

The End 

Erin Burkett 

We had quite a bit of corn and other materials 

left over, so the class decided to mass produce the 

dolls in single and double pilgrim characters and 

mount them on rectangular pieces of wood for sale to 

parents and staff. We had been studying the history 

of transporation at the same time so they knew about 

Henry Ford's success with assembly line production. 

Various committees were organized: pipe-makers, 

nailers, face feature makers; clothing sewers, felt 

hat assemblers, etc. Our fall fund-raiser lasted 

about six weeks and the children really learned about 

the spirit of cooperation. Many pictures were taken 

and one student's mother wrote up our project for a 

local newspaper. Much parent and student enthusiasm 

was generated as the dolls became welcome table 

decorations in their homes to be enjoyed for many 

years to come. 
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THE NEED FOR FIELD EXPERIENCES AT AN EARLIER 

DATE: A RESPONSIVE AND A RESPONSIBLE ACT 

by Robert L. Wilson 

In the majority of undergraduate teacher training 

programs, all field experiences are limited to the 

students' senior year in college. And that is four 

years and several thousand dollars too late for 

students to discover they are not cut-out for teaching. 

Given the fact that colleges and universities are ex

pected to be responsive to the needs of their students, 

state institutions must surely have a concomitant 

responsibility. The fact of the matter is that col-

leges and universities cannot live up to their expecta

tions if the agencies which fund the~ do not provide 

the means of making viable programs available. 

Austerity has become the watchword for American 

taxpayers in these economically troubled times. More 

than ever before, they are demanding greater ac

countability for their tax dollar and are insistent 

on an equitable return for their capital investments. 

They can no longer afford expenditures which yield 

them no return. Yet, because of inadequate programs, 

it is not uncommon for college seniors to discover 

in a field experience--late in their training--that 

teaching is not for them. The world they have pre-

pared for and the world they have found are not the 

same. They are shocked by the demands and constraints 

placed on them as prospective teachers. 

In all fairness to those students preparing for 

a career in teaching, as well as those responsible 

for the i r training , meaning f u 1 k i n'd s of f i. e 1 d ex

periences must be provided prospective teachers much 

earlier in their training. Field experiences as 

early as the sophomore tear would enable professors of 

education to guide students either in to or out of 

teaching two years earlier than is presently the case. 

Teaching, like every other profession, has a majority 
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of members who belong and a minority who, for one 

reason or another, do not belong. Those who show a 

• f teaching need to be encouraged. capacity or Those 

who haven't either 

to be channeled in 

the aptitude or the interest need 

some other direction. In either 

case, the candidates need to be guided early. 

Were the field experiences spread over a broader 

spectrum of time, there would be less likelihood of 

students' discovering too late they are unsuited for 

teaching. In short-term field experiences, the 

system itself cannot help but be partially responsible 

for the casualties among interns .. For instance, in an 

experience of limited duration, there are too many 

expectations of students and too little time to master 

them. In the opinion of the author, teacher training 

needs to become more of an apprenticeship experience 

in which a trainee works with several teachers over 

a long period of time rather than one teach~r over a 

limited time period. 

If a prospective teacher's field experiences 

could be spread over a three-year period, it seems 

that taxpayers would have a better guarantee on their 

investment than they presently have. Not only would 

the additional experience benefit the interns, but 

early placement could also be a boon to teachers. 

During their sophomore year, the interns should function 

largely as teacher aides and with a single class. 

Simply becoming familiar with the operations of a 

classroom would provide a basis for interns' for

mulating some general impressions about the nature of 

teaching early in their training. As much as anything, 

this initial classroom experience would be intended 

to create a feeling for teaching. In this experience, 

interns would, assist students with assigned work and 

would help students with various academic and social 

problems. 

As juniors, the interns would perform for one 
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class for one semester various clerical and record-

keeping tasks: typing, keeping attendance registers 

current, and posting in the grade book the grades for 

all evaluated written assignments of the students. 

the During the second semester of their junior year, 

interns would be responsible for grading oral and 

written assignments of the students, issuing grade 

reports, and attending parent conferences in which 

parents challenge grades given their children by the 

interns. During this year, the interns would spend 

one semester with two different teachers. 

As seniors, the interns would spend both semesters 

with the same cooperating teacher. During the first 

semester, an intern would be assigned to one class 

and be responsible for cooperatively planning: 

unit, weekly, and detailed daily lesson plans. Also 

included in this phase of the internship program 

would be a responsibility for preparing teaching ob

jectives appropriate for the unit(s) being studied. 

During the second semester of the senior year, an 

intern would assume the full teaching load of ihe coop

erating teacher--i.e., either five or six classes 

with at least two different teaching preparations. 

In a field experience program of this duration, 

it would not be as likely for a prospective teacher 

to d i s cover du r in g '· t·h e s tu dent t e ;:i chin g exp er i enc e 

that teaching is not a suitable career. Instead, this 

would likely be discovered prior to student teaching. 

The greater amount of exposure to the tasks of 

teaching will permit a prospective teacher tc en

counter at a much earlier date any apprehensions about 

entering the profession. 

In summary, responsible educators and legislators 

cannot continue to permi~ students to discover at 

the end of their training that they have prepared for 

the wrong profession. Students must have the 

opportunity to reconsider--even to fail--, but with 
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the ever-increasing costs of higher education, an 

awareness of the need to reconsider must come earlier 

than ever before. The only sure way of making this 

opportunity available to undergraduates is not to 

train them in a vacuum--apart from the school--but 

within the school and at the earliest date possible. 

Manuscripts Wanted for Senior High Idea Book 

The National Council of Teachers of English 

wishes to consider successful immediately 

usable ideas for the high school teacher for 

a sequential senior high school edition of 

the Carter-Rashkis Ideas for Teaching ERglish 

in the Junior High/Middle School. Your idea 

must (1) fit into one of the following 

categories: oral language, writing, reading 

and literature, language study, thinking 

skills, interdisciplinary studies on media; 

(2) state the purpose of the activity, di

rections to both the teacher and the student; 

(3) be no longer than two pages, double

spaced, typed; and (4) be immediately useful 

to classroom teachers (please be concise). 

Send your idea to Bill Horst, 2311 Lighthouse 

Ct., Richmond, VA 23229 or Dianne Shaw, 164 

Lake Ellen Drive, Chapel Hill, NC 27514. 

Please enclose a SASE for acknowledgement and 

return of your idea and state your name and 

affiliation clearly on the idea. Deadline: 

December 31, 1982. 
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A FAMILY THERAPY APPROACH TO THE TAMING OF THE SHREW 

by Richard B. Sargent 

At the heart of Shakespeare's comedy The Taming of 

the Shrew is a struggle between a father and his 

daughters over the selection of marriage partners. The 

wrangling, threats, tears, and manipulations of their 

interaction must have been hilarious to an Elizabethan 

audience in ways we only dimly perceive. For them, 

the father and daughters are caught in a familiar, 

ridiculous situation. In a patriarchal society, a 

father is expected to control his daughters, but not 

all daughters are so easily controlled, especially 

when the values affecting the disciplinary options of 

the father are infiltrated by the Christian humanist 

imperat~ve to preserve family discipline without re

sorting to overt physical brutality. Baptista does 

not sound like the father in A Midsummer Night's Dream 

who threatens his daughter with death if she does not 

obey; he sounds more like the Antony in Anthony and 

Cleopatra who wishes the complaining Octavian had as 

difficult a wife to control as Antony found Fulvia. 

In•our (I hope) less patriarchal society, we do not 

respond to the play with an assumption that a father 

is supposed to be able to dominate and love his 

daughters at the same time; never-the-less, the inter

action of the father Baptista and his two daughters 

Katharina and Bianca remains fascinating and hilarious 

In one crucial way, the interaction is independent of 

historically relative social expectations. The 

negative la~el attached to Katharina, shrew, is not 

a quality in her but a feature generated by the family 

interaction. In this respect, the play contains an 

insight at the heart of family therapy: negative 

behavior, whether it is juvenile delinquency or 

schizophrenia, can be understood as a feature, not of 

the individual manifesting the symptom, but of the 

whole family system. 1 We can still relish the joke 
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in The Taming 9_! the §hr.ew without having to accept 

the presuppositions of patriarchal social organization~ 

since we can intuitively reinterpret the ridiculous 

situation: a father, full of self-pity because his 

older daughter has been expelled for bad-mouthing the 

high school principal, is dumb-founded when another 

man finds his daughter attractive, worthy of marrying, 

and ready to adopt the social graces. 

