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Preface

The. earch for specific ways to deal with students who have special
needs was the dominani theme of the open meeting of the Commitee on
Classroom Practices in Teaching English, held in San Francisco on
November 22, 1979. Four members of the Council joined the five com-
mittee members in responding to che question, *“What are the pressing
issues facing English seachers woday?” The discussion returned again
and again 10 the problem of increasing numbers of exceptional students
with whom the ieacher must deal: physically, emotionally, and menzally
handicapped; non-native speakers; nontraditional students; speakers-of
nomstandard dialects; the gifted and ialented; and alienated, disen-
chanted, and unmotivated learners. The commitiee soon realized cthat
virwally all concerns expressed could be addressed in the 1980 publica-
tion with a focus on “Dealing with Differences in the English
Classroom.”

Promptly after the meating, invitations for manuscripts on teaching
special students were issued in Longuage Arts, English joumnal,
Council-Grams, College English, and English Education, and in the
journals of numerous NCTE-affiliated organizations,

By the April 15 deadline, 10! manuscripts were submitted by
educators in 31 states, tiac District of Columbia, Canada, and the
People’s Republic of China. The manuscripts, with authors’ names
removed, wete evaluated by committee members Jean Procope-Mattin,
Jefftey N. Golub, Raymond J. Rodrigues, and the Chait—a committee
represeuting different geographic areas and a variety of viewpoints at
several educational levels.

Twenty-four manuscripts—written by educators at all levels of the
educational system—were ultimately selected for publication and ap-
proved by the Council's Edi.orial Board. They address the needs of
students as diverse as the geographical tégions and educational settings
in which their authors wotk, and teveal a deep commitment by
members of the prolession 10 reach all students, regardless of how they
may diverge from what is believed to be “"typical.”

8 ix




Introduction

When Eli Whitney invented the assembly line process of manufacturing
he designed it for making rifles, not educating children. But at some
point the idea seems to have crept into the minds of the American public
that what is good for the Model T must be good for American students,
And over recent decades, American schools have come 10 function more
and more like assembly lines, with inputs and outputs and quality
controls—and rejects.

In recent years. lawmakers, at the same time when they were
demanding more rigid enforcement of assembly line techniques in the
schools—such as performance objectives and competency tests—threw a
monkey wrench into the production line. They mandated “mainstream-
ing” of students who previously were thought to require separate and
special education. The Education for Ajl Handicapped Children Act
(P".L. 94-142) mandated that the stream of regular classroom instruction
be enlarged 10 accommodate children with special learning problems.
The law established their right to an appropriate education in the east
restrictive environment possible. This did not mean, however, that
handicapped children or others with special problems should be
dumped into regular classes with untrained teachers, as some districis
have done 10 save money. Rather. the law required that an individualized
educationat plan be drawn up for each child in consuliation with the
parents.

No Detroit automaker would attempt to huild Cadillacs or Cordobas
on an assembly iine designed [or Fords. But that is exactly what teachers
are expected to do. All the, students who do not fit on the assembly
line—the geniuses and the handicapped, the very creative and the very
dull—tmust be shoved right back into the 30-student/40-minute/
uniform-test-ae-the-end assembly line, And it isn’t working!

Teachers facing this problem have had several choices, Unfortunasely,
the simplest solution might be to quietly sabotage the plan. The geniuses
can easily be provoi.ed into becoming discipline problems—and then
suspended. The duil can be flunked until they drop out from B ustration.
‘The handicapped can be ridiculed or ignored until they stay home or at
least become invisible. And the assembly line can grind inexorably on.

xi




xii Introduction

But to their credit most teachers have looked for a betcer way outof the
dilemma. As exemplilied by the contributors to this volume, they have
adopted a different strategy: Reject the assembly line inswead of the stu-
dents. They have sought, devised, and implemeived a myriad of ap-
proaches that take in0 accoum a princple that we seem © need
reminding of repeatedly: Learners are nou all alike, and we can expect
them 1o succeed only if our planning akes these differences into account.

The dillerences are most apparent, of course, when students have
obvious physical handicaps, such as blindness or deafness. But other
impediments may need just as much of the wacher's concern and
creativity—shyness, low intellecial ability, poor reading skills. Even
being a generation older than most others in the class can be a liability
unless the instructor is willing o acknowledge dw difference and devise
ways 1o bridge the gap between age groups.

Students” ditferences are not always synonymous with deficiencies. As
many contributors 1o this volume have rvealized. assembly line educa-
tion is as ill-suited to bright and creative stndents s it is to slow learners,
They need educational experiences that challenge cheir ability and
stimulace their creadivity. Yet, at the same time, many of usare sauck by
the fact that many learmning experiences crrated with gified scudents in
mind are potentially useful with studems of other ability levels. As
Sheila A. Lisman “confesses” in the final anticle in this volume, her
strategy for teaching poetry 1o gifted students intrigued other, more near-
ly ““average” students, and she used the same idea Successfully with a
variety of other classes. Her discovery is yet another reminder that we
must look beyond the labe) affixed 10 a group of students attd iustead
offer the best learning experiences we can devise (0 the individuals who
make up that group.

With the new laws that retumn exceptional students to the regular
classroom, with the recent enrolbmenit it our schools of new groups of
non-native spcakers of English, with our comtinued concern for the
special neads of minority students, we may at last discover that each
fearner is unique, that alj students are “different” in ways that should
influence how we teach them. If so, we will be able to forget the labels
and wruly individualize our instruction. We can then create new models
of education which respect differences and demonstrate that quality, not
uniformity. is still a possibility in American education. There can be no
more worthy aspiration for the profession in a year bearing the Presi-
dential Theme, “Unity in Diversity.”

Gene Stanford
Chair
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Handicapped, Yes,
but Not in the English Class

Pamela J. Mills
Raymond J. Rodrigues
University of Colorado

Recent changes in the law, in particular the Education of Handicapped
Children’s Act of 1975 (P.L. 94-142), have increased the number of
"atypical’” students in regular high school classes. Although once en-
couraged to drop out of school as soon as legally possible, squdenis with
differences now have the legislative and judicial impetus both for
remaining in school and for insisting on instruction that will enable
them to learn o their c2pacity. Teachers at all levels of the continuum
have been told that all students, handicapped or not, have a right 10 a
{ree, appropriate public education in the Jeast restrictive environment. At
the high school level, due to the importance of the content area, English
teachers are now facing an ever increasing number and variety of
students with educational differences, dilferences thay make additional
demands on high school English teachers’ skills.

