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v EACHING ENGLISH TO DISADVANTAGED
pneamb]]nGs ! HIGH SCHOOL STUDENTS

By JOUN ZILLIAX
Milton Academy, Milton, Massachusetts
We've crossed some boundaries in this issue, out

of our normal territory of prose composed by English
teachers on serious subjects, into poetry and frivolit;

by teachers and students. We'd like to continue pring There are a number of terms used to describe the
ing works of the Imagination and Fancy by our col- :t e of student I refer to in my title, and all of
}eagues and their students, wherever they can be tﬁgm seem misleading. "Underprivileggd,”.”Disadvant—
interspersed. aged,” "Culturally Deprived,” everything implies that

these students have missed something that the person
The articles on teaching the "disadvantaged" and assigning the term has not. What he hasn't missed is

the talented are related, if only tangentially, to _ the advantage and privilege of a white middle class
the FORUM reports. Most of the complaints about Smalréhlture. What the terms imply, therefore, is that
schools add up to "disadvantagement,'" for which the speople who 'don't have the advantages of a white middle

proposed solution is commonly "consolidation.” We've class culture are accordingly deprived.
heard a lot about the disadvantages over the past 3
few years, not much about the advantages. We'd like Of course there is much truth in this. There is
to print some comments on both sides. no need to itemize the social, political, and economic
W 1t cad £ £ ¢ 1t advantgges of belonging to the whltg m1§d1§ clasil.JS
We appea to ourlr ers or at leas one alter- Educationally, however, the a§Sumpt10n is danger %
form "dicadvantaged.” For that maticr the studonts (10 leads one fo suppose that if he takes a disadvant-
. ’ child out o is subcu
at the Twin City Institute for Talented Youth twitched‘gfsgs him the full benefit of a middle class education,
with some embarrassment whenever they were publicly hen everything will be better for the child.
addressed under that complimentary rubric. Surely i y &
the profession of English teachers has here the moti= This positive supposition underlies most of the ‘
vation and the authority to create some new semanti-  uuner programs for the disadvantaged that I know about,
cally and aesthetically satisfying terms. Are we and it was the original cornerstone of the program in
waiting for TimeMag to lead us? which I served as English Chairman at Carleton Co%kege
. last summer. This program is called Project ABC -
The McKnigpt Education Fund Engl;sp Awards Wlll ‘Better Chance). The same supposi?ion was-the genesis
be directed this year towards recognizing creative of a program that I shall be serving as Director at

instruction by elementary school language arts teachersy;ijton Academy this coming summer. This is called the
The MCTE will participate in administering the Awards Educatienal Enrichment Program, and I shall discuss_it
program; a more detailed announcement will be made later. I shall start with the ABC program because in
shortly. it the change of environment is dramatically clear,

and because it was here that I became aware of problems

Next issue the Journal focus will be on teaching ifacing programs like this.

the Humanities. Well-organized as we would like to

pretend we are, we would also like to represent our- Project ABC is a near-perfect expression of the
selves as alert and receptive to any unanticipated American Dream. Backed by private funds and supported
articles on the subject that reach us by the beginning by the best private boarding schools in the country,
of March. it is the aim of the project to discover talented dis-

‘advantaged children (ISTSP: Independent Schools Talent
Search Program) and to place them in member prlva@e
‘schools for a two to four year stay until graduation.
The ABC summer programs (Carleton, Dartmouth, and
Williams last year) are designed as a bridge between

1
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the world of the student's home and the boarding
school. Thus a lucky ghetto child is literally flown

from Harlem or Bogalusa or Watts to Carleton and thenmt

after seven weeks to one of the most privileged
schools in America, Milton, or Mount Hermon or Concorg
Academy.

Such an Algeresque leap is made by a select few.
To qualify, a student had to come from a poor family
(generally $4000 annual family income or less) and a
substandard educational environment, and he had to bhe
of unusual academic and personal promise, as indicateg
by tests and recommendations. Last year, of every
eighteen completed applications for admission there
was only room enough for one student. The 13-17 year
old boys and girls who came to Carleton were mastly
Negroes, the rest being American Indian except for
three whites and a Chinese boy. Since most of the
students came from segregated ghettos and reservations
their jump to the white upper middle class private
schools would be that much greater because of the
other sort of segregation awaiting them.

It is so great in fact that many an ABC student's
most immediate need on arriving at a boarding school
is to seek security by conforming in every possible
way. Professor Arthur Gropen, the ABC Director at
Carleton last summer, referred to this - as the stu-
dent's urge to become a "white middle class Negro."
On the surface, this is what the program is geared to
produce, and paradoxical as it may be, it offers a
lot of hope to Negro children and their parents who -

often urge them to enroll so that they can ''get out”
of their present trap. :
Educationally, too, it offers a lot of hope. The

boarding schools offering scholarships to ABC students
adhere to the highest standards with student-teacher
ratios that no public school can at present match.
This allows ABC students to stretch themselves to the
limit of their abilities, perhaps for the first time,
and also to do it in surroundings where such behavior
is normal. Finally, a successful boarding school
career all but guarantees admission to a satisfactory
college. All this is a gain.

Where the educational danger lies is in the poten-
tial loss. In a boarding school the educational stan-
dards are emphatically white upper middle class. In
forcing himself to meet these new requirements, a
‘Negro or an Indian can quickly lose his own values,

his own identity, his own sense of understanding. In

1ace of this may come the worship ofsuccess, the mask
nat he doesn't even know is a mask, the canned know-

|1edge *

p

It is easy enough to see how this might happen in
English. A student is thrown into a survey of English
Literature in which he learns that the way to get by
is to learn what the footnotes say and to pay attgntlon
ito the teacher. Since his writing is not grammatical,
the student is drilled on correctness, which he learns
Iat the expense of any feeling whatever. At the same
time, the student's speech is altered, . since the tea-
cher has discovered that a persistent Southern Negro
dialect leads the student to misspell many of the word
endings that he slurs. In vocabulary drill, the stu-
dent memorizes a number of words to beef up his unso-
phisticated language and to pad his college board score.
i doubt if I have to go on with what is not an exagger-
ated analogy to demonstrate the potential destruction
of what the "disadvantaged'" student already has in
favor of the polished mask of the successful scholar.

What this "disadvantaged" person has as an English
student is very closely related to what he has as a per-
son: candor, spontaneity, and a wealth of experience.
In my classes last summer I found ABC students to be
generally less defensive than other students I bave
taught in public and private schools. They were more
inclined to say what they felt than what they thought
I wanted to hear (although there was still a lot of the
latter). They were more easily excited and yet more
mature socially, perhaps because they had less that
they felt it necessary to hide (they had all come from
the same kind of background and they were -all "new" at
the same time). Their maturity gave them a great deal
of personal honesty. Their cultural background (mainly
Negro and Indian) gave them a marked dignity. These
many qualities gave their writing character. What
their words lacked in finesse, they gained in vitality.

It was our great concern to hold onto the vitality
while recognizing the fact that there was a need for
polish if these boys and girls were to have a worth-
while experience in boarding school. The balance is
urgent, for not only do these students have a lot to
gain from boarding school life if they don't lose their
own lives in the bargain, but also if they keep alive
as they were they will contribute immeasurably to the
rather ingrown middle class oriented community that
they enter. Most students in these communities have
been saturated by values that they may never have had
an’ opportunity to question any more than most people
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question what they mean when they say "culturally de-
prived." In fact, there is a deprivation from being
enveloped in one's own culture without getting any
perspective on it. Boys and girls from programs like
Carleton's ABC offer this kind of opportunity to
schools.

Fortunately we had a chance to plan an English
program that might begin to deal with the conflict I
have described. Thanks to Professor Gropen and many
past ABC programs, we had a base of understanding whep
I met with the English teachers to discuss the summer!
program. What we came up with seemed a step toward
meeting the particular problems of Project ABC.

II

It semmed appropriate to focus our English‘programg

pegins with comp
servations written
ent ced for struc

nee or :
Egitrol the reactions of other students to their work.

To do this,

on writing for two reasons: first, it would enable
these students to express themselves in their own way;
second, it would prepare them for the frequent writing
that they would have to do in boarding school and that
most of them had not done in their previous schools.
The writing program that best seemed to fill our needs
was our own modification of a much longer sequence de-
signed by James Moffett of Harvard.
this in detail below. Given this emphasis on writing,
we develped a reading program that would complement
the writing both technically and thematically. For
example, when writing about a personal memory, a stu-
dent might read "Molly Morgan" by John Steinbeck, a
story about a girl haunted by her memory of her father;
the student might also be reminded of the fisherman's
memories in Hemingway's The Old Man and the Sea. The
readings also complementéd the students' thoughts
about themselves, and this helped their writing, too.
Certainly we aimed to develop the students' reading
ability as such, but our first concern was to support
writing.

The Writing Program

We founded our writing program on several principles:
1. The program should be inductive, beginning with
students' inner experience and working outward
relating experience to literature.
2. Structure should be increasingly emphasized.
3. Student errors will be marked selectively (we
avoided the overuse of red ink) and corrected indi-

vidually (no grammar or composition books were

4

g
ments cove

used) . Wie always said something good about every
cbmposition.

i i d all writing
students will write every day, an
3&11 be returned in one day. Frquent conferences
will be held. No grades will be .given.

nts will be sectioned together.regard—
?ésglifszggir grade in school or thgir estimated
ability (We broke this rule by putting the veri )
oldest sudents together,.and by pgttlng leetS u
dents with severe mechanical difficulties into
special section.)

i i i i tered the pro-
ith these principles in mind, we cen s
Sz;on of our program on a sequence of twelye assign-~-
5 ring a seven week period. Each assignment
s taken in several steps which included rough drafts
ad outlines on the later assignmentg. The'sequence
;. letely unstructuréed ;nner—dlrected ob-
in whatever order occurs to the itu—
i o)
raduall we worked on developing a sense
g - ture by encouraging the writers to
we spent more time on the earlier, unstruc-

tured assignments than we did on the later ones in which

I shall describe we finally gave the students an organizational pattern

We gave them a pattern because we thoughtt
that they ought to be sure of themselves to thelexteg

of being able to see what we gave them as a txo y ngm_
as an answer to all their writing problems. hs we :
phasized structure more and more, we also emphasize -
writing about literature. Then thg.last two aislgnmend_
returned them to what they were doing much eai ier,t

ing with an autobiography. .Thus, in theoryla iﬁz éul_
we made their ability to write about themse veﬁ o
mination of the summer. The teachers agreed tha

often turned out to be the case.

to follow.

Our sequence follows. (The titles of the assignments
are in most cases the names James Moffett used. _Ourri _
major variation from his program was to chgnge h}s oen%S)
inal sequence while skipping a number of his assignm 5

1. Sensory Monologue: Three or four assignments. .
Students were told to go somewhere and_wrlte d9wntagy
thing that came into their hegds for fifteen minutes.

We didn't care if they wrote in sentences or ?ndan{ivel
recognizable form. By discussing the results in gc ve VA
we tried to encourage the students'to see the Yatuethe
sensory language which seemed to_flnd its way in 2 .
observations they liked best. F}nally thgy rewrg i one
of several observations to hand in, touching up deta

5
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whenever they felt like it. These incidents would be like the examples used in as-
signment number seven. The five paragraph.theme model
2. Memory Monologue: Three or four assignments. fequired the students to have an introduction, three

Again the student is set free to write down all the paragraphs of one incident each, and a conclusion. The
memories that come into his head. In class he is en- ;,troduction and conclusion had to refer to all three
couraged to select several memories to expand into de~incidents. After the students made outllnes, we discus-
tailed accounts. The best expansion is again rewrittepeq the problem of a logical order for the in€idents.
We tried to point out the relationship between sensual
experience and what they remembered best. ] 9. Generalization Supported by Illust?ations: Two
_ ) assignments; five paragraph pattern. Again students

3. Dramatic Monologue: Two or three assignments. wrote about literature. They were encguraged to Fake
Here the student is asked to imagine that he is someonethree themes such as they wrote about in number eight
else talking to himself or to a silent listener. Thisypg to form them into a generalization about Lord of
takes the student outside of his own experience. The the Flies.
rewrite .of this assignment stressed the circumstances —— — .
under which the monologue is spoken. This is a step 10. Generalizations United into a Theory: TwoﬁaSS}gn—
toward structure. These papers were read in class. ments; five paragraph theme. This expanded number nine.