The best evidence that Katharina's shrewishness 

is defined by the play to be a feature of the family 

system can be found in the first scene of the second 

act of the play, the only interaction between 

Baptista, Katharina, and Bianca unaffected by the 

presence of others. As the scene opens, Katharina has 

her younger sister tied up, as if in the fond hope of 

holding still her slippery sister. Baptista is later 

surprised to discover that his superficially dutiful 

daughter has eloped, but Katharina is under. no 

illusions about Bianca's veracity. The violence of 

her inquisition is, both of the sisters know, out

rageous but also growing out of an understandable 

rage. Bianca, complaining of the rope, adopts the 

maddening assumption that Katharina is jealous of 

Bianca's "gauds" (II.i.3) 2 , and offers to take them 

off. Bianca's attractive clothing, which she dutifully 

offers to take off if ordered to do so by her elder 

sister, is a symb0l of her father's love, just as 

her pretense at obedience is a way of prolonging the 

prefer.merit. Katharina's demand is instead to know 

the name of the suitor Bianca loves best. Because 

we believe Bianca's reply that she has not yet met 

the man she loves best, we are unnerved by Katharina's 

angry denunciation of her lying sister. The source of 

Katharina's rage is so unclear to us that we make the 

com~on mistake of parents when witnessing a sibling 

quarrel; we take sides on the basis of the overt terms 

of the argument. Baptista enters just as Katharina is 
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striking the crying Bianca, and he instantly rushes 

to Bianca's defense, certain that Bianca has done 

nothing to deserve such treatment: "For shame, thou 

hilding of a devil's spirit. Why dost thou wrong 

her that did ne'er wrpng thee?" (II.i.26-7). At 

such a moment, the label "shrew" seems undeniable, 

particularly since, like Baptista, we come in on an 

interaction that has been on-going. All three family 

members have their ex~ectations fulfilled, because 

each punctuates the fight in their own way. Baptista 

protects Bianca, he thinks, because Katharina out

rageously attacks her; Katharina attacks because 

Bianca is the protected one; Bianca is victim because 

her father will protect her. The three are locked 

in a vicious circle none of them understands. 

Baptista sees evidence for his understanding of 

his two daughters: his ungovernable elder daughter 

is unjustifiably assaulting his poor weeping little 

girl. In anger he demands an explanation of what his 

"When did she request defines as unexplainable: 

cross thee with a bitter word?" (II.i.28). Because 

his request is rhetorical, he cannot hear the answer: 

"Her silence flouts me" (II.i.29). The answer is 

shrewisk, which is to say it expresses a depth of 

anger not cl~arly provoked by the present situation. 

Bianca's pretense of obeying her elder sister is 

infuriating because it works; it gets Daddy mad at 

Katharina. But it is also generated in part by the 

very pressure of Katharina's fury. The essential 

truth in this comically sad family interaction is 

embedded in Katharina's next compaining defense: 

What, will you not suffer me? Nay, now I see 

She is your treasure, she must have a husband; 

I must dance barefoot on her wedding day, 

And for your love to her lead apes in 

hell. (II.i.3!-34) 
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Katharina's raw biLterness reveals her punctuation of 

Lbe quarrel: the fight did noL start with Rianca's 

refusal to tell whom she loved, it started with 

Baptista's love for Bianca. In the eyes of Katharina, 

Bianca is Baptista's treasure, and hence Baptista will 

find her a good marriage pa~tner, while he will neglect 

Katharina's need for a marriage partner if she is to 

avoid the horrible fate of unmarried women, leading 

apes in hell. At the level of literal content, 

Katharina is unjust in her charge: Baptista has just 

announced that Bianca is not to be married until a 

marriage partner is found for Katharina. But at the 

level of feeling, Katharina's charge is right at the 

heart of the comic dilemm~: is Katharina shrewish 

because her father loves Bianca more than he loves 

her, or does Baptista prefer Bianca because she is 

not so shrewish as Katharina? In the final analysis, 

many sibling quarrels seem to ride on just such an 

unanswerable q_uestion about "who did it first?" 

In Conjugium, one of ten dialogues added to the 

popular series Familiarium Colloquiorum Formulae, 

Erasmus examines the same dilemma in marriage: is 

a wife shrewish because her husband is cruel, or is 

the husband cruel because his wife is shrewish? The 

colloquy was popular, and was translated into English 

in 1557 as A Mery Dialogue, Declaringe the Propertyes 

of Shrowde.Shrewes, and Honest Wyves.3 In the opening 

of the dialogue, Eulalia, Erasmus's spokesperson, 

meets a disconsolate friend called Xantippe (the riame 

of the legendary shrewish wife of Socrates, alluded 

to in Shakespeare's play). Xantippe is angry that 

her husband is drinking her dowry away. Eulalia hints 

that perhaps if Xantippe were more loving towards her 

husband, he would not drink so much. Eulalia's 

argument that you can tame a shrewish husband better 

with mildness than with bitter words is relevant to a 
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consideration on Shakespeare's play even if we do not 

accept the strong circumstantial evidence that 

Shakespeare used the colloquy as a source. 4 At the 

heart of both is a recognition that shrewishness is 

interactional. 

Petruchio enters this troubled family system in 

ways that would not endear him to us; he brags, he 

flaunts his materialism, and he plans a taming process 

that is far from Eulalia's suggestion of mildness. 

But he also has admirable characteristics: he speaks 

clearly about what he wants, he refuses to accept as 

permanently true the negative label presently attached 

to Katharina, he does not accept anyone else's nega

tive label for himself, and he lets Katharina know 

that he values her highly. Petruchio is loud, pushy, 

and capable of outrageous displays of anger; in short, 

he is, in the eyes of some, a shrew. One moment when 

a character calls him a shrew is revealing, because 

the perception is based on a complex interaction of 

several characters. Grurnio, servant to the just-

married Petruchio, has just arrived at home before 

his master, and is telling the story of the ludicrously 

miserable trip from church to home, to another servant, 

Curtis: 

c;rumio: 

Curtis: 

Grumio: 

Curtis: 

Grurnio: 

we came down a foul hill, my master 

riding behind my mistress--

Both of one horse? 

What's that to thee? 

Why, a horse. 

Tell thou the tale, But hadst thou not 

cross'd me, thou shouldst have heard 

how her,horse fell and she under her 

horse; thou shouldst have heard in how 

miry a place, how she was bemoil'd, how 

he left her with the horse upon her, how 

he beat me because her horse stumbled, 
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Curtis: 

how she waded through the dirt to pluck 
him off me, how he swore, how she 
pray'd that never pray'd before, how r 
cried, how the horses ran away, how her 
bridle was burst, how I lost my crupper, 
with many things of worthy memory, which 
now shall die in oblivion and thou 
return unexperienc'd to thy grave. 
By this reck'ning he is more shrew than 
she: (Act IV.ii. 59-76) 

The humor of the passage is multi-faceted. We laugh at 
Curtis '.s literal interpretation of "What's that to 
thee," and more at the joke of the tale Grumio tells 
Curtis he would have told if he had not been crossed. 
Most of all, however, we laugh at the interaction of 
the two characters: the weak-brained Curtis provokes 
from the beaten, exhausted servant Grumio a flare of 
anger worthy of Petruchio; Grumio's browbeating of the 
silly Curtis is almost worthy of the name, shrewish
ness, the name Curtis in ~dmiration gives to the wild 
behavior of Petruchio. Condensed into one moment, 
then, is a complex interactional joke: in shrewish 
temper Grumio tells a tale of his own treatment at 
the hands of a shrew, in which the ostensible shrew of 
the title of the play is described as playing the role 
of protector of one who, then being beaten, now is 
doing the beating. Curtis's comment makes the issue 
of shrewishness seem merely a matter of power expressed 
in the pecking order, with Petruchio at the head of 
the line, and Curtjs at the end. That surely is one 
way of understanding the interattion, but it does not 
account for the shifts in and out of the syndrome 
that we can perceive in several characters, not just 
in Katharina. What is the significance in that sharp 
image of Katharina, on whom a horse has just fallen, 
wading through mud to pull Petruchio off his 
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servant Grumio? The image is arresting precisely 
I because it does not fit our assumptions about the self-

centered, waspish Katharina. The observer is involved 
in the interaction she watches, reminding us of the 
multi-levels of watching at this moment: We watch 
the Lord watch Christopher Sly (if the director 
leaves in this level of watching) watch the actors 
present Curtis watching (listening would be more 
accurate) Grumio tell the tale (watching in retrospec
tive?) of Katharina not just watching Grumio getting 
beaten, but deciding to intervene. 