In order 10 integrate handi capped students within the regular English
classsoom, teachers must develop ways o reduce the defeat and frustra-
tion normally accompanying instruction of the handicapped in the
regular classroom and 1o increase the students’ self-concepis by reducing
failure and improving the studenis’ competencies. The handicapped stu-
dents most Jikely to be integrated into the regular high schoo! English
classroom are those with mild and moderate learning problems, includ-
ing the learning disabled, the emotionally disturbed and the mentally
retarded. those with sensory impairments of hearing and sight, and those
with a variety of physical handicaps. Depending upon the specific types
of handicaps they encounter, teachers will be faced with the challenge of
examining the adequacy of curricular content, altering teaching strate-
gies, and modifying teaching materiais and the physical environment
(Mills, 1979). In particufar, teaching strategies must be used which match
the “individual learning styles, capacities and interests of the studenis
with learning problems” (Lexington Teacher Training Project, 1974,
p. 3) with the abilities of the teachers who instruct these students.




4 Responses to Mainstreaming

Curricular Content

Before even auempting to teach handicapped scudents within their class.
rooms$, English teachers must first determine what content in the regular
curriculum is appropriate and necessary for these students o learn and,
second, develop approaches based upon the specific nature and degree of
the handicapping condition. For the memally retarded student, the
teacher must ask what is essenuial fortl.e student 10 know in order 10 get
along in society. This will depend largely upon the degree of retardation
and current funciioning level, but mos: of the regular content may not be
necessary for thas stcudent.

For the leamning disabled or emotionally disturbed studem, the teacher
must find ways for the studert to compensate for the handicapping
condition while demanding high swandards of performance. The stu-
dents must be taught to use their academic and behavioral strengths to
override the deficiencies inherent within their handicaps. Aliering in-
structional strategies and materials will usually allow even the most
severely disabled student to benefit from instruction.

For the deaf or hard-of-hearing student, the age at which the loss
occurred, the degree of hearing loss, and the language ability of the
student will, to a large extem, determine the contemt thar should be
taught. Since many aspects of the language arts will cause difficulties for
the hearing impaired student (Gearheart and Weishahn. 1976), English
teachers must be prepared to examine their curriculum and to weach
according to the language level of che student. Students with heariug
deficits should be encouraged to use whatever hearing they have. to
watch closely the person speaking {speechread). and to speak in complete
sentences. Students should not be allowed to get by with only a yes/no
answer or with incomplete senences.

The blind or pardally sighted student will probably require liwde if
any alteration in the curriculum, but will require alterations in teaching
strategies and materials. This should also be true of many physically
handicapped students. depending upon the specific limitations imposed.

General guidelines 10 use for adapting or modifying the English
curriculum to meet the needs of the handicapped studemt include:

1. Don't lower standards, but demand excellence at appropriate levels.
A blind student, for example, cannot be expected 1o read regular print for
comprehension. but chat same student can listen (o a story or poem read
aloud and can often exhibit memory skills that most students with
normal vision have not aunained. Therefore, asking some students to read
to the blind student can provide sighted students with practice in reading

13




Handicapped, Yes, but Not in the English Class 5

while giving the visually handicapped student practice in listening and,
most importamly, giving both of them practice in developing their
comprehension,

Even though a physically handicapped student may not be able 10
manipulate a pencil or pen, that student may be able to speak, and in
that manner dictaze 10 another student or into a 1ape recorder. Compos-
ing orally is a skill that many speech teachers stress, but gne that is ofien
ignored in the English classroom.

2. Reduce the amount (o be done, not the level to be accepted. A
student can demonstrate knowledge of the basic components of an essay
by writing one-paragraph introductions. conclusions, and bodies. The
requirement to write 500 words will not elicit five times more knowledge
than will a 100-word assignmem. Similarly, a teacher can ascertain a stu-
dent’s knowledge of formal research paper components by limiting e
number of exampies required. While the nonhandicapped studemt may
indeed demonstrate greater linguistic flexibility through having 10 pro-
duce in quantity, we have no proof thar demanding quatttity leads to
greater fluency.

3. Don't expect siudents to be able to demonstrate their skills only in
writlen tests. So much of what occurs in a classroom is oral; however, for
some reason, evaluation in English classes tends to 1ake place aimost
exclusively in writing. Consider the following variations as perfectly
valid evaluation procedures:

a. To demonstrate an undersianding of a play, perform a segment of

that play for the rest of the class. Perform it in a way thar shows
- understanding of the character’'s motivation and the author's
intentions.

b. Take tests together. The studem who can write may do the actual
writing while the other student acts as a resource, a devil’s advocare,
or a clarifier.

¢. Evaluate and respond 10 a piece of literature in a one-to-one
conference with the teacher,

d. Debate an issue raised by a reading in the dass.

e. Prepare an oral interpretation for the class. Comprehension should
be revealed by the clarity and appropriateness of delivery.

*

‘Teaching Swategies

Although many of the handicapped students in regular classrooms can
learn through normal insiruction, some will require that modifications




6 Responses to Mainstreaming

be made in the way inswruction is provided. Handicapped and “normal”
students atike may benefit from the following:

1. Individualized instruction with the teacher working as o resource
Jor students. Studems need not always perform in front of an enure class.
‘Those students who are sensitive about their handicaps may be inhibited
by public recitations. At the same ume, if they are the only ones given
individual projects, they may feel insulted. By increasing the individuali-
zation of the entire class, the teacher can enable the handicapped sgudents
to feel that they belong, rather than thae they are once again being
singled out.

Individualized reading programs often stimulate all students to read
more because they can select wopics they are interested in. Student writing
assignments can be tailored to their abilities and levels of achievement.
Writing improvement occurs most often when the squdents’ own writ-
ings are used as the 1ext, when swdents write about subjects they know
best, and when there is a valid reason for students to write, such as for
publication. The only persons that students need to compete with are
themselves—their past performances used to establish goals for cheir
future performances.

2. Small group instruction. By employing {flexible grouping strate-
gies, teachers can work with students having similar problems. Students
whose compositions—oral or written—reveal weak organization pat-
terns can work together to improve them. Sentence-combining activities
aimed at devcloping students’ abilities to cmploy. for example. sub-
ordinate clauses at the beginnings of sentences need only be used with
those students who need such training Swudents whose handicaps
interfere with their demonswating English language abilities can be
placed in shori-term groups for special training. Or, i a teacher assigns
different members of groups specific and separate tasks that relate to
the central purpose of the group, then handicapped members of the
group can be given tasks they can accomplish. thereby making dhieir
contributions important ones.

3. Peer tutoring. One truism reveals that one learns best when one
- has to 1each something. Therelore, tutoring is valuable for both the
tutor and the person wored. While peer wtors work with special stus
dents, the resi of the class can continue to operate in a regular fashion,
and 1he 1utor can receive credit for the tutoring,

‘The teacher can prepare a series of direceed study guides, with clearly
stated objectives, procedures, and materials for the wtor. If a composi-
1ion is o be evaluated. for example, the weacher can give the wutor a list
of key questions 1o ask about 1he composition and instructions on how

15




Handicapped, Yes, but Not in the Englith Class 7

to guide the special student through the evaluation. These study guides
and materials can be siored in envelopes, fije folders, or even shoe boxes
for easy access.

