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CALL FOR PAPERS FOR THE 
MINNESOTA ENGLISH JOURNAL 

For the Fall 1991 and the Winter/Spring 1992 issues 

1courage articles on wide variety of topics of interest to the English 
~sion in Minnesota. Here are some suggested topics: 

• Teaching strategies/classroom activities 
• Rhetoric/teaching composition 
• Language issues 
• Literary theo:ry 
• Composition research 
• Literary criticism/ analysis with an awareness of teaching 
• Censorship issues 
• Teaching critical thinking 
• Discussions of unique courses or programs in English/ 

Language Arts 
• Reading - research and pedagogy 
• Nonfiction literature 
• Professional issues 
• Writing across the curriculum 
• Canadian literature for American students 
• Bibliographies relating to the previous topics 
• Review of current books 
• Children's literature 
• American literature 
• British literature 
• World literature 
• Literature for young adults 

lines - Fall 1991 - September 15, 1991 
Winter/Spring 1992 - December 15, 1991 

ncourage teachers of English/Language Arts at all levels to 
.it their work to the Minnesota English Journal for possible 
cation. See the editorial statement on the inside back cover 
ll"ther information. 

manuscripts to: 
John Schifsky or Nancy Lund 
Department of Languages and Literature 
College of St. Scholastica 
1200 Kenwood Avenue 
Duluth, MN 55811-4199 
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To Our Readers: 

We hope you will join English and language arts teachers from across the 
state who will gather in Mankato on April 19-20 for the thirty-second 
annual spring convention sponsored by the Minnesota Council of 
Teachers of English. The convention will give you the opportunity to hear 
speakers, participate in sessions, go on tours, and visit with exhibitors. 
This year's convention theme is "Reloading the Canon," recognizing the 
need for all of us to reexamine the subject areas as we face classrooms 
which are becoming more culturally diverse. 

The keynote speaker for the Friday luncheon is Jesse Per:ry, current 
NCTE Vice-President, and Program Manager for English Language Arts, 
K-12, San Diego City Schools. He will speak about the importance of 
literature to a multicultural society. 

In addition to the opportunity to hear speakers addressing the issue of 
how to be more multicultural and gender fair, you can attend sessions 
about teaching technical writing, composing for academic and 
nonacademic audiences, understanding third world models of compo
sition, assessing student writing, improving critical thinking, under
standing the relationship between the oral tradition and writing. 

Come to Mankato and join your peers for this enriching experience. You 
will also have the opportunity to meet the editors of this journal and 
share your insights with them. 

111 
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Paul Gruchow and Carol Bly: 
Walls We Build Against the Prairie 

by 

Jill B. Gidmark 

Bany Lopez' essay "Landscape and Narrative" distinguishes between 
two landscapes, one outside the self, the other within. The external 
landscape, he explains, is the one that we see - not only the line and color 
of the land and its shading at different times of the day, but its seasonal 
plants and animals, its weather, its geology, the record of its climate and 
evolution. He's talking about history here and sense data, too - the 
pungency of a creosote-bush, the clack of stones together in dry air, 
animal tracks obscured by the wind. Organized according to principles 
or laws or tendencies beyond human control, the exterior landscape the 
sum of all its parts, contains an integrity that is unimpeachable. What 
makes the landscape finally comprehensible to us is our intuition of the 
relationships between such elements. 

The interior landscape is a projection within a person of the exterior 
landscape. Our minds give purpose 2nd order to the exterior landscape 
in ways sometimes obvious and sometimes impenetrably subtle. A 
person's thinking, in Lopez' view, is given shape and character by where 
on earth one goes, what one touches. These thoughts are arranged, 
further, according to the thread of one's moral, intellectual, and spiritual 
development. 

When I gave my expository writing class this fall quarter a focus on 
nature writing of the Midwest, I introduced the notion of interior 
landscape perceiving exterior landscape not with those terms but with 
an illustration, an essay written by a former student of mine that had 
been published in Lake Superior Magazine. In it the student described 
his six-month hike around Lake Superior. My class and I discussed 
together, with some envy, his experiences with placid rolling fogs, 
rumbling lashing storms, and serendipitous agate finds, and then they 
took seats at their computers to compose their own definitions of 
"nature," how approaching an exterior landscape might be accom
plished, and to formulate a unique rationale for how a study of nature 
and nature writing could be personally valuable to them this quarter. 
Most responses were timid, some ebullient. I should have anticipated 
the first sentence that I read past the substantial and athletic shoulders 
of one student whom I had already targeted as needing sentence level 
tutoring outside of class: "The natural world to me in my mind is the good 
things in life - fast cars, women, and free time." His sidekick had already 



d me during the break whether what I had in mind as our quarter's 
1e was something like broken bottles in the back alley. 

tte this not to sneer or snivel but to remind myself that some walls 
tdy built in some students against the remote possibility of perceiv
my landscape at all are thick and high, whether from prior failure 
her apprehension. Something in the teacher in us wants the walls 
1., wants to make students aware of more than broken bottles in the 
: alleys of their past and present. 

shape of the individual mind is affected by land as it is by genes," 
Lopez. That reassures me. And so I give my students over to Paul 

~how, in Journal of a Prairie Year (1975). and Carol Bly, in Letters 
the Country (1981). Newspaperman Grochow, born in southwest

;mall town Minnesota, microscopically examines seasonal changes 
1e flora and fauna of regional Worthington. Essayist and fiction 
~r Bly has a broader and more probing vision. She is a city person, 
splanted from Duluth birth and Wellesley education by marriage to 
ral western Minnesota prairies for a period of twenty-five years. 
~how embraces what life he finds dwelling in the prairie and revels 
Le discovery and efficiency of its parts; Bly rages against the total 
t of what she finds the prairie doing to the collective minds and lives 
airie people. Both authors first published portions of their books in 
1esota Monthly. Both take as their subject life experiences in the 
er of Minnesota's "lost Swede Towns," as F. Scott Fitzgerald called 
1., the part of the state Nick Carraway was careful to say he did not 
e from. Nor do any of my students hail from there, it turns out. 
.1gh the Minnesota people in these communities are more Norwegian 
German than Swedish, it is the "lasts" that Bly finds rings so true. 

it is the void of that loss I want to guide my students to filling in. If 
1 help them see relationships between separate elements in the land 
rly, to construct a simple framework of sequential incidents and 
)Site detail, help them limn well an exterior landscape, they will 
mnter something new and pleasing and authentic, and they will be 
to write about it, and, subsequently, about other things better, too, 

> I suppose. My expectation is for them to respond to clear vision with 
:ise vocabulary and ultimately to bring two landscapes together that 
'didn't know existed, to experience a congruence within themselves 
thus with the world. If a person succeeds in accurate perception, 
will also succeed at accurate language, since interior landscape is a 
aphorical representation of exterior landscape. Insofar as one can 
~r his interior landscape according to exterior landscape, Lopez 
~ves, a balanced state of mental health will be achieved. 
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Both Bly and Grochow do not deny the difficulties - that there are 
attitudinal walls between perception and the natural world, and that 
sometimes we keep heaping stone upon stone to keep those walls up. For 
Grochow, in part, dispensing with the wall is a matter of overcoming his 
genes: "My parents," he tells us, "who were poor and rural, had never 
amounted to anything, and never would, and never expected to. They 
were rather glad for the inconsequence of their lives" (11). Though their 
life patterns - rising, retiring, planting, harvesting - were dictated by the 
seasons, they were not cognizant of and never watchful for natural 
subtleties. Such mindset is, moreover, a malady endemic to the 
Midwestern rural community. When Grochow appeared at a book
signing event in hometown Worthington not too long ago, no one showed 
up. That's typical, he says, of the "overwhelming sense of failure" that 
characterizes the rural psyche. Something must not be worth much if 
it didn't come from far away. It should be added, though, that the more 
cosmopolitan contingent of Minnesota displays a greater faith in itself -
during the three years in the late 1980s when Grochow was publishing 
his column "Backroads" in Minnesota Monthly, the readership num
bered nearly 70,000. 

Gruchow's natural observation is primitive, yet inviting, infused with 
facts of history and science (did you know that a flash of lightning 
reaches an internal temperature of 50,000 degrees Fahrenheit, or that 
the energy unleashed by a stormcloud is equivalent to explosions of nine 
Hiroshima-sized atom bombs?). He can also be disarming: "A badger is 
not a tiny creature - an adult weighs about twenty-five pounds - and it 
comes low-slung, broad-skulled, pug-nosed. It is as muscled as a boxer, 
and it is decorated with a white racing stripe down the center of it-s head . 
It looks like a fat little bomb" (56). For Grochow, the prairie is not flat, 
but "a gigantic dish" (x). teeming with life, which he explores at every 
season; winter, spring, summer, and autumn are the four divisions of his 
book. 

Considering a single piece of cottonwood tree bark, only one of billions 
of microcosms of prairie life, Grochow finds "a teeming universe of life 
in the mountains and canyons that had formed around the soft heart of 
a tree growing in springwater at the edge of a prairie marsh" ( 16): cattail 
seeds, two species oflichen, spider webbing, a dozen pale and immature 
spiders, and thousands of strange creatures he cannot name and 
therefore can never possess. He does compulsively name prairie flowers 
and grasses. He tells us that "a square meter of prairie sod might contain 
25 miles of roots" (39). He describes at length and with brilliance the 
greatest flier of all, the dragon fly; the sound of the rooting buffalo; the 
unrivaled music of the prairie - the meadowlark's song; and the spring 
coupling of garter snakes in a thick and writhing "mating ball" at the 
bottom of an abandoned well. 



building materials of life itself, Gruchow's prairie is often spirals -
pools, eddies, storms, blizzards, cyclones, tornadoes. It is circles 
the great circle of the compass, the seasons, the process of decay 

·enewal he so eloquently chronicles, the flux and reflux oflife itself. 
>awl-shaped prairie also holds much of Gruchow's own life. It holds 
raking and walking, his revelation of moral wrongdoing when he 
; a mink, his benediction of tears ("something wet in the midst all 
thirst" [751) on the faded plastic flowers on his parents' graves. 

low-key portrait of small town life is congruent with Gruchow's 
Jective of his parents and his town, but her more objective, more 
lcal stance means that she comes out as being more condescending, 
Bly is the admitted gadfly, in the country yet not of it, one who will 
~t the walls against the prairie exist intact without a fight. What is 
~ sees in midwestern small town sensibility that she will not let be? 
~e klatches that by virtue of their goodnatured camaraderie repress 
eeling. The middle ground of inertia that obviates both criticism and 
,e. "Real nice" is the adjective of optimism here, not "marvelous"; 

sober," never "heartbroken," tells the restraint in grief. Such 
:1.lly tepid existence is comfortable and sweet for a people who are 
Junded by directness. Evasion and lethargic acquiescence become 
hological walls which Bly would take down with, for example, her 
my evenings," held periodically in her community to uncover and 
to incite conflict. Here, parties on opposite sides of the fence would 
~ together to quarrel openly about, for example, the defense budget, 
10ds of fertilization, or drainage ditches. Moreover, she won't let the 
tspeople make do with the "pretty good" that they have been 
ured and anaesthetized to be satisfied with when "excellence" can 
:1.d by working at it. Things worth doing are worth doing badly, she 
ves. Every town should have its community theatre, should let the 
nd trumpets screech through Handel at Christmas. Country people 
ccustomed to hard physical work in the fields, as Bly can attest to 
rect experience - they should not let their minds lie fallow any more 
their fields. 

moves beyond Gruchow - in addition to heightening perception of 
xternal landscape as he proposes, Bly would facilitate awareness of 
:ictions and connections within the interior landscape of human 
ionships, in other words, to raise rural consciousness. Gruchow 
L Midwestern reticence that renders him parsimonious with private 
ion and probably disinterested in social reform. Bly schemes 
ution - compile a course called Ag Lit for rural 11th and 12th
~rs in which the literature would actually mean something. Create 
nmunity resource person, a "mail-order servant" armed with Books 
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in Print and the Whole Earth Catalog, who could run a sort of Montgomery 
Ward order store for the mind. Her goal is to render the townspeople less 
lonely than she perceives them being (even if they don't realize that they 
are) by instilling in them the ability to authentically feel, and to express 
authentic emotion in all of their encounters. 

All of this distinction is not to say that Bly does not wax pastoral - her 
well-formed phrases despite the politics do, like those of Gruchow, tell 
charmingly of" the endless, fainting fields, with the dusty rivers hooded 
by cottonwoods" (1). And albeit near the end of his book, Gruchow, like 
Bly, notes the suffocating effect that the prairie can have on human life: 

The prairie is ... a place in which souls regularly wither. 
The countryside was once dotted with insane asylums, 
and everybody had an aunt or a nephew who had gone to 
live in one. Madness was the cancer of the settlement era 
on the prairie. Either you faced the isolated endlessness 
with a sense of invincibility, or you collapsed under the 
strain; there was in the immensity of the prairie fuel 
enough to feed either fire ( 103). 