The "taming" of Katharina the shrew is not, as 
it seems on the surface, a sequence of denials. 
Katharina does not decide to give uy her explosions of 
anger merely because she has been denied sleep, food, 
and clothing. The final denial, the denial of family, 
does seem to Hortensio to lead to the clearest 
evidence of Katharina's tamed behavior: 

Pet. 

Kate. 

Hort. 

Now, by my mother's son, and that's 
myself, 

It shall be moon, or star, or what I 
list, 

Or ere I journey to your father's 
house--

Forward, I pray, since we have come so 
far, 

And be it moon, or sun, or what you 
please; 

And if you please to call it a rush
candle, 

Henceforth I vow it shall be so for me. 

Petruchio, go thy ways, the field is 
won. (IV.v. 6-23) 

But if Katharina's witty acquiesence is the opposite 
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of shrewish behavior, it is at the same time also far 

from passive resignation. Hortensia is notably dense 

when it comes to women, or when it comes to under-

standing any human interaction. He assumes what 

Petruchio does not; that shrewishness is a personality 

trait rather than a pattern of interaction. Such an 

assumption dooms a man to marrying a shrew; were she 

not one before meeting him, and of course she would 

not be, his expectation would provoke the behavior. 

In the end, then, Petruchio's assertion of power can 

remain funny even in a non-patriarchal world because 

of the shared joke: Petruchio gets us to laugh at 

the Baptista's and Hortensia's of the world who think 

the people in their families are shrews or delinquents 

or crazy, without recognizing their own role in 

evoking such behavior. 

Notes 
1Most of the ideas about family therapy and in

teraction in th~s paper are derived from Virginia 
Satire, Conjoint Family Therapy (Palo Alto, California: 
Science and Behavior Books, Inc., 1964; rev. ed 1967). 
Satir does not talk about drama, but two family 
therapists who are strongly influenced by Satir's use 
several plays, including Hamlet, to explain the basic 
ideas of family therapy: Tony Manocchio and William 
Petitt, Families Under Stress: ~ Psychological Inter
pretation (London~Boston: Routledge and Kegan 
Paul, 1975). Although Manocchio and Petitt are 
sensitive readers of literature, they approach the 
plays as if they were the case studies of real families, 
and are unapologetic about wanting to help people 
understand families more ihan w~nting to help people 
understand literature. After discussing O'Neill's 
Long Day ' s Journey Int o Night_ , t hey say , " 1 et us 1 o o k 
at some of the alternatives the Tyrones might have 
followed ... 11 (p. 128). They are clearly not trying to 
pass off as literary criticism what is intended as 
helpful hints to families in trouble. Still, fruitful 
criticism occurs most frequently at the crossroads of 
disciplines. 

2 Quotations are from The Complete Works tl 
Shakespeare, ed. Bevington (Glenview, Illinois: 
Foresman and Company, 1980). 
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Scott, 

3For references to the colloquy, I am using English 
tr~nslation in The Earliest English Translations of 
Erasmus' Colloquia" 1536-1566, e enry de Vocht 
(Louvain: Librairie Universitaire, 1928). 

4Most editions of Shakespeare's play list A Mery 
Dialogue as a source. de Vocht in the introducti~o 
his edition goes over the evidence for linking the 
Erasmus colioquy, the life of Thomas More, and 
Shakespeare's play. 

ERIC Clearinghouse on Reading and Communication Skills 

SEMIOTICS 

Semiotics, a relatively new and highly contro

versial area, has been praised as the most comprehensive 

of fields and condemned as an imperialistic discipline. 

Its literature is so wide-ranging and complex that 

even Umberto Eco, a major theorist, acknowledges that 

semiotics is a field "in a state of disorder." The 

central concerns of semiotics can be defined, though, 

and some of its implications for teaching can be 

outlined. 

What Is Semiotics? 

Semiotics is the study of signs. A sign is 

something that stands for something else. 

three kinds of signs: 

There are 

1. symbols-signs that bear an arbitrar 

ship to that which they stand for. 

relation-

(E.g. , 

the word "apple" by convention stands for 

the fruit we identify with the word.) 

2. icons-signs resem.h..l.;i....n.g that which they stand 

for. (E.g., a painting of an apple looks 

like the fruit it represents.) 

3. indexes-signs that are indicators of a fact 

or condition. (E.g., a chest pain can 

indicate heaitburn; smoke usually indicates 

fire.) 
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Additionally, signs can b~ orgnnlzed Into 

f b , t and behaviors. systen!5 ~ J ec 5 The arts and the 

d • di·sciplines are highly complex, aca em1c interrelated 

sign systems-formulations and configurations of symbols 

and/or icons. The way you set your table is part of a 

system of cultural signs, as is your choice of clothes, 

wallet photos, and bumper 

too, since they stand for 

stickers. Ideas are signs 

entities as defined in one's 
culture. Ydur idea of snow, 

by the repertoire of words, 

for instance, is determined 

categories, pictures, and 

other interpretants provided by your culture. 

There are three basic areas of semiotics-semantics, 

pragmatics, and syntactics. Semantics deals with the 

meanings of signs and sign systems; that is, meanings 

of words, sentences, gestures, painting, mathematical 

symbols, etc. Stated another way, semantics attempts 

to specify the cultural definations of all kinds of 

signs and sign combinations. Pragmatics deals with 

inferential meaning-the subtler aspects of communica-

tion expressed through indirection ("It's drafty in 

here"="Close the door") and through social contexts 

(as when a threat is understood as mere horseplay 

among boasting friends). Syntactics deals with the 

structure of signs and sign systems (such as the 

structure of a sentence, novel, film, fugue, or 

ceremony). Linguistic syntactics (phonology, mor-

phology, and syntax) is best known by teachers, but 

semiotics is concerned with the "syntax" of non

linguistic ~ign systems as well. 

The above definitions, adapted from Eco, Charles 

Morris, Charles Sanders Peirce, and at.hers, are 

necessarily oversimplifications. Yet they provide 

some sense of the vast range of semiotics, pointing 

to the field's relationships to communication, 

anthropology, psychology, and various traditional 

school subjects. 
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Has Semiotics Influenced Teaching? 

In oral language and reading, pragmatics has had 

a growing influence. Literary theorists, psychol-

inguists, and even computer specialists-for example, 

Iser, Smith, Schank-are finding common ground in the 

notion that reading is not mere message transmission 

but a joint venture in which the reader cooperates 

with the author in a meaning-making process. Schema 

theory (see ERIC Fact Sheet, "Schemata") holds that 

a reader's repertoire of experiences-characterized as 

schemata, or stored conceptual structures-will directly 

determine the qualities of meaning that he or she 

derives from a text. This is not merely a theoretical 

observation. The way a teacher views a wide range of 

language behaviors, from students' miscues in oral 

reading to their discussions of literature, will be 

profoundly a~fected by the teacher's appreciation of 

pragmatic aspects of communication. Reading researchers, 

moreover, ara asking a variety of pragmatic questions 

about reading: When students read simplified texts, 

do they suffer f~om the lack of connectives that 

reveal relationships in more complex texts? How, and 

at what ages, do children develop schemata for reading 

different kinds of stories predictively? What kinds 

of metaphorical expression can be processed by 

children at different age levels? 