1 encouraged students to write about three separate

4. Dialogue: Two assignments. This developed from readings, taking a generalization from each. Here we
number three. Students could continue with their mono-emphasized logical order and clear transitions.
logue speaker, adding another. There was added stress
on order, since students now wanted to control the 11. Socratic Dialogu : Two assignmen?s. Students
response of the class, ' were to write a dialogu that made a point and fo}lowed

‘ a logical direction. 1i this way we hoped to review

5. Short Play or Dramatic Scene: Two assignments. Iwyhile keeping our focus on order. (Unfortunately, time

first asked my students to describe in writing the =~ Jimitations forced most teachers to skip this assignment.)
scene that was going to occur. In this way they had to )

work out their structure ahead of time, as in an out- | 12. Autobiography: Two assignments. Here the students
line. ' v were set free to follow their own order and subject

choice. We encouraged them to look at their early writ-

6. Interview or On—the—spbt'ObserVation: Two assignings about themselves for material.‘ We_wantgd them to
ments. We used the real thing as a logical follow-up regain some of their early spontaneity in this.

to imagined conversation. The students all went out . .
a. sathered fresh experiences, with people whenever Except for the section of‘f}ve spec1gl gtudents who
possible. After taking notes on the spot, students spent the whole. seven weeks writing descriptive para-

recreated their impressions in the form they thought graphs in standard patterns and working on basic mechan-
best. (This assignment was most successful.) ' ical problems, everyone followed the sequence of assign-
' ments as I have outlined it. There were other writing
7. Narrative Illustrating a Generality: Two assign-exercises describing pictures from the collection of
ments. In many cases, students saw that good intérviewmhotographS, The Family of Man, and all students wrote
were tied together by a single attitude on the part of two writing sample type exercises which were group cor-
the writer or by a point that the writer was trying to rected for the benefit of the teachers. Finally, a num-

make. We encouraged them to do this intentionally. - ber of the students wrote short poems in and out of class.
They were to control their story or report in such a

way as to get across an attitude by example not by di- The Reading Program

rect statement. (This assigament failed, largely

The reading program was built around a core of short
novels. We chose novels with which the students could

8. Several IncidentS'United"by‘hiThéme: Two assign-identify; this helped their self undersatnding and help-

because we didn't give it enough background.) °

ments; five paragraph pattern. Here we began to mix ed their writing as a result. We also chose novels that
reading and:writing directly. I urged my students to would force the student to confront more than the §tory.
select a theme from Lord of the Flies, showing how e wanted them to become more aware of the allegorical
three incidents from the Book related to the theme. areas in literature just as we wanted them to become

7
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more conscious of structure in writing. All of the

readings dealt with individuals who were set off frog
the society in which they lived, and we felt that. thiy
was an appropriate theme for students who were about g

find themselves in the same situation. The core reaq.
ings were:

1. The Light in the Forest, Conrad Richter. We
chose this because it might absorb Indian students iy
particular, and also because the basic question "Who ,
I, an Indian or a white man?" seemed appropriate to
everyone.

2. The Pearl, John Steinbeck. Students identified
with this too, but we particularly liked it because of
the allegorical level and stylistic sophistication.

3. The Old Man and the Sea, Ernest Hemingway. Thig
novel has the same qualities as The Pearl. By now. stu.
dents began to recognize the theme of an isolated in-
dividual and his values.

4. Lord of the Flies, William Golding. Although
this is” a much more "arty” book, students easily han-~
dled the many allegorical levels, and they also recog-
nized the almost computer perfect structure of the now

5. The Loneliness of. the Long-distance Runner, Ala
Sillitoe. This novella brought the students back to g
more  literal level, one which might rather closely par
allel their own situation in a boarding school. This
reading summed up the "individual™ theme.

Around this core were numerous readings chosen by
the individual teachers: short stories were used to
parallel writing assignments; poems helped to bring ou
the essence of a reading or writing as well as to devel
op a feeling for the richness of language; finally, mos
of us read a Shakespearean play, either. Othello or
Romeo and Juliet, in order to make the most of the lan
guage while trying to get the students really excited
-about the kind of work they would certainly. encounter
in private schools.

The Study Skills: Program

We decided to' set the area of. study skills off fro
the writing program because we felt:that to include bai
ic skills in a writing course would dampen the freshne
and enthusiasm of what the students were doing. There-!
fore we held study skills sessions at a different time
and place, and we arranged to have Carleton students
supervise the work. Thanks to their help, the progran

8

was far more exciting than it could have been otherwise.
Each ABC student was required to keep a notebook for
abulary and spelling. In it he kept g-recorq of all
vocds he misspelled. "His Carleton supervisor did the
woilow—up on only these words. Each student was also
L2 onsible for finding one new vocabulary word each day.
respword could be slang or technical, anything they ?ould
gggonstrate they had a use foﬁ.' Thé.Cayleton'supe?v1sor
worked with the student in getting him interested in a
personal vocabulary.

In additon to the notebooks,.wg set'up weekly exer-
cises, each one aiming at a specific skill. Our_maJor
concern was relevance. . Hence we had them qO a library
ksheet on John Brown because we could find enough
elate to a play they were abouttto ieea_

's Ferr as well as to the Negro past. n dic-
%%§§§§§_work %é were less succegsful. .We had the stu-
dents write precis exercises using artlcles'about the
Newark riots. We also did work on note-taking.

wor
that would r

Thus the study skills program avoided the standard
textbook approach as well as thg clasgroom. It seems
clear that the more a program like this appegls ?o the
students' own interests, the more successful it will be.

I1I

Clearly, the whole English program as I have des-
cribed it suffers from being a compromise between a
free, purely inductive approach that_takes the studen?s
entirely on their own terms, and a control}ed, deducplve
infusion of learning. Given the ABC function as a bridge
be tween the worlds of the ghetto and_the private
boarding school, I still think that our approach was -
sound. We ran the risk, however, of covering too.mucp N
too lightly. Perhaps this is the hazard of any whirlwind
summer program; sur:ly the transfer‘from fo?mless:per—
sonal feelings to structured objective critiques in
writing could be better handled over a whole year, or
two years. The readings were better paced, bgt they
also formed a compromise curriculum. Tpe Indian world
of the eighteenth century in The Light in the Forest,
the Mexican world of The Pearl, the English reformatory
of The Loneliness of tThe Long-distance Runngr, all of
these are once removed from the exact experilence of the
ghetto, the world of Claude Brown's Manchild in the Pro-
mised Land. At times in Study Skills we met this world
directly, but we still found ourselves trapped wggnage—
did a project on the dictionary. And why dlthgs artyOf
thing with the dictionary at all? Because 1t 1 E. e
our accepted middle class gducatlonal structure whic
the core of the participating schools.

9




Of course it is also relevant that most of these

a Saturday mornlng program throughout the winter,

Uns tudents are invited back for a second summer,

students have been part of that structure all along ip and Smilton'S EEP is a continuing influence rather

their public schools which follow most of the same

practices and accept the same success oriented goals,
In fact, most of the ABC students have been "winners"
there.

in their local junior high schools. 1In a sense,
fore, our program was designed to encourage them to
reconsider thémselves from the vantage point of a
fresh start.
of all for an ABC student: he gets a chance to see
himself apart from the world for a moment, and it is
up to ABC and other educational institutions not to
pressure him into hiding again behind another set of
superimposed values.

Iv

What would happen if the program teaching dis-
advantaged students were not in theé very special
situation of a Project ABC? An example of this is
the Educational Enrichment Program at Milton Academy.
Here, junior high school boys and girls a year or
two younger than the average ABC student are bussed
out from Boston every weekday for a six week summer
session. The students are selected because they are
under-achievers. It is the chief purpose of the
program to help the student change his attitude to-
ward himself and toward his education.

To do this, the English curriculum, like ABC's,
centers on writing. The iwriting program is more
purely inductive, however. There is no imposed
structure whatever. All of the writing projects are
descriptive in nature, and the approach to the des-
cription is left up to the student. 1In order to
create the desire to write, students are taken on
many trips to places of intense activity or emotional
impact: the Boston markets, criminal court, a ruined
fort far out in Boston harbor. The result is writing
that brings out the students' feelings in a very
sincere way. The papers are not marked in any way;
students are helped to improve on their own terms
rather than on the teacher's. Devices other than
the written word are also used by students: polaroid
photographs picture emotions; movies made by students
expand this in a more complex way; music expresses
an understanding beyond vocabulary.

With this kind of freedom for self expression,
the students do gain a much greater sense . of who
they are. Back in their public schools the follow-
ing winter, their grades don't shoot up, but their
attitude often does. To keep this going, Milton

10

This is perhaps the greatest opportunity

Thus

than 2 l1ightning encounter like Project ABC.

in each case, -though, the problem of a bridge ]
petween two worlds is the same, for the Boston Public
Schools are just as far from the heart of the so-
alled disadvantaged students as are the boarding
:chools with whom ABC works.as are, perhaps, the
students themselves who are finally at the mercy of
these schools.

i

So it is the chief concern of programs fog the
disadvantaged to try to help these bgys and'glrls out
of their dilemma. This can be done in Epgllsh by. .
encouraging the student to express What is true within
himself without assuming that what is true foy the
advantaged student ought to bg trug for the dlsgdvgn-
| taged student. Along with this major concern, it is
'necessary for these programs to help schools to under-
stand what these students have to offer. It does not
seem to be an overstatement to suggest that an ABC
student helps a private schoo} thgt he enters a }ot
more than it helps him--that 1is, 1f.the student is
not submerged. If he isn't, there 1is a good chance

that he will help other 'advantaged'" students, and
! some of their English teachers, to emerge.

John Zilliax is acting chairman of the English Department at Milton Academy,
Milton, Massachusetts.
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THE IMPORTANCE OF PERSONAL CONTACT IN
TEACHING ENGLISH TO THE NEGRO POOR

By NANCY S. REINHARDT
Northfield School, East Northfield, Massachusetts

No carefully chosen words, no antiseptic euphemisy
on the pages of an educator's textbook or a sociolo-
gist's journal, can understand and heal the bitter
heart of the Negro poor. The poorest in this country
are desperately poor, and they are more often than
not from the black race. For the Negro does not even
have the barest currency of an Anglo-Saxon white skin
-- not even of a skin which can pass for vhite, espec-
ially if it also can bLe worn as a proud symbol of
close ties with a "charming" foreign culture or can
be clearly identifiec¢ with the color of a rich past
(the past, for example, of the American Indian, the
Italian, or the Puerto Rican). But with his black
skin and kinky hair the American Negro must wear the
symbol of his bitter past, the slavery that cut him
cruelly from his land and family. (Charles E. Silber-
man, Crisis in Black and White, New York: Random House
inc., 1964, See especially Chapter IV.) And, as if
this mark of slavery were not enough, he also must
live in a culture which for thousands of years has
identified in its literature the color of his skin
with the color of evil. The Negro poor, then, and
their children are the truly "disadvantaged" of this
country; and the problems of learning how to teach
these "disadvantaged" -- and somehow of giving them
back or allowing them to take back something of what
has been taken away from them —-— probably present the
greatest challenge any group of educators, regardless
of color, has ever had to face.

t)

The euphemism "disadvantaged" is very difficult
to avoid using and is probably less insidious than
"culturally deprived"; nevertheless, it still sounds
a little too nice, like one more attempt to veil and
hence to escape from the most unpleasant realities of
the problem -- the problem which demands effective
action here and now and not more of the studies, arti-
cles and ineffective experimental programs that simply
salt and pepper the land. The November 20, 1967,
issue of Newsweek underlined the urgency of the Negro
problem by developing among other things a specific
education program not only for the next decades but
for today, and by referring to its program for action
as '""The Negro in America: What Must Be Done" (emphasis
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d). Similarly, with his uncompromising title to
a(-idestory of his teaching experiences in several Rox-
= ghetto schools, Death at an Early Age: Tpe Des—.
buryction of the Hearts and Minds of Negro'Chlldren in
§E£E§6§f5n—ﬁublic Schools (Houghton-Mifflin, 1967),
Eggathan Kozol goes right to the urgent heart of the
Jonblem of educating the poor Negro. He cuts th?ough

e veils of white society's euphemisms and evasions
thefrankly exposing the most unpleasant realities of a
by id, self-righteous New England school_system‘that
1'Algosés its middle class values; its limited standards
1?p"good" speech, literature and art; and its suptly
Or platantly prejudiced teachers on the NegrQ‘chlldren
0 its demesne. The title of Kozol's book mlght‘sound
1rellodramatic at first, but an unbiased reading petween
?he covers will show how painfully honest the §1t1e
really is -- how much more honest thgn those titles
which typically garnish the many artlc}es and fgll
length books on ''the problems of teaching the disad-

vantaged child."