So the most efficacious human existence is a wedding of ethics to 
aesthetics, an awareness of the congruence of exterior landscape and 
interior landscape. If we can achieve this, we will get the walls down so 
that we don't close off the vast space of the prairie by closing off each 
other and ourselves. Rather than timidly huddling together against the 
prairie, eyes and exuberance cast down, we would do better to keep our 
eyes steady and direct on what Bly calls "the sticking place," a place of 
honest and expressed feeling. Gruchow calls the horizon the essential 
feature of the prairie, which is like the horizon of the sea, which we can 
neither walk to or touch. If we're watchful, it will show us that "there 
seems to be no middle ground between us and the firmament" (Gruchow 
61). 

Works cited 

Bly, Carol. Letters from the Country'. New York: Harper and 
Row, 1981. 

Gruchow, Paul. Journal of a Prairie Year. Minneapolis: 
University of Minnesota Press, 1985. 

Lopez, Barry. "Landscape and Narrative." Crossing Open Ground. 
New York: Charles Scribner's Sons, 1988. 61-71. 



Tools for Structuring 
FreshmanComposition: 

Peer Writing Groups, Analysis Sheets, 
and Critical Questionnaires 

by 

Greta Gaard 

~ the last decade, composition journals have prominently featured 
:les on theory, demoting the pragmatic, "how-to" articles to the back 
~s. And while scholars' reputations and tenure depend on writing for 
front pages, it is to the back pages that most novice composition 
ructors and graduate students tum when faced with teaching their 
Introductory Composition course. In fact, it is these people - the 
-timers and the graduate students -who do most of the teaching in 
ter education. In Tyrannical Machines (1990), Lynne Cheney, Chair 
Le National Endowment for the Humanities, cites a 1989 walkout of 
hing assistants at the University of California at Berkeley, which 
ed down nearly 75% of classes. So in the "race for theory, " the losers 
those who carry the bulk of the teaching, with the least amount of 
,ance. This article takes those teachers as its primary audience, and 
>0ses to present a plan for teaching Introductory composition - a plan 
~h. though it is the result of recent advances in composition theory, 
lls rather on the practical strategies of teaching. These strategies 
~ been implemented during the last ten years in Composition classes 
Lin Minnesota: at the University of Minnesota's Minneapolis and St. 
I campuses, at Augsburg and at Hamline colleges, and at Inver Hills 
1munity College. 

result of teaching composition at these Minnesota colleges, I have 
td that audience is the most important concept college freshmen 
l to learn in their first-year writing class, and thus I set this single 
:ept as my primary goal in teaching freshman composition. To 
municate the concept of audience, I have found these three tools to 
he most effective of the many I have tried: peer writing groups, 
ysis sheets, and critical questionnaires. In addition, as Peter Elbow 
~ests (Writing Without Teachers NY: Oxford University Press, 1973), 
c:r my own writing process as one example of these tools in action. 

· Writing Groups 
basis strategy I use in freshman composition to communicate and 
:tice concepts of audience is the peer writing group or conference 
tp. There are a number of ways to establish a conference group, and 
1gh you can ask students to select their own groups at random, I find 
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that making conscious choices about the constitution of writing groups 
based on the students' writing styles, writing techniques, writing 
structures, syntactic abilities, or some combination of the preceding, 
allows me to create groups with the greatest likelihood of success (see 
Donald Murray, A Writer Teaches Writing, 2nd ed., Boston: Houghton 
Mifflin Co., 1985). I prefer groups of four, and not less than three, 
because this number is large enough to provide students with a diverse 
sense of audience, yet small enough to remain efficient in the weekly peer 
review of drafts. 

On the first day of class, I ask students to take fifteen minutes and "fill 
a page," telling me three things: 
• what kinds of writing they have done in the past; 
• what strengths and difficulties they see in their own writing; and 
• what skills they hope to obtain from this class. 

In this way, I obtain a writing sample in which students both tell me their 
writing abilities as well as demonstrate them. I find that students are not 
self-conscious in this kind of assignment; the focus stays on what they 
are saying, so that how they are saying it becomes automatic. I then am 
offered a realistic assessment of where I need to begin with each student 
writer. 

When I read these essays, I categorize them in four different groups, 
which I have found to be the most helpful: 
• articulate - fills the page (or more), has little difficulty finding things 

to say, may need some structure for writing; 
• structured - organizes the essay exactly according to the information 

requested, may be too brief as a result of over-control; 
• alienated - reports that all writing has been assigned, and as a result 

finds little to say; 
• grammar trouble - may have difficulty with comma splices and 

sentence fragments, usually essay is very brief. 

I then establish peer writing groups composed of one writer from each 
of the four categories. In this way, I find that students will be able to draw 
from each other's writing strengths, and will offer diverse kinds of 
feedback on each writing draft. 

The Analysis Sheet 
The second technique I introduce at the beginning of the term is the 
analysis sheet, an analysis of the writing situation which I derived from 
Maxine Hairston's Successfal Writing (NY: W.W. Norton & Co., 1981). 
This sheet has four elements which the students must describe for each 
essay they produce: 



1dience - who is my audience? do I have one kind of reader, or 
veral? what do my readers already know about the topic? what 
nd oflanguage can I use that reflects their experience, and yet does 
>t exclude them? 
urpose - why am I writing? what do I want my readers to do after 
ey have read my essay? 
:rsona - who am I in this essay? what voice, what image of myself 
> I want to portray? 
essage - what am I saying in this essay? in one sentence, what do 
~ant my readers to know from reading this essay? 

malysis sheet reflects the goals students have set for themselves in 
essay, and the feedback students receive is based on how well they 
achieved their own goals. In this way, the writing process is 

ored in the students' own needs, and they see themselves as more 
,ted in learning effective writing strategies. 

~ling Invention 
her item I request of students with each rough draft is their "tree" 
e essay. Like "clustering" or "mapping" (respectively, see Steven 
~Iman & Harvey Daniels, A Community of Writers, Portsmouth, NH: 
enmann, 1988; Donald M. Murray, A Writer Teaches Writing), 
ing" is a less structured method of outlining (see Figure 1 on next 
). For every essay assigned, I work a sample topic through the four 
tions of the analysis sheet and then create a tree on the blackboard 
the help of the students. Questions as simple as "what do the 

ers want to know?" and "what is most important to them?" allow 
ents to list and then prioritize the various branches of the tree. The 
· conference questionnaires ask student readers to draw a tree of the 
:r's essay as it is presently, and then draw another tree for another 
ible audience. Students looking at a tree can more readily view the 
epts at work in a writer's essay, and make suggestions for elabora
:>r revision. 

:ing" topics with my beginning composition students has been an 
uable technique for me. As one student told me, "I've seen math 
1ers figure out problems on the board, but I've never seen a writing 
1er think out an essay before." By opening up the actual processes 
rention, teachers can model the creative process for their students. 

ng Assignments 
:en-week quarter, I bring students through five essay assignments, 
essively structured in difficulty and kind. I think this is the most 
)le section of the package that I offer here; teachers may tailor the 
:s to their own styles. I continue to use these topics because they 
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destruct": that is, as soon as the student begins to think about 
1g, the topic assigned has served to point them in a direction rather 
make a choice for them. The real topic choice remains with the 
)nt. These, then, are the topics for their essays: 
>efend Your Profession" requires students to pick a profession and 
form and persuade high school students that this may be the 
-ofession for them, based on education and experience needed as 
·eparation, earning potential, and the typical workday of a person 
that profession. 

l'ake a Holiday" asks students to persuade the audience of their 
10ice to take a vacation someplace that student has visited, taking 
to consideration the cost, travel arrangements, accommodations, 
1tertainment, and activities offered on such a trip. 
he Critical Review" is an essay in which students appraise an event, 
place, or an experience of their choice for a specific audience. In this 
,say, students also select what kind of publication would serve as 
vehicle for conveying their essay to their chosen audience. 
'resent Your Argument" is a version of the standard research paper, 
roken down in to the stages of expressing your own opinion (draft 
1), reporting on their opinions of others (draft #2), incorporating 
mr opinion into the context of others, and using facts to advance 
mr theses (drafts #3 and #4). 
vriting About Literature" is an essay for which the entire class reads 
1e same novel, and after several class periods of discussion, students 
~lect their own themes to address. 
Final Exam, which is a requirement at our university, is a critical 
w of another student's research paper. When students submit the 
draft of their research papers, I ask for two copies. I then remove 
tames from the second copy and set them aside to be redistributed 
h.e final exam. I also make a copy of each student's final exam, 
,ving the names, and return the review to the original research 
r's author as a final piece of feedback from this course. 

schedule ensures that, once the quarter is underway, students are 
ys engaged in several different types of writing tasks: invention, 
ion, or peer review. Though at first students believe this schedule 
>e overwhelming, in practice they find it helps them write: if they are 
~ed in one particular kind of writing, they can simply switch over to 
her type. 

2: Conference Questionnaire for Essay #1, "Defend Your Profession" 

ook at the title; did you like it? Did it catch your attention? Did it 
orrectly forecast the paper's topic? What suggestions do you have 
>r its revision? 

(Continued Next Page) 
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2. Briefly summarize your understanding of what this paper is about -
that is, what does the purpose of the paper seem to be to you, the 
reader? Do not consider the writer's analysis sheet when answering 
this question. 

3. Based on the purpose you've stated in answer #2, do you think the 
essay is organized in the best way to support that purpose? In order 
to answer this question, sketch out your perceptions of this writer's 
tree for the essay. Would you suggest any changes? 

4. Now, consider the writer's analysis sheet. Do you think the paper 
addresses the audience it plans to address? Is the message clearly 
communicated in the essay? Is the persona suited to the audience? 
What could you tell about the writer's persona, just from reading the 
essay? 

5. Mark with a number 5 the parts of the draft you felt were most 
convincing. Why did you like these parts? 

6. Mark with a number 6 any parts of the draft where you were confused 
while reading, did not understand the writer's meaning, or thought 
the writer needed to give you more details or information in order to 
be convincing. What would help to improve these parts? 

7. Based on your comments to questions 1-6, and any other responses 
you have to the paper's organization, make concrete, specific sugges
tions for revision. 

Peer Conferences 
These conferences always take place during class, and usually require 
approximately 30 minutes minimum, or between five and ten minutes 
per paper. Part of the learning in freshman composition involves training 
students to critique various texts, provide specific feedback, and offer 
suggestions for improvement. Students may have a reaction to a text, 
but be unable to articulate that reaction because they do not have the 
language to do so. Accordingly, I provide students with a conference 
questionnaire for each essay draft. Students receive these question
naires when they exchange rough drafts, and must come to conferences 
having read one another's essays and answered a questionnaire for each 
paper. These questionnaires invite increasing levels of critical thinking, 
beginning with fairly simple questions, and progressing with each essay 
to more sophisticated kinds of analysis and feedback. In figures 2-5, I 
have listed the questions from each conference questionnaire for the first 
four of the five essay assignments. 

Fig. 3: Conference Questionnairefor Essay 2, 'Take a Holiday" 

1. Does the title catch your attention? Does it adequately state a topic? 
What suggestions do you have for its revision? 

(Continued Next Page) 



~ead the opening paragraph. Does it conform to the requirements 
re've set? Is it unified? Does it develop from general to specific? Does 
:ie first sentence grab attention? (You may want to state whether or 
ot you believe you are the intended audience, but don't refer to the 
nalysis sheet yet.) Is the last sentence of the paragraph the thesis 
entence, and does it adequately lead in to the essay? Overall, does 
he opening paragraph create a need in the reader to read the essay? 
Jow look at the concluding paragraph. Does it match the opening 
,aragraph in tone/idea/image? Does it seem to offer a fair summary 
,f what the essay is about? Is the thesis echoed, but not repeated 
mrd for word? Offer suggestions for improvement. 
owyou may read the body of the essay. On the left of each paragraph, 
,riefly note the main idea of that paragraph. If there are any 
1entences in a paragraph that do not seem to be about the main idea, 
:ircle those sentences. Should they go somewhere else in the essay? 
,hould they be developed into a paragraph of their own? Or should 
hey be more smoothly integrated into the paragraph in which they 
~urrently appear? 
uter reading the essay, consider the writer's analysis sheet. Does the 
~ssay address the audience which the writer intended? Does the 
~ssay address the needs of the reader or does it focus on the place/ 
:opic instead? That is, is the essay reader-based, or writer-based? 
.Vould someone be able to use this essay to plan a trip? 
Mark with a number 6 the parts of the draft you felt were most 
~onvincing. What is the writer doing in these parts that really works 
'or her /him? 
tlark with a number 7 any parts of the draft where you were confused 
N"hile reading, did not like the writer's persona, or thought the writer 
1eeded to give you more information in order to be convincing. What 
1,1ould help to improve these parts? 

le the questionnaire for essay # 1 (Figure 2) asks fairly simple 
stions about the essay's title, content, and organization, the ques
naire for essay #2 (Figure 3) asks additional questions about the 
1cture and effectiveness of the opening and concluding paragraphs. 
questionnaire for essay #3 (Figure 4) is even more detailed in its 

stions on organization and paragraph unity. By the time they write 
lY #4, students understand the fundamentals of writing and are 
Jared to think about the differences between reporting and research, 
~ments and rants - topics which are addressed in conference 
stionnaire #4. 

h the help of these conference questionnaires, students benefit as 
h writers and as readers. In each case, the writer benefits from having 
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a real audience give immediate feedback; as the quarter progresses, 
writers begin to internalize the various viewpoints of their peer group 
members. In this sense, the peer group members serve as co-writers, 
editors, readers, and idea generators for each other. As readers in a peer 
group, students gain by developing critical thinking skills as well as a 
sense of community. For all participants, benefits include shifting the 
roles of inventing, revising, critiquing, and editing from teacher to 
student; students find it easier to generate text when they can exchange 
ideas and drafts with peer writers; and students use and internalize 
writing-specific concepts and language, both within and outside of the 
classroom (Peter Elbow, Writing Without Teachers; Jeff Golub, ed., Focus 
on Collaborative Leaming, Urbana: NCTE, 1988; Donald Murray.A Writer 
Teaches Writing) 

Fig. 4: Conference Questionnaire for Essay #3, "The Critical Review" 

For this draft's feedback, you will need yellow, green, and blue markers. 
1. With the YELLOW marker, highlight the last sentence of the opening 

paragraph, and the first sentence of every paragraph in the essay. 
Read the yellow sentences. The first should make a claim which is 
supported/ developed/ exemplified by the following sentences; does 
this happen? Do you think the sentences have been arranged in order 
of importance to the reader? Offer any suggestions you may have for 
improvement. 