What Are the General Implications 

of Semiotics for Teaching? 

A comprehensive view of curriculum is implicit 

in semiotics insofar as all existing school subjects

and even subjects not yet formulated-are by their 

nature ways of organizing signs. If we think of 

learners as individuals with the potential for 

expressing themselves through a variety of signs (such 

as linguistic, gestural, pictorial, musical, and 

mathematical signs) and systems of signs, we gain a 
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fresh perspe tLve both on human potential and on the 

organization of school subjects. 

A constellation of cognitive, aesthetic, and 

psychomotor skills is brought to the surface when we 

consider students' abilities to understand and perform 

in numerous 

curriculum, 

sign systems. The role of language 

moreover, takes on new power in the 

in the 

semiotic perspective. Language is the main arbiter as 

students learn to use and understand all of the other 

symbol systems. Language is used by musicians and 

visual artists in articulating their intentions and 

describing their techniques. Analysis of the syntax 

of any nonlinguistic object, from an equation to a 

piece of sculpture, involves language. So does 

description of the ideas or emotional responses that 

the object evokes in us. 

The centrality of language in semiotics can be 

disputed on theoretical grounds, but as Eco says, 

"Language is the most powerful semiotic device that 

man has invented." Piaget states that "language is 

but one among ••• many aspects of the semiotic function, 

even though it is in most instances the most important." 

John Carroll acknowledges the educational importance 

of pictorial forms but notes that they "are almost 

always accompanied by language and often require 

language to make them intelligible." Language across 

the curriculum, then, is not a mere buzzphrase; it is 
an essential con<lition for learning. 

Suhar has called semiotics an overarching con

ception that provides a stronger basis for inter

disciplinary studies than, say, traditional rationales 

like the humanities and aesthetic education, or more 

recent ones like media study and global education. 

Consistent with studies in right/left brain functions, 

a semiotics-based curriculum encourages students to 

talk about the paintings and music they produce, to 
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create collages expressing the themes of novels and 

plays, to write about the things they see under 

microscopes and in physics laboratories, or to engage 

in a variety of purposeful cross-media activities. 

As Wolfe and Reising note, these mindstretching 

activities "shift repeatedly between two different 

kinds of brain functioning ... [and] engage both brains 

in a balanced way." 

The richness of skills required in a semiotics

based curriculum is evident. Saloman, among others, 

has written about the range of mental skills required 

in multimedia reception and production. A well-

articulated semiotics-based program would necessarily 

be the opposite of the unstructured "frills" approach 

criticized by the back to basics advocates. The very 

range of semiotics and its potential for organizing 

our thinking about curriculum in new ways can add 

structure and substance to 

that teachers value: o.ral 

arguments 

language, 

for the things 

the written word, 

the arts, interdisciplinary study, and the articulate 

exchange of ideas and feelings among students. 

Sources for Further Reading 

Carroll, John B., "Potentialities and Limitations of 

Print as a Medium of Instruction." In Media and 

Symbols: Forms of Expression, Communication., ;;i_n_g_ 

Education, edited by D.R. Olson. Chicago: Univer-

sity of Chicago Press, 1974. 

Eco , Umberto . _!,~ Theory o f Semi o t i c s . Bloomington: 

Indiana University Press, 1978. 

Iser, Wolfgang. The Act of Reading. Baltimore, Md.: 

Johns Hopkins University Press, 1978. 

Morris, Charles. New 

York: Braziller, 1946. 
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IN SEARCH OF AN AURAL CURRICULUM 

A STARTER UNIT 

(Teaching Listening at The Secondary Level) 

by Harvey Weiss. 

"I know it's important, but where do I find the 

time? 11 "I'd like to teach listening, but I don't have 

any idea where to start'." "With all the budget cut-

backs, it's hard to find the necessary funds for new 

materials." These and similar comments reflect the 

dilemma of language arts teachers in our secondary 

schools. They don't know where they would fit a unit 

on listening into a~ already crowded curriculum; 

courses are almost impossible to get approved. 

new 

And 

money is tight everywhere. Even if all these conten-

tions could be met, where does the classroom teacher 

turn to find the necessary and appropriate materials 

to start teaching listening? Hopefully, this article 

can be of some practical help. 

The following proposed "starter unit" outline 

might be, in part, the answer to the questions raised 

above. It is a 1O-Day lesson plan, with accompanying 

materials and methods to teach a beginning unit on 

the skill of effective listening. Ten class periods 

can be absorbed into almost any course, in any 

curriculum anywhere, with a minimum amount of dis-

ruption, preparation and money. It is not a replace-

ment for a full course of nine or eighteen weeks, nor 

will it provide an answer to fill the void of listening 

instruction in the majority of our educational in-

stitutions. But it can be done by anyone, for very 

little money, and most importantly, it is ~ beginning'. 

Here, then, is a brief day-by-day guide on what 

to teach, the materials to use (in most cases send 

for) and some rationale (or each of the content lessons. 

The footnotes will be catalogued at the end of this 

article, with accompanying titles, addresses and 
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costs ~f the materials alluded to in the guide. 

AN AURAL CURRICULUM "STARTER UNIT" 

Some reasonable objectives for this unit could be 

all or some of the following: 

Day One: 

Day Two: 

---Define and understand what the term 

listening means. 

---Create student awareness that listening 

is an integral part of the entire com-

munication process. 

---Provide a beginning for studying 

listening theory. 

---Students will identify some of their 

listening strengths (improve) and 

weaknesses (correct) 

Administer pre-drill diagnostic listening 

test. 1 

Rationale: Establish the student's most 

natural beginning level of 

listening efficiency. 

(Instruct them that they should 

try as hard as they can to do 

well. 

Day 2.) 

You can explain that on 

Explain course outline for next two weeks: 

A. 

B. 

Announce that their pre-test scores 

will be used to determine 1/3 of their 

listening unit grade, (try to get them 

corrected as early as possible) by 

using the% of improvement on the post

drill test taken at the conclusion of 

the unit. 

Explain that the next 1/3 of their 

unit grade will be on all written work 

handed in and worksheets completed. 

These include: 

1. Successful completion of 
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C. 

2. 

3. 

4. 

5. 

student listening log. (They 

are to keep track of how much 

time they spend listening in 

each of their classes for one 

full week. This includes 

teacher lectures, discussions, 

films, or any form of message 

reception 

Hand them out today. You can 

collect them on Day 7. 

Writing a short essay on the 

importance of good listening, 

and some benefits derived 

from accurate listening. 

Assign it today, and it 

should be due on ~l
Cooperative participation in 

the listening games and 

activities done in class as 

a group. ~ is the 

scheduled activity day. 

Hand in a completed Bad Habits 

Inventory and accompanying 

worksheets used on Days 4 & 5. 

Watching film, Listening 

Between The Lines, and com

pleting the worksheet on the 

film, used 

(Outside of Class) 

on D~_y__]_. 

The final 1/3 of 

unit grade will be determined on the 

following: 

1. Reading a chapter or two from 

any of the several sources 

provided.2 

They can be given one week to 

read and do chapter outlines 
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Day Three: 

***2. 

provided by the teacher. 

Discuss it on_!)_~. 

Listen to five, 10-minute 

audio taped mini-lectures 

taken from the first five 

chapters from the bench-mark 

textbook by Nichols & 

Stevens.3 You will have to 

purchase the book, make up 

your own lectures, tape them 

in your own voice, and make 

up the student guide-sheets. 

Final discussion of the 5 

lectures is scheduled for 

two exercises should 

be done by students in

dividually in a quiet 

setting like. the library, 

media center or other 

arranged space. 

Show introductory film, and discuss its 

content. 4 

Rationale: Give students a general 

overview of entire topic 

of listening which 

includes: 

hearing vs. listening

listening as a 3-step 

process-

obstacles to effective 

listening-

suggestions for critical 

listening-

A guide-sheet can be 

distributed before/or after 
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Day Four: 

Day Five: 

Day Six: 

showing, to reinforce their 

good listening (viewing?) 

habits or point up their 

need to do something about 

their bad habits. 