No human being can effectively.relate with apother
from a condescending distancg wearing the self-right-
eous garments that protect his prejudgments and ass?mp-
tions from the living challenge of the other person’s
perspective. Similarly, no teacher can effectlvgly %
teach from this distance which destyoys the p9551b1}1_{
of creating mutual respect, a very important 1ngr§d1en
in good teaching. But above al}, no tgacher whg is
working with poverty children, in particular Chlldiin
from Negro ghettos, can begin to understand the fg
"heart and mind'" of the living challenge.before him
without first examinging his own assumptions, Yalues,
and motives -- 'the comfortable '"normal' shell_ln wh}ch
he lives. If any youth needs thg persongl fr}endshlp
and encouragement of a teacher,.lt certalgly is the
student who is confused about hls.own ¥a01a1 1m§yaand
who comes from the poorest home 51tuat19ns. This )
student to begin with has too many of.hls.own parrlers
to surmount without having others clut?erlng his way.
Much has been written about these barriers. (See
The Disadvantaged Learner: Knowing, Understgndl?g,
Educating, ed. Staten W. Webster, San Francisco;
Chandler Publishing Co., 1966.) I need only mention
a few of them. The ghetto student then comes to
school exhausted from a sleepless night and a sparse
breakfast; he is shivering with too few clothes ?n
the drafts of an inadequately heated slum school; he
does not have the confidence and the verbal ?ools tzl
speak up in class except with perhaps the voice of his
vivid but "hidden language' (the phrase John M. B?ewer
used in his article '"'Hidden Language': Ghet?o Children
Know What They're Talking About," New Ycrk Times
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Magazine, December 25, 1966, p. 32.) of the ghettos,
When he tries to write he runs his sentences to

mechanical mistakes;
grade level and finds
keep pace;

ures, or he is confused and defeated by
understand why.

it increasingly difficult to

But the disadvantaged student's learning problems ¢poughts, assumptions,

AsmethOdS' i i - ching is a good reason
this student's school Proh.jod of orientation and self-sear g

for the success of the Carleton program.

do not simply begin when he first comes to school.
Charles E. Silberman says,
lems "begin in the cradle." (Op. cit., p. 277.) The
more "advantaged" child, however, because of his

varied, organized and mobile environment, acquires

2 ersonal
» : i gether . ;jues ©
ox writes in fragments, makes endless grammatical ang

A B
he reads one or more years beloy

‘these P

. Schools
he hates himself and the world for his Taiy,

here, and to emphasize the positive
fatﬁzzg gtuéents. (This was one Qf threg 1967
y Chance programs. The organization behind
Ste ograms, originally called the Independent
rTalent Search Program, was formed in 1963 and

esigned to discover, select and place with schol-

as d

them and canpg ship in the ABC member schools as many ''disadvantaged
diar
Studeﬂts

" as it can afford.) It was impqrtant, Fhen,
teachers in Carleton ABC to reorlenF their .
and perhaps even thely Feachlng
In part, anyway, I think this intensive per-

or the

in such a program as ABC, organization to the last

i i tudents generally come
from infancy onward the learning skills necessary for getail is V}tal begauze tgeiitznubrokenghomeS, e
developing the ability to work with abstract concepts, from very disorganized an

The typical teacher expects,
all his entering students to
they can learn reading and writing with ease. But

while the middle class child is happily playing with
blocks,

other things to help him survive in his hostile envi-
He learns how:-to "turn off" the harsh, con-

ronment.
fusing sounds of his environment; he learns how not
to plan ahead for futile hopes and meaningless ab-
stract ideas, but to be content rather with the few
immediate and tangible things available; he learns

the rhythm and subtlety of many of the essential facts

of human nature -- of love and hate, of greed, cru-
elty, and prejudice. This kind of an education may
be an advantage in the ghetto, but it is of no avail
in learning how to survive in a white-structured
school system.

As long as there is this
the environment of the white middle class teacher and
the poverty child, there will be barriers to mutual
understanding and respect, and hence to effective
teaching. The focus for change must first be on the
teacher. He is the one who is more free to recognize
and.tear down his own barriers. He has to be the one
to come to (not down to) the student, to learn some-
thing of the student's language, to accept the value
of the student's own experiences and attitudes. In

great disparity between

many experimental programs for teaching these students positive elements.

there is too much emphasis on the negative aspects of
their lives -- their "disadvantages." In the 1967

ivel
and was trained to expecy pecause they crave, respec?, and wzrkcﬁﬁiideiﬁiiiéZiu%,
have these skills so thatyithin t?e secgr1tysgfm:n;1§?t1ﬁe§er;tudents et
heless ecau 2S¢ :
E;giignally étarved (unwanted chlldrentln gesperagiizd
ili ists of overw
the child from the slums is probably learning 1arge fam111e§,Sonoﬁhintggelgggzﬁgelhomes SF il il
re agencie
ii;{?y committed’foster parents), {heybgigg mgieaﬁhan
i i ; they must have the flexibi ity
A : h "to sit at the
ional program that allows them .
igﬁgit;gg ofpthg log" with the teacher and indeed even

to become friends with him. The prevalent puritanical

i i i t teachers and

tion in most white schools tha ‘ C

:iiggﬁts cannot be friends and that a necessary dlstange
t bekept is . :

gziol's d£scriétion of this attitude, op. cit., p.

I think, a fallacy. (See Jonathan

111.)
1f there is mutual understanding no ar?ificial bari}eﬁs
are necessary; the "proper distance" will be establish-

ed naturally from genuine respect.

In order to establish the creative tegchlng'atmoi—
phere in which mutual respeczhanz ezﬁgrfiéeggigég iﬁe
i it is necessary for e tea
;ggiziéelzspects of this ”disadvagtaged” studiﬁt'ierbal
background and to teach him by building f;omd eTake
‘tools and experiences he has already acqulrgt: ale
for example the ungrammatical speech and wrz ingas
the Negro poor, a language cgmmonly referre tho 25 re
inferior or substandard English. Even hgre er
Just because Negro dla}ect does
not fit the patterns of standard Englisp,'lt doiznzot
mean that it is without structure and vivid con .

i ivi the student a big dose
Carleton College Project ABC, however, the entire staff Nor does it mean that by giving

met for a week of intensive orientation in.order to

insure effective organization of every possible detail

of the program, but more importantly to set the tone
for the summer, to establish a warmly creative and
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of traditional grammar -- textbooks to study andA22122
to learn -- his problems will be solved. The gpp

in fact seems to be the case. A recent stud{96¥
Marvin D. Loflin (published in the December
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English Journal, vol. 56, no. 9, pp. 1312—1314).
indicates that "efforts to construct a grammar ror Ny
standard Negro English suggest that the similarities
between it and Standard English are superficial. Therq
is every reason, at this stage of research, to beliey
that a fuller description of Nonstandard Negro Englisy
will show a grammatical system which must be treated a
a foreign language.”" If Loflin is right then Englisp
teachers who want to help students who have this "nop.
standard structure" in their speech must resist the
temptation to classify these students simply as speak.
ers of inferior English which needs quite a bit of
touching up in contrast with the merely awkward (even
"charming) English of students who -speak a foreign
tongue. (Charlotte K. Brooks rigidly classifies the
disadvantaged as "culturally different" and "culturalh
deprived” where those who speak a foreign language
have a different culture while those who speak an Eng-
lish dialect have a culture which is deprived. The
Disadvantaged Learner, p. 515.) Research has shown
that 1t is far more effective to teach standard Engligy
to the speaker of a nonstandard dialect as if he were
learning a foreign language. - (Ellen Newman, "An Ex-
periment in Oral Language," 1965, The Disadvantaged
Learner, pp. 510-514.) Certainly The psychological
advantages of such an approach are reason enough for
adopting modern foreign language drill techniques.

The last thing an unconfident Negro student needs is
to be told that on top of everything else his language
is all wrong. There is no obvious reason why the
Negro cannot learn standard English as a second lan-
guage without giving up his "native tongue.” Just as
the Puerto Rican can continue to speak in Spanish with
his friends and family regardless of how much English
he learns, the Negro too should be able to keep any

of the old language ties he wants without fearing that
he is speaking "incorrectly."

In developing his English, then, both oral and
written, and in improving his reading skills, the
"disadvantaged" student must begin with and build
from (not discard) his own verbal tools, experiences
and concerns, and his own cultural foundation. As
John M. Brewer explains, the teacher of standard Eng-
lish has to stimulate a natural interest in his stu-
dents to overcome their "verbal deficit" and to "stock-
pile new standard words and phraseg," (Op. cit., p. 35
Marvin D, Loflin agrees that the teacher musT help
"a nonstandard speaker extend his repertoire of rules
to include standard structures." (Op. cit., p. 1313.)
The emphasis in both cases is on expanding not tearing
down. Similarly, in encouraging students to read
with enjoyment, the teachers who have been most
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those who go to the student and find
sucCi?ZfEéa3§ﬁg material %hat "hits him where he }ivesj'
o éharles G. Spiegler, "Give Him a Book That Hits
(seewhere He Lives," 1964, The Disadvantaged Learner,
Bl 524—532.) Jonathan Kozol shows very vivi@ly how
pp'tudent's natural curiosity and motivgtion is des-
= ed when the teacher does not give him readlngA
e jal which can be related to his own way of life.
materteachers who as children learned from blatantly
Manyudiced or patronizing textbooks (see Chapter Seven
Pre§0z01 op. cit., pp. 61-72 ) still teach their
§2gro students within the mental framework of these

same textbooks.

with the high school Negro student whose.readlng
and writing skills are underdeveloped there is not
only the danger of boring him by glVlng him reading
or writing assignments which are 1rrel§vant put glso
the danger of insulting him with materlal.whlch ;n
subject matter is immature and conQescendlng. T ed
Negro student is particularly s§n51tive.to any conde-
scending attempts by whites to "help'" him. Imagine g
how insulting it must be, for example? to have to rea
some silly story about the Bobbsey TW}ns when onehls
a Negro teenager who has learned at nine how one has
pbabies and at eleven how not to'have them. The.d}i—
crepancy between the understanding, the pe?cept1v1 y(,i
and sophistication of such a student agd his own iea -
ing level presents a problem in selgctlng ?elevan .
reading material. But the problem is ngt insurmount-
able. It is far better to err on‘thg side of giving
the student interesting but too difficult material
than to risk turning him off completely from books in
order to insure he can handle all the words.

While it is a mistake to give too simple reading
material to these students when the most 1mp0r§ant g
point is to stimulate them with plenFy of reading an
writing practice from material that is dlreqtly re—bl
lated to the tangibles of their own 1}ves,.1t pr9ba y
also is a mistake to spend too much time discussing
fiction and poetry in terms of gene?al themes, symbols,
literary structure, and other relatively abstract‘con-
cepts. Discussing the problems the characters have
to face and encouraging the students to relate these
concerns to their own lives usually produce the most
fruitful results. It is not surprising, then, that
Jonathan Kozol found that his students learned more
about the kind of powerful emotionalleffect good
poetry can have on the reader by having ﬁhem rezd
Langston Hughes' "Ballad of the Lapdlorq than by .
forcefeeding them the ''proper"” antiseptic poetry o}

a standard public school curriculum or by teaching
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them the technical terms of the sonnet form.