2. With the BLUE marker, draw enclosing triangles around both the 
opening and concluding paragraphs. 
Read what has been enclosed in blue. Does the first blue triangle 
capture attention? Does the last blue triangle offer the ftp.al evalu
ation, and a final "twist"? Do the triangles match in tone/idea/ 
image? Offer any suggestions you have for improvement. 

3. With the GREEN marker, encircle the last sentence of every body 
paragraph and the first sentence of the following paragraph. 
Match the yellow and green sentences within each paragraph. Does 
the yellow set out to express an idea which the green concludes? Do 
you have suggestions for improvement? 
Compare green and yellow concluding and topic sentences between 
paragraphs. Does the essay need clearer transitions, or are these 
already smooth? 

4. Finally, you may read the essay. Does the audience for the essay 
match the audience intended on the writer's analysis sheet? Is the 
intended message clearly expressed in the essay? 
Most important, are you persuaded? Would you go/read/visit this? 
If not, why not? What has been omitted that would influence your 
decision? 



onference questionnaires for essays four and five are intentionally 
.er than those for essays one through three, the reason being that 
:tion of the questionnaire is set aside for students to request 
1ack specific to their own papers. Ultimately, writer-produced 
jonnaires become more effective as students become more sophis
~d writers and readers; questions growing out of the writer's own 
for feedback, combined with standard questions of style, syntax, 
LUdience, are best suited for students in the later part of the quarter. 

,: Conference Questionnaire for the third draft of Essay 4, "Present 
Argument" 

·e you read each essay, write down what your existing viewpoint is 
tat paper's topic. You should be able to tell the topic from the title 
~- Does the title catch your attention? Does it sound biased, or 
,tigative? 
ead the opening paragraph. 
)oes the persona sound as though the writer is entering the essay 
an open mind? That is, does the thesis statement have the feeling 
1vestigation," or of "opinion"? 
Vho could the audience be, given this opening paragraph? Does the 
graph offend or alienate a particular type of reader? 
fow, read the concluding paragraph. Does it show the investigation 
'.)een resolved? Does the last sentence leave you thinking? 
"Jaw, read the essay. Are you persuaded? Why or why not? Is the 
'I an argument, or a rant? 
.vhat do you think about the essay's organization? Is it arranged so 
it addresses the opposition's arguments, from strongest to weakest? 
1e transitions between paragraphs logically connect the paragraphs' 
L ideas? 
:heck each paragraph for unity, matching topic and concluding 
~nces. Does the topic sentence open a point of investigation, which 
oncluding sentence resolves? 
>o the outside sources appear primarily in the body of the para
h., instead of in the topic or concluding sentences? Are the sources 
duced in a way that will mean something to the reader? Do the 
de sources support an argument the writer already has estab
d? Or, do they dominate the essay? In other words, is this a 
rrch essay or a report? 
.re there instances when the writer is quoting, whens/he could be 
phrasing instead? 
>Ok at the endnotes. What type of bias is revealed in these sources? 
the writer used a variety of recent sources from both sides of the 
'.? 
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Facilitating Peer Writing Groups 
At the start of the term, as well as throughout the quarter, I spend some 
class time on reading a shared text, perhaps a short three-page essay, 
and lead a discussion on that essay's strengths and weaknesses. By 
modeling appropriate conference behavior, I also teach students how to 
interact with each other in their small groups. During the peer group 
conferences, I move from group to group, listening to the feedback and, 
when possible, sharing in the discussion of at least one paper per group. 

Once students have begun writing, I create handouts composed of 
selections from various student texts. For example, once the class 
arrives at the topic of opening paragraphs, I create a handout composed 
of six or seven opening paragraphs from the last batch of student papers. 
Though the handouts are presented anonymously, students know that 
the writers are present, that they can gain from helpful feedback, and 
that they can also be hurt by malicious remarks. Sometimes a student 
will receive jovial support from her /his peer review group after a 
classroom conference session, for these whole-class examples are 
always presented as single instances of common phenomena. Since 
those students whose essays are excerpted receive special help, this 
technique is often regarded as a boon. 

Reinforcing Audiences 
By using the combined techniques of the conference questionnaire, the 
analysis sheet, and peer writing groups, students are encouraged to 
think about audience during every stage of the writing process, from 
invention to drafting, and from revision to editing, proofreading, and 
providing critical reviews. The best way I know to reinforce these tools 
for understanding audience comes from Peter Elbow, who suggests that 
as teachers we share our writing processes with our students. In writing 
this essay, for example, I have had to choose an audience, and the 
choices I have made are ones that I can also teach my students. 

While there are many levels of audience, in this particular essay, my 
primary audience has been the temporary faculty at my University (and 
other universities like it}, who are often given two-days' notice that they 
will be teaching, handed a department-authorized syllabus and reader, 
and told to follow the format. These frustrated teachers have shown up 
in my office at various stages throughout the quarter, and have returned 
to report their success with using the strategies outlined in this essay. 
Because my department, like so many others, controls the way freshman 
composition has been taught, I have repeatedly sought out ways to offer 
these novice and experienced teachers a packet of alternative strategies 
that will combine proven techniques with each teacher's particular style 
of teaching. 



·e is also a secondary audience, which I can only imagine: the 
ers of MinnesotaEnglishJoumal who may share characteristics and 
:ests of the primary audience, and who may go on to offer the 
:egies I present here to the instructors they will train. Finally, in 
r to reach this other audience, I need to get past yet a different group 
:aders - the reviewers and editors. For this essay, then, there are 
1dy three types of audience. 

mulate these levels of audience, I use a peerwritip.g group composed 
:ven faculty members from the colleges ap.d-universities in my area. 
fact that we represent different <!!!SG-iplines enriches our responses 
1e another's writing, and helps us see beyond our particular realms 
10wledge. When we send out a draft before our meetings, we attach 
ver sheet listing the kinds of questions we want answered for that 
e of writing, and describing its chosen audience. In this way, my own 
ing process makes use of audience analysis, peer writing groups, 
critical questionnaires. When students understand that I am above 
. writer who teaches writing, they are more likely to approach these 
;; with enthusiasm. 

Seeing in Darkness: 
Didion's Salvador, Doublespeak, and 

Radical Pedagogy 
by 

Mark Allister 
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For two decades the NCTE has publicly opposed the misuse oflanguage 
for political purposes. It created a Committee on Public Doublespeak, 
which encouraged several important books on the subject and began a 
journal, the Qumterly Review of Doublespeak. In 1971 the NCTE passed 
resolutions opposing dishonest and inhumane uses of language by 
public officials and the mass media. In 1975 the NCTE added resolutions 
advocating greater attention to mass media literacy and urging that 
college English teachers cooperate witp colleagues in journalism and 
speech to teach students about power and the mass media. 

Few of us, I presume, would oppose these resolutions, or disagree with 
the implicit assumption in them that our students have difficulty 
reading "behind" a text or reading critically, perhaps most so when such 
pronouncements come from the government through the mass media. 
But if we desire our students to think through the implications of 
doublespeak for them personally and our society collectively, and if we 
want our students to become less passive consumers of doublespeak, 
the problem is how, in a literature course, let us say, we can address this 
complex issue. 1 The problem is not simply one of analyzing jargon or 
pointing out euphemisms for horrible acts, which does not demonstrate 
to students how doublespeak serves powerful interests - interests of 
business, the government, the mass media, or education. 

What I would like to discuss in this essay is a text, Joan Diction's 
Salvador, that directly addresses the ties between government policy 
and the language used to justify such policy, and does so in a way that 
promotes what we nowadays call "critical thinking." Radical pedagogy, 
Charles Paine says in a recent article in CoHege English, teaches stu
dents to be "critically aware of the status quo, one's society, and one's 
own consciousness as historically contingent" (558). By teaching 
Diction's Salvador, and asking for intellectual work that contextualizes 
the issues in it, I encourage such critical awareness within a framework 
that addresses the vexing problems of governmental doublespeak and 
the power of the mass media. A tum of the lens can focus a related issue 
that radical pedagogists like to address: the ways that a college or 
university functions like a government, and, ironically, how school 



:ulum and practice often counter the wish for liberally educated 
u thinkers. 

Didion does. above all, is model a resisting mind, and this is 
:hing that students not only can learn from but, by emulating her, 
pply in contexts outside of the class. Unlike nearly all textbooks 
10st histories, Didion doesn't attempt to make clear the political, 
imic, or social "realities" of El Salvador. She doesn't write El 
dor's story - story implying plot: beginning and end. cause and 
. Didion doesn't, that is, create the expectation that a proper 
nse to complex issues is to formulate problems and then find 
~rs, or that the world is out there ready-made to be understood and 
n, both dominant beliefs from what Henry Giroux in Education Under 
calls "the culture of positivism." Didion places her own story. her 
:Jray into darkness - the terror she felt and the horror she witnessed 
:ie center, and implicitly criticizes thereby the inadequacy of any 
mt, and any language, that does not do so. 

n opens Salvadorwith an epigraph from Heart of Darkness, in which 
,w is describing Kurtz's report for the International Society for the 
ression of Savage Customs. With "burning noble words," in a 
le current of phrases," Kurtz argues that European nations, "by the 
.e exercise of will," can exert in Africa "a power for good practically 
unded." But, Marlow says. at the end of this "moving appeal to 
altruistic sentiment," in a note written later. Kurtz had scrawled 

:rminate all the brutes!" 

nost obvious tie between Salvador and Heart of Darkness. as re
:rs noted, concerns the disastrous effects of colonialism - or its 
:mporary version. the United State's "strong presence" - on both 
: colonized and those who do the colonizing. The heart of darkness 
des the human capacity for corruption and evil and, as in Kurtz's 
)wledgment of the horror, the human capacity to recognize how far 
1as fallen from the ideal. All Americans who spend time in El 
dor, Didion says, are "marked by the place," like "survivors of a 
10n natural disaster." And many people feared, in 1982, that our 
nment's "magic current of phrases" that justified our involvement 
Salvador might lead towards a policy to exterminate all the brutes. 
: is, however, a more subtle bond between Conrad's and Diction's 

the demonstration that individual "knowing" is ambiguous and 
ded, particularly when the observer, Kurtz or Didion, attempts to 
1 a figurative darkness. And, furthermore. that being understood 
.other is unreliable, at best. When reading Salvador, students see 
lash with our government's attitude of knowing what is best for 
countries, the foreign intervention that so willingly follows, and the 
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government's attempts with the aid of the mass media to justify such 
actions. 

"We tell ourselves stories in order to live," wrote Didion in The White Albwn. 
"We live entirely, especially if we are writers, by the imposition of a 
narrative line upon disparate images, by the ideas with which we have 
learned to freeze the shifting phantasmagoria which is our actual 
experience" ( 11). The irony is that. a decade later when she confronts El 
Salvador. Didion feels powerless to impose any narrative line, powerless 
to freeze the phantasmagoria of experience long enough to establish 
mastery over it. For Didion, El Salvador is a perversely difficult "text" of 
multiple and indeterminate meanings. To land at the El Salvador 
International Airport, she writes. "is to plunge directly into a state in 
which no ground is solid, no depth of field reliable, no perception so 
definite that it might not dissolve into its reverse" (13). 

Diction's style, when she first encounters the chaos of El Salvador, enacts 
her epistemology. "Immigration is negotiated," she writes. "in a thicket 
of automatic weapons, but by whose authority the weapons are 
brandished ... is a blurred point." Didion replaces humans metonymically 
by weapons. emphasizing that responsibility has disappeared. Every
thing is topsy-turvy, ephemeral. "Documents are scrutinized upside 
down," she says. Her almost exclusive use of the passive voice empha
sizes the lack of human connection - and her fear of what she cannot 
name. Again and again, she claims an inability to understand: "meaning 
tends to be transmitted in code," "the place brings everything into 
question," "the point was unclear." "the texture oflife in such a situation 
is essentially untranslatable" (30. 35, 46, 103). 