COLLECT STUDENT ESSAY ASSIGNED ON DAY 2. 

COLLECT STUDENT GUIDE-SHEET ON TODAY'S FILM. 

(return for final un.it test on~-) 

Administer 1O-Point Personal Listening 

Habits 5 Inventory. 

This can be followed by listening in class, 

to an audio-tape, entltled, "He Who Has 

Ears," 6 by Dr. Ralph Nichols. This enter

taining speech elaborates on all of the 

points covered in the student inventory. 

Rationale: Enables the student fo 

focus on their own patterns 

of message reception, 

hopefully will try to 

improve on what they find 

lacking. 

Discussion can follow, if appropriate, on 

their inventory scores, and each point as 

they are covered on the audio-tape. 

It will take all, or portion of another day 

in class to properly discuss and listen 

to the tape. 

You should now discuss, explain, clarify 

or expand on, the main points of the 

student's reading assignment which was 

be done outside of class. 

to 

Rationale: To introduce students to 

some basic listening 

theory, make them res

ponsible for doing this on 

their own time, and 
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Day Seven: 

Day Eight: 

Day Nine: 

Dav Ten: 

provide them with a basic 

understanding of the 

common principles of 

listening in the communica

tion process 

COLLECT THESE WORKSHEETS FOR PROPER CREDIT 

(return in time to study for test on ~~y_ ___ ~) 

Devote entire day to one or two "games or 

a c t iv i t i e s " 7. t he c 1 a s s ca n d o a s a g r o u p . 

It forces them to engage in some of the 

mental discipline needed for good listening. 

Rationale: Reinforces the concept that 

being a good listener 

doesn't have to be all work, 

it can be fun and enter

taining, too'.'. 

COLLECT Student Listening Log WHICH THEY 

HAVE BEEN COMPILING SINCE DAY 2. 

Use entire class period helping students 

complete their mini-lecture guide-sheets 

which they have been working on outside 

of class for the past week. 

COLLECT THESE AFTER THE TEST ON DAY 9. 

Administer a test on the reading assignment, 

the 5 mini-lectures and on the film 

worksheet. 

To be consiste_nt, give the test or~. 

Read each test item only twice. This 

enhances their ikills of concentration, 

recall and cognitive material. 

(Remember, this test and corresponding 

worksheets is 1/3 of their unit grade!) 

Give students their post-drill diagnostic 

listening test. 8 

Rationale: See if they have improved 

any in this short period 
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of time. 

Use the difference in the results with 

the pre-drill diagnostic test any way that 
is practical for you. The ideal would be 
to use any improvement as the basis for 
their grade. 

etc.) 

(i.e. 7-10% = A, 4-6% = B, 

So, this will probably conclude the first expe-
rience you and your students have had with any form of 
listening instructional materials. It hopefully 
wasn't too difficult for either of you to follow. If 
you couldn't use certain parts of it due to a variety 
of obstacles, try again. Maybe you only did several 
of the daily assignments. Even if you only found it 
stimulating and fun t~ try some day, it was like I said 
at the outset, at least a beginning. 

I've used all of these activities in my Effective 
Listening semester course at Cooper High School, in 
the Robbinsdale School District for the past ten years. 
They seem to get more fun every time I use them. If 
you need help of any sort regarding this "starter Unit", 
please do not hesitate to call or write. I will assist 
you as far as the copyright protection laws will allow 
me to do. I urge you to try this as an experiment, 
your students will benefit from your efforts. 
luck!'. 

Good 

Footnotes 

1 The Brown-Carlsen Listening Comprehension Test, 
Harcourt-Brace & Javonovich. Test, manusl and studint 
scoring sheets can best be obtained by calling them 
at 312-647-8822. Cost about $15.00 

2several book sour~es will serve your needs here: 
Listening Proc~sses: Attention, Under
standing & Evaluation, by Paul G. Friedman, 
National Education Association, 1979. 
Washington, D. C. Cost $0.75 31 pages 

Listening: A Way to Process Information 
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Aurally by Robert O. Hirsch; Gorsuch, 
Scarisbrick Publishers, 1979. Dubuque, Iowa 
52001 Cost: $6.95. 42 pages. 

Listening: Its Impact on Reading and Other 
Language Arts, 1971. by Sara W. Lundsteen; 
NCTE 1111 Kenyon Road, Urbana, Illinois 
61801 Cost, $3.00. 135 pages. 

Listening, by Andrew D. Wolvin & Carolyn 
Gwynn Coakley, 1982. William C. Brown 
Company Publishers, 2460 Kerper Blvd., 
Dubuque, Iowa 52001 Cost$?? Pages, 189. 

3Textbook, Are You Listening? by Ralph G. Nichols 
& Leonard A. Stevens Mc-Graw Hill & Company, 1957. 
236 Pages. Cost $8.95 (?) 

4Film, Listening Between the Lines, 15 minutes, 
Color available for purchase or rent ($30.00) from, 
Alfred Higgins Productions, 9100 Sunset Blvd. Los 
Angeles, California 90069 

5Listening Habits Inventory found in, Education, 
January, 1955. Consult your local public or college 
library for a copy of the article. 

6Audio tape of speech given by Dr. Ralph Nichols, 
expanding on the 10 Bad Habits of the perso~al in
ventory is available from: Telstar Productions, 
366 North Prior Ave., St. Paul, Minnesota 55104 
Price $12.95. 

?sources of listening activities to use in class: 

Are You Listening? (footnote #3) 44 Things 
to do listed in back of 
book. 

A T.R.I.P. Booklet entitled Listening 
Instruction available from the Speech 
Communication Association, 5105 Backlick 
Road, Annandale, VA. 22003.· Cost, $2.50. It 
contains 38 exercises on a variety of topics 
and levels. 

Listening, textbook in footnote #2 by Wolvin 
& Coakley. Exercises try to follow each of 
their chapters of the book. 

Buse Test Form Bm of the 
listed in footnote #labove. 
pre-drill purposes. 
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BIBLIOTHERAPY 

Teachers daily encounter students who are 

struggling to cope with difficult situations - a death 

in the family, a broken home, poverty, rejection by 

peers, or physical handicaps. How to deal with such 

students is a question with no simple answer. For 

many teachers, the idea of intervening in the life of 

a troubled student is unpleasant, and they are reluctant 

to do more than suggest a visit to the school psycho!-

ogist or counselor. Other teachers want to help, but 

are not sure how to proceed. For these teachers, 

especially reading and English teachers, bibliotherapy 

might be the answer. 

What Is Bibliotherapy? 

Simply stated, bibliotherapy is the use of books 

to help people solve problems. The idea is not new. 

For example, the ancient library at Thebes bore the 

insc_ription "The Healing Place of the Soul," while 

the Alexandria library displayed the words, "Medicine 

for the Mind." In nineteenth century America, books 

were used in several mental hospitals as a regular 

part of therapy, and in 1940 a library was established 

for inmates in New York's Sing Sing prison. However, 

the term "bibliotherapy" was not actually used until 

1916, when Samuel McChord Crothers used it in an 

article appearing in the Atlantic Monthly.! The sub-

ject was dealt with in detail by Caroline Schrodes 

in an unpublished doctoral dissertation (1949),2 

and in an article (coauthored w_ith D. H. Russell) in 

=S~c~h~o~o..,.,__~R=e~v~1~·e~w (1950), in which bibliotherapy is defined 

"A process of dynamic interaction between th·e as: 

personality of the reader and literature-interaction 

which may be utilized for personality assessment, ad-

j ustment, and growth. 11 3 Schrodes identifies three 

steps in the bibliotherapeutic process: identification, 
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in which the reader associates himself or herself with 

a character or situation in a book; catharsis, in 

which the reader shares the feelings and motivations 

of the book's character; and insight, which takes 

place as the reader realizes that his or her situation 

can be dealt with more effectively by imitating or 

adapting the ideas from the reading material. 4 

Who Should Conduct Bibliotherapy? 