4. Oral vs. writlen instruction. Here, the teacher might best consider
both possibilities. A student who cannot comprehend rapid speech can
be given written instructions. A student who cannot deal with written
material can be given oral instructions. If a class has students requiring
both kinds of instruction, the teacher can make it a practice to give
instructions in several ways.

5. Self-correcting materials and tests. The more handicapped stu-
dents a teacher has in class, the more likely it is that those students are at
different levels of development. Therefore, mechanical matters, such as
vocabulary study. skills development in mechanics, and syntactic exer-
cises should be structured so that students can correct their own work
and keep track of their own progress. This helps eliminate the frustra-
tion of competing with others in the class and helps students develop at
their own pace. Full class sessions can then be devoted to such activities
as literature discussions, creative drama presentations, and media events.

6. Students select their own groups or work individually. To say that
all special sjudents would prefer 10 work in groups or individually
would be misleading. ‘Therefore, students should, when possible, be
given the choice of either approach. Every student in the class should be
given those choices, not just the handicapped students. Some composi-
tion assignments, for example, benefit from the input of many authors.
Others, especially those that are highly personal, are best produced by
individuals.

7. Minimized reading and rule memorization. As we have noted, the
quantity of work may have to be adjusted 10 match the capabilities of
special students. Shorier reading selections for some swdents and
limited or no rule memorization for others may enable them to survive
in the regular classroom. The latter provides us with one more reason to
avoid teaching grammatical terminology out of the context of a stu-
dent's composition, that practice having been repeatedly shown to be
ineffective in improving composition skills.

8. Contracts. 1f a teacher manages a class by contraat, all of the teach-
ing stralegy variations mentioned can be built into conwracts. For
special students, the contract allows choices that enable them to pick
ways 10 succeed. In such cases, the choices should truly be those of the
students, not the teacher. Often, aspecial student may want toattempt a
task the teacher considers too difficult, but the student’s desire to
overcome the handicap may be the best thing that could happen.




8 Responses to Mainstreaming

Special Teaching Materials

Most of the materials normally used in the regular classrsom can be
readily adapted to meet the needs of the handicapped students. By
merely matching the kind of learning required by a specific material
with the learning abilities of the students, teachers can increase the
potential of all studenis o learn. In addition, some other adaptadons
might be required:

1. Large-print materials. 1€ a teacher has visvally impaired students
in the classroom, materials typed with a primary or other kind of large-
print typewriter may help (hose students read handouts more easily. In
addition, the school should order large-print copies of texts and Jitera-
ture selections whenever available. Even if ¢he handicapped student is
not reading the same selections as other students, the student is at least
reading. In fact, having such students in the classroom may be just the
impetus for developing an individualized reading program.

2. Reduced vocabulary level and texis or. different levels. Forstudents
whose mental abilities do notallow them to perform equally with other
students, teachers should provide alternative reading assignmems. And
in giving assignments and instruaiions, teachers should always consider
their particular selection of vocabulary. Some swdents may not be able
to handle complex vocabulary and concepts, but if, for instance, the
class is studying the novel, students who cannot handle complex novels
can certainly handle less complex ones. The main poind is chat they are
encourntering and responding to novels,

3. Tape recarders. Tape recorders have multiple uses in classes with
special students. Students can compose into tape recorders and teachers
can evaluate individual work on tape recorders. Studetts who have
difficulty speaking can speak into the tape recorder and can ask
questions in an aimosphere less pressured than the classroom. Using
cassette recorders, teachers can give assignments to squdents who need
more time to assimilate and think about assignments. Providing each
student in the class with a cassette tape is a minimal expenditure that
can result in many classroom uses.

Classroom Environment

Common sense can often be the guide for determing the environmental
modifications required by specific handicaps. Free seating and the use of
study carrels are usvally beneficial [or many students, including those
without identifiable handicaps. Allowing the students themselves 0
determine the adaptations required will often suffice, and minor
adjustments may be the only alterations required.

17
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Handicapped, Yes, but Not in the English Class . 9

The handicapped student in the regular English classroom may
require some modification of whar is “normal.” By [irst determining the
appropriate curricular content. then altering the teaching strategies and
carehully choosing the special ieaching materials, the regular class

‘teacher can help ensurc the success of the handicapped learner. Iv. odify-
ing the curriculum, methods, materials, and environment 10 meet the
needs of special students may enhance the learning for all studens.
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Caring and Curriculum for
“Special” Students

Pawricia Phelan
Morse High School, San Diego

"Mainstreaming of handicapped students” raises fears and uncertainties
for 1he regular dassroom teacher. What does ““handicapped” mean and
what behaviors should the weacher expect from these studens? Whao is
the best way to meet the needs of all students in the room when
"handicapped” swdents are a part of the group? What kinds of
language arts experiences can be offered 1o assist all students in gaining
an awareness of the needs and experiences which hoth “handicapped”
and *‘regular” people share in common? This paper will suggest three
ways to meet siudents’ needs: 1) Creare an atmosphere of caring in the
room and maintain a mateer-of-fact teacher attitude. 2) Offer a variety
of learning experiences so that a wide range of student interests will be
tapped. 3) Take good care of yoursell as a weacher so that you will have
the resilience (0 be open to the needs of others.

‘The Caring Classroom

Mainsucaming hatdicapped students means chat there will be studens
in your classes now who have been in special classes before. These
young people may have such disabilities as hearing impairment, ortho-
pedic problems. impaired vision, emotional handicaps. all of the things
which keep them from performing as well as the average studemt. Often
these disabilities are physically obvious. In such cases the student’s need
is easy o perceive because the difference is readily apparent. One way to
help everyone get along together is to create an atmosphere of “caring™
in the classroom. When students having special needs are first placed in
your room, there may be surprises and difficulties, but overall it can be
a rich experience. hoth for you and for all of the class. A student with
a particular physical handicap often has something of special value to
offer others because she has had more 1ime for inrospection and obser-
vation. may know herself better, may understand others better because
she undersiands hersell.

i0
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Caring and Curriculum for "'Special” Students 1

You can create 2 "caring” atmosphere by encouraging activities
which will help scudenis become better acquainted (Fader, 1976). Have
them write notes (0 each other; write letters of introduction; wrice letters
in which all of the information they tell about themselves is a lie; write
under assumed names; intraduce each other aloud: make collage posters
which represent them and dheir interests. Structure assignments so that
students move around the room and get a chance 10 meet each other
until all of them know one another on a first name basis.

As the teacher, stand ac the door and greet each person coming intwo
the room. Exchange notes with students as your time permits. Be a
question-asker and a liscener (0 find cut what studemts care about. Form
and re-form small groups for peer evaluation of writing, as in read-
arounds of letters and compositions, so that scudents share a wide range
of ideas with many people. Arrange discussions on topics related 120
reading and writing so thadt ideas are shared verbally. (See teaching sug-
gestions, which follow in Curriculum Variety section.)