One afternoon provides a departure from her frustration at trying to 
understand the ineffable. Didion wanders into the "largest shopping 
mall in Central America" - where El Salvadorans and foreigners buy 
expensive American food and fashionable American clothing - and she 
is confronted by "the kind of 'color' I knew how to interpret. the kind of 
inductive irony, the detail, that was supposed to illuminate the story." 
Though the perceiving and relating of such ironies. such details, have 
made Didion one of our finest essayists, she realizes that she is "no 
longer much interested in this kind of irony, that this was a story that 
would perhaps not be illuminated at all, that this was perhaps even less 
a 'story' than a true 'noche obscura"' (36). Her comment here departs 
significantly from her usual method, which is to weave. revealing details 
into a signifying, often ironic story. By comparing dissimilar objects, by 
making a metaphor, a writer creates order and establishes meaning, 
even if oruy figuratively. In Salvador Didion sidesteps irony, sidesteps 
the making of stories or events into metaphor. 



gh life in El Salvador is not illuminated by details about the 
Jing mall, Didion has learned information that does reveal, that 
illuminate, "a special kind of practical information that the visitor 
Salvador acquires immediately ... " The information concerns dead 
s - people killed, more than likely, by government forces. 'The dead 
lieces of the dead," Didion writes, "turn up in El Salvador every
~. every day" ( 19). Visitors see bodies lying by the side of roads, and 
in El Salvador that "vultures go first for the soft tissue, for the eyes, 
cposed genitalia, the open mouth" ( 1 7). Such details, Didion knows, 
m appear in newspaper articles and never in government reports. 
. also don't appear are the random acts that, taken together, create 
1ate off ear. At the edge of a cliff used as a body dump, Didion sees 
nan learning to maneuver a pickup truck forward and back, over 
,ver, practicing for future use. When Didion takes a walk and opens 
ag to check an address, she hears up and down the street the safety 
es being taken off guns. Eating outside at a restaurant, she 
mes aware of two men training their rifles on her and her husband. 
l not forget the sensation," she says, "of having been in a single 
nt demoralized, undone, humiliated by fear ... " (26). Whether from 
tts of violence or the visible reminders of that violence, in El 
tdor, "terror is the given of the place" (14). 

m begins with this personal testimony, with the "practical informa-
she acquires immediately. She gives importance to what she 

rves and feels. Didion has never been interested in abstracts, 
ys veering "inexorably back to the specific, to the tangible," as she 
in an earlier essay, "Why I Write." In El Salvador, this attention 

, her to notice dead bodies, pickup trucks, bullet holes in church 
,, homeless people. And it makes her angry with other American 
Jnses to the country: the advertising of American companies selling 
· products; the official pronouncements of the government; the 
ular statements that are supposed to solve the El Salvadoran 
lem. Only by insisting on the particular example, telling what she 
seen and heard, can she counter the obfuscating generalities of 
lcal rhetoric. 

m has long been fascinated with language, with the power of 
:ully chosen words set in a particular context. "I am still committed," 
vrote fifteen years earlier in her famous essay about the hippies in 
ht-Ashbury, "Slouching Towards Bethlehem," "to the idea that the 
y to think for one's self depends upon one's mastery of the language" 
I. But in El Salvador, language is misused, meant to conceal and to 
.1se. Numbers - to describe the dead or report the percentage of 
ants voting - materialize, vanish, rematerialize in different form; 
seem merely an intention, she says, denoting only the "use" of 
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numbers. Names "have only a situational meaning," changing as often 
as the context. Any reform measure that sounds both broad and anti
communist will continue to attract American aid and therefore become, 
in an ironic way, a solution to the government's problems, if not the 
country's. Often, this reform need only be another way of describing: at 
one time, pacification was the solution, but then it became negotiations, 
and then land reform. Words such as "improvement" and "perfection" 
come from Madison Avenue. "Language as it is now used in El Salvador," 
Didion writes, "is the language of advertising, of persuasion, the product 
being one or another of the 'soluciones' crafted in Washington or Panama 
or Mexico." Both Salvadorans and Americans use this language, "as if 
a linguistic deal had been cut" (65). And the language is therefore 
ungrounded, necessarily context-less. Reagan's certification in July 
1982 that sufficient progress was being made in "human rights," "land 
reform," and "the initiation of a democratic political process" were 
"phrases so remote in situ," Didion writes, "as to render them hallucina
tory" (38-39). 

El Salvadoran politics and culture, Didion suggests throughout her 
book, are impenetrable to an outsider lacking knowledge of the country's 
long and complex history. Its politics and culture are also impenetrable 
to anyone who wants to apply another region's solutions or ideas to it, 
to someone, for example, who believes that the United States military, if 
turned loose, could go in and "shape the place up." In El Salvador, Didion 
writes, "I began to see Gabriel Garcia Marquez in a new light, as a social 
realist" (59). 

Didion wants to reveal those who deliberately "misread" El Salvador, and 
then misuse language, for reasons of power. As Chris Anderson shows 
persuasively in Style as Argument, Didion "unmasks the deceptions of 
words - with facts, with examples, with logical and grammatical analy
sis" (169).2 Didion recognizes, however, and demonstrates in her 
writing, that texts are rhetorical constructs, without any innate claims 
to truth. Her style of nonfiction writing remains skeptical of all claims 
to knowledge and referentiality, its own included. Nevertheless, though 
Diction's experiences in El Salvador lead her toward relativism, she still 
takes a moral stand based on informed choice. 

Few students can go to El Salvador, but the process that Didion models 
can transfer home as critical questioning, particularly if I create class 
exercises that extend the implications of her arguments. One such 
exercise is to have students find and bring for class critique a foreign 
policy article from a newspaper, so that we can discuss how the very form 
of both the newspaper and its means of production influence how the 
news is reported. A second exercise is for students to take an event - the 



.g bust of Noriega, for example, or the beginnings of the Persian Gulf 
sis - and see the different ways it was written about in Business Week, 
ie, or Newsweek, and Partisan Review, so that students see how the 
.siness" and audience of a magazine influence its contents. A third 
rcise is for a group of students to research the present conditions in 
,alvador, to judge what has happened in the past nine years, and to 
ort this to the class, complete with their own interpretation of present 
nts as they relate to Didion's ideas in Salvador. When I used these 
ee exercises in a literature class recently, I was gratified to see how 
.ingly students moved away from literary analysis to address such 
.1es, and then referred back to Didion's book to make useful observa-
1s about her technique and ideas. We concluded the class period- one 
:he most invigorating of the term - by discussing why people (and 
ticularly students) don't vote in elections. 

hough class discussion on Salvador begins with Didion, American 
eign policy, and political rhetoric, Didion's resistance to the American 
remment's solutions for El Salvador can lead discussion - and a 
Ldent's thinking - toward complementary resistance about related 
ues closer to home: race, gender, class, ecology, sexual orientation, 
:l so on. Didion's fashioning of her own narrative as counter to official 
t simplistic and manipulative claims provides a model for students to 
me their own resistances to such issues. That is, we stress the value 
Jersonal response, personal observation, of knowing a context and a 
,tory.3 

~cognize that students will not necessarily agree with me on what is 
,tor moral, though they will, I believe, reflect on justice and morality 
he context for dialogue is created. Nor, certainly, dOfS reading a book 
:::h as Salvador and raising such issues inelass automatically mean 
Lt all students will be more tolerant of difference and more critical of 
: manipulations of those trying to maintain power. (Perhaps this is 
>ecially true when the students are, like the students I teach at St. 
Lf, generally affluent, generally conservative.) Politics may be one of 
: two subjects not to be discussed at the dinner table, or, as was true 
my undergraduate education, in literature classes bent on finding 
:hetypes or creating formalist readings of poems, but if I'm committed 
;ertain values and beliefs, I must be willing to talk about them directly. 

aim is not, however, to persuade students to my beliefs, or to argue 
h them. The developmental theorist William Perry has sketched out 
seful model to help guide my role as teacher. College students, Perry 
rs, move through stages of development, from the belief that knowl
~e is right or wrong and that there are set answers and education is 
owing them, to the belief that truth is indeterminate, perhaps even 
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arbitrary, and then to the final stage that in a relativistic world one must 
commit to some ethical stance. 4 As a teacher I can model how I maintain 
belief in a world that is relativistic, and how some of my beliefs translated 
into action even run counter to my immediate, particularly economic, 
desires. What I can show, both in the choice of texts to teach and also 
in the way that I teach them, is that reading literature is not just an 
escape from a harsh world, but an act that, at best, prompts social action 
to make that harsh world a better one for more people. 

Notes 

1 For more on this issue of power and the mass media, see James R. 
Bennett's article in College English, "National Power and Objectivity 
in the Classroom." Bennett devotes an entire course, which he calls 
"Language and Public Policy," to such issues. 
2 Anderson argues persuasively that Didion has developed, more 
powerfully than probably any other nonfiction writer in past decades, 
a "grammar of radical particularity" that raises moral problems. For 
more on this, see his chapter in Style as Argument. I'm indebted, in 
general, to his reading of Didion. 

3 These goals are similar to ones advanced by advocates of radical 
pedagogy, though I have used Didion's language. For a useful gen
eral introduction to the aims of radical pedagogy, see Paine's article. 
Paulo Freire and Ira Shor are, of course, required reading in this 
area. 

4 There has been some criticism of Perry's model, particularly by 
feminists, because in his study he cited only interviews with men 
(though he did interview some women). I believe that Perry's distinc
tions are generally valid across gender lines, at least enough to 
substantiate my points here. 
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Journal Writing in the Early Years: 
A Look at Recent Research and the 

Journals of Six First Graders. 
by 

Helen Dunne, Moira Julieb6, Joanne Melvin 

Introduction 
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Most research on journal writing in the elementary grades focuses on the 
benefits for the writers, as well as on common developmental trends of 
the writers. In addressing linguistic benefits, Lund (1984) states that 
providing students with the opportunity to engage in written dialogue 
with themselves is an essential first step in leading them toward a 
mastery of the entire writing process. Hipple (1985), Simpson (1986), 
and Kintisch (1986) also support the important role that journal writing 
plays in developing the acquisition of written communication skills. 
Farley and Farley (1987) found that a child continued to show improve
ment in writing performance, without directed structural or mechanical 
practice. Hipple (1985) and Kintisch (1986) claim early journal writing 
experiences enhance development in oral language, listening, and 
reading. In addition, they claim that the use of journals focuses on 
meaning, illustrating the natural relationship between writing and 
reading, and allowing the two to be learned simultaneously. Kintisch 
( 1986) also found that in kindergarten, teachers noticed, "many 
children .. .learning to read earlier than before journal writing was 
introduced." (p. 168) Kintisch advises that young children should be 
given the opportunity to share journal entries with classmates or the 
teacher as sharing fosters development in describing, questioning, and 
listening. Sharing encourages children to make connections between 
their pictures, oral expression, and text. As children discuss topics and 
share their journal entries with their classmates, a valuable sense of 
community evolves (Kintisch, 1986; Hipple, 1985). Furthermore, through 
sharing, children find functional, meaningful reasons for writing, since 
they have real audiences with which to interact. Sharing of journals, 
with the teachers allows a teacher to get to know the children better 
personally (Hipple, 1985; Strackbein & Tillman, 1987; Simpson, 1986). 
As well, the sharing of journals with teachers allows them to serve as "an 
individual record of growth in language awareness," for use in evaluation 
(Strackbein & Tillman, 1987, p. 31). Language arts instruction can be 
based on these evaluations, although entries need not be marked or 
graded. 



"ell, increased familiarity with their own stories leads to increased 
"est in telling and illustrating stories (Kintisch, 1986). Dyson ( 1988) 
~s that journal writing provides children with the opportunity to 
ct upon, organize, and share experiences by enabling them to talk 
Lt current activities, past experiences, and possible future events. 
i claims that other cognitive benefits can also be derived from 
1.al writing. Students can achieve a greater awareness of self 
ugh the medium of their own reflective writing (Lund, 1984). Lund 
!S that by providing students with a nonthreatening and unrestrictive 
>rtunity to engage in written self-expression, teachers allow stu
s to view their own writing as a valuable means of self-discovery. 
~essive writing enables children to clarify or comment upon their 
:riences, which allows for greater self-knowledge and enhances their 
ty to make sense of their world. Lund points out that Vygotsky, 
2; Bruner, 1975; Moffett, 1983 all support this view oflanguage as 
.venue of thought development. 

lle and Kintisch claim positive emotional development can result 
1 journal writing. Children develop positive self-concepts as they 
n to see themselves as writers and feel a sense of accomplishment 
enthusiasm for writing (Hipple, 1985). As children are encouraged 
'lite in journals from year to year, they see their ideas as being 
able (Kintisch, 1986). As well, Hipple ( 1985) notes that children 
rr deal with strong or troubling emotions through their journal 
ing. Therefore, journals can serve as an emotional outlet. 