The importance of relevance and of direct persona]
contact between teacher and student cannot, I think, p
overemphasized. The "disadvantaged" student is encoug.
aged to expand his reading skills by seeing the rele-
vance of good -books to his life, by beginning with hig
own experiences and adding to them the world of books,
By the same principle he can also learn to write more
effectively about his feelings and ideas. The writing
program of the 1967 Carleton College Project ABC was
based mainly on this principle as developed in James A,
Moffett's sequence of writing assignments -- the prin-
ciple of expanding rather than "correcting" the skillg
already acquired. Whenever possible, these assignmentg
were supplemented with or paralleled by assignments
based on the literature studied. Moffett is at present
a Research Associate in English at the Harvard Graduate
School of Education, but many of his ideas are probably
the result of his teaching experiences. Although the
students he taught were generally "'advantaged," the
fact that his teaching theories work not only for his
students but also for "disadvantaged' students (who
have no patience with ornamental irrelevancies and who,
in a sense, then, can serve as a fundamental testing
ground for any educational principles) probably indi-
cates that he has his finger on an important concept
in teaching composition. This concept will probably
be developed thoroughly in his book Teaching the
Universe of Discourse shortly to be published by
Houghton—ﬁTffIln, but his general ideas are cogently
presented in his article "Learning to Write by Writing!
(The English Leaflet, Vol. LXVI, No. 4, The New England
Association of Teachers of English, 1967.) His idea
basically is that you begin with what you've got --
that you show by inductive methods the relevance of
principles of effective writing to the student's daily
life which is essentially one of communicating and
sharing. This kind of an approach is appealing to the
"disadvantaged'" student because he is allowed to write
for his first assignment whatever comes into his head
without worrying about grammar, punctuation or spelling
and without wondering what will please the teacher.

He can find encouragement in just getting the words
down on paper regardless of how they come out. Then
with the help of the other students and the guidance
of the teacher he can be shown how in order to share
without confusion his spontaneous ideas with other
people he needs a comma here, a more precise word
choice there, and a clearer logical link in between.
The student immediately gains confidence in his ability
to write. He sees that writing really is relevant to
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clarify

Carl

1ife and that on the basis of his natural in-
nce and powers of reasoning he can order and
his personal feelings without having to follow
teric rules of composition.

his owll
tellige

some €S0

one of the most exciting moments of my teaching at
eton was at the end of the summer when I read an
essay by 2 boy who had peen behind most of the 9tper
tudents, who worked palnfully.slowly, whose wyltlng
Ead always been riddled with mistakes and who in an
ordinary teaching framework probably would have been
onsidered careless and even thoughtless. Wg watched
ihe boy studying, though, and knew that Qespltg the
Superficial appearance of his work and his attitude he
cared very deeply and tried very hard. But.one day,.
after finishing the Moffett sequence and while studying
William Golding's Lord of the.Flles, I.gave them the
statement that '"today's civilized man is really a sav-
age" and asked them to write an essay based on it.

The quotation fired their enthusiasm -- esp901ally that
of this one boy. For what was really the first t}me he
ljet himself go and drew on his own peysona} experiences
with ""savage'" people, filled his writing w1?h vivid ]
detail and actually gave his essay sgch_a tight, logi-
cal structure that I could refer to it in class as a
model essay. Of course, he was elated but confessgd
that he had not really planned his essay -- that }t
"just came out .that way." He had introduced all his
jdeas in the opening paragraph, developed each idea

in logical order and in parallel form, even used rather
sophisticated transitions, and concluded with a new
slant that not only tied the essay together but 1§d

the reader forward by suggesting a fresh perspectlve
for regarding the gquotation. This essay provides a
vivid illustration of the truth to the theory that good
writing can be drawn out from the student: tha? there
is an inherent logic to his feelings and experiences
which he can share with others if he really wagt§ to.
regardless of his verbal deficiencies; that writing is
not some obscure art mastered by the lucky  few wpo are
able to catch on to the elusive rules; but that it is
something everyoné with normal intelligence'can do if
he just sits down and writes about the feellng$ that
are really important to him and is then shown induc-
tively how he can take what he has on paper and make
these words mean something to other people. When the
student really sees the teacher's task is not_to tor-
ment him but to help him add meaning to his }1fe, he
respects more fully those involved in education and
perhaps -even feels a desire to know and 1ea?n frgm

them as full human beings outside the one dimensional
role of classroom teacher. 1In a small, closely knit
and harmonious community such as that of the Carleton

19



ABC program, the opportunities were endless for this
direct personal contact, for the direct encounter ess

tial to genuine teaching.

Probabl

y the real teaching
udent discovered wiy

a little help the beauty of a new poem, or at - -dinner
time when he joined in with the adults discussing the

recent race riots,

or at the theater where with his

teachers he shared the powerful experience of a live

dramatic performance.

Mrs. Reinhardt, a teacher at the Carleton ABC program in 1967, teaches Eng-

lish at Norfhfleld School, East Northfield, Massachusetts.
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ENGLISH FOR THE TALENTED: A PROLOGUE

By JOHN C. MAXWELL
Director of the Twin City Institute for Talented Youth

For the most part, America's social, culturally,
and economically disadvantaged live in cities. While
Minneapolis and St. Paul have nowhere near the per-
centage of disadvantaged pupils that New York, Detroit
and Chicago have, the impact of the press and the latef
fashionable tendency to talk and worry about the disadﬁ
vantaged in the Twin Cities have given the impression |
that nearly everybody in the cities and the city's"

schools is disadvantaged. Such is by no means the |
case.

Cities, by definition, are studies in contrast,
While the suburbs may have taken on the appearance of
”middle—class” America, the cities have remained the I
vigorous méeting ground of diversity and complexity.

In the cities, for each disadvantaged, there is at
least one advantaged person.

With this knowledge and a conviction that talented
students in the cities must be served, the Minneapolis
.and St. Paul schools set out to organize and run a
Twin City Institute for Talented Youth in the summer
of 1967. Backed by the energies and fund-raising
capacities of civic leaders from the two communities,
the Institute opened its doors to 329 able youngsters
from nearly sixty private, parochial, and public schools
in Minneapolis and St. Paul, The students had chosen
one from among seventeen courses, and their enrollment
in-a single course constituted a commitment of their
time and interest. No grades were given, no credit
transmitted to the home school. Focus during the six
week session was on learning for its own sake. And
the students reveled in it.

|

Each course was designed by a carefully chosen
master teacher along lines which he believed signifi-
cant for youth and for the teaching of his discipline.
Only one course - Russian - was conventional, and the
teaching in that was extra-ordinary.

"English" was the major discipline of the Institute,
This development reflected both the dispositions of the
director, the interest patterns of the students, and
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tpe proclivities of the instructors.

‘ The most "English-like" course of the gurriculgg was
composition course, taught by.Dr. ﬂarnlet Sheyl a?

e rleton College. The similarity w1th.convent10na

of C?sh ended about with the name. Applying generous

Engll‘ons from studies in rhetoric and other.lnfu51ons

infus;ecent studies from syntactic and descrlptlvg gram-

o Dr. Sheridan gave creative slants to compos;tlon

mariﬁing.based on her work in preceding summers with

Eﬁglish institutes for teachers at Carleton.

Fred Lundquist of Roosevelt High school in Minnga;
1is verged toward the "humanities' in a course whic
A titled '"Literature of Protest." Mr. Lundqulst,la
hehn Hay Fellow and veteran teachey, saw a ‘particular
g;tness for city youth in considering the cgr{eptsﬁ:;es
d with Viet Nam and racial 1s ,
of protest, concerne fent rolint hote
i erspective of past ages of pro fr
tﬁetgﬁcﬁrakgrs of the twentieth centuryttotﬁheGieliglous
i back to e eeks,
st of Martin Luther and even
?iozil these emphases, literature was the core of study,
and along with study of ideas was concern with literary

structure.

- alienation - was
of the themes of protest a
entg:i to the study of "Literature and Man's Searc?
gor Community," a course taught by E?rt ¥cDong¥ggtg
i i McDonough's class ,
Minneapolis Marshall. Mr. 2 e
d through a variety o
10th and 1llth graders, spe a ey o
s from Aeschylus to Albee examining )
2;uiﬁe works and the modes of the 11terat?re examlneg.
For many of the students in Mr. McDogough sscéZiinggng
i literature wa
in Mr. Lundquist's class, the : i
i i the literature often attac
and often unsettling, since
X i by the students.
stems of value and belief held t
;gesglexibility of the Institute's structuri pei?;z?ed
i i es of ac ;
dy adaptation of materials and course ; )
ﬁig {he tgo instructors were able to brlgg m0£e1g£f;rTa
tive literature into play ?o offset the ''dark itera
ture of their original choice.

"Man and His Gods' was one of the themes of afteam—
taught humanities course offered by Ewodtgacgigi ﬁ8$
Edi d Richar ca ,
the. Edina schools, John Dahl an : L -
A’ i ts of history and classics
staff members in the departmen : asse
' i i inoi The particular mar
at the University of Illinois. ) .
iti de and frequent use o
the humanities course was the wi i que N
i in addition to rea
feature-length films. The clgsses, R
i ‘ j ks of literature, studied
ing many and major wor ) A e Tt
ycle »
t and style of such films as ? : .
R%Ee Seventﬂ Seal," the film opera "Boris Gudonov and
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"The War Game." The second theme of the humanities
course "Man as Hero" involved the Eroica Symphony,
the operetta "Girl of the Golden West," and such 1it.
erature as '"The Fire Next Time," "MacBird,'" "Lord of
the Flies,”" and "Babbitt."

While the humanities co
English and social studies,
cial studies courses of the
elements of literature and o
lish curriculum. 1In the course in Political Philoso-
phy, taught by Gerald Line of St. Paul's Murray High
School, such works as "Selections from Thomas Jeffer-
son," '"Essential Works of Marxism," and "Walden and
Civil Disobedience" were read, and closely reasoned
essays were required on political and philosophical
themes.

urses lie midway between
they and some of the so-
Institute have strong |
ther elements of the Eng-

Charles Caruson of Hopkins High School taught a
course. titled Urban Sociology in which communication |
(or its lack) was a central motif. Student interviews
and critical engagement with protagonists in the
issues of urban living called into play many of the
principles of rhetoric and argumentation which Mr.
Caruson employs in his usual work as a teacher of
speech and English at Hopkins.

North High School
"Active Dramatics."”
ure of drama, Mr.

Gary Parker of Minneapolis®
offered an unusual course called
While not a course in the literat
Parker's course involved students in Penetrating
analyses and formulation of the mechanisms which viv-
ify dramatic performance. While hardly a "method"
acting course, '"Active Dramatics" required such a de-
gree of concentration, creativity, and projection
that the observer might be excused for thinking about
Stanislavski.

Because it was thought of as a curriculum labora-
tory, the "institute" had an apt name. More than a
summer school, which might focus exclusively on the
heeds and experiences of the students, the Twin City
Institute sought to evolve hew courses and modes of
instruction. - Its output was not to be measured in
terms of student response (though that was important)
but in what the experience yielded for other teachers
in other schools.

With the exception of Mr. Parker's course, all the
Institute courses are described in detail in a mimeo-
graphed booklet called "Gleanings from a Summer
Institute" available from the Institute office.
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and lite

ay order a copy from: Digectoy,

(schoo}i OingziiiizsfﬂryTalented Yquth, 2698 University
4 gt. Paul, Minn., 55114; price: $1.00)

i i can only hint at the riqh—
. artiiiit;f sgzsviiggiy of materials and techni-
ﬁgiathe inétructors poured into thelg ggziziséay

ess of definitions, on t

e 3£a§$ewﬁgiﬁncourses were '"English" gnd which
with accething else. The things which Engllsh gener-
Tl Somks were widely sought in the ;nstltute, be- 3
adly seﬁ se who taught saw the significance of languag
cause gature and often composition to thg kinds oﬁ
hich talented students need. Eng}ls: was the
not the course, of the 1967 Institute.

ness,
ques t
Becaus

things VW
core, if

John Maxwell is now, as Director of the TCITY, a member of the staff of the
Upper Midwest Regional Educational Laboratory.
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THE TALENTED RECEPTION

By DANIEL KRUEGER
Vorth ligh School

It is the reception, primarily. Otherwise teachiny
the talented does not differ in very many respects frog
teaching the average high school student. At least.
this was my observation last summer at the Twin Citieg
Institute for Talented Youth in which I assisted Bart
McDonough of Minneapolis Marshall High School in a
course entitled "Literature: Man's Search for Com-
munity." For the first time in my teaching career I
was faced with a class of students who elected to take
an English course for no credit; indeed they were

! willing to commute many miles to get that English
course. They had to be a different breed of students
from those I was used to.