A caring atmosphere will show all of the students in the room that
they are importam as individuals, that they mader to you, and chat their
suppori of each other will be a continuing benefic 1o them in the leamn-
ing enterprise. Alter che first few days of having handicapped students
in your class, it will become clear chat you are all the same—just people
in a room together, enjoying each other, working, learning. being
happy or cranky or sleepy. I have found that it reassures the class if | am
fairly mauer-of-fact and relaxed about a special student.

Often itis difficult to show your concern and affection for a person
by being calm and friendly yet firm in your expectation that this student
will do his best work, that this student will do what he knows is best
for himsell. Though in the past 2 handicapped student may be used to
special treaument in a special class, most studenis do not really want
special favors; they want 10 be accepted as full, capable human beings. &
do not aim 10 "rescue’’ needy students in Karpman's sense ol helping
them to do things they can and prefer to do for themselves (Karpman,
1968). 1 do aim to provide a saie, comlforiable, caring, academic setting.
When not sure what to do, simply ask the student il she wants your help.
Beuer yet, wait; let her (ke care of the problem in her own way or seek
your assistance.

One word about the "needy” student. It is usually clear who the
handicapped students are when they come to your class. 1t is not always
0 easy 10 notice the special needs of students who are already part of
the class. Some needs are frequently hidden, like family break-ups,
depression, psychological or physical battering. As teachers we do not
have w0 agree on definitions of "needy,” “normal,”" "abnormal,”. or
“handicapped’’ in order to deal effectively with all of our students. As
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12 Responses to Mainstreaming

young people practice caring for one another in a more cooperative
than competitive setting, under the leadership of a reacher who exhibits
a maiuer-of-fact attitude toward each student. the needs of all will be
more adequately met. ’

Cunriculum Variety

Offer a wide range of language arts learning experiences so that all
students can find success in a variety of ways. When a handicapped
student is assigned to your room, simply trcat him like any other student
until you are acquainted. If you are uncomfonable at the thougin of
having handicapped students in your classroom, check with the Re-
source Specialist who is planning the IEPs {Individualized Education
Programs) for these young-.ers, in order to find out more about each
person. ‘The expert will know a lot about individuals, but it is impor-
tant to remember that you are the only expert available when it comes
to teaching your subject in your classroom. A Resource Specialist can
give advice about teaching a small group in a special class; at the same
time, you alrcady know enough 1o do the same fine job of teaching that
you are already doing with your classes. Sometimes the formal academic
records of a student, in combination with past classroom performance
which falls short of that student’s potential, will indicawe 10 you that
you should not expect oo much. This may be a mistake, so create a
mood of acceptance and caring for the whole class, then wait 0 see what
the special needs of your mainstreamed studenis may be,

Students with obvious physical handicaps may work a bit slower,
may need more explanation, may be shon-tempered. Having said this
much, T think it is a mistake to make such swatements at 2ll, because
each person is an individual. Each handicapped student in my room has
been entirely unique in needs, abilities, auitudes and personality. If,
however, more time is needed 10 complete assignmenss or there is physi-
cal difficulty in doing the work at all, here are some classroom pro-
cedures which may prove useful:

1. In a caring room, everyone is a potential teacher. Students can
serve as secretaries or assistants to teach others. This is a good
bridge between being uneasy and becoming comfortable; as soon
as possible, the handicapped student should do all of her own
work.

2. ‘Tape recorders are usefu) for listening to stories recorded ahead of
time or for recording compositions which a person cannot write
but can talk out loud. Typewriters are useful for someone who
cannot write easily.

3. Appeal to a variety of senses in assignments, not just to help the
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Caring and Curriculum for “Special” Students 18

handicapped, but also to widen experience for the average student
and provide alternadive hemisphere modes of dthinking (Phelan,
1978).

4. Music adds a grea: deal o literature. For example, “He Ain't
teavy; He's My Brother,” a song by Neil Diamond, expresses the
caring mood well. Ask the students to bring in music which
represents ideas under discussion in class.

5. Film, filmmaking. slides—visual literacy in all its forms offers
students a char.2e 10 experience the composing process in different
ways.

While planning your language arts activities, it is useful 1o remember
that everyone in the recom, teacher included, wants 10 Jearn. As John
Holt (1969) puts it,

Every child, without exception. has an innate and unquenchable
driveto underssand the world in which helives and 10 gain freedom
and competence in it. Whatever truly adds to his undersianding, his
capacity for growth and pleasure, his powers, his sensc of his own
ireedom, dignity and worth may be said to be true education.

This is one guide which will help you to sort out your teaching
objectives and keep those which wuly affirm a student’s sense of
freedom, dignity, and worth,

One way (0 assist students in learning more about the world, is 10
provide opportunities to see, hear, talk, write, and think abous new
ideas. Any goed book will offer this possibility, « chance to enter inwo
the life space and be someone else for a while—living, experiencing,
making decisions, and having to live with the results of those decisions.
A« this point, you will have (o make a decision about the type of book
10 use, If your class has no “special” students in it right now and you
want to widen their understanding of special needs through fine books
on the subject, choose some from the list below. All of the titles included
have been enjoyed by both junior and senior high school studens.

Some Books Dealing with Specific Handicaps

Jones, Ron. The Acorn People—a true siory about a group of sericusly
handicapped young people who aitend summer camp and win many
personal victories in their struggles.

Kaufman, Barry. Son-Rise—when dheir infant son is diagnosed as an
autistic child, a family unites its forces 10 win the boy back to the
real world, (true story)

Kerr, M. E, Dinky Hocker Shoots Smack—a lonely girl wurns to conr
pulsive eating in order to quiet her fceling of loneliness.
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Mazer, Hanry., The War on Villa Street~—a junior high boy copes with
his alcoholic fagher and befriends a ntentally retarded classmate.

Sherburne. Zoa. 3Why Have the Birds Stopped Singing?—a high school
girl with epilepsy travels into her family past and meets a distant
relative, similarly afflicted, many years ago.

1f you already have some handicapped students in class and feel that
the books mentioned may prove depressing or heavy for the class, |
suggest that everyone would enjoy reading The Boy Who Could Make
Himself Disappear, by Kin Plau. The book has been rendered ingo a
movie, Baxier, which is ap excellent film if you can find it available
in your area.

Whatever books you choose. whether one book for the class or indi-
vidual choice. here are some Questions and activities which will help
studenss t0 think about the book they are reading.

(Questions to Consider during or after the Reading:

1. What is the handicap every person in the story has to face? For
example, in The Boy Who Could Make Himself Disappear.
Roger. his mother. his father. Dr. Clemm, every other character
has certain “handicaps” which get in the way of living fully in
the world.

2, How does this handicap affect each person’s ability to deal effec-
tively with the real world?

3. What is the outcome of the conflict in the story? Whay do you
think will happen next? What is the autltor mainly telling you
about human beings and living? Do you agree? Why or why now?

4. Compare or comsrast characters/events itt the siory with someone
or some happening in your own experience.

5. What do you want (0 remember of your life fifty years from now?
How do you want to be remembered? For exatnple, “1 want to be
remembered as a person who is. . . [a cenain quality}, or “I want

10 be remembered as a persott who .. " {does certain things.
actions).