1e common developmental trends were noted in the research litera
:. Hipple (1985) found that kindergarten children's content and 
~uage became more sophisticated as the year progressed: Some 
ients' linguistic structure developed from single word descnptors to 
tences of varying complexrt:y,-_Some children used invented phonetic 
lings, while others wete____~t the transitional stage. Hipple also 
~rved that the evolution of writing text was not always linear or 
lictable. A mature writer did not always write a complex text. This 
milarto the findings of Manning, Manning, and Hughes (1987). who 
overed that the journal entries of individual children in grade one 
~ not always at the same developmental level. Kintisch (1986) noted 
: children used richer vocabulary and wrote more easily and confi
tly than before journal writing was introduced. She found that there 
repetition of form and meaning at the early stages of journal writing. 
rell, children had a need to use the same language patterns. Kintisch 
36) and Hipple (1985) both found that although topics at the 
iergarten level were diverse, most tended to be about real happenings 
1e children's immediate lives. They discovered recurrence of certain 
nes, and found most entries involved drawings. Kintisch observed 
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that as writers mature, their topics tend to be less like the real world and 
more imaginative. This usually occurred in grades two and three. These 
findings support those of Manning, Manning, and Hughes. Farley and 
Farley ( 1987) found that children sometimes change their writing to 
match the adult models given by means of responses. 

In summary, the claim that student-centered journal writing provides 
children with the opportunity to engage in meaningful, functional 
writing that facilitates language development and greater self-aware
ness, is reinforced by the above research. 

Procedure of this Study 
In this study the journals of six first grade children were read in order 
to examine what the children chose to put in their journals; to note any 
developmental trends in their writing; to note the nature of teacher 
responses . 

The children in this study wrote daily in their journals during a twenty 
minute period. The teacher told the writers that they could write 
anything they wanted, and write only if they wanted to. The contents of 
the journals between September and February were studied carefully. 
The observations were compared with the above research findings 
regardingjournal writing, and in particular, with those in the Manning, 
Manning and Hughes studies. 

Findings 
With respect to content, all of the children wrote significantly more about 
themselves and others, as opposed to fantasy and/ or isolated concepts. 

All the children wrote from the beginning of the year but some students 
did lose interest in journal writing over the observational time period. 

All the children wrote daily, although the teacher told us that all children 
were not required to write daily. (It was discovered from interviews that 
the children were required to write in their journals daily.) 

No peer sharing occurred - this may have been due to the fact that the 
teacher had never thought of encouraging this. 

Copying text from classroom charts or books rarely occurred in this 
study (one child, once). It was impossible to interpret whether or not the 
children's writings were retellings of stories read or heard previously. 

Half of the children in the study included scribbles, letters, and pictures 
only, in their entries at the beginning of the year. 



dren continued to consistently include drawings. 

lings strongly support the idea that children's writing is not always 
he same developmental level. It was observed that on some days 
dren wrote, while on other days, they only drew pictures. The 
dren also reverted from invented spelling to dictation, throughout 
observation period. 

dings as Compared to the Research Literature 
reviewed research noted several common developmental trends in 
dren's journal writing throughout a school year. 

se trends were as follows: 
mtent and language became more sophisticated over the year. 
11 six children demonstrated this trend. However, within these six, 
he degree of growth varied considerably. 

lte evolution of text was not always linear or predictable. 
11 six children reverted back to drawing only pictures and labelling 
,olated concepts, even after they demonstrated ability to write more 
omplex sentences. 

:ost entries involved drawings. 
Jl six children drew pictures from the beginning of the year. They 
:ontinued to do this throughout the year, although occasionally a 
:hild would write text only. 

:hildren's writing progressed from labelling (single word), to 
,entences of varying complexity. 
<ive out of the six children did progress from single word form to 
;entences. One child, Ann, began the year writing sentences. She did 
abel isolated concepts using the sentence frame ("This is a ... "). 

bere was a progression in spelling development. 
ill six children progressed in spelling development. However, not 
ill of them began at the same stage, or progressed in the same 
nanner or degree. At the beginning of the year, four children 
vanted the teacher to either write their words in their journals or 
in the board for them to copy. During the interview, the teacher 
ndicated that one child, Alex, insisted on this because he wanted 
correct spelling" in his journal. The other three children required 
he teacher's assistance because they felt unable to write words on 
heir own. 
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One child, Kent, did not seem to progress as much as the others in 
spelling development. He continued to rely on the teacher to write his 
sentences for him to copy, throughout the observational period. Inter
estingly, it was observed that only one entry (in late January) consisted 
of his own invented spelling - "I LiK stoME DAS" (I like stormy days). 
Unfortunately, there was not teacher feedback in his journal in response 
to this significant step forward. 

Ann began the year using pre-phonetic spellings, one letter, one word 
correspondence (e.g., i GT Bi HS" I am going to build a tree house) and 
also used invented phonetic spellings only. 

Alex's first two journal entries were dictated and the teacher added 
personal, positive comments. For the third entry Alex used initial and 
final consonants without any vowels on his invented spelling (e.g. , "I Wt 
FRA BC RD" I went for a bike ride). This attempt at invented spelling was 
not encouraged or supported by the teacher (the writers observed no 
response whatsoever on the page). Of course, it is possible that the 
teacher provided some positive verbal feedback, or perhaps she was 
unable to translate the message. It is significant that the next fifteen 
entries were all teacher dictated (copied from the board) . It wasn't until 
the end of October that Alex began to try invented spelling, again with 
no response. 

Linda used invented spelling in her second entry. She was given direct 
positive feedback for this effort ("Your writing is super, Linda!) Following 
this , Linda continued to use invented spellings and dictated and copied 
sentences, interchangeably. 

Carol started the year with dictating and only used her own invented 
spelling on the twenty-fifth entry. She received a positive response ("I like 
your writing, Carol") but continued to rely on copying from the board. In 
January, she began to use more invented spelling and by February was 
using it in all of her entries. 

It was observed that Cathy had a difficult time forming the letters 
themselves. Her journal entries began with scribbles and it was obvious 
from her copied entries that she had difficulty printing and copying. It 
was not until January that Cathy began to do any invented spelling. 

• Children change their writing to match adult models. 
The teacher in this grade one class rarely responded in writing to the 
children's entries. However, when she did, none of the children 
modelled her ideas, sentence structures, or spellings. 



students matured, the content became more imaginative. 
ur of the six children included imaginative content in their writing, 
ward the latter part of the observation period. However, the 
oportion of imaginative to realistic content was still very low. 

.pretation and Summary 

,rrespondence with the literature, journal writing appears to be a 
worthwhile activity for young children. However, due to several 
rs, some of the children's interest levels in journal writing waned 
the observation period. Firstly, the children were obligated to write 
, day, whether they felt they had something to communicate or not. 

the children indicated that they had to write about personal 
>enings. Therefore, they did not feel free to write imaginative stories, 
. or copy texts. Being able to include a variety of types of writing may 
: helped to keep their interest. In several children's journals the 
Iler made comments such as "Linda, I want to see you writing at least 
page in your journal about things that are actually happening in 
· life. For example: An outing that your family took or what you did 
night," and "Alex, in your journal can you write about things 
)ening to you?" The writers feel that such comments stifle their 
tivity, as well as devaluing the children's ideas. 

teacher rarely responded in writing to the children's entries; often 
a check mark was given. A lack of response or an impersonal 

,onse (check mark, stamp etc.) is neither encouraging nor motivating 
may in fact give the impression that their entries are not very 

ortant. In some cases, when writing accompanied a drawing, the 
her commented only on the drawing (underneath a picture of a 
nond: "ThAS is A Daim: "Response: I like your colorful picture, Ann.") 
: type of response often did not congratulate the child on significant 
;ress in writing. As well, by the teacher not responding regularly, few 
ten models of spellings, sentence structures, punctuation and ideas 
~ made available to the children. This lack of response, and the fact 
sharing of journals was not suggested or encouraged, perhaps 

.ributed to the student's feeling that there was no real audience for 
r writing. Perhaps this led to the deterioration of interest level. 

eel that although it is commendable that this teacher incorporates 
nal writing daily into her language arts program, it would help to 
ivate the students if the teacher also at times wrote in her journal. 
owing are some suggestions for teachers wishing to implement 
nal writing in their classrooms. 

31 

1. Have a regular, scheduled time, preferably daily. This indicates its 
importance. 

2. Respond to the writing by dialogue journalling with as many entries 
as possible. This is especially important for young children. It is 
motivating to the child and the child can model the teacher's 
conventional written language examples. 

3. Keep the process non-threatening. Evaluate for your own use only. 
Don't mark errors in red pen! Don't comment on mechanics or be 
judgmental of content. (" ... teachers need to be patient and flexible, 
to be willing to follow a child's lead in his or her writing. Too much 
pushing or prompting makes the resultant entry too much the 
teacher's, too little the child's." (Hipple, 1985, p. 260) 

4. Accept drawings as a form of written communication for young 
children. 

5. Occasionally have the child dictate ideas (Kintisch, 1986). 

6. Teach by example. A personal, professional journal can be a useful 
aid to teaching. (" ... show the way by keeping a journal ourselves." 
(Simpson, 1986, p. 33) 

7. Date the journal entries daily. (Children can easily stamp each entry 
themselves). This is important in order to keep an accurate record 
of amount written each session as well as growth over time. 

8. Content should be determined by the individual children. Allow and 
encourage both realistic and imaginative content. 
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Reflections on Teaching Audience Analysis 
and Organization in Different Contexts 

by 

Anne O'Meara 

In a recent issue of College Composition and Communication (Dec. 1990), 
two articles characterize the current trend in writing research and theory 
in much the same way. Russel K. Durst sees a movement over the last 
several years from product to process to context-oriented research (405). 
And Richard Fulkerson identifies an emerging consensus among re
searchers and teachers which he terms "rhetorical" (414-17). Despite 
their differences in terminology, both authors are pointing to an empha
sis on writing as a social act, an emphasis which values audience 
awareness and "contextual flexibility" rather than correctness, honest 
self-expression, or authentic personal voice (Fulkerson 409-10). 
Fulkerson notes that the two best-selling college composition textbooks, 
Axelrod and Cooper's St. Martin's Guide to Writing and Trimmer's revi
sion ofMcCrimmon's Writing with a Purpose, reflect and encourage this 
social emphasis by leading a writer to consider his or her purpose in a 
given writing situation, the audience, and the feedback of actual readers 
during peer review sessions (414-15). 

Although research and textbooks do play a role in setting the agenda in 
our field, they are also a recognition of and a response to changes that 
are taking place in classrooms across the country; the trends noted 
above reflect the fact that teaching writing has become more complex in 
recent years. Upper-level writing courses now teach students how to 
identify, analyze, and write within the context of their discipline's 
discourse conventions. Business and technical writing courses prepare 
students to write on the job by modelling real-world writing situations. 
Even in freshman composition courses, "real-world" writing assignments 
are becoming as common as more traditional assignments like personal 
narratives and research papers. In my freshman composition courses, 
I am finding that these "real-world" assignments are welcomed by the 
increasing numbers of non-traditional students returning to school and 
even by traditional students who work or anticipate internships. Both 
of these groups view these assignments as practical and, in many cases, 
immediately applicable to their daily lives; they often transform a generic 
"real-world" writing assignment like "Define a problem that exists in an 
organization you belong to and propose a solution" into a business 
writing assignment, sometimes turning their final draft in to the reader 
they've addressed as well as to me. 



ther words, in freshman composition courses, we are no longer 
Jly teaching students how to write so that they will survive in college, 
1gh that remains one fundamental aim. Whereas upper level courses 
: a well-defined purpose - to teach the conventions of a specific 
ourse community, whether that community is composed of the 
1bers of academic discipline or a corporation - the goals of freshman 
position instruction are becoming increasingly diverse. My recent 
Lbi call for personal, "real-world," and academic writing. I have no 
LS to change this approach with its smorgasbord of purposes and 
iences, but the mix has sharpened my sense that teaching writing, 
writing itself, is a context-driven activity. 

ough I have tried many approaches over the years, audience analysis 
organization have remained the writing skills that I find most 

cult to teach well. Teaching these skills under the influence of 
:rent theoretical emphases and to different kinds of students has 
,ed me define the problems better, if not to find completely satisfying 
Ltions. I got an especially useful opportunity to re-think these 
Jlems during the three years I taught technical writing to employees 
large manufacturing firm. This teaching experience not only clarified 
sense of the differences between writing in a business context and 
. ing in college, but also focused my attention on the problems my 
ients and I face when we transfer our concern with audience and 
mization from "real-world" writing assignments to academic ones in 
hman writing courses. Audience analysis and organization vary 
siderably from one type of writing to the other because of the context 
rhich it is done. In the remainder of this article, I'd like to describe 
I reflect on some of the differences I observed. 