In some respects our students were like any well-

behaved class which, through an accident of scheduling,
might be belched out of a computer to a fortunate
teacher. They were pleasant, mannerly, and regular in
their attendance. We were even surprised to find that
the range in abilities was as great as it is in many
high school classes, certainly as great as in enriched
classes. They even had the same o0ld familiar notion
that in the end the teacher had the final "appropriate”
answer to all the major questions. This, they found,
was not the case, for the questions were never "who
did what to whom?" But these students came to the
class eager, not just willing, but eager to learn.

Probably the greatest pPleasure in teaching them
came from skipping over the frothy questions of plot
and sequence, often even the questions of style and

| setting. Instead we prlunged into the deeper question
| of why. It was here that these students excelled. It
was” hcére that the reception to our teaching made the
difference. We never needed to quiz them on whether
they had read the material, Generally we simply had
to puse a lead question. The instructor became what
every teacher hopes to be in a class discussion a
moderator,

Since our course attempted to investigate man's
search for community, we were faced with the initial
question of man's existence: why does man inhabit
the earth? Many of our students could answer this
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Many

‘reasonit

i sily enough through their religiou§ faith.
Stliﬁeiz weie unw%lling to accept any mystlgal ex—
azion for their existence but chose to believe

there is no purpose in it at all; therefgre man
reate his own purpose. Both of these lines of
ing led to the next question: What must man do
<+h his existence? This, then, was the essence of our
pile for this was man's search for community.

que

plan
that
must ¢

course,

i our course was primarily concerned Wlth lit-
tiigcind not philosophy, we attempted to discover
erat some writers, both ancient and modernf had Fo say

s t this search. The most obvious startlpg point
aboued to be Sophucles. We presented a minlmum of
seemoduction to the Greek theater and went right on.to
1nglinscussion of Oedipus' guilt. We traced the tragic
ﬁ ro's futile attempt to outsmart tpe Fates and the
biindness of his stumbling into their hands. The

‘students were especially interested in the idea that

i t that she had outwitted the gods
Jocazgsoégt?i; ?Eiis and the ultimate meaninglessness
wislife. It was then possible to discuss whether man
Eas an obligation to uphold order in the world and
whether he can be happy if he chooses not to.

It soon became evident to the class that we, the
instructors, were not going to provide the answers.
At first we were reluctant to state our own op1219n§
for fear of squelching discu551on: Instead we trie y
to challenge them to evaluate the}r own ?eason}n%. Ne
especially wanted them to see their own inconsistencies
where they occurred. If their ideas stemmed from .
personal bias, we wanted them at least to be awaretg. .
that fact. We were interested in getting them to in
carefully and explore all avenues of reason,

I 114 id not have to
As soon as they realized that they di
attempt to read our thoughts in or@er to guess what we
wanted them to say, they began saying Fhe things that
occurred to them. They were then willing to attack

- works which they knew that we instructors enjoyed.

They could give us concrete reasons not based on
personal bias.

- This was the greatest breakthrough.in the course,
for we were then in the enviable position of being
accepted as peers, but respected as teachgrs. From
then on we could provide our own obsgrvatl?ns and1
interpretations confident that the discussion would
continue to flow.

Apparently burs was not the only course to exper-
ience this phenomenon, for at one of our staff
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meetings another instructor said,
care less what my interpretation i
mildly interested, but that's all.”
with the same kind of pride that we f
It no longer mattered what we thought
of literature because our students wer
tools to discover for themselves what

s. They

of a

saying and how well he was saying it.

As we continued in ou
extensive (including thre
essays, and thirteen plays),
contrasts among the various authors.
interesting to hear some of t
they found more realism i
Miller's Death of a Sales
a discussion of the meani
meanings of the word.

is unimportant,

reader takes awa

Many of the responses made b
the same as those that mi
students in an English cl1
voluntarily, without the

of the teacher.

without agonizing
nho one needed to say anything.

the course not to call on anyone
For a while we thought that this
Some of our students were letting

all the discuss

ninth graders,
words.

instructors.

e novels,

"My students couldp:

He made this repy,
elt in our clasg,

-

might be

given Piece

ihzsiﬁfhgseégsowﬁ f2231t of a question in the film. The question was:
|

r reading, which was quite
four book-length

we drew comparisons and

It was especial]
he students state that

n Oedipus Rex than in Arthur - i . 1
maﬁT—T%TE}_ET course, prompteq stitute, and it made both Mr. McDonough -and me fee
ng of realism or the various
One girl insisted that realism

¥

but what is important is what the

y from the work.

y our students were
ght be made by any group of
ass, but they were made !
usual maneuvering on the part

And they were made with conviction

ion.

Then we tried a
the "talkers" from the "non~talkers."
we found that the "non~talkers"
when taken away from those who t
them in the larger group.
two or three were far more
The rest, and especiall

; tooth-extracting hints.

hey admitte

der for the
, neverthel

As the weeks of the institute wore on,
that we were in danger of losing some of ou
enthusiasm simply because of

reading.

that we had intended to

already mentioned.

Inst

both feature length and

the great bulk

Furthermore

We resolved early in
who did not volunteer,
might prove a mistake,
the others carry on
plan of separating
As we had hoped,
responded very well

d overawed

This was Primarily because
articulate than the others,
y the younger ones such as the
had to search har
These students benefited
€xposure to peers who were

appropriate
ess, from

often as articulate as their

we found
r students'
of assigned

Therefore we discarded three or four books

assign in addition to those
ead we showed several films,

shorter.
ered that these served not only as

Happily,
a pause i

but as a launch for further discussion.
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we discov-
n the work

especially responded to Ingmar Bergman's

ents
e and the British documentary The War Game.

§EX52£E Seal

The most interesting observation that came from a
ent after the showing of The War Game came as a

iate if we are attacked with nuclear
IshOU1dsge giga;;il felt that we should not. "At }ea;t'
-weapoghé world,” she said, "would be left. ‘Even if it's
il ur half it's people. What would we prove by dgs—
2°§y?ng the 6ther half?'" Many in the class agreed with
r

her rather mature response.

This response occurred on the last day of the in-

' isfi had been a success,
' r satisfied that the class : :
?aﬁhit showed that our students were leaving our in-
iitute with some concern for humanity and ;ﬁs direc-
S'on Nearly every discussion that had occurred hgd
e d to the idea that basically what humanlty
- gotten roun ] L ot [t
needs is concern for one another, or '"The Ar

as Erick Fromm presents it.

lass was conceived with the intention of ]
|trea2?£gch?gh school students as adults gnd expect;ng
adult responses in return. The1r1€sp0n51venessdwa L
" just what we had hoped it would bg. They prove equa
%o the task. It was their reception to our teaching

that marked them as talented youth.

List of Readings:
The

hylus: Agamemnon
mESghy Y The Libation Bearers
The Eumenides
Albee, Edward: The American Dream
The Zoo Story
Buber, Martin: Good and Evil

Camus, Albert: The Myth of Sisyphus

Chekhov, Anton: The Three Sisters

Conrad, Joseph: Heart of Darkness

The Art of Loving

Fromm, Erick:

Hoffer, The True Believer

Erick:

The Crucible
Death of a Salesman
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Miller, Arthur:




O'Connor, Edwin: The Edge of Sadness

Shakespeare, William: King Lear

Sophocles: Oedipus the King
Oedipus at Colonus
Antigone

Waugh, Evelyn: The Loved One

Weiss, Peter: Marat Sade

Dan Kreuger, English teacher at North High School, Minneapolis, was an

assistant teacher in the Twin Cities Institute for Talented Youth in the summer
of 1967.

"““THE SNOW SWEEPS BY'’

By CECIL JONS
Cloguet lligh School

the snow sweeps past
to coat the earth

a casket white of
shell and down

rain, rain, rolls by

on March's arm
to sate the thirst

of shell-like buds

the clutch of winter
slips, yet grasps
stays life with old
and rotten breath

life's golden ally
circles round
laughs light at
our perplexity

then reaching down
one sparkling day

melts winter's stagnant
crust away
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THE HEARTH

By SARA SEDGWICK )
| Sudent at the Twin City Institute for Talented Youth, Summer 1967, now a
U

junior at Minnehaha Academy.

-legged by the fireplace he sat
Sggging,gﬁis hair damp from his bath.
she spoke to him from across the room,
dark hair and yellow flanne}.

He did not even look up.

h edged out over his cheeks from
ehglgiose,gheated flames. She lifted
the wheaten hair off his pale forehead,
kissed him. Her Slendgr neck pulsed the
scent of obscure memories.

He turned the page.

i i lace screen
ouching the brass knob of the flrgp s
ghe watched the blue and orange slide along the logs.
Stepping off the rug, she bent nearer. The cold
stone tiles of the hearth shocked her bare feet.
She began to weep.
He did not even notice.

Slowly she walked upstairs, staring at.the shadows

that lingered in the corners. Aching jaw,

tears spilling slowly, silently. In the darkness

she crept into bed. He laid his book, on the mahogany
table,

and when he came she was already asleep.

He turned on the electric blanket.
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LANGUAGE AND COMPOSITION: DOES THE SUBJECT MATTER?

By GERHARD T. ALEXIS
Gustavus Adolphus College

1
""Call me Ishmael,”" familiar enough as the beginni%

of a great novel, might introduce as well almost any
teacher of freshman English, for in the continuing cop.
fusion his hand is likely to be against every man, ang

every man's hand is against him. If he contends that

" the course should deal mainly with writing he will
encounter someone else who denies that the art of com-~
position can be taught, or hear from still another
that his students come adequately prepared for writing
which has become a subordinate, if still respectable,
part of a course which focuses upon literature, say,
or Great Ideas, or Burning Social Issues. Nor is that
teacher any hidden persuader who claims that the Proper
study is language itself, and that solid work in lin-
guistics will lead us all out of the wilderness. Still
others, weary of uncertainty, suggest in the words of s
a once popular song, "Let's call the whole thing off 1

Most of us, however, are probably convinced of
the importance of what we are doing in freshman
English, even when we change our pattern from year to
year. Perhaps whatever is, is right, but this asser-
tion finds little favor in our time. My contention
at the moment is that the same vigorous arguments which
reveal our disagreement about course content indicate
our continuing interest and commitment. I think it is
fair to say that here at Gustavus, where the ten of us
in English have adjoining offices and share responsi-
bility for the freshman work, conversation in offices,
hallways, and around the coffee urn is more likely to
turn to. the promise and perplexities of "Language and
Composition'" than to anything else we teach singly or
in common. As Professor Prausnitz wrote in Minnesota
English (April, 1966, p. 17), "The freshman course is
the single most important course taught in the depart-
ment." Perhaps an expanded conversation in print can
serve to inform one another of our various attempts,
successful or not. On that assumption, at any rate,
I should like to say something of what we are trying
to do here and mention several assignments intended
to fit our program. That program, as will be obvious,
is neither wholly original nor of interest only to the
English teacher at the college level.
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A catalog description, despite being commonly a

mbination of hope and self-induced delusion, may
G2 ply useful clues. Ours says in part of our'"Language
sug composition’ course for freshmen, '"Designed to
32Ve10p competence and sophistication in written expres-
gion, through the study of rhetorical princip1e§ and )

.through readings on the nature of language, including
éée structure of English and problems in.usage.” 'Whgt
emerges from both the title and tpe partla} qescrlptlon
ijs a dual commitment to the practice of Wr}tlng.and the
study of language. They are not to be disjunctive but
in some workable sense complementary. (?he rule of
thumb within the department is that we give each con-
cern equal time in our class discussions and thgt.at
least half of the theme assignments relate spec1f1ga11y
to language.) The challenge to each of us is to find
ever more effective ways to combine, ngt separate, what
might seem relatively disparate objectives.

Let me then present several of my attempts, for
which I make no grandiose claims. Suppose the rhetoric
text (and therefore the class, no doubt!) has had a
chapter or section on definition: one might appropri-
ately ask the students to define some term, and our
particular text has suggestions ranging from trage@y
to the Absurd. Very possibly a discussion of classi-
fication follows, and here, for topics, the world is
all before us. There could be, then, two writing
assignments on as many methods of exposition, but the
two would not necessarily have any mutual relationship,
nor would either have to involve the history of a word,
or its connotations, or its meanings in differing con-
texts. Could we define and/or classify in ways that
would require closer attention to the subject matter of
language itself?