Activities to Do during or after the Reading:

t. Make a filmstrip illustrating key events in the book or make a
storyboard to illustrate an important scene.

2 Bringin and play for the class a2 musical selection to go along with
the book. If thsere are lyrics. plan ahead so copics can be duplicated
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Caring and Curricslum for “Special” Students 15

and shared for everyone to follow along while listening. Be ready
to tell how this is related to your story.

. MoM a rlay figure, head, symbol from the story.
. Make a collage to illustrate the significant ideas, happenings, or

characters in the story.

. Write a leuer to one of the characiers; write a letter to a movie or

TV producer casting the actors for the production and describing
the openting shot.

6. Change the ending; how did you change it? Why? How is this new

7

ending more satisfactory to you than the one in the book?

Make a time line of the story. putting in all of the major events;
make a time line for one of the characters in the story. Include
some past and future as you imagine it might be if these are not
provided in the book. Make a time line of your own life to place
beside the one you make for the baok person.

. Assume the role of one of the characters in the book. Write a

lettes: a note, or a list (0 another character within the same
book, to someone in your real world: to a character in another
book. Use some of your own [eelings and experiences.

. As a class first, then as an individual, do a "cluster” or a word

association about one main idea f[rom a book {some ideas are
“Striving,” "Success,” "Fear,” *Friendship,” "Alcohol,”” “Inde.
pendence,” ""Love,” "Loneliness”). Put the word or idea in the
middle and then write any ideas that come to you, connecting
them. Turn this into a prose selection when you find a string of
ideas that you want to put together and express {Rico, n.d).
For example, while reading The Boy Who Could Make Himself
Disappear 1 might express “Kindness” with this cluster of associ-
ations as a prewriting experience:
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Mainstreaming of handicapped students into the regular English
dassroom offers us a chance to experience the richness, variety, areativity
of all being human beings together.

Caring for Yourself

Caring for myself as a ieacher-person is essendial if 1 am 10 have that
calm, relaxed manner which reassures students. How do you keep
yourself sane in this profession? Experts write about the individual
needs of students, but litdle is written about teachers’ needs. Consider
one of your average teaching days—-the paper work, 150 o 175 different
students who come through your life, other teachers you meet, com-
miuees and-meetings after school. preparations. And then you go
HOME. A leading psychologist once said that every ten minutes we
need to have something 10 look forward 10. Each day must include
something in it that meets your own needs: music. quiet. a liwde
pleasure reading, a movie, some pleasant conversation. Maybe it will
only be a few minutes. How about half an hour in che park or over an
alter dinner cup of coffee in a nearby cafe? Dishes, shopping, and
schoolwork will wait while you wake care of yourself. Make a fun list of
fifiy things you love to do, and do one every day. Plan ahead for chose
one or two day mini-vacations which so refresh the spirit. Make yourself
a Swroke Box (an old stationery box with a plastic see-through )id) in
which you place notes, letters, mementos from good friends and times.
Everytime you open your desk drawer at 5¢hool, you'll sce this collection
of alfirmations and smile. Keep one at home, 100, On gloomy days open
and read all those sirokes. They are instant vitamins for the spiris.
Remember. you are the “significant other” person in muny lives every
day, and you deserve special care, (00.

Creating the caring classroom, offering activities which expand your
horizons. and caring for yourself as a reacher/person are some ways of
coping with this new educarional experience.

References

Fader. Daniel. The New fHooked on Books. New York: Berkley Publishing
Corp., 1976.

Karpman, Steve. “Fairy Tales and Script Drama Analysis"” Transactional
Analysis Bulletin, 7 (April 1968). Or Muriel James and Dorothy Jongeward.
Born to Win. Menlo Park: :‘T)ddison-weslcy. 1971,

g




Caring and Curriculum for "Special” Students 7

Phelan. Patricia. "Right Brain/Left Brain: An Individual Learning Project
Demonstrating How 10 Double Thinking Power by Using Both Hemispheres
of the Brain." Lakeside, Calit.: Interact, 1978,

Hoit, John. The Underachieving School. New York: Dell Publishing Co.. 1969.

Rico, Gabriele. “Metaphor, Cognition, and Clustering. Abstract from School
of Humanities and the Anis publication, University of California, San Jose,




Class-Mating: A Strategy for
Teaching Writing in Urban Schools

James L. Collins
State University of New York at Buiffalo

The urban secondary English classroom is truly a pluralistic com-
munity, and pluralism creates a twolold problem for the teacher of
writing. First, the teacher must be concerned with meeting the needs of
diverse individuals and groups of students. Members of different ethnic,
racial, and economic groups daily come together in the urban class-
room, and in spite of homogeneous grouping. wrilng abilives vary
widely among students, The scope of that variation, and thus the need
for individualized instruction, have increased with the mainstreaming
of handicapped students. Second, teachers must provide common
leaming experiences for students. The socializing function of schooling
makes that demand and so do constrains arising from class sizes and
time schedules.

I have found that the two sides of (he problem, how to meet diverse
needs and how 10 achieve uniformity. are not necessarily incompatible
nor competing. Given the right strategies, the urban secondary compo-
sition teacher can meet differing student needs and sti)) provide common
leamning experiences. It is not only possible, but also advisable. None of
us likes 10 be often singled out for anything other than praise; for
our students, too, becoming the object of 106 much uninvited individual
artention can be discomiorting in a group setting. Indeed. one main
assumption behind both mainsweaming and desegregation is that both
students and society benefit when school experiences are shared. Surae-
egies that permit individualized instruction within a framework of
shared and consfstent activity. thus, are important for the teaching of
writing in the urban dassroom.

One such strategy that has worked very well for me is what I call
class-miating. That Jabel refers to the first essential component of the
strategy. the matching or pairing of secondary classes with elemenary
ones. Class-mating provides a framework of shared and consistens
activity. The objective is 1o practice writing for a partcular atdience,
and even the most reluctant and unskilled writers in grades seven
through twelve find elememary schaol siudents a natural and invidng
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Class-Mating 19

audience for 1heir writing. The assignment that has worked best with
the class-mating sirategy for me is *“Write a Childien’s Story.”

1f there is a secret to the success of class-mating, then it mus: be as
simple as this; Younger children are a demanding audience. but not a
threatening one. Writing has to be clear and error-free, informarive and
enzertaining, to be acceptable to children, and those characterisiics are
not always easy for secondary school writers to achieve. Siill, there is
something abow writing for younger children, perhaps 1he simple fact
that the audience is younger, that makes the strategy work, even with
secondary students for whom the development of writing skills presenis
seemingly insurmoumtable difficulties. 1 have tried the siraiegy with
learning disabled students, with Spanish students. and with speakers of
nonstandard dialects, and withour exception the swraregy has encour-
aged them to produce quality writing.