Clearly, not every teacher is qualified to conduct 

bibliotherapy. Those who undertake to do so should 

possess certain personal qualities, including 

emotional stability, a genuine interest in working 

with others, the ability to listen, a willingness to 

learn about the community and its various ethnic 

groups, the ability to command respect and confidence, 

and the ability to empathize with others without 

moralizing, threatening, or commanding them. In ad-

dition, the teacher must have the skills to recognize 

the spiritual, emotional, and personal rights of others; 

establish both a healthy rapport and an honest relation

ship with them; func~ion smoothly in social situations; 

and accept the student without prejudging, humiliating, 

or violating his or her.feelings or need for privacy. 5 

When Should Bibliotherapy Be Used? 

Bibliotherapeutic intervention may be undertaken 

for many reasons: to develop a student's self-concept, 

to increase or develop a student's understanding of 

human behavior or motivations, to help a student 

develop an honest self-appraisal, to provide a way for 

the student to find interests outside of self, to ful

fill needs, to relieve emotional or mental pressures, 

to show a student that he or she is not the first or 

only person to en£ounter a prob1em, to show a student 

that there is more than one solution to a problem, to 

help a student discuss a problem more freely, and to 
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help a student plan a constructive course of action 

in solving problems. 6 

Before undertaking bibliotherapy, a teacher must 

remember that it is more than just the casual recom

mendation of a certain book to a student-it is a 

deliberate course of action that requires careful 

planning. The first step in that planning is the 

determination of the true nature of a student's needs. 

For example, is the student whose mother has just died 

suffering from grief at the loss or from guilt at 

feeling no grief? Te~hniques for accu·rately determining 

the needs of a student include (1) observation, simply 

watching a student's reactions and behaviors and then 

comparing conclusions with other who know the student; 

(2) school records, which can reveal unseen physical 

problems, problems at home, or childhood experiences 

that may have left scars; (3) one-to-one conferences, 

conducted on a regular basis with each member of a 

class or for special purposes; (4) conferences with 

parents or guardians; and (5) carefully constructed 

writing assignments, especially journal writing, which 

can provide students with a means of revealing what is 

bothering them.7 

How Should Bibliotherapy Be Used? 

The second decision a teacher must make in pre

paring for bibliotherapy concerns the materials that 

are to be used. Here the teacher must exercise 

caution-just because a book deals with the problem 

in question does not automatical1y make it the proper 

choice for bibliotherapy. In fact, books can produce 

negative results. For instance, assigned to read 

about the virtuous behavior of a character in a 

similar situation, a student might interpret the 

assignment as a criticism of his or her failure to 

handle the same problem more successfully. 8 The book, 

then, should be carefully examined to determine that 
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it provides a fair picture of the problem, does not 

offer simple solutions to complex problems, and involves 

the reader in the solution to the problem. Another 

consideration is the literary merit of the book. A 

poorly written work-one that contains stereotypic 

characters, inconsistent plots, or unrealistic themes-

will not only be of little.value in bibliotherapy, but 

might also produce negative attitudes toward literature. 

The third decision a teacher must make in pre

paring for bibliotherapy is whether to use the 

individual or the group approach. Individual therapy 

requires one-to-one sessions and is time consuming; 

however, it does offer the student the security of 

knowing that someone cares enough to listen. In ad-

dition, some students feel freer to express themselves 

in a one-to-one situation. However, if there are 

several students with the same needs or problems, 

group therapy can also be effective. The group approach 

allows students to share common experiences, thus 

lessening their anxieties. It can create a feeling 

of belonging and also can provide security to students 

who might feel uncomfortable in situations where they 

are singled out for special attention. Working in a 

group may lead a student to develop a different per

spective and a new understanding of the problems of 

others. 
9 

Regardless of whether the teacher chooses the 

individual or group approach, the basic procedures 

in conducting bibliotherapy are the same: (1) 

motivate the student or students with introductory 

activities; (2) provide time for reading the material; 

(3) allow incubation time; (4) provide follow-up 

discussion time, using questions that will lead the 

student or students from literal recall of information 

through interpretation, application, analysis, 

synthesis, and evaluation of that information; and 
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(5) conduct evaluation and direct the student or 
students toward closure. This involves both evaluation 
by the teacher and self-evaluation by the students.10 

What Are the Limitations of Bibliotherapy? 

A review of bibliotherapy research shows that 
bibliotherapy has been successfully used in changing 
attitudes toward minority groups, diminishing certain 
fears, helping students deal with death, and developing 
moral maturity.11 It should not, however, be viiwed 
as a panacea. Furthermore, its successes can be 
restricted by a variety of factors, including the 
student's readiness to see himself or herself in a 
mirror, the skill of the bibliotherapist, the materials 
used, the tendency of some students to rationalize 
away problems when reading about them, the tendency 
of some to use literature as an escape, and the rela
tionship of the student and the therapist. 12 It is 
also important to note that bibliotherapy is not the 
answer to deep-seated emotional or mental problems; 
the teacher should, of course~ refer students with 
such problems to the appropriate professionals. 
Bibliotherapy can, however, be a valuable means of 
helping students cope with some of life's difficulties. 
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CENSORSHIP OF THE FILM, THE LOTTERY 
by Marie A. Stehr 

"The Lottery", a 16mm film produced by Encyclope
dia Britannica Corporation in 1970, was banned in St. 
Anthony-New Brighton and Forest Lake School Districts 
in the spring of 1978. The film was based on the 
short story, "The Lottery", written by Shirley Jackson 
in 1948. Because of the censor-controversy in these 
two school districts, teachers in the Minneapolis/St. 
Paul Metropolitan Area may have hesitated to use the 
film during the 1978-1979 school year. 

In order to determine the effect of the censor
ship cases a questionnaire was used to survey English 
teachers in a nearby school district. Forty-eight 
questionnaires were distributed to. English teachers in 
grades seven through twelve on April 9, 1979. Forty-
five questionnaires were returned and thirty-seven 
were answered. 

In general the results of the survey showed that 
"The Lottery" was not used in the School district in 
1978-1979 because it no longer fit the curriculum. 
There was little concern for negative reaction by 
parents, teachers, and administration. Only one 
teacher checked the concerns fpr negative reactions 
as the only reason for not using the film. When "The 
Lottery" was shown I 

in the past, ~o one questioned its 
use. Almost all teachers knew about the controversy 
in other school districts, but no one checked 
challenges in Forest Lake and St. Anthony School 
Districts as a reason for not using the film. 

According to the results of the survey, English 
teachers did not change their use of the "The 
Lottery" because of the censorship cases. Teachers 
did not use the film because it was no longer appro
priate for the· curriculum. However, teachers should 
have been asked the last time "The Lottery" was used 
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in their classes and exactly when the curriculum 
changed. This information might indicate that the 
teachers stopped using the film at the time of the 
controversy and were not totally honest on the 

questionnaire. 

1. 

2. 

3. 

4. 

6. 

7. 

8. 

COMPOSITE OF QUESTIONNAIRE FINDINGS 

PERCENTAGE DATA 

How long have you taught English 

Has the curriculum that you 

teach changed significantly 

in the past five years? 

Have the textbooks that 

you use changed in the 

past five years? 

Have you ever used the 

short story, "The 

Lottery", by Shirley 

Jackson? 

Have you ever used the film, 

The Lottery, with the 

students in your classes? 

Have you ever used the film, 

The Lottery, with the 

companion discussion film 

in your classes? 

yes_ 67~l no 

yes 66% no 

yes 51% no 

yes____l_§_! no 

yes 24% no 

years 

33% 

34% 

49% 

62% 

76% 

Did you or will you use the 

film, The Lottery, this 

year? ye s_____1!__ no _9 7 % 

If the answer to number 7 is no, check all of the 
following that apply. 

Reasons for not using the film, The Lottery: 

18% 

39% 

10% 

no longer using the short story 

the film does not fit the curriculum 

the film is in poor condition 

an alternative item is being used to teach 

the same idea 
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9. 

8% 

2% 

2% 

21% 

the discussion film is poor 

challenges in Forest Lake and St. Anthony 

School D.istricts 

concern for negative reaction by parents 

concern for negative reaction by teachers 

concern for negative reaction by 

administration 

concern for negative reaction by students 

other - please specify 

Are you aware of the con

troversy in other school 

districts concerning this 

film? yes 92% no 8% 

10. Has anyone questioned your 

use of the film? 