~KGROUND 

students enrolled in my beginning and advanced technical writing 
rses held various positions in their company; there were line workers 
, were seeking promotion and who would need to write in their new 
itions, as well as engineers, scientists, and managers who wanted to 
rove their writing. Depending on their jobs, they wrote a variety of 
uments including brief informational memos and forms, entries in 
:arch logs, quarterly progress reports of their own ( or their division's) 
vities, project progress reports, proposals, and final reports. In some 
~s, the format was rigidly specified by their managers; but in others, 
requirements were loosely defined and as long as they fulfilled the 
pose for which they were writing, they were free to organize and 
nat their memos and reports as they wished. 
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Most of the writers had not had process instruction in college nor any 
courses in technical or business writing. They had adapted the general 
writing behaviors they had learned in school to the workplace and they 
defined writing narrowly - that is, primarily in terms of their written 
product. At the beginning of the course, their most commonly expressed 
concerns were correctness, grammar, style, word choice, and organiza
tion. They knew good (and bad) writing when they read it, but how it 
became clear, concise, and persuasive remained something of a mystery. 
Perhaps because they were inclined to think in terms of processes and 
systems, they were receptive to the broader idea of writing as a process 
and even to some digressions on how language works as a system. They 
were highly motivated and fun to teach because they saw writing as very 
important to their success at work and used what they earned almost 
immediately, often reporting whether it worked or didn't; some even 
began dialogues with their managers about good writing. 

Although these writers were receptive to the idea of writing as a process, 
they resisted strategies that made the process longer without, for their 
purposes, substantially improving the effectiveness of their texts. They 
simply did not have the time to write multiple drafts or to revise 
extensively; they preferred to focus their revising efforts on key parts of 
the document - on the opening summaries or abstracts and on the 
recommendations and conclusions particularly . 

These writers were willing to spend more time planning before they 
began writing because they saw that this would save them time in the 
long run. But again, they showed definite preferences for certain 
planning strategies. These writers saw themselves as knowing what they 
had to say before they began writing; their ideas, conclusions, and facts 
were already before them, often already discussed with their peers and 
even perhaps with the readers who would receive their memos or reports. 
Since they engaged in this kind of social, collaborative invention, they 
were not especially interested in idea-generating techniques like free
writing, clustering, or various question-asking schemes, which try to call 
forth ideas from the individual writer's heads. In their minds, HOW they 
were going to say it - not WHAT they were going to say - was the main 
question. 

AUDIENCE 

In the end-of-the-course evaluation, these writers consistently ranked 
audience analysis as the most useful skill they learned in the course. 
Although these students could describe at length what their readers' 
reactions were likely to be, many had never used this knowledge 
consciously to help them plan how they were going to write their texts. 



· found audience analysis useful in a number of ways: it helped them 
le how to organize their texts; what information was needed by all 
·eaders of a document and what information could be relegated to 
ons that only some readers would read; what headings were needed 
rect readers to the sections of interest to them; what tone to take; 
what kind of elaboration would be most clarifying and persuasive. 
10rt, audience analysis became an efficient way to generate, orga-
format, and re-assess their texts. 

r audiences were often multiple, with varying degrees of interest, 
vledge, and familiarity with the information to be presented. These 
:rs were highly sensitive to the differences and to the potential 
licts among these audiences; they were also aware that sometimes 
· own purposes differed from those of their audiences. There would 
ud groans when someone talked about writing to marketing or to the 
nt counsel because these audiences' interests (Will it sell? Is it 
ciently "new" to justify a patent?) differed from their own (What is the 
nical problem to be solved? How "elegant" - in terms of former 
tions - is this? Will the solution pose a manufacturing problem?). 
1 when their audience was simply their manager, their purposes 
: sometimes mixed - how to explain a problem and the attempted 
tions without appearing to have wasted too much time and money. 
etimes, too, they wrote with potential future audiences in mind in 
tion to the audience actually addressed; reports on testing, for 
mce, might be composed with a sense of their potential use in 
luct liability suits. 

er these circumstances, audience analysis was challenging because 
ltential conflicts among audiences, between the audiences and the 
~r. or among the writer's own purposes. But in another sense, it was 
:11-defined problem. Readers' reactions, however conflicting, were 
rmined to a large extent by their role in the organization and their 
tion in its hierarchy. The criteria which served as the basis of these 
tions - cost, time, resource limitations, government regulations, 
,ion politics and so on - were, to a large extent, shared knowledge. 
audiences were real people whom the writer might know and might 
with - even about the reports/he would be sending in a few days. 
standard questions of audience analysis (How much does the reader 
if? What are the reader's likely reservations and attitudes? What will 
eader do with this information? What do I want the reader to do with 
:ould often be easily answered even if writing on the basis of those 
vers remained a complex problem. 

situation with our college writers can be quite different. Some "real
d" assignments - like the problem-solution assignment I mentioned 
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above - can present audience analysis problems like the ones of the 
workplace writers. In writing to someone within an organization to 
which they belong, college writers can address an actual person and 
predict that reader's reaction on the basis of shared knowledge of the 
orgarlization's goals and ways of operating. Audience analysis of this 
kind may be a new experience for them, particularly if they are writing 
a proposal for the first time; but the specific writing problem and the 
nature of the writing situation (with its real reader and clear purpose) 
make the questions they need to ask relatively clear. 

But audience analysis is quite different for academic writing assign
ments. In place of writing to an actual reader clearly situated in an 
organization and using their shared knowledge about the organization 
and its criteria for evaluating information, students in freshman com
position courses may be asked to write a research paper to an academic 
audience (often a fictional professor rather than the writing teacher) in 
the context of a course where no shared content knowledge (which might 
provide students with some idea of the criteria by which the ideas would 
be evaluated) has been established. In comparison to "real-world" 
writing contexts, academic writing contexts are extremely nebulous and 
especially so in freshman composition. The problems lessen a little when 
students leave composition classrooms and write to actual professors in 
the context of shared knowledge that has been created during the 
course; and when students enter their major fields and perhaps take 
discipline-specific writing courses, writing for academic audiences may 
become even easier. 

But the problems of academic writing in general and audience analysis 
in particular will not disappear even then. Consider the nursing student 
who, two years after her freshman composition course, may find herself 
writing an essay exam in an Intro to Film course, notes in a chart as part 
of her clinical in Obstetrics, and a research paper for a sociology course 
in American Racial Minorities. Because of her nursing major and the 
clear purpose and audiences for the chart notes, she will probably 
eventually be able to do this writing with some confidence and success. 
But her writing in the humanities and sociology courses may present her 
with some of the same problems she encountered as a freshman. Even 
if her professors have conscientiously spelled out "what they want," she 
may have difficulty analyzing her audiences in a useful way both because 
of her inexperience with the conventions, assumptions, and evaluative 
criteria used by each of the discourse communities and because those 
conventions, assumptions, and criteria are in themselves abstract and 
hard to articulate, even for experienced teachers in the disciplines. 

In some respects, life presents students with an interesting cart-before-



1orse problem. From a pedagogical perspective, the most well
Led, local, known audience should be the first audience, with 
ents moving on to well-defined conflicting audiences, and then 
aps to ill-defined and/or abstract audiences. Instead, in moving 
general education courses to courses in their major, and finally to 
or graduate school, our students write for their most ill-defined 
ences first. I don't think this means that we should abandon 
emic writing assignments, or even audience analysis during these 
~nments, in freshman composition courses. We can and should help 
ents analyze academic audiences, pointing out general features of 
emic prose, preferences for certain kinds of support, citation 
entions, what is generally expected when one is asked to "compare 
contrast," and so on. We should also remark that the standards by 
h teachers in various disciplines evaluate writing may vary consid
ly (as recent work in writing-across-the-curriculum has shown 
\ley and Hansen 19851). Compared to its usefulness in "real-world" 
ng contexts, then, audience analysis in academic writing contexts 
1ited in scope and in its ability to help students generate text; to put 
rrkly, realizing that academics appreciate a diversity of sources in a 
rrch paper is a good deal less helpful than realizing that a manager 
cts a cost-benefit analysis. 

fANIZATION 

:hing audience analysis in the workplace and in college had the effect 
nphasizing the differences between the two writing contexts, clari
~ for me some of the problems college students have with academic 
lng, and showing me the limitations of using audience analysis in 
1man academic writing assignments; but teaching organization in 
e two contexts yielded different results. Again, teaching the same 
in different contexts sharpened my sense of the differences in the 
writing situations and my sense of how closely organizational 
mes are related to audience and purpose, but I was able to transfer 
~ of the concepts and teaching methods from one setting to another, 
even from "real-world" assignments to academic ones. 

vorkplace writers organized their reports and conceptualized the 
ons for their organizational schemes not so much in terms of their 
ect as in terms of their audience. At first, their preference for 
nizational templates, such as the Abstract- Summary of the Project 
rk Completed - Future Work structure for progress reports, seemed 
ormalistic to me. But it became clear that their preferences were a 
onse to the needs and reading habits of their audiences. These 
~rs knew that very few of their readers would read their entire 
1ment, particularly if it was long. (Mudies have in fact shown that 
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while 100% of managers read the opening summary and 60% read the 
conclusions, only 15% read the body [Souther 61). 

The most useful organizing strategies were ones that helped them to 
arrange their information so each of their audiences got what they 
needed and what the writer wanted them to have. The general whole-text 
structure of abstract - conclusions - body placed the most important 
information up front, an arrangement that clearly acknowledges a 
manager's reading habits. Because nearly everyone read the opening 
abstract, summarizing was an especially important skill. Even in the 
body of the report, mini-summaries appeared at the beginnings of 
sections, followed by the specifics that would presumably be read by 
fewer people. Sometimes the opening summary or abstract would be a 
compilation of the mini-summaries at the beginnings of sections. 

Another purpose of the summaries at the beginning of the report itself 
and at the beginning of various sections was to direct the reader to parts 
of the report that might be of further interest. In other words, it was not 
enough to use structures that readers could anticipate and to order 
information in accordance with their known reading habits, it was also 
necessary to call attention to that organization. In addition to summa
ries, these writers found it especially helpful to learn to write and use 
informative headings as well as other formatting techniques (like lists) 
and visuals to call the reader's attention to important information. 
Headings, because they signalled new topics, also made transitions 
between sections unnecessary. 

The fact that certain audiences would read only parts of documents and 
the rather strict division of documents into parts leads to a certain 
amount of repetition. This repetition, the lack of transitions between 
major sections, the placement of the conclusions before the support, and 
the reliance on format and visuals all distinguish good technical writing 
from good academic writing, and it was helpful to discuss these 
differences with these writers in these terms. 

If college students adopted the organizational framework mentioned 
above for academic writing assignments, it would seem odd because 
their audiences read in an entirely different manner - that is, from start 
to finish. (Reading technical reports as a writing teacher - that is, in a 
way in which they are not intended to be read - can be tedious because 
of the very features that make them effective for their intended readers.) 
Many of the features of academic prose acknowledge these reading 
habits - for example, placing the strongest point last, using transitions 
between major sections and even between paragraphs, avoiding repeti
tion, and so on. 



hing organization to workplace writers made me more conscious of 
lifferences between the two kinds of writing and the reasons for those 
rences, but it also pointed up some common features of technical 
academic writing - like the similar use of opening summaries and 
: sentences - that are rooted in the comprehension strategies of 
ers in general. And some of the workplace strategies transferred 
y into the classroom even for use in academic writing assignments. 
of these was getting the students to think of their drafts in sections 
at least at the rough draft stage, to label them with headings. This 
urages concrete thinking about their organization; they can't write 
lings without knowing how their essays are arranged. If the 
lings are a combination of topic and function, they can also focus 
1tion on the work that parts of the essay are supposed to be doing. 
ding whether to keep the headings is an opportunity to discuss 
rentions in academic writing and the necessity of analyzing their 
lng situation. Replacing headings with transitions is another 
:tive translation of the conventions of the workplace into the class
n. 

t.lly, then, teaching audience analysis and organization to two groups 
udents in different writing situations was helpful because it showed 
context not only defines the audiences, purposes, and conventions 
riting but also influences the processes of writing and teaching. It 
a starker version of the contrasts I have experienced in freshman 
position as I teach these skills in the context of the different 
gnments with their variety of purposes, audiences, and topics. 

ing the changes in composition theory to my definition of the context 
rhich I teach these skills adds yet another perspective on the 
~action. As the primary emphasis in writing research and pedagogy 
noved from product to process to context, it seems to me no accident 
the favored assignment has moved from the five paragraph theme 
term paper to the personal narrative to "real-world" writing. These 
~men ts are particularly useful in exploiting what their correspond
heoretical emphasis has foregrounded about writing; they are good 
, to teach the skills and the views of writing that are being 
hasized. 

think it would be a mistake to abandon earlier favored assignments 
Lvor of a wholesale conversion to the latest trend, which always 
1s, implicitly at least, to be progress. We can learn a lot from our 
ents when we try out new trends in the context of assignments that 
10t tailor-made for it. For instance, my workplace writers rejected 
~ of my process notions (like the importance of elaborate invention 
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and multiple drafts) because these notions were incompatible with the 
realities of their real-world writing situation; similarly, my college 
students look puzzled, ask a lot of questions, and produce very vague 
audience analyses when we are on academic writing assignments. 
Trying out new theoretical and pedagogical emphases in a variety of 
assignments and writing contexts is a good way to clarify what they are 
really about. 
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Review 

Talk With Your Child: 
A Brief For Professional Education 

Harvey S.Wiener 

by 

Jay Rasmussen 

:rican mothers and fathers spend less than forty-five minutes a day 
ing with their children. Harvey Wiener contends that the develop
Lt of critical thinking and decision making skills depend on the active 
1lvement of parents with children. 