Class-mating provides a [ramework for shared activity in that stu-
dents all do the same writing assignmen lor the same audience, Within
thai framework, writing workshop methods permit me 10 work with
individual writers, In a given urban composition classroom there are
writais who ask for a ot of teacher assistance, other writers who wamt
very littde help, and writers at every poim between those extremes.
Workshop methods, described later in this paper, permit teachers to
meet those individual needs and demands.

The class-mating sirategy, then, has 1wo essential ingredients. Secon-
dary school writers write [or elementary school readers, and the seacher
of writing works with individual writers, Those ingredients come
together on one impartant aspect of the sirategy: Every writer succeeds
with the classsmaiing swrategy. The writer's success, and the good
feelings that go along with it, stem from the realization thai. for this
assignmen at least, grades are less imporiant than the impact of writing
on an audience and thar writing does not ger published umil tha
impact is assured.

The firs: s1ep in implementing the class-maiing straiegy is to obtain
permission (rom elemeniary 1eachers to match your secondary classes
with theirs. Working through the school principal, explain that you
would like your sjudents 10 write children's stories for an audience of
real children who will respond to 1he stories. Explain, also, thar you
would like several elementary grade classes to participate in the project
permitting your swudents 10 choose the grade level for which they will
write. Principals and teachers have invariably welcomed the projeat
with enthusiasm and agreed to distribute or read the stories to students
and to help them respond to the stories. That response is written down,
sometimes by the teacher and sometimes by the clementary students
themselves, and is returned to my siuden:s.
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Once permission from cooperating teachers has been obtained, in-
wroduce the project 10 your classes. Telt students that they will be
writing stories for children, and that the stories will be read by children.
Explain that each class has been matched with an elementary class and
that children expect the stories 1o be delivered by a centain date. Allow
at least one month for that deadline, so that even the slowest writers
have time 10 write, revise, and edit their stories. Stress that success with
this project wiil be determined by what the elementary school students
say about the stories. That point is crucial. If other students are 10 serve
as an audience for studem writing, then the power of evaluation should
belong to those students. More than anything else, the power of evalu-
ation makes an audience reat to a writer.

With the class-mating strategy, then, you stop being a teacher who
instructs, reads, and grades students’ writing. instead, you become a
consultant to individual writers, a pariner or advisor who helps thent
get their stories ready for publication.

Using workshop methods allows all students to work through the
assignment, but each at his or her own pace. The product in each case
will be the same-a 5101y ready to publish for a rea), live audience. The
process, though, will vary greatly and according to individual needs. To
ensure that | meet those needs, 1 avoid talking 10 the whole class at
once, and1 insist that all of the writing for this project be done in class.
In that manner, I can work with individual writers as writing problems
arise.

Because studems work through the class-mating assignments at
individual rates, it is necessary to have additional work ready for sw-
dents who complete the assignment before others. Two kinds of work
have proven to be especially profitable: first, helping other writers, and
second, doing another assignmertt for another audience. Either option
makes more sense than busy work such as that found in vocabulary or
sentence combining workbooks. because writing or helping others to
write is more meaningful and maintains the framework of shared and
consistent activity.

I have witnessed a number of widely varying individual needs. Some
students need to do research belore they write. That research often con-
sists of reading one or two children's stories to get a jeel for the
genre. Other students need to get a feel for the audience, and conversa-
tions with others who have young brothers or sisters help them get
started. Many students need to be reminded that anything is pos-
sible in children’s stories. Encourage reluctant writers to trust their
imaginations—for example, 10 make rabbits talk or robots fly. For
others, imagination is not the answer; encourage them t0 write factually,
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as in writing advice on how to make or do something, since writing a
stoty is not as importan: as writing. One student. for example, rewrote
an autobiography of Frederick Douglass for younger children. For
students whose wrizing problems are severe, I encourage the one-
senience-per-page type of siory.

One major advantage of the dass-mazing strategy is that students of
English as a second language and speakers of nonstandard dialects
begin to understand the necessity of using standard English for pub-
lished writing. Given the writing workshop structure, I have been able

to build on that understanding, for example, by helping Spanish-

speaking students with the past ense of regular English verbs, or by
helping speakers of the black English vernacular eliminate one non-
standard form at a time from their writing, such as the delen'on of the
final 5 for plural formation.

The class-mating strategy has much 10 recommend it. Wmmg fora
real audience beats studying he'w 10 reach audiences or writing for
imagined audiences. Because wrinng is published, the strategy teaches
studen: writers the significance of absolutely clean, error-free copy.
More importanily, the strategy provides time and opportunities for
teachers to help swudents, according to each one’s individual needs,
while every member of the class works toward the same objective.
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Dealing with Differences
by Accentuating Them?

Jack Folsom
Montana State University

In any English classroom containing twensy-five or more students, there
is high probability that all of the “different” groups will be represented:
the physically handicapped. the speaker of non-native or nonstandard
language, the gifted and ralented, the nontraditional. One can assume
that most or all of these students, to the extent that they are aware of
their differences, would just as scon not have attention drawn to them.,
Most of these students have already received cruel treatment from at least
some of their peers and teachers, and their self-esteem may be corres-
pondingly diminished. Having been one of these students myself, I can
understand why others would want 10 remain as closed-up and anony-
mous as possible. Anyone who is “different” in the adolescent sub-
culture is a despicable freak.

The irony in this situation lies in the fact that, despite the sameness
of the majority, all students are differen: in some ways. These differ-
ences, if rightly seen and acknowledged by a class community. can be a
source of great interest 10 a class and of great pride [or the individual
whose differences are displayed among those of others. As one of my
students wrote, in the midst of the project I am going to describe,
‘“‘uniqueness is a universal characeristic that allows each individual a
pride in his history.” That student was oo naive 1o say his or her
history. but she herself was already swelling with pride at the thought
of the word history being used in reference 10 her shon life. )

The projea is entitled, “'I am the only person here who "1
began it by explaining to the class that with all of the leveling forces
that we are experiencing nowadays, many of us fee] less like prople and
more like numbers. Even the presence of the students in this class has
been determined by a computer, and anyone who seems 10 be colored
green or 10 have six fingers on one hand is bound 0 get hassled by
someone. | then said that } was going 1o make some bets with the class,
and that they were going 10 make some bets with each other: I was going
1o bei that I was the only person here who and { listed five items
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on the board. I was careful to list things which were not impossibie for
them; therefore, | told them that I was leaving out the fact that I have
been married for twenty-six years. a sure winner on the beuing. So |
lisied other items: thai | was horn in Connecticut (good winning chance
for a class in Montana), that I have a crooked nose (poor chance, and §
lost), that § have skied the Olympic courses in Innsbruck, Austria (good
chance to win, but I lost), that I wear eyeglasses with clear plastic
frames {3 winner when one of the students added that they looked
"wimpy''), and finally, my principal difference, that as a child § was
bedridden for two years with nephrosis, a kidney disease that had 85
percent mortality at the time (F bet on that one confidently).