11. Do you want a copy of the 

survey results? 

Comments: 

yes 

.yes 

0 no 100% 

_ 59% no 41% 

When I wrote the paper in 1979 I really felt "The 

Lottery had been censored in surrounding school 

districts. The survey of teachers indicated that 

changes in the curriculum accounted for the film's lack 

of use. Even now, after three years I wonder if the 

teachers were intimidated. It would be interesting 

to me to know if the film is used in Minnesota now. 
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NEW EDITION OF "ALL ABOUT LETTERS" 

HELPS WRITERS BE THEMSELVES ON PAPER 

by Diane Allen 

URBANA, ILLINOIS, SEPTEMBER 13--A revised edition 

of the popular booklet "All About Letters" is 

scheduled for publication this month. The National 

Council of Teachers of English is cooperating with 

the U.S. Postal Service to distribute the new illus

trated publication, which in its previous edition sold 

more than 100,000 copies. Designed for individual use 

and for teachers and students from the sixth grade up, 

"All About Letters" highlights the importance of letter 

writing and receiving letters, tells how to write 

better letters more easily, and offers a wide variety 

of useful information for letter-writers. The booklet 

will be released during National Card and Letter

Writing Week, September 19-23. 

Celebrities from sports, entertainment, and the 

arts contributed letters to the new edition. Tennis 

greats Tracy Austin and Arthur Ashe, champion golfer 

Lee Trevino, television personality Captain Kangaroo, 

former football star Darrell Stingley, singer Stevie 

Wonder, and E.B. White, author of Charlotte's Web, tell 

what letters mean in their lives, as ways of sharing 

thoughts and feelings, building friendships, and pre

serving memories. Their photos and pictures of high 

school letter writers and readers enliven the 8 1/2-x-ll 

format. 

For teachers, "All About Letters" supplies ideas 

for class discussion and student projects on business 

and personal letter-writing. One section explains 

how to write to the President, a representative in 

Congress, and other public officia1s. Others give 

tips on making your meaning clear, being yourself when 

writing letters, and penning lively postcards from 

your travels. Judith Martin, author of the "Miss 

Manners" advice column, offers witty suggestions on 
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such matters as where to keep those interesting letters 

from a former boyfriend. 

How to use ZIP codes and how to get attention with 

your consumer letter of complaint are explained. Also 

featured are glimpses of the Postal Service throughout 

U.S. history. "All About Letters" concludes with a 

bibliography of letters available in book form from 

public libraries. Today's readers can look over the 

shoulders of famous and fascinating people from past 

and present, as they confide in friends and capture 

their worlds on paper. 

In their special letters to readers, the celeb

rities tell what letters do that phone calls can't do. 

They share the opinion that--in Captain Kangaroo's 

words--"letters become part of everyone's personal 

history and present a side of someone that might be 

forgotten." 

Trevino recalls the support that letters from 

unknown fans gave him while he recuperated from 

spinal surgery that could have ended his golf career. 

He encourages people not to think they can't write 

good letters if they haven't been to college. "I am 

very proud," he writes," that although I had to 

drop out of school at the sixth grade to help support 

my family, I am able to communicate through this 

letter to many people who I may never have a chance to 

meet and talk with." 

To show how a letter can "move and rekindle" the 

reader, author E.B. White shares a letter that a 

stranger who knew him through his books wrote, to 

wish him well as he turned 80 years old: I 

hope that life at 80 holds many things dear for you--

that the sun pushes you out of bed in the morning, 

that sleep comes easily at night, and that dreams are 

sweet. That winter brings more than cold and that your 

heart is warm." 
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("All About Letters," New Edition. 64 pages, paper 
8 1/2-x-ll. Price: $2.50 each; class sets of 20 or 
more, $1.50 each Available from NCTE, 1111 Kenyon Road, 
Urbana, Illinois 61801. Stock No. 01135.) 

GRAMMAR, THE PUPIL, AND THE CURRICULUM 

by Dr. Marlow Ediger 

Each pupil needs to study how the English language 

works. A learner may then be able to describe the 

operation of the English language. Linguists have made 

relevant contributions in assisting teachers to teach 

the structure of the English language. Hopefully 

pupils will learn to speak and write with increased 

proficiency after studying the structure of the 

English language. 

Structural grammar describes diverse sentence 

If patterns used by pupils in school and in society. 

pupils understand and attach meaning to different 

patterns of sentences, the skills of listening, 

speaking, reading, and writing might be developed more 

readily. Each sentence communicated in the language 

arts fits into a certain sentence pattern. The 

balance of this paper will examine five sentence 

patterns used by pupils in the curriculum of life. 

Structural Grammar 

Which sentence patterns are vital for pupils to 

learn? One commonly used sentence follows the sub-

ject-predicate~direct object pattern. Noun-verb-noun 

may also be used to describe the same sentence pattern. 

Notice the following sentences: 

(a) John walked a mile. "John" is a noun and 

is the subject of the sentence. "Walked" is 

a verb and predicate of the same sentence. 
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( b) 

"Mile" is a noun and the direct object. 
Alice likes roses. "Alice" is a noun and 

subject of the sentence. "Likes" is a verb 
and predicate of the sentence while "roses" 
is a noun, as well as a direct object. 

There are an endless number of names that pupils 
can provide to replace each of the above named sub-
jects in the two sentences. 

placed by selected words. 

Each veib can be re

For example, in sentence 
one above, a pupil may say the following: 

(a) John ran a mile 

(b) John skipped a mile 

( C) John trotted a mile 

( d) John swam a mile 

The direct ~bject of the same sentence also can 
be changed, as is true of the following sentences: 

(a) John walked a kilometer, or other metric 
measurement. 

(b) John walked a distance. 

A second sentence for pupils to study is the sub-
ject-predicate or noun-verb pattern. 

subject-predicate pattern include: 

Examples of the 

(a) 

(b) 

Nan swims. 

Arthur runs. 

Pupils with teacher guidance may provide nouns 
which replace the subjects "Nan" and "Arthur" in the 
above named sentences. Learners can also replace the 
predicate with an endless number of verbs. Each 
sentence still maintains the same pattern, even though 
the subject and/or predicate is replaced. 

A third sentence for pupils to understand is the 
subject-predicate-indirect object-direct object pat
tern, also called the noun-verb-noun-noun pattern. 
Examples of the subject-predicate-indirect object
direct object pattern include the following: 

(a) 

(b) 

Mother gave Jean a present. 

Albert handed Jim a baseball. 
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A fourth sentence is the subject-linking verb-
predicate adjective pattern. 

following: 

Examples include the 

(a) 

(b) 

The dog is big. 

The vase is old. 

There are numerous other nouns which pupils may 
give to replace the subject "dog", e.g. cat, boy, girl, 
plant, insect, and tree. The linking verb "is" can be 
replaced with "was". The predicate adjective "big" 
modifies the subject "dog". Many predicate adjectives 
may well replace "big", e.g. small, short, large, old, 
heavy, young, and spotted. 

A fifth sentence for pupils to understand is the 
subject-linking verb-predicate noun pattern--The man is 
a plumber. The subject "man" equals "plumber". The 
two nouns are connected by the linking verb "is". 
Again, pupils may present additional nouns in place 
of the subject "man", a different linking verb other 
than "is", and other predicate nouns than "plumber". 
And yet, the pattern of the sentence remains the same. 

Sentences pertaining to diverse patterns should 
ideally come from pupils. The school/class environment 
may piovide content to have pupils study the following 
sentence patterns: 

(a) 

(b) 

(c) 

(d) 

( e) 

subject-predicate (noun-verb) 

subject-predicate-direct object (noun-verb

noun) 

subject-predicate-indirect object-direct 

object (noun-verb-noun-noun) 

subject-linking verb-predicate adjective 

subject-linking verb-predicate noun 

Interesting learning experiences may be provided 
in assisting pupils to expand each sentence pattern. 