'alk With Your Child, Wiener, Associate Dean for Academic Affairs at 
· University of New York, also links advances in vocabulary and 
tprehension to a "conversational household." According to Wiener, 
lon't learn by "sitting and listening to smart people talk; we do learn 
ngaging in conversation in which we make choices rooted in the give 
take of human exchange." 

author is sounding a simple call for parents to talk to their children. 
: With Your Child was inspired by the author's wife, who daily faced 
>0verished language resources of preschoolers." Ideas for the book 
e from children, teachers, colleagues, and students. This relaxed 
lysis of problems and possible solutions is presented in a straight
,ard manner. 

rrer discovered that parents believe schools are providing the oral 
munication skills needed by their children. Schools teach the 
lls" of communication but assume the "practice" is happening at 
te. Finding time for practice is difficult within American culture 
mse we are so busy. One young child expressed the thoughts of 
ty when saying "Everyone thinks my mom is terrific because she's 
rt and works hard and is famous. She has time to travel all over 
1g talks. The only person she has no time for is me." When we do 
1k to our children it could best be described as a "to and at" 
rersation. For some unknown reason, we also tend to pay less 
ntion to the language of our children as they grow older. 

many parents want success for their children. We now have 
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children's weekend college, science labs, foreign-language classes, and 
the list goes on. Hothousing is a term used to describe the efforts of many 
well intentioned parents who hope to force the growth of their children 
"like seeds in the moist sultry air of a greenhouse." Many parents don't 
have a clue as to how they can really help their child. 

Wiener believes that most language learning is left to chance. It is this 
very language acquisition that forms the basis of future reading and 
writing efforts. What parents need to do is simple and takes little time. 
They need to become a "conversational partner - gentle, loving, 
openminded, inquiring, respectful, patient, relaxed, intelligent." With a 
parent's entrance into the language world of a child, there is often a 
resulting emotional well-being and strengthened parent-child relation
ship. 

The author presents a smorgasbord of activities appropriate for every age 
child and every parent personality type. A pervading philosophy appears 
to run throughout - talk to your child about everything. We are told to 
talk about "unstructured play, daily events, television programs, dreams, 
books, radishes, and laundry detergent." 

Many of the myths surrounding baby talk are dispelled. According to 
Talk to Your Child, baby talk used appropriately will help to build 
communication. Communication at a very basic level is a forerunner to 
higher levels of communication. Parents don't need to worry about 
delaying language development with baby talk. In fact, Wiener gives 
advice for improved baby talk by encouraging parental development of 
a higher than usual pitch, pattern of rhythm, and simplicity and 
repetition. 

The author challenges another pervading notion - the idea that parents 
should be teaching phonics and helping to develop vocabulary. A 
warning is issued to all would-be parent reading instructors, ''They'll 
hate reading. And you'll hate it too." As an alternative, the final chapter 
is devoted to a discussion of fifty books a parent and child can read aloud 
and discuss. The questions for discussion following each lengthy 
summary are especially helpful. 

Oral stories can be the delight of a child. Very specific criteria are 
elaborated on and a parent is given concrete direction for formulating 
and telling original stories. Wiener uses personal examples from his own 
child rearing that are both amusing and helpful in translating theory into 
practice. 

Language can be a thrilling experience for a child. "Creative questioning" 



,s a child add concrete details to their oral communication and brings 
the best in ideas and expression. Once again, the author offers many 
:tical suggestions to make this "creative questioning" a reality. 

md the section entitled, "Eleven Cardinal Rules for Establishing 
versational Families" to be the most helpful. Ideas were presented 
. I feel would radically change American families such as: "discuss 
day's best and worst moments, in facing decisions with your child, 
~w options; then ask your child why she chose what she did, prohibit 
:!phones at home if someone else is present, discourage talk on the 
Jhone if someone else is present in the room." 

ner provides parental guidelines for monitoring television usage in 
the calls the "electronic age." In addition to a typical "ration system," 
author has proposed creative "television talk." Why not let the 
·erful medium of television serve as a catalyst for conversation within 
family setting? 

:onversational Inventory" was formulated to help each family assess 
r attitudes toward talking with young children. This twenty-five item 
rument could serve as a challenge to many parents to improve the 
versational climate of their home. A typical item from the test is, "Do 
ask your child to explain the picture she draws or the designs she 

structs?" 

ing the research phase of this book, the author noted that teachers' 
dren are especially literate. Investigation brought out the reason for 
: fact. It wasn't simply that teachers have high expectations of their 
dren, but rather, they communicate belief in the educational estab
ment and support its values. Teachers also tend to understand and 
::tice child-development theory much more than the average parent. 
:y as teachers are, they are doing some things differently! 

tough Wiener presents numerous activities for language develop
it that would appear to work, few have been tested in a systematic 
mer. The reader is left to guess if these activities directly correlate 
1 language development. Admittedly, Talk to Your Child is intended 
:he lay educator and is not designed as a scholarly work. 

)re researching and writing Talk to Your Child, the author was en
ed in typical parent talk such as, "You've got to stop asking questions 
rou can hear the story"; "Please, Joseph, stop talking and listen." 
i a quite different attitude, the author now has the keys needed to 
Jck the language world of his children and those across our country 
the world. 
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Wiener clearly presents the rationale and procedure for effective parent
communication. The author is not calling for parents to structure 
massive quantities of "learning time" but simply to talk with their child. 
If every parent across our nation were to invest two to three hours 
reading this book, I feel a healthy freedom of expression would result for 
our children. Unfortunately, the very parents who would profit most 
from Wiener's book will be the least likely to open the cover. 



lected List of Recommended Books by or 
about Women to Help in Developing a 

Balanced Curriculum, Grades 7-12* 

'.es 7 and 8 
·Women 
~at Ate My Gymsuit 
iger with My Face 
mer of My Gennan Soldier 
ie Road Slowly 
Jve You When 
eJohn 
the Wolfman and Me 

'.J Waters 
Wizard of Earthsea 
td of Blue Dolphins 
Grit 

1- of Blackbird Pond 
'JfThwider, Hear My Cry 
'Jther Side of the Mountain 
'.j's Song 

les 9 and 10 
JW Why the Caged Bird Sings 
rEyes 
ding Day: And Other Stories 
s of Avalon 
1-ering Heights 
of Africa 
~cca 
Mike 

Revolt of Mother 
d Other Stories) 
biography of Miss Jane Pittman 
cle Worker 
~s 
in in the Sun 
well to Manzinar 
i.e Trees ofThika 
es ("The Lottery") 
1.ite Heron and Other Stories 
Story of My Life 
Woman Warrior 

Louisa May Alcott 
Paula Danziger 
Lois Duncan 
Bette Greene 
Irene Hunt 
Mary Lee Kerr 
Jamaica Kincaid 
Norma Klein 
Madeleine L'Engle 
Ursala K. LeGuin 
Scott O'Dell 
Charles Portis 
Elizabeth Speare 
Mildred Taylor 
E.G. Valens 
Cynthia Voigt 

Maya Angelou 
Judy Blume 
Kay Boyle 
Marion Zimmer Bradley 
Emily Bronte 
Isak Dinesen 
Daphne Du Maurier 
Benedict and Nancy 

Freedman 
Mary Wilkins Freeman 

Ernest J. Gaines 
William Gibson 
Susan Glaspell 
Lorraine Hansberry 
Jean and James Houston 
Elspeth Huxley 
Shirley Jackson 
Sarah Orne Jewett 
Helen Keller 
Maxine Kingston 

Breaking Up 
To Kill a Mockingbird 
Memories of a Catholic Girlhood 
Member of the Wedding 
Nectar in a Sieve 
Coming of Age in Mississippi 
Wide Sargasso Sea 
Tree Grows in Brooklyn 
Tisha 

Grade 11 
Little Women 
The Dollmaker 
Clan of Cave Bear 
Jane Eyre 
Women and Fiction, 

Vols. I, II, III 
My Antonia/The Troll Garden 
Life in the Iron Mills 
Poetry 
Short Stories 
The Yellow Wallpaper 
The Little Foxes 
A Doll's House 
The Bluest Eye/Sula 
Short Stories 
Yonnondio 
The Bell Jar 
Ceremony 
Uncle Tom's Cabin 
Jubilee 
The Wide Net and Other Stories 
Our Nig 

Grade 12 
Pride and Prejudice 
The Good Earth 
Silent Spring 
My Mortal Enemy 
The Awakening 
Pilgrim at Tinker Creek 
The Mill on the Floss 
The Lying Days 
Their Eyes Were Watching God 
The Grass Is Singing 

Norma Klein 
Harper Lee 
Mary McCarthy 
Carson Mccullers 
Kamala Markandaya 
Anne Moody 
Jean Rhys 
Betty Smith 
Robert Specht 

Louisa May Alcott 
Harriette Arnow 
Jean Auel 
Charlotte Bronte 
Susan Cahill (stories) 

Willa Cather 
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Rebecca Harding Davis 
Emily Dickinson 
Mary Wilkins Freeman 
Charlotte Perkins Gilman 
Lillian Hellman 
Henrik Ibsen 
Toni Morrison 
Flannery O'Connor 
Tillie Olsen 
Sylvia Plath 
Leslie Silko 
Harriet Beecher Stowe 
Margaret Walker 
Eudora Welty 
Harriet Wilson 

Jane Austen 
Pearl S. Buck 
Rachel Carson 
Willa Cather 
Kate Chopin 
Annie Dillard 
George Eliot 
Nadine Gordimer 
Zora Neale Hurston 
Doris Lessing 



;; of Girls and Women 
ien of Brewster Place 
it, Mother 
Little Disturbance of Man 
'es (Portable Collection oj) 
icted Stories 
e of Miss Jean Brodie 
icted Stories 
Mountain Lion 
in Lavransdatter 
Color Purple 
House of Mirth 
ie Lighthouse 
n of One's Own 

rt Stories 

sday Night" 
Man Bovanne" 
ry of an Hour" 
mal Behavior" 
Gifts of War" 

: Revolt of Mother" 
Woman Magoun" 
First 1\vo Women" 
m and Country Lovers" 
: Lottery" 
1t Cynthy Dallet" 
Old Woman and Her 

Garden Party" 
First Ball" 

in Butterfly" 
nderkind" 
Red Dress" 

giveness in Families" 
and Here Ironing" 
the North Gate" 
LWl" 

[nterest in Life" 
1uel" 
Were Perfectly Fine" 

Alice Munro 
Gloria Naylor 
Marsha Norman 
Grace Paley 
Dorothy Parker 
Katherine Anne Porter 
Muriel Spark 
Jean Stafford 
Jean Stafford 
Sigrid Undset 
Alice Walker 
Edith Wharton 
Virginia Woolf 

Ann Beattie 
Toni Cade Bambara 
Kate Chopin 
Laurie Colvin 
Margaret Drabble 

Mary Wilkins Freeman 

Nadine Gordimer 

Shirley Jackson 
Sarah Orne Jewett 
Doris Lessing 

Katherine Mansfield 

Mary McCarthy 
Carson McCullers 
Alice Munro 

Tillie Olsen 
Joyce Carol Oates 
Cynthia Ozick 
Grace Paley 

Dorothy Parker 

• 

"Rope" 
"Jilting of Granny 

Weatherall" 
"Everyday Use" 
"A Worn Path" 
"A Visit of Charity" 
"The Condemned 

Librarian" 
"Indissoluble Matrimony" 
'The Other 1\vo" 

Katherine Anne Porter 

Alice Walker 
Eudora Welty 

Jessamyn West 

Rebecca West 
Edith Wharton 
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*This is not intended as a complete listing but as a useful group of 
suggestions for schools looking for titles. 

Taken from: "Guidelines of a Gender-Balanced Curriculum in English 
grades 7-12." Prepared by the NCTE Committee on Women in the 
Profession. 



CTE Board of Directors Advocates Lower 
Class Size Limits for 

Teaching English 

Board of Directors of the National Council ofTeachers of English has 
roved a policy urging the adoption of lower class size limits for the 
:hing of secondary school English. Through this action, NCTE now 
)Cates class sizes of "not more than 20 and a workload of not more 
180 for English language arts teachers." This is a downward revision 
Le Council's 1962 policy, which called for each English language arts 
:her to have direct instructional responsibility for no more than 100 
lents in no more than four classes per day. 

nbers of NCTE's Secondary Section Steering Committee, who pro
:'!d the new policy, said it is impossible to fulfill today's higher 
:'!ctations for teaching and learning the language when their teachers' 
y workloads exceed 80 students. 

~ typical secondary teacher has 150 students each day," responded 
:s Myers, executive director of NCTE. "If each student were given 10 
utes of individual attention each week - conferencing with a student 
n essay, discussing readings with the student, reviewing test results 
en the typical secondary teacher's work week would increase 25 
rs. In other words, if students are to get the attention they need, then 
student load assigned to teachers must be reduced." 