Now that the students had become somewhan interested in my dif-
ferences (self-disclosure by teachers does humanize them, after all, in the
eyes of students), I ransierved the students’ interest 1o themselves and
each other. They were to list five items: five things from your life
history or things about you which most likely distinguish you from
anyone else here. After listing them they shared them with a partner or
small group. questioning each other on the experience or on what it is
like 10 be colored green or 10 have six 10es. The homework was an exer-
cise in pauern recognition and synthesis: Write a single paragraph
containing the five items, controlled by a main idea. What they renlized
when they atempted the paragraph is that what they had listed in the
first place were probably things that they were in some way proud of,
even if the jtem had been depressing at the time or disastrous.

‘The paragraphs often turned out 10 be narratives-in-brief, surround-
ing the sentences containing each item. Many students felt inclined 10
make interpretive comment; others simply listed in sentence form, then
stood back and declared. “These things in my past have indeed been
unique, and [ look forward to those of the future.”

‘The next steps in the project are fairly obvious: After discussion of
your paragraph with the partner or small group. expand each iteminto
a paragraph of its own, supplying more details and opinions of the
feature or experience. Then in class, brainsiorm connections and
ordering of the paragraphs into a mini-autobiogtaphy. This can in tum
become part of a class anthology of uniqueness, in which alt can
take pride, -

Here are some examples of what [ got:

1. A girl who is one-quarter Chippewa-Cree Indian, the wandering
tribe. Knowing that some of her relatives had migrated north to
Canada, she herself went hiking in the Northwest Territories.

2 A boy who recalled how his father, a veterinarian, removed a
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face-full of porcupine quills from the family Labrador—unlikely
to be a unique experience in rural America, but one which some-
how enriched the life of the writer.

3. Agirl who saw challenge in all of her items: uprooting from home
and moving to a new state, learning the French language, living
in Norway as an exchange student, nearly drowning while
water-skiing.

4. A girls whose items all reflected the suffering she had wit-
nessed: her grandfather’s death, an entire city destroyed by fire—
experiences which led her (o conclude: "I have found it is through
something bad that something good is born.”

5. A boy who became [ascinaied by 1he past, especially by the culiures
and languages of the Crow and Blackleet tribes, He bet1hat he was
the only one in the class who had made a capole, a heavy coat
worn by hunters and trappers that is made from Hudson's Bay
blankets.

6. A girl who concluded that she was ‘*a rare breed’’: Coming from
a very ethnic Ialian family with some Cherokee ancestry, she
dedared, mus1 have brought oud in her 1he love of living danger-
ously: and she listed some items.

Where are the handicapped, the non-native speakers, the gifted and
talented, the nonstandard speakers, or the nontraditional students in
these examples? As it happens, [ had no non-nadve speakers in that
class, but every other “*different” group was represented. That they made
no issue of “thac sort’’ of difference is not surprising. The most notice.
ably differens student, unmistakably a Natve American Indian, dis-
cussed mauer-of-factly and proudly her experience with beadwork and
the playing of woodwind instruments, as if she were saying. “Know me
in my uniqueness, and know me as just like you.”

‘There were at least two gilted and talented students in the class. Both
carelully avoided mention of the fact, but they showed it in the wit and
ingenuity of their writing. There was one student who was handi-
capped: He was almost paralyzed by shyness, keeping his head down
most of the 1ime. He wrned in nothing for the assignment, but later
he wrote a creditable paper on procrastination and felt comfortable
enough with me for what 1 had done to seek an individual conlerence
for help on another assignment. Without the 1 bet I am 1he only person
here who ' project, that siudent would be in 1he “loss” column
of my records woday.

A classroom project like the one 1 have described would seem 1o be
valuable in building the confidence and motivation of studems who are
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different, but there are inherent dangers involved. Ofien in the past,
teachers have either pretended to ignore the differences of handicapped,
minority, disadvantaged, or otherwise nomntraditional students in their
classrooms, or else they have drawn undue anention to these differences.
1 know of one studem who looks retarded but isn’t. who has cour-
ageously continued her educaiion in her motorized wheelchair, and
who repeatedly encouniters well-meaning teachers and studemis who
want to make an issue of her handicap and her efforts to surmount it.
This student finally had 1o drop one class because, as she said, I
was constantly being put under a microscope.” She kept smiling as i
happened, but she cried at home.

The idea in a project like mine is 10t 10 draw attention to the differ-
ence that the studery is sell-conscions about (unless that student wanes
1hat to happen), but to the differences thar 1he studen feels are somehow
unique and potentially interesting to others, 50 tha: the student can join
the dassroom comsnunity and fee! welcome. Those special, individu-
alized requiremenits related to the “special” difference should be
managed one-on-one ousside the classroom. The principle is to raise the
issue of differences with a class. but 1o subsiiiute what one can take pride
in for what makes one feel demeaned or embarrassed.

“Know me in my uniqueness, and know me as just Jike you.”




Failure Is No Fun:
A Competency-Based Approach
That Generates Success

Mort Sherman, Ray Beui, Doris Chiappeua, and Marcia Supon
Coleytown Junior High School, Westport, Connecticut

With the all wo famihar cry, “They're lacking some basic skills,”
ringing in our ears, we began another year trying o teach “modified”
classes. Difficult, outmoded books and 'busy work” dino sheets
abounded—so did anxiety and frustration. Underlying it all, however,
was the noticeable love, respect, and undersianding we shared for each
other, Qur studems knew we cared. We mirrored each other's frustra-
tions. Once we, as teachers, began to share our thoughis and feelings.
the floodgates opened. In a myriad of ways our students expressed their
need to succeed. They wanted to be like the “regular” students, They
wanted t0 be smart and to enjoy lcarning. No one wanted 10 come to
school just 10 meer failure; however, that's what they saw and felt after
years of reinforced failure. We knew we had to begin by modifying
attitudes—theirs and ours.

The first step was to allow each siudent (0 let off steam. Once or wwice
a week, anyone could call for a rap session. Most imporiantly. we shared
our feelings—likes, dislikes. problems, failures. and anger. We teachers
shared too. Qur sharings enabled students to know that at times we were
not pieased with our actions or self-images. Studenis began to realize
that, like them, we had difficulty accepting rejection. From these
sessions grew the realization that all of us are vuinerable. This. of
course, was the problem that seemed to permeate the sessions. The
- students wanted to be part of the whole, even though ey saw them-
selves as different because of physical handicaps and/or thcir previous
inability to succeed academically.

Success meant more than the clichés **You're as good as anyone,” or
"You can do it, if you try."” They knew they couldn’t do some things. no
matier how much effort was exerted. In some instances, the students
were more realistic about thejr limitations than we. They were bitter.
They needed to believe and fee] rather than know that we sincerely loved
them. They had to be shown—a touch on 1he arm as we walked up and
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down the aisles, a wink or a smile in the halls or in the cafeteria
developed 2 bond among us. The bond became stronger and stronger
and the antitudes toward one another began to change.