Iin the attempt to do this and to get the students
to think, investigate, and discover more on their own,
I tried using a single key word for several related
assignments. During one week students were to think
through what the term Puritan meant to them--no other
person, no book, was to be consulted--and then set it
all down in writing. What resulted was a sort of out-
pouring of definition by extension which, while not
completely without merit, tended to slight any venture
toward logical definition and with fine careless rap-
ture identified connotative meanings with the denota-
tive., This led us to the desk dictionary to discover
wvhat more specific or objective range of meaning there
might be.

Next I sent them out as wolves in the midst of sheep
to engage fellow students in contrived conversations
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calculated to elicit others' candid definitions of
Puritan and its related forms. Amateurish as the who,
endeavor was, it was nevertheless a speech situation
which led to direct involvement--and sometimes ingen-
uity and skill--on the part of each freshman who trieq
to get ten unsuspecting Gustavians to define Puritan
without their knowing it. Of course what happened
eventually was that not all approaches were equally
indirect, and students who hadbeen hunted down once X .
or twice became gun-shy. Members of the class still It goes without saying that such as§%gnmegzsaggggt
managed to amass a good deal of material, all bearing | j;nguage are exercises in the ar?tgf wri éﬁg S -
on definition and all in need of some sort of classi. tion to being fact-finding expedi 1$n$& define tepms
fication. The basis was up to each writer. Should ize materialf establlsh'some qentra i iﬁéds e exposi—’
the responses be cast into simple dichotomies, favor- | ;4 employ with some skill WthheVir mz if 1 may
able--unfavorable, historical--current? Should there ' tion are most appropriate. He mus 1evtp’n of language
be adjacent pigeon-holes labeled according to the porrow some phrasing, write in a selectio et
focus, such as religious, political, social, moral? 1rea11Y used by men while providing somi €0 gan
Classification, it seemed, involved analysis. |ipagination for the subject matter of anggzgi,ina _
pbjective that some linguists seem to coansi P

propriate.

ing James, RSV, Phillips, New English, and
E pggﬁyéiglegSociet§. Tﬁis was basically an histori=
1 ;urvey which compared the versiops on stylistic and
o 1 bases. Library resources this time ranged from
16X1§%D to the New York Times on microfilm (for reviews
the me recent versions). And more than one student
ofsigvered the Xerox copier as he set up his own system

of parallel texts.

i
mer

Students had written the first compositon more or

less dutifully, but the second awakened most to realize

what-a surprising and exciting range of meanings may
be attached to a word, and there was a certain personal
satisfaction in the staging of the interviews. (These
took a good deal of time as well, complained a few.)
The many possible bases of classification led to
considerable class discussion. A next step, tracing
our key word in the NED, struck most of them as hum-
drum, for at the outset the dictionary is likely to
be regarded as a handy place to get an authoritative
answer fast, and it takes a while before a series of
massive volumes appears as one of the most absorbing
means of discovering where we are by realizing where
we have been. Nor did the class respond at first

with much enthusiasm to the project announced as the
basis for the term research paper: namely, the compi-
lation over many weeks of a file card for every cita-
tion to Puritan encountered in the student's reading,
assigned and leisure, scholarly quarterlies and Sunday
supplements, from Homer to Hefner, so to speak. And
yet, if they were not so many Squire Westerns, ready
to turn from all other pursuits at the sound of the
horn, they came to sense something of the lure o} the
hunt, and by the time they had gathered the material
and arranged it, and had illustrated and documented
their observations of possible meanings of Puritan,
they had at least made a start toward an investigation
of language where the results had not been specifi-
cally provided by some linguistic authority beforehand.

An alternate and less protracted exercise in our
changing language was the assignment of a close exam-
ination of Ephesians 2 in six versions of the Bible:
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Concern with language as subject matter for writing
ijs not confined, of course, to historical approache;:
far from it. What are the verbgl appeals that go.w1th
the shiny new car in the advertisement? Thunderbird--

' nthe car created for the few" and "loved by discerning

10

icans™! Toiletries '"created,'" again, "for those
22322ﬁ?ate men who will settle for nothing less than
an air of effortless elegance'"! I got some 1}ve1y
essays on these very claims. Or the opportunity for
an exercise in semantics is almost forced upon one
when some public-spirited message comes along, such as
last October's full-page newspaper and.maga21ne advgr-
tisement by the Tobacco Institute. Thls_was a reprint
of a front-page editorial in Barron's, with a text S0
slanted it was hard to take serloust.. Beforg turning
the students loose on a written analysis Qf blﬁS Words
I selected one sentence for class discussion: Whlle'
Barron's tends to disapprove of bureaucracy and all its
works, the foregoing passages, taken from a rgcent Fed-
eral Trade Commission Report to Congress, unmlstakably
smack of talent.'" We spent ten or fifteen mlqutgs on
that one sentence, as I recall. ”Buyeaucracy' Q1d ?ot
take long; "smack of talent' was a bit }ess obv19us,
what took the time was that innocuous little trailer,
"and all its works.' After that we debated the.extent
to which a dimly perceived allusion could contribute

to slanted writing.

An examination of place names is an aspect of.
language study which, like many others, sounds unin-
spired until the student gets to work. Ogr language
reader included one essay which gave passing
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attention to place names. As an outgrowth of elasg
discussion, I asked each student to draw a circle
around his home town, suggesting as a starter a tweng,
tive mile radius. The distance is arbitrary, the OHQ
consideration being that of getting an adequate list
of place names. Once again the would-be writer begay
with detail work, the listing of cities and towns

within the circle, and perhaps lakes

Once again he confronts the problem of classificatiom
is he to use Mencken's convenient listing in The

American Language or set up one of his own? What are
the sources of information? What reasoning, known op
imagined, led to some of these names? Which might ca)

for some colorful bits of narrative?
to make of the whole essay something

reference list or postal guide? More than one'young
writer found emerging from behind the most pedestriap

names the memory and myth of settler
moter and politician, and a sense as
shape of the 1land.

In my observation students respond readily to
questions and curious illustrations in linguistic geo-
graphy. How do we say, "I shall marry merry Mary'?

and bogs as wel)

What can be dong
other than a

and Indian, pro-
well of the very

For me there is no bhonetic difference in the last
three words, and the same was true in one class for
all but a single student. She was from Vermont and

thought our pronunciation ridiculous.

Our interest iy

dialect study and in research methods for the linguis-
tic atlases led me to attempt another essay assignmenﬂ
this past semester. The students were in no position
to travel about the country to assemble data on lexical
phonetic, or morphological differences in dialect, nor
did they have adequate training to do so. (Neither

have I.) But might it be possible, a
culated risk, to use the raw material

s a sort of cal-
compiled by

others for a different burpose in order to make some
linguistic generalizations of our own?

- I decided to try it over a period
We put on open-shelf reserve a number
local color fiction, for here was an
to reproduce the oddities in vocabula
and grammar typical of some clearly s
of our country. That there would be
was apparent from the start: much of
dated, the writer's knowledge of the
characters had to be taken on trust,
ciation was inadequate as phonetic tr
the sampling that students could do w
extensive enough for sound generaliza
the common understanding that we were
such clearly recognized limitations,
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of several weeks,

of anthologies of
attempt, at least,
ry, pronunciation,
peciftied section
serious limitation
the material was
speech of his
spelling pronun-
anscription, and
ould be hardly
tion. But with
operating within
we went ahead.

ly enjoyed reading the stories
Thﬁ ﬁggdggtgags?erﬁisﬁ othgem had no trouble com-
as 2 ° A table mass of citations, too, but some
e a respecta
Plllng conclusions to which these led stopped hard}y
of theof chaos. ‘Should freshmen have known that dia-
ghor® in Hawthorne would be a poor index to the speech
Logh? England? Perhaps they should have h%q a wider
of Newof foreign languages; one wrote that "in Callfgr—
r?ngihe influence was Spanish: 'canon' for 'ganyon.
B2a s they should have been able to recognize eye-
Perhigngs as in "I do believe, Hanner? yog think
Sp('alinal éin is nothin' but a bad stomick.'" Other
'rlgous statements showed that there was a neeg to
curlr the linguistic ground more thoroughly. In a
2 set in Massachusetts," one student discovered,
?tO£Zhed' is used instead of 'caugh?,' showing an ig-
kiance of past tense forms." (An ignorance of whose
1 t tense forms?) Or, again, "The mid-westerners '
pes k what could be considered plain Engllsh. There is
oL cent to speak of." (Plains English mlghﬁ almost
Egvzcbeen more defensible, and as for that unintended

play on words at the end...!)

A trained linguist might have beeg distrisiﬁg gg
l1ts, but I do not regar : -
poth methods and resu . e d T e
i tched failure. Two pag i
| j s material for
i : t-quoted gave u
statements like those jus 2 B e e
1 days of valuable reappraisal, ¢ :
;iﬁirzwareyof dialect differences of.varlgusggiidﬁémo
> i tecting some in a lar =
even to the point of de. C ) e M
lation. Their insig
e e light extent, from what they
derived, at least to some slig , . at o
i ies. One girl conc g
felt to be their own discover ] e
how they live, almo
"People, no matter where or : O T
s think their way of talking is ght; : .
gigsn't match their own instantly gﬁczmes'p§;¥i$i¥...
i lize at a 'c
These same people fail to rea ¢ e
i j ist; they continue to i
dialect just doesn't exist; C O el
ir own is 'correct,' and anythlng e f
%Eglzssessment may no% have been original, but it was

hers.

. Now to make an end where I began. I do not Con;ﬁﬁd
that writing, which is hard work, suddenly bﬁcoze:ork
when its subject matter is language. It 1i har york
still. I do not contend that every studen taslc 00
up to cheer at the announcement of each nez gpthat
that every essay cheered me. I do not COﬁ egle o
e e e aee iﬁ Ehitogz gﬁgszgleazo develop

ish. I do sa a [ -
g?gaggglzimpetence anﬁ confidence in students who-with
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| some sense of discovery write--about that basic resour

their language. This. is one path, at least,in the
wilderness.

Variation # 3

Whenas my Julia--much too skinny
is i k her best in a bikini--
Gerhard Alexis is Professor of English at Gustavus Adolphus College, 5t. Peter B’j‘gylggaw el o e

I really think that many a man

. ‘sfied t N
VARIATIONS ON A THEME Would be quite satisfie o sca

A somewhat lesser span of tan.
~ (ch. Swift, “The Progress of Beauty”’; Shakespeare, ““Tired with all these,

for restful death | cry’) Variation # 4

Whenas py waitress, Julia, shows,
By CONRAD DIEKWANN, 0.5.8. In Hebeg Profferiné Nectar pose
frint John’s University An utter abscence of upper clothes,

I wonder whether I'm awake .
TE i istake.
Robert Herrick, "u lia’ " ' CRdpesk J4 -there is some mis
, pon Julia's Clothes" (1648) I came here simply for a steak.
Whenas in silks my Julia goes, AP
Then, then, methinks, how sweetly flows Variation # 5
The liquifacti i
q action of her clothes. Whenas my Julia, in the nude, g
Next, when I cast mine eyes, and see Proud}y proclaims herigéfigguggp €
That brave vibration, each way free, putiwdith the ngwer norms ' .
O, how that glittering taketh me! Then, then,I think her mind's untracked.
s No matter that she's nicely stacked,
Variation # 1 I think she should be gunny-sacked!

Whenas in mini-skirt my Jule1 | iati # 6
Prances and struts her way to school, Variation
Octogenarians lose their ool. . i
< coo I Whenas4my Julia, bowing to
- i ic law, anew
But when one casts his eyes, and sees Clio's™ stern cyclic s
The knocking of her knobby énees, Shrouds herself totally, neck to shoe,
Lips puckered for wolf-whi 2 i
ps p w whistles freeze. Then will men's curiosity
Variation # 2 Again be strongly roused, and she
The ever elusive woman be.
Whenas in shorts my Julia shows
Gross steatopygian adipose,
Then, then, plead I for ampler clothes.