Board of Directors action commits NCTE to encourage school 
ricts and states to find ways to reduce class sizes to levels that enable 
:hers to use [such] methods to develop higher-level language and 
lk.ing abilities. 

new NCTE policy was prepared by a subcommittee headed by its 
ly elected chair, Jackie E. Swensson of Meritt Hutton Junior High 
ool, Thornton, Colorado. It reads as follows: 

~reas in its 1962 Resolution on Class Size and Teacher Workload in 
mdary Schools, the National Council of Teachers of English pro
need its conviction that the teacher of English should have direct 
ructional responsibility for no more than 100 students in no more 
1 four classes per day; 

• 

• 
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Whereas a rapidly expanding body of research and theory makes it clear 
that the past recommendations from NCTE are inadequate to fulfill 
current expectations and recommendations for effective language arts 
instruction and to develop the increasing levels of literacy society 
demands; and 

Whereas the landmark English Coalition Conference held in 1987 
recommended "the normal teaching load of teachers of English as four 
classes of twenty students"; 

Therefore be it moved that NCTE develop a program to encourage 
schools, districts, and states to adopt plans and to implement activities 
resulting in class sizes of not more than 20 and a workload of not more 
than 80 for English language arts teachers by the year 2000. 

Further be it moved that NCTE official policy recommend class sizes of 
not more than 20 and workload of not more than 80 for English language 
arts teachers. 

Further be it moved that NCTE undertake activities to introduce 
legislation that requires school districts (or local education agencies) 
applying for categorical funds to have a plan to reduce class size and 
teacher load for English language arts classes to reflect the official NCTE 
policy. 

Servingwith Swensson on the Secondary Section Class Size Subcommit
tee were Karolyn Burkett, Newark High School, Ohio; Carol Compton, 
Hudson High School, Massachusetts; Richard W. Luckert, Olathe 
School District, Kansas; and outgoing Secondary Section Chair Faith Z. 
Schullstrom, Guilderland Central School District, New York. 

For a free single copy of "Lost in the Crowd," a brochure that discusses 
the 1990 class size policy (available around March 1, 1991), send a self
addressed, stamped envelope with your request to Membership Service 
Representative, NCTE, 1111 Kenyon Road, Urbana, IL 61801. 



1w Good Are Your School's Language Arts 
Textbooks? 

NCTE Offers Guidelines for Evaluation 

;uage arts textbooks for elementary schools are currently the focus 
mflict among educators. To help teachers, school boards, and 
culum planners bring more critical attention to bear on textbooks, 
fational Council of Teachers of English has issued Guidelines for 
\ing and Selecting Elementary Language Arts Textbooks. It lists 
_ criteria these language arts materials should meet if they are to 
~ the language learning needs of children. 

books are widely used to teach grammar, usage, · and punctuation 
;. But they have also been widely criticized for limiting students' 
1rtunities to learn about language by reading, writing, speaking, and 
:1ing, said former NCTE president Sheila Fitzgerald of Michigan 
~ University, who chaired the NCTE committee developing the new 
elines. "School districts spend a lot of money on textbooks, so 
:1ers feel an obligation to use them. Yet many authorities in language 
recognize that children develop their language abilities not through 
on skills using isolated sentences, but through reading and 

:1ing to stories that interest them, and through talking and writing 
Lt subjects connected to their lives. Through these activities, 
ents learn and practice skills in meartingful contexts. 

:1e textbook consumes the time available for language arts, the 
her has too little time to spend creating real language situations. 
e of today's textbooks merely have students read about listening and 
king. They concentrate on getting children ready to write but leave 
1 little chance to use writing to express their thoughts and interests. 

· purpose is not to attack textbooks," Fitzgerald insisted. "We 
gnize they are and will be with us, and we want them to be the best 
can possibly be. We want teachers and selection committees to 

g some hard judgments to the materials they examine." 

amphlet form, Guidelines for Judging and Selecting Elementary 
\uage Arts Textbooks offers eight criteria, derived from current 
ry and research on language learning, which such textbooks should 
: and explains the basis for each. Guidelines are as follows: 

Language arts textbooks should center on children's own language. 

• 
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2. Language arts textbooks should emphasize activities that focus on 
social uses of language. 

3. . Language arts textbooks should reflect the integrated nature of 
listening, speaking, writing, and reading. 

4. Language arts textbooks should recognize broad patterns of de
velopmental language growth. 

5. Language arts textbooks should help teachers assess students' use 
of language. 

6. Language arts textbooks should stimulate children's and teachers' 
thinking. 

7. Language arts textbooks should be equity balanced. 
8. Language arts textbooks should reflect the centrality of listening, 

speaking, writing, and reading for learning in all subject areas. 

Free single copies of "Guidelines for Judging and Selecting Elementary 
Language Arts Textbooks" are available from the Membership Service 
Representative, NCTE, 1111 Kenyon Road, Urbana, IL 61801. Send a 
business-sized, stamped, self-addressed envelope with your request. 



From Our Past 

1e fall of 1964, three successful MCTE workshops attended by six 
dred teachers contributed to MCTE's growth, totalling 1125 mem
,. The workshop at Bemidji State College, directed by Philip Sauer, 
ured Joseph Miller and Dora V. Smith speaking on writing programs 
:lementary and secondary schools. The workshop at Morris, headed 
)on Spring, featured Harold B. Allen discussing "Recent Research 
Resources in the Teaching of Composition at the Secondary Level." 
on Bietz directed the Rochester workshop keynoted by Harriet 
ridan of Carleton College that emphasized composition. 

h.e Sixth Annual Spring Conference held April 30 - May 1, 1965, at 
University of Minnesota, Duluth, problems dealing with committee 
k revealed that power was monopolized by people from a single area. 
1 result, committees later were organized partly on a geographic 
is. Furthermore, to integrate the activities of local affiliates, steps 
~ taken to include representatives of affiliates on the MCTE Advisory 
rd. 

ther action of MCTE was to communicate to U.S. senators and 
·esentatives from Minnesota the concern of Minnesota English 
hers over the pending copyright legislation and to explain to them 
· the present bill would affect teachers. 

nstitutional amendment removed the responsibility of the Minnesota 
lish Newsletter from the Executive Secretary and gave it to the 
cutive Committee. Also, the Executive Committee recommended 
: a journal be created with Stanley B. Kegler as editor. 

5 was a year of new undertakings. Committees were reorganized and 
· ones formed - Budget, Constitution, Editorial, Membership, Prepa
m for Elementary Teachers, Research, and Resolutions. The 
ribership and Professional Relations Committees prepared and 
ributed a list of consultants. 

October 2, 1965, the first NCTE-MCTE co-sponsored conference, 
~ Status of English," was held at Cooper High School, Robbinsdale, 
t Arthur C. Elfring, Consultant in English/language arts in the 
binsdale Public Schools, and John Maxwell, Director of the Upper 
west Regional Educational Laboratory, as co-chairs. Topics dis
;;ed were book selection practices, certification, classroom design 
equipment, teacher awareness of curriculum development, teach
conditions, and teaching load. The main speaker was Dr. Richard 
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Beal, Chair of the NCTE Conference on College Composition and 
Communication. 

Also in October, the first issue of the MCTE journal, Minnesota English, 
co-edited by Stanley Kegler and Duane Scribner, Immediate Past
President of MCTE, appeared. The status of this journal with its 
excellent articles was recognized soon by the editors of "This World," a 
feature in NCTE's EnglishJournaL The MinnesotaEnglishNewsletter, now 
published more frequently - in October, January, and April - continued 
to inform members of current issues. 

Another publication, Linguistics of Teachers of English, resulted from the 
work of the Curriculum Committee chaired by Brother Raphael Erler of 
St. Mary's College, Winona. This bibliography later became a be~tseller 
for MCTE, approved for national distribution by the NCTE Comrmttee on 
Publications of Affiliates. 

[Excerpt from:] A History of the Minnesota CouncilofTeachers of English: 
The First Twenty-Five Years by Edna C. Downing. 



Free Brochures Available from NCTE 

National Council of Teachers of English recently released three 
hures that are available at no cost. Just send a self-addressed 
1ped envelope (business size) for a single copy of any individual 
hure. You may photocopy the brochures in any quantity without 
ing permission. 

in the Crowd: A Statement on Class Size and Workload announces 
new NCTE position for secondary level teachers of English - a 
imum of 20 for class size and 80 for total student workload. A brief 
male and suggested plans of action are presented. (Stock #30321) 

lelines for Judging and Selecting Elementary Language Arts Text
:s provides eight concise criteria that reflect qualities essential to 
)oaks at the elementary level. (Stock # 19654) 

lelinesfor a Gender-Balanced Curriculum in English, Grades 7-12 
ents a rationale for gender-balanced literature study; suggests ten 
, of achieving such balance; and provides a list of professional books 
books for use in grades 7-12. (Stock #19689) 

:hures available by writing the National Council of Teachers of 
ish, 1111 Kenyon Road, Urbana, Illinois 61801. Telephone (217) 
-3870. 

Assembly on Science & Humanities 
A Call For Manuscripts 

Assembly on Science and Humanities of NCTE (ASH) will publish a 
: on Language in Science and Humanities. It will feature classroom 
atives by teachers K-college who have found ways to integrate 
1ing across "the two cultures" of science and the humanities through 
nedium oflanguage. Manuscripts should be 10-15 double spaced 
:s (2500-3500 words) and focus on both theory and classroom 
tice. The final selection of manuscripts will be made by the executive 
d of ASH by November 1991. Deadline for submissions: August 30, 
l. Write for additional information or submit manuscripts directly 

Stephen Tchudi, Chair 
Assembly on Science and Humanities 
Department of English (098) 
University of Nevada 
Reno.Nevada 89557 

• 
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NCTE Plans New Summer Institute on 
Secondary School English Today 
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A new Summer Institute for Teachers of Secondary School English has 
been added to the 1991 calendar of professional development activities 
of the National Council of Teachers of English. Sponsored by NCTE's 
Secondary Section, it is set for Tuesday, July 16, through Sunday, July 
21, at San Francisco State University. · 

"A Changing World: The Changing English Class" will be the theme for 
the institute. Sessions will focus on changes in content, pedagogy, and 
expectations for learning required for teaching an increasingly diverse 
student population in a changing society. The institute begins with an 
evening reception July 16. Each day opens with a writing session, 
followed by a general session and team activities. 

Teams of participants will design projects defining their concepts of 
teaching and learning English in the future, describe changes needed in 
their own classrooms, participate in activities such as cooperative 
learning that can prove useful for their own teaching, consider alterna
tive forms of student and teacher assessment, exchange ideas, and form 
links with other participants in similar teaching roles. 

Program chair for the institute is Ken Holmes of Lincoln Senior High 
School, East St. Louis, Illinois. 



NOTES ON CONTRIBUTORS 

c Allister is an assistant professor in the English Department at 
lint Olaf College in Northfield, Minnesota. 

a Gaard is an assistant professor in the Department of Composition 
the University of Minnesota, Duluth in Duluth, Minnesota. 

3. Gidmark is a Professor of Writing and Literature in the General 
)llege at the University of Minnesota, Minneapolis in Minneapolis, 
innesota. 

e O'Meara is an assistant professor in the English Department at 
ankato State University in Mankato, Minnesota. 

·a Juliebo is an associate professor in the Elementary Education 
epartment at the University of Alberta, Edmonton in Alberta, 
mada. 

n Dunne and Janne Melvin are graduate students in the Elementary 
:lucation Department at the University of Alberta, Edmonton in 
lberta, Canada. 

Rasmussen is an assistant professor in the Education Department 
: North Central Bible College in Minneapolis, Minnesota. 
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Minnesota English Journal Award 
for Best Articles 
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Two cash prizes of $75.00 each will be awarded for the two best articles 
for 1990-91. These awards will be presented at the annual spring 
conference. Authors should follow the standard Minnesota English 
Joumal submission rules. All articles published in MEI will be con
sidered eligible, although the Publications Board reserves the right not 
to grant an award if, in its judgment, none of the published articles meets 
the Board's criteria or its standard of excellence. 



EDITORIAL POLICY: 
MINNESOTA ENGLISH JOURNAL 

The Minnesota English Journal is an official organ of the Minnesota 
Council of Teachers of English. It ordinarily appears twice a year, Fall 
and Winter /Spring. The Minnesota English Journal publishes articles 
and poetry of general interest to its membership, teachers K through 
college. 

Manuscripts from Minnesota teachers are preferred. The MEJ is dis
tributed free of charge to the membership. Individual issues can be 
ordered for $3.50 a copy. Manuscripts should be submitted to the 
editors. If possible, also send your text on an IBM compatible 5 1 / 4" 
floppy diskette in Word Perfect 4.2 or 5.1 format. Please use an approved 
style sheet, either APA or MLA. Internal documentation and a works 
cited list are preferred. Manuscripts should be 5 - 18 pages, typed 
double-spaced. 

Please consult the call for papers that appear in each issue. At times, 
special issue will focus on specific themes announced in the MEJ and 

• posted at the MinnesotaEnglishJoumal booth during the annual MCTE 
spring convention. 

• 

The editors will make every effort to acknowledge receipt of a manuscript 
within two weeks and to inform the contributor of its acceptance or 
rejection within 60 days. Include with the manuscript a stamped, self
addressed envelope. The editors reserve the right to accept or reject a 
manuscript. 

The editors may return a manuscript to request its revision, and the 
editors may make minor changes in the manuscript without consulting 
the contributor . 