One method of expanding sentences is the use of 
modifiers. Single word and phrases may be utilized 
to modify selected words. 

sentence: 

Consider the following 
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The cat chased the ball (subject-predicate-direct 

object pattern). Pupils can be asked to tell what 

kind of cat might one see, according to the above named 

sentence. Responses by pupils may include "large", 

"yellow", "gray", and "small". Phrases may also be 

used to describe the cat, e.g. "with a red ribbon" 

or "with large beaming eyes". Learners may also pro

vide words and phrases which describe the verb "chased", 

e.g. "slowly", "rapidly", and "with great speed". 

A second means of expanding sentences involves the 

use of dependent clauses. 

sentences: 

Notice the following two 

(a) 

(b) 

The boy played in the yard (subject-predicate 

pattern). 

The boy was tall (subject-linking verb-pre

dicate adjective pattern). 

The two sentences may be transformed into a com-

plex sentence containing an independent and a dependent 

clause: 

The boy who was tall played in the yard. The in-

dependent clause--The boy played in the yard--has a 

subject-predicate word group--"boy played". The de

pendent clause--who was tall--also contains a subject 

"who" and a linking verb "was". 

A third means of expanding senten~es pertains to 

compounding diverse parts. 

sentences: 

Notice the following two 

(a) 

(b) 

Alice sang (subject-perdicate pattern). 

Alice played the piano (subject-predicate

direct object pattern). 

Compounding the predicate part of each sentence, 

the transformation reads--Alice sang and played the 

piano. 

Subjects of two separate related sentences may 

also be compounded: 

(a) Harold swam (subject-predicate pattern). 
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(b) James swam (subject-predicate pattern). 

Transforming the two sentences into one with a 

compound subject, the sentence reads--Harold and James 

swam. 

A fourth method of expanding sentences involves 

the use of appositives. 

sentences: 

Consider the following two 

/ 

(a) 

(b) 

John is a leader in school (subject-linking 

verb-predicate noun pattern of sentence). 

John receives excellent grades in all 

subject matter areas (subject-predicate

direct object pattern). 

The two sentences may be transformed into one 

using an appositive: John, a leader in school, 

receives excellent grades in all subject matter areas. 

The word "leader" is an appositive and is in apposition 

with John. 

Stress, Pitch, and Juncture 

Consider the following sentence with the under

lined word receiving the most stress as compared to 

any other word. Bring me a napkin. Since the word 

"bring" receives major stress in the sentence, the 

speaker wants someone to bring, rather than throw or 

toss a napkin. If the pronoun "me" received major 

stress, the speaker wants the napkin brought to the self, 

rather than to others in the room environment. Should 

the primary stress be on the word "napkin", the speaker 

wishes a napkin to be brought rather than a fork, 

plat:, or some other object. Linguists recognize four 

levels of stress. In an exclamatory sentence, each 

word may emphasize the highest level of stress, e.g. 

John hit a homerun: 

Words in oral communication may be pitched higher 

or lower. Linguists recognize four levels of pitch. 

Notice the following declarative sentence: John is 

back in school. A speaker lowers the pitch of voice 

in concluding a declarative sentence. Using the 
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same words as is true in the declarative sentence, one 

may raise the pitch of voice considerably at the end 

of the declarative sentence. The result is an in

terrogative sentence, e.g. John is back in school? 

The ending word or syllable in an interrogative 

sentence does not always receive the highest pitch. 

Notice the following sentence: Are you going to town? 

The word "you" generally receives the highest pitch 

within the above named interrogative sentence. The 

pitch of voice is lowered at the end of the sentence. 

It is vital for pupils to emphasize proper 

juncture (pauses) between words (open juncture), as 

well as within a word (closed juncture). Words are 

joined together if open juncture is not emphasized. 

Selected letters or sounds are omitted if closed 

juncture is lacking. Adequate emphasis on juncture 

needs to be placed when words come in a series. Notice 

the following sentence: Mary, Ellen, Janice, Sue, and 

Margaret ate jello, salad, ham, sandwiches, and milk 

at the picnic. 

How many girls attended the picnic? Five. How 

many different food items were served at the picnic? 

Five. The number of different individuals and the 

number of food categories served at the picnic is 

shown with commas to separate items in a series. In 

oral communication, items in a series are separated 

with pauses of appropriate length. Notice how many 

people and food items were served at the picnic in 

the following sentence: Mary Ellen, Janice Sue, and 

Margaret ate jello salad, ham sandwiches, and milk 

at the picnic. Three people, as well as three food 

items, were served at the picnic. The same words used 

in a different way may show four people and four food 

items served at the picnic as is true in the following 

sentence: Mary, Ellen, Janice Sue, and Margaret ate 

jello, salad, ham sandwiches and milk at the picnic. 

Showing juncture with appropriate punctuation marks 
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in writing or pauses of proper duration in oral 

communication is vital. 

In Summary 

Pupils need to increase those skills that describe 

how the English language works. It is significant, 

then, for pupils to study and understand diverse sen

tence patterns as well as means of expanding sentences. 

In addition, pupils need to attach meaning to the 

concepts of stress, pitch, and juncture. Hopefully, 

understanding how the English language operates should 

assist each pupil to listen, speak, read, and write 

more effectively. 

ABOUT SOME OF OUR AUTHORS 

Marlow Ediger (Northeast Missouri State University, 

Kirksville, MO 63501) contributes another of his simple 

and eminently practicable articles demonstrating 

techniques that work in the classroom. 

Mary Jane Hanson (1601 Colorado Ave., So. Minneapolis, 

MN 55416) teaches elementary school in Minneapolis/ 

St. Paul. She currently serves as Vice President of 

MCTE and she chaired local arrangements for the 1981 

MCTE/NCTE Regional Convention. 

Jane Katz (817 No. Tyrol Trail, Golden Valley, MN 

55416) featured speaker for the last April's NCTE 

conference, is the author of four books on Native 

American culture. She also gives reading-and-slide 

presentations for students and faculty based on her 

books I AM THE FIRE OF TIME and THIS SONG REMEMBERS. 

Her newest book: 

published. 

ARTISTS IN EXILE has just been 
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Richard B. Sargent (Augsherg College, Minneapolis, MN 
55454) offers an interesting approach to some literary 
questions. He would like to know of others using 
similar approaches. 

Marie A. Stehr (1929 Edgerton St., St. Paul, MN 55117) 
originally did this study as part of her requirements 
for the Masters' Degree. She would like to know 
whether "The Lottery" is taught anywhere in Minnesota 
at present. She is presently employed by Roseville 
Area Schools. 

Harvey Weiss (Cooper High School, 8230 47th Ave. No. 
New Hope, MN 55428) Communications Instructor, reminds 
us that the art of listening needs to be encouraged 
and taught at the secondary level. He would like 
contact with other teachers also interested in 
listening. 

Robert L. Wilson's (De~t. of English, Shawnee State 
College, Portsmouth, OH 45662) article on field 
experience for prospective teachers addresses a 
question all of us as teachers must consider when we 
make recommendations about teacher training and 
licensure to our State Department of Education. 

Mark Youngstrom (State Dept. of Education, Rm. 653 
Capitol Square Bldg., 550 Cedar St., St. Paul, MN 
55101) A Communications Specialist for the State De
partment of Education is currently giving workshops 
to familiarize teachers with SELO Selected Learner 
Outcomes, an approach to an integrated and coordinated 
curriculum in the upper grades. 
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EDITORIAL POLICY: MINNESOTA ENGLISH JOURNAL 

Minnesota English Jo~rnal is an official organ of the 

-.iinnesota Council of Teachers of English. It ordinarily 

appears two times a year, Fall and Winter/Spring. 

Minnesota ~nglish Journal publishes 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 shouid be included in the text if possible . 

• lanuscripts 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 state-

ment of themes for the year. 

addressed envelope for reply. 

Enclose stamped, self-

The editor will make every effort to acknowledge 

receipt of a manuscript within two (2) weeks and to 

inform the contributor of its acceptance or rejection 

within 60 days. Include with the manuscript a stamped, 

self-addressed envelope. 

The editor reserves the right to accept or reject 

.a manuscript. The editor may return a manuscript 

request its revision. The editor may make minor 

changes in the manuscript without consulting the 

contributor. 
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