Next, when I cast mine eyes, and see

Those massive haunches, rolling free, FOOTNOTES: 2. Hebe: bar-maid (topless) to qus on Mognt
O, what revulsion seizeth me'! Olympus (serves ambrosia and nectar) 3. This line is

"

| stolen from Robert Frost's '"Waiting by Woods . . .
4. Clio, the muse of history. Or, subst?tute for the
Clio's stern (no pun intended): Spenglerian.
FOOTNOTES: 1° Jule, for Julia: cf. Romeo and Juliet, - i
I, IIT, 55-57: The nurse tells of her (deceascd
husband's talking to Juliet: ", . .Wilt thou not,
Jule? . , ["
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N1 itt uage, the participants of the Sem-
i dealtnipw;t;i;??ﬁctgoﬁ between speech and talk, a
B .ol that is maintained throughout the report.
gistiny is formal; talk is informal. Talk is more im-
(SPGECh There is also the feeling that speech, as a

Ortﬁ?té&bject, should not be separated from the Eng-
0

. i h
’ ' sch ; "when talk is so central to English,
JOHN DIXON'S GROWTH THROUGH ENGLISH lish C1325£23T6us dangers in introducing a specialist

Reviewed by ANGELA DROMETER t“erzeauirn speech." This brings up the °1f.bﬁtgéea?2_
John F. Kennedy Senior High School, Bloomington Lon econdary level about whgther the Eng '1'5 plan—-
ghe S hould be "just an English department' or a g
. ment S rts department, a battle which has been reso}ve ,
Growth through English (published by the Nationayj guage 2 area at least, by inter-departmental coopera-
Association for the Teaching of English, Great Britaj in théstween speech and English teachers.
NCTE; and MLA, 1967) by John Dixon of Bretton Hall tion b€ int
College of Education, Wakefield, is a report based Upe The concern for the importance of Fa}k 1eagﬁ ;2 o
the Dartmouth Seminar held in late August and early hapter concerning classroom activities. e ¢
September of 1966. At that time a group of fifty the-cities are divided into two camps: (1) talk an o
people from England, Canada, and the United Statesxmgactlv and (2) writing and reading. ''What unlflﬁs S:E
to discuss common problems in the teaching of Englimhdramad classroom activities,” said the author, "is the
(Al1 participants were in some way involved with the varie or aspect of human experience on whlch work cen-
teaching of English.) zzige” The prime spot given to dﬁama Ee;niﬁ;gﬁio? come

; agues and I have ha '
feeling g?:;amﬁoiﬁéife%en with the slow learner.'

REVIEW OF BOORs

The report, which is relatively easy, palatable
reading, contains chapters of review, survey, descrip. . hat begins
tion, suggestion, theory, and practice. Specific ob- The report works upon the premise ?hat wha 't%n
servations are both heart-warming and heart-rending: .ng drama moves on subsequently to reading and grl. h%,
a little boy wrote a diary about catching a "femail |aS t this occurs between the ages of twelve and eig
newt'; a little girl observed about a rose that "the th2 and that these stages develop:
betals feel so soft/ Like velvet hearts dancing roung "

reason,

each other"; a teen-ager stated, "I am afraid not only ...improvising talk appropriate to vast
of losing my physical youth but any childishness I | ranges of situation and role; listening
still have." and responding in the fullest sense, while

taking a role; discussing the approach to

Two chapters are particularly interesting for the a theme, its possibilities, and finally

classroom teacher: Chapter 1, a survey chapter, enti- the insights gained; writing SC?iptS for
tled "A Method of Definition," and Chapter 3, a chapte one's own group; reading, learning and
of practice, entitled "An Analysis of Activities in probing the meaning of a text--through

Class.” It should be pointed out that the latter is private study, talk and enacting.
not practical in the sense of giving specific lesson . . cTies
plans but in the sense of offering workable generaliza Such an approach would seem to satisfy Fhe viriﬁustext
tions for the classroom teacher, for creativity, group work, Closz Sirgztgz o A qiarrei’
in— luation, and independen R 1

u According to Chapter '1, a survey of the historical ;ggﬂipgz i;?sed aboat the timing of "wrltlngtﬁcriggi

I traditions in the teaching of English reveals three for one's own group.'" Perhaps it should be e

Eh views of the subject--English as a skill, as cultural ' stage of development.

'j‘ heritage, and as a method of personal growth. The

skills approach was fitted to an era when initial 1it- The report also contains. some b§51c assEmp;}o?i;
eracy was the primary concern. The heritage model some epigrams if you will, for English teac 2r  roibte
stressed culture as a given to be transmitted, via " the most fundamental aim of 1aqguage 1s 1o pfelt
lecture, to the younger generation. The current, or | interaction between people.” (2) "When life is

personal growth model, stresses exploration of experi—las immediate and particular, our work in this role 1is
ence (literature) and sharing of experience (language),
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I
closest to the artist; as it moves toward generality
it moves closer to the thinker. Perhaps English holgg
the middle ground." (3) The author also reaffirms’ g
vague fear that many an English teacher has felt when
thinking about inter~departmental cooperation. "What.
ever the subject in the curriculum, the places where
such knowledge can affect language in operation neegq aF
to be more fully understood than they are at present

In all of this, the report consistently refers to the r‘
position of the teacher as one of trust, a sometimes *
frightening position to fill.

Besides these two chapters on the background of
methods in teaching English and on classroom activitie
the report concerns curriculum continuity, teacher pre
aration, and implications for the future. There are
matters for agreement and disagreement, things to be
praised and things to be blamed. One rather strong
indictment for us as English teachers is this: "there
is a widespread and self-defeating refusal on both
sides of the Atlantic to see that literature cannot he
'taught' by a direct approach, and that the teacher
who weighs in with talk or lecture is more likely to
kill a personal response than to support and develop
it." (I recall the early years when I tried to "teacht!
every minute of the hour and tried to fill in all the
silent spots, forgetting, as the report pointed out,
that we all have known the occasion when the best com-

ment was silence--not dead silence, but the shared Compact, cohnfulIH§thA-BO[HQD
silence of reflection and quiet brooding over what has paperbacks painlessly induce even the
moved us deeply. Another drama image comes to mind-- mmtrdudﬂnpumnﬂgﬂﬁtoremLZ?FIH
the few seconds of highly complimentary silence before ddngSocmﬁnbuw‘ﬁthib@“wgélzi
the audience breaks into applause.) S(Oilills()f your time and extension y

i 3 Students prefer paperbacks because of
The single greatest complaint expressed by a readeﬂcmm;wtﬂzglmhtweghteayaofhandL

looking for specific answers is that Growth through ing and attractive artwork on the covers.
English did not list enough titles or places where PERMA-BOUNDS retainall of these
specific classroom helps can be found. It is the same kﬁpwsandaddalww‘th“mO%{'%up
plea we make to co-ordinators, department heads, col- | ability. PERS/I"}?'%OUVNE? Eig:il;r?g ;I;f;
leagues, book publishers, and teachers from other 2;},1‘;;::::{)2‘:}( ;:a(;:i%al and inexpensive
schools: where do we find appropriate material for for school and library use.

the slow learner, the terminal student, the culturally

deprived, and the inadequately prepared? Nevertheless, every PERMA-BOUND paperback goes |

Growth through English is a book worth reading in through over 30 individual binding opera- }
snatches sometime during this new year. tions to insure long, hard wear.

Now you can choose from our catalog

containing over 4000 PE'Rg/IAl-dBQUNDE

i new. i

Miss Drometer is department head, and English and Speech teacher, at John fitles . . . or let us rebind old of i

paperbacks now in your possession. Put.
F. Kennedy Senior High School, Bloomington. pleasure in your teen-age reading pro-

grams. Write for details today!

PERMA-BOUNDS are eligible for purchase with
Federal funds under.Titles [, I1, IIf. i

Developed by experienced bookbinders,

takes the

_ pain out of
" teen-age
reading

PERY

_'J‘_,_,_,’—""
PA

S
ERBA

durabili®y

Every paperback in
PERMA-BOUND binding is
GUARANTEED for 50

circulations or 2 years

.

whichever comes first.

PERMA-BOUND

Hertzberg-New Method, Inc. Dept.

Vandalia Road, Jacksonville, llinois

O Please send a FREE SAMPLE of a Perma-Bound with-
out obligation.

O Please send | of Pe Bound rbacks now
available.

O Please sond information on how we can have paper-
bachs now in our possession Perma-Bound.

Name
‘Title

Institution

Address

City State

Lo emmmmmmeme e —————
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FORUM

In a recent newspaper account of a comment by
Fulton B. Klinkerfues, president of the MEA,
Domian report's conclusion that seventy-five
of the school districts have too few pupils t
the programs they need, he is said to have said: Cup-
ricula are "so meager that the small high school ig
failing to carry out the function of early secondary
education -- that of exploration.”" We print the fol~
lowing two articles as encouraging commentaries on
what cooperation between administrators and teachers
can accomplish in overcoming the disadvantages that
James Conant in his earlier report to the nation hag
already described, and that we in our state's Domiap
report are currently deploring. If there are those
amongst Minnesota's small high sec
who would like to speak further a
of small size,

per cepg

bout the advantages
we invite their commentaries.

CURRICULUM PLANNING IN THE SMALL SCHOOL:
A REPORT OF THE PROCEDURES AT CAMBRIDGE HIGH SCHOOL

ByMELVHVW.NORSTEDandBARBARA RAMSELL

Mr. Melvin W, Norsted,
Superintendent, Cambridge
High School District 911,

Approximately six years ago,
Lincoln, Nebraska,
administrators rega

I was invited to

to speak at a conference of school
rding various subject matter fields
My particular talk at this convention was in the fielg
of social studies. However, 'I happened to find time
to visit some of the other discussion groups. One that
greatly impressed me was the presentation of the Eng-
lish people of what was commonly known then as the
Lincoln Plan. I saw some of this plan put into action
in the actual classroom and was greatly impressed with
its possibilities. Upon returning to my school at
Cambridge, Minnesota, I called in Mrs. Ramsell, who
is head of our English department. I discussed with
her the possibility of calling the staff together in
order to initiate a continuing curriculum study in
the field of English. It was then that Mrs. Ramsell
received her help from the University of Minnesota
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hool English teacherg

Project English study, and, two summers later, from the
NDEA Ins;iﬁgzeﬁroblem in administering such curriculum
Ouras to find the time and the money for the English
¥ zo accomplish the work. A summer workshop typih
ram didn't seéem to fit our system, both fro? 'nf
tandpoint and the fact that my staff was 20 t;r
.ved to remain on for summer work. As administra

g .school, I decided to free these teachers one hour
ot thi and bring in some outside lay people, all of whom
i alified teachers, to take their classes_durlng
e 0 The Board of Education felt very kindly to-

stud
staf
of Prog

money S

is hour. :
thlz the project and agreed to go along with what I had
w:gommended. The thing that impressed me most as an
i

i lay people whom
ini tor was the enthusiasm of the y
adm;?éﬁ;ﬁi in. 'They seemed to feel thgt they were ggf;-
wftely contributing something to the field of education.
n

Mrs. Ramsell, as
At the end of the school year,
hairman of the department, presented to the ngrg gfin
Education as a whole, the work they ha%_aigomg Eigiish
i iculum study in the fie of, \o
B T oy woll e i the Board. As a matter
i s very well received by e . _
' Tgliagz theyBoard then proceeded to provide for ;tc§r
o'culum’study in the field of history pat?erned a ee
i;e-English curriculum study. In suc§ﬁ:ilzﬁey:2;z W
i e
e done a curriculum stu@y, on som -
gz;is in the fields of science gnd mathema?lﬁs%h Iwork
1 might’add that the Board was so 1mp{esse$ gltthatethey
i t's curriculum study
of the English departmgn icey i GO
English department sta :
L pay.the i fter the end of the school
extra work which they did afte S e e B0
. The following year the schoo -]
¥§??the English department staff to work on,Saturdaan_
mornings on their ¢urriculum study, so it became a
tinuing thing.

I sincerely feel that any. curriculum stud{lizhthe
high school has to~have_united:supp0rtvfrom a (e
agencies mentioned. I think this .went -a 1g2§nw2§g;§ed
king i i We have now b . )
making this study possible. » peaged
i i i i dy and other curric
in this English curriculum stu R
. s~ ive years, and I am suv 3
studies for a period of fiv 2 11 g
’ i : i the various fields
£ the curriculum studies in : v |
ﬁggecgst~the district in this five year penloglmoyz :@an
one thousand dollars per year. . I.iie;é;;aﬁptwiihlthe}
ry small amount if we are going : - , ;
Zﬁrient trends and techniques thzt are beiggogezﬁéogig_
i i i resu -
in the various academic fields. s a 1 : su
i i : fi English, we have devel- .
riculum study in the field of - d
! oped a handbook for all our English teagbers ﬁhlc?o i
states the aims and objectives and outlines f edghegfhis
| for their particular course of study. We have
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"in an effort to produce a program of vigor, interest, Looking back, I think the most important aspect of

practicality and challenge. four year experience was maintaining the feasibil-

oU¥ ¢ the project. First of-all, I, as a department
In addition to this, the Board of Education has l&irman, needed to believe it could be done. Moreover,
seen fit to give extra pay to all of the various depamglmd to believe it was needed severely enough to be
ment heads, so that there is some remuneration for. orth all the grief which Mr. Scribner forecast as part
their efforts in the way of curriculum leadership. 1 guch a program. Secondly, the members of the English

might also say that our English teachers this year apg epartment, as well as the school poard and administra-
teaching only four hours a day. So we are giving they tijon would have to share these beliefs. All of us
more time to do individual work and more time to spep ' reed that the products of our English language teach-

with students. 1Interest in the new. English curricuIUmRig left something to be desired. But what could we
was also responsible for at least two new teachers’ iloabout it? Where would we start? How would we pro-
decision to join our faculty this year. yide for differing opinions in the department? Since

one of us felt expert in this field, how would we
wa that our efforts would prove worthwhile?

I1., Mrs. Barbara Ramsell, The assumptions built into the NCTE check 1lst.for'
Chairman, English Departmeygyaluation of English programs gave us a set.of criteria
Cambridge High School of excellence for which we have‘been }ncreaS}ngly grate-
gl. It provided an excellent inductive device for

This report of our four year English curriculum total staff discovery of glaring dgficiencies in the
program is certainly not advanced as a model program, program., These weaknesses were evident at al} 1evels,l
If any of the ideas which have worked for us can be not just a few. The need for personal defensive argu-
useful to other small schools we will be pleased. nents and the ill will engendered by such arguments

But, since the basic tenet of planning such a program lgyere precluded. The project of upgradiqg the entire
is that eaeh school must adapt it to fit its pecular program became and continues to be a joint venture.
needs, we urge caution in assuming that situations :
and experiences will be similar. Once we had convinced ourselves we might, by fol-
towing the check list step by step, improve our program,
Probably our English curriculum study in Cambridge two other problems threatened the project's feasibility:
would never have gotten underway had it not been for time and money. We knew it was useless to ask for ?he
the nagging of both men and ideas. One of the "nag- kind of summer workshop program already sugcessful in
ging" men was our former high school principal, the so many urban ‘and suburban schools. Even if our board
late Mr. R.B. Ernst. He regularly greeted me in the could have agreed to finance such a program, we coulq
halls of C.H.S. with the question: "When are you going \not interest enough of the staff in staying in Cambridge

to do something about the English department?" The during - the summer to work on such a project. ‘And what
other man was Mr. Duane Scribner, then of the staff of about money? At the time, we @ad a department head
Moorhead State College, who blasted my comfortable who was neither paid for nor given extra time. The

alibis with information he gave at an MCTE meeting at |ﬂung wasn't feasible. “We might as well -give up.
the University of Minnesota. It was there that I

heard about the NCTE check list for the evaluation of During oneé of ‘the buzz sessiops at\the University 
Fhe language arts program appearing in the April, 1962”of Minnesota Project English‘mget;ngs, somebOdY had o
1ssue of the English Journal. It was there, also, given a suggestion.  Why not hire lay help on a substi-

that Mr. Scribner asked his fateful question: "If you tute basis te relieve departmental teacherszor;CUrriQ4
haven't started a curriculum study, when are you going ulum work? We submitted the plan to the school board.
to?" Shortly after that, I heard about Project English|A list of qualified lay people was compiled for us by

at the University of Minnesota, and through partici- our local -branch of the AAUW. Lgy people were c?ntacted
pating in it as well as the NDEA Institute held at and were -enthusiastic about the 1dea.b’The Cambrldgg— .
the University two summers later, I finally felt par- |Mglish department, grades 7-12, plus a representative

tially equipped to initiate an English curriculum of the ‘elementary school were re}eased QVGTYHOthe? Ui
study for grades 7-12 at Cambridge High School. That ‘day for one hour 'to work on curriculum. We ‘were in-

vas four years ago. business: True, the pay sifuation was not ide315‘ The
lay helpers were paid, but the:teachers were not. 1In
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spite of this fact, most of the staff not only made

great efforts to help in the initial stages of curricy
lum appraisal and revision, but also worked three tip,
as long in preparation for the released hour as the
hour itself. One cannot expect such initial dedicatim
to maintain itself, however. The next year, since oy
plan had worked so well, the board decided to use it
for a curriculum study in another department. It wag
also decided that we would continue our study after
school. Needless to say, the study ground to a Scregg
ing halt.

This time, when we approached the school board,
least we had the results of the year's work to show,
and the vision of a possible, but unaccomplished pro-
gram to present. The board agreed to provide, for the
first time in the history of Cambridge, a week's paig
curriculum study at the end of the school year., Thig
forty hour session was highly productive, and this
time the teachers themselves were paid for their work,
The fourth year of the study we were unable to assembl;
the staff during even one week of the summer ; therefom
we substituted regular Saturday morning sessions for
which the teachers were again paid. Our school boarg
at present recognizes that curriculum revision and
improvement is a continuing process and a responsibil-
ity of the school itself. We now feel that the prob-
lems of time and money for such a brogram will never
be insurmountable as long as the board, the administra
tion, and the staff can work out their problems coop-
eratively,

at

What procedure did we follow in revising curriculi
Here again, we used the trial and error method. We ‘
reasoned that we had very little time in which to Work,
that the sooner we could get something down on paper,
the sooner we could change, correct, improve. We
realized that the initial discussions of philosophy
can become delayed in semantic polemic, Since the
assumption of '"correct'" answers to the NCTE checklist
of questions comprised a philosophy in itself, we de-
cided to adopt it temporarily, plan our program around
it, try it, and then decide to accept or reject it. -
We then decided we could only attempt one aspect of
the check list at a time. Since our teachers had been
teaching in almost complete isolation, one of the cry-\
ing needs was to discover what was being taught.  We
arbitrarily started with literature. We obtained a
large roll of newsprint and enumerated selections '
taught, grades 7-12, left to right. When we attached
this chart to two walls of the small room in which we |
met, we were amazed at the glaringly apparent overlap.
We were, for example, teaching the same poem at four
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ﬁfferent levels! Currently, a pgrmanent fﬁature of
gr written curriculum study is an "overlap' page on
%ich are listed problem selections and placemen? rec-
%mendations arrived at by the entire staff. This

;ge is revised annually.

From this initial analysis of our teaching of lit-
erature have come, for us, far regching changes., We
pov have planned studies in the field of mytho}ogy,,
rades 7-12; we are making efforts to use multi-level
aterials aimed at student independent regd}ng skill
&velOPment; we are systematically determining the

|wading level of the selections which we teach; we are

naking an effort to match the child's_reading ability
yith the selections taught; we are maklng grgater use

of paperback books and mass media coordination. Pro-
fessional materials to aid the slow.reader are now

used sequentially, A film 1ib?ary in the humanities

yas purchased in cooperation W}th three other schools

in the. area. Recently, we reylsed our program for
greater coordination with social studies, 1nto_an. )
imerican emphasis in tenth grade agd world emphasis in
deVenth. In 1968 we hope to provide from four to

seven possible areas of elective courses for our twelfth
graders. From the initial selection-oriented literature
program, we have moved to the more flex;ble studept or-
jented thematic unit program. These units emphg51ze

the behavior aspect of language study. We are indebted
for many of our ideas to the University of Mlngesota
High School and Project English. We are also indebted
to the Language Arts Consultant of the State Depar?ment
of Education, Mr. Gerald Kincaid, anq to.our superin-
tendent, Mr., Melvin Norsted, for their aid and gulqance.
Although we have gained many ideas from other curricu-
lun studies which we have been able to buy, from dis-
cussions at professional meetings, from summer school
sessions and from professional articles, most of our
ideas have come from the staff members themselves Who,
each year, discuss, evaluate, sugges?,.rev1se and im-
plement new developments. These Fevisions are gathered
together during the summer by the department head and
are printed in the new booklet.

We have many problems. We need a better program
to take care of the needs of the slow reader. We need
a consistent vocabulary program which produces results.
¥e need a better program to help the poor speller. 1In
spite of the fact that we are trying to teach a language
oriented curriculum, language studies are of?en bypassed
by teachers who seem afraid to try‘new.materlgls. A
new series of Saturday morning in-service tralnlng ses—
sions is now being planned to help new teachers with
unfamiliar materials. They, in turn, should be better
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able to evaluate these materials at t
We now haye regommendations concerningebggg nggge-x
32313pe111ng given us by former staff members. Iilt?
eithersiem,.howevey, that these recommendations are °
° 00 1mpra9tlca1 or too obscure, since they hay,
een gsed very little. The problem of presentin e
ﬂzssriiisiu;gigczly ﬁnough to be used by bewilde%ed
eachers is a paramo ’
the small school with its rapig turngsgrngbgggsgzzel

Our gains are encouragi
2 ging, however,
sevegty-flve page booklet whiéh seems to be used b
gzid §g§h§§5: egademic department chairmen are noi
€1r time and given extra time i i
work on department business C Lty londere ald
or t . ommunity leaders h
participated in our pro abe
$ gram and are enthusiasti
it. Our teachers seem to b i i the BN
; € more involved in t
Eggii ggfilshwprogram and seem to be more inspiE:d by
: 5 € are better able to provid indi
vidual differences amon ta. Our meteniiy
! : g our students. Our materi
are more interesting and varied. We are offeriﬁglzls

more comprehensive pr : .
less often. progam. We are duplicating effort

We now have 4

We hope that future tests wi
) 1 : will prove that our
i;sh stgdents are }mproving in pbroficiency, undersggia
g, and appreciation of man's use of his own 1anguag;

This report was given at the MCTE convention in Rochester in May, 1967.

A WORD TO THE WISE YOUNG POET |

By JOHN HASSLER
Bemidji State College

Rhyme and reason
Are out of season.

HARBRACE
COLLEGE HANDBOOK

Sixth Edition

by JOHN C. HODGES,
late of the University of Tennessee .
and MARY E. WHITTEN, .
North Texas State University

This compact, practical guide to the fundamentals of grammar and
composition has been the standard in its field for over 25 years. In the
Sixth Edition, published last spring, the authors have revised the Hand-
book extensively to reflect current usage. To cite just one example, this
new edition is more positive in tone: labels “right” and “wrong” have
been replaced by labels that indicate accepted levels of usage as recorded
in the Standard College Dictionary. The general character and format
of the Handbook remain unchanged, however, as does its emphasis on
the primary objectives of writing—good subject matter, clarity of organi-
zation, and effective style. With Instructor’s Key and Correction Chart.

500 pages. $3.95

Drill materials provided in the Handbook may be supplemented with
additional exercises in grammar, mechanics, and usage from the Harbrace
College Workbook, Form A, by John C. Hodges and Sheila Y. Laws. An
alternate edition, Form B, using the same explanatory sections but dif-
ferent exercises, will be published in the spring. With Instructor’s Keys.
Form A: Paperbound. 180 pages. $2.45

Form B: Paperbound. 192 pages. $2.45 (probable).
Publication: Spring 1968

Harcourt, Brace & World, Inc.
New York / Chicago / San Francisco / Atlanta
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EMC
READING

DEVELOPMENT
TAPES

m FOR INDIVIDUAL INSTRUCTION

® FOR SPECIFIC READING PROBLEMS

TITLES (TAPES 1-6)

‘‘“Who Needs 11?”’
“Why Bother?’’
“*How Are You Equipped?”’

“*How Well Can You Unmask Disguised Words?”’

13

““Have You Broken the Sound Barrier? (Consonants)

“Have You Broken the Sound Barrier? (Vowels)”

SEND FOR FULL INFORMATION TO DEPT. EM

EMC CORPORATION
Educational Materials Division
180 East Sixth Street

St. Paul, Minnesota

55101