Disciplining with love was our guide. Armed with a strong desire t0
create 2 Positive change, we knew we could affect behavior. I we could
reaffirm good behavior with a smile, a touch, or a wink. w¢ could
discipline with that same love. A sitrn directive (o apologire for rude
behavior, or 2 frown when someone dumped someone else’s books, soon
began 10 take effect. Killer statements (pw1 downs) had o go.

Everything seemed 10 click at the same time. We knew in September
that 1he traditional teaching approach was not working. As we opened
1o one another and as we became more sensitive to the needs of our
students, we developed a new program—a specialized curriculum for

our "special” people.

‘The Population

Coleytown Junior High School in Westport, Connecticut, which houses
grades six through nine, has several curricular approaches. The sixch
grade operates on a cluster or team approach, using the facilities of the
building vet remaining on a difierent schedule. The seventh 1hrough
ninth grades operate on a traditional departmental approach. Main-
streamed in10 each grade level are some students from the Coleytown
Developmental Center (C.D.C.). C.D.C,, a regional program for childeen
with special needs, functions as a school-within-a-school.

In addition to 1he students from C.D.C., not all of whom are main-
streamed, many swudents in the regular program are in need of special
attention. To meet these needs, the English department has created two
levels of courses in the seventh grade. The "modilied’ level (no more
than fifteen students per class) is designed to meer the needs of those
students identified as needing extra help. The “regular” level is for
students who can perform withow 1he aid of a modified program. The
eighth and ninth grades add a third level. This level, an honors Section,
1s for studems who have demonsirated a high level of proficiency in
the language arts.

I‘ilchgram
The modified program is one which is designed 1o provide as much
individual instruction as possible in a classroom setting. Studems are |

placed in a modified class for a plethora of reasons: disciplinary prob-
lems. leamning disability, physical handicap, or emotional adjusiment.
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Clearly, the problem is how to deal with such a varied group of students
who acutely need individual attention.

‘The previous modified program allowed teachers to be autonomous,
10 be creative, and to deal with the students as best they could. Using
worksheets, oral reading, magazines, and adolescent literature, the pre-
vious program dealt with students on a stopgap basis. Similar to many
other programs, our modified program was not felt 10 meet the needs of
the students.

Rather than give lip service to the ideal of individual instruction,
those of us involved with the program set out 1o develop a curriculum
which did not teach whole lessons 10 whole classes- Centrat 10 our
concerns was how 10 present a program whercin students of varied
capabilities and interests could succeed and yet be taught necessary
skills, Concentrating on the affective, the new program has met with
tremendous success.

The heart of the program is love, tmderstanding, and honesty
blended with and balanced against respousibility, limitations, and real-
istic expectations. As a staff we share these feelings: our students,
although not always able or anxious to vocalize, share them, too.

In order © better address the needs of our students, we teamed into
units of one male and one female. These teams proved to be a wise
division because some students respond and relate 10 one sex model
more positively than 10 the other. This division in teaming is vital at
this age level generally, and with problem students specifically.

The program we developed is competency-based. With a blending of
teacher-directed activities with independent student choice, the units are
thematic and vary in both scope and sequence. The exercises are divided
imo three levels of difficulty, cach exercise offering the opportunity (o
try a different level. The final grade is based upon the number of exer-
cises complered. not upon the difficulty of each one. ‘Fo assure con-
tinuity and consistetrcy of the academic program, certain exercises must
be completed by all students. Even within this structure, however, the
program is totlly adapiable so that physically and emotionally handi-
capped students can find success. The list below demonstrates some
adaptations which muy be used with dilferent sutdent handicaps.

Handicap Adaptation
Quadriplegic with gross 1. Ser a dime jimit for wiitten
motor conirol of arms and work rather than requiring a
hands certain amoum of wiiting.
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2. Have the student do some work
orally or use a tape recorder in
place of the written work,

Hearing impaired 1. Seat the student in the center
front of the class.

2. Make sure the teacher never
stands and tatks with the stu.
dent when the teacher's back is
10 the window,

3. Use language experien- s,

- 4. Evaluate the concept or idea,
.- not the sophistication of its
presentation.

Emotionally disturbed 1. Begin with the affective
domain.

2.  Quickly focus the studens on
an exercise where immediate
{within the period} success is
achieved.

Leamning disabled 1. Encourage the use of different
levels where success is all bus
guaranteed (level 3 spelling,
level 1 plot line, for example),

2. Depending vpon the disabil.
ity, modify quantity of written
work, presentation of ideas

. {ar, music), and/or amount of
teacher-vs.-student siructuring
of the urit.

To begin a unit, students and teachers read, discuss, and clarify the
maierial which will be used as the basis of the unit. Alter this teacher-
directed inroduction, the students proceed 1o work on the exercises of
their choice. Each unit is structured so that the basic cognitive com-
ponents of the language arts are covered. The chart below details exer-
cises which form a unit based on “The Cask of Amontillado™ by Poe.

Cognitive *
Process Skill Avea Specific Exercise
Listening Audiovisual Listen to another story
{record) and discuss it
Speaking Explaining, defending, Student. teacher, stu-
presenting dent-student dialogues
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Onal reading Fluency and rate,
cxpiession
Writing Comprehension Literal: semience writing
using vocabulary
Inferential: put the
narrator in a different
setting (our school) and
have him respond to a
situation "in charzcier”’
Reading Comprechension Liteval: plot line, short
answer, cloze, spelling,
e vocabulary, dictionary
work
Infeventist descriptive
phrases of narrator, of
Foriunato

Learning Stations

Fifteen learning stations were offered in the "Cask of Amontillado”
unit. The students were free to choese among the fifteen, though seven
stations, which dealt with the most basic areas, were required. The chart
that follows is a copy of the evaluation sheet used by each student, The
chart lists the fifieen stations with space for notes concerning date of
completion: level of difficulty, and teacher’s initials.

Students are given new foiders ar the beginning of each unit, This
helps set the tone that each unit is a new beginning. In each folder is
stored the evaluation sheet for the unit and, if necessary, a copy of the
story, Starred units must be completed first; however, they may be com-
pleted in any order. ANl work is stored in each student’s folder. As a
general rule, folders do not go home. Dépending upon the child, wetry
(o set some kind of time limit for the completion of centain exercises
before we request that an exercise be finished as homework.

Along with the freedom 10 choose their own work for any given day,
the students are given the oppostunity 10 choose the level of difficulty on
which to work. Each station has three levels. Level 1 is mose difficul,
Level 11 is less difficult, and Level 11 is easiest,

Although there is 1o gvade yeward or penalty for working on difficult
or easy levels) most students choose the more challenging levels. The
students want to prove to us, to their peers, and to themselves that they
can do challenging work. We rarely have 10 suggest that a student work
on a higher level. In fact, we find that more ofien we tacifully have to
suggest that a student work on an easier level.
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The spelling unit provides a good example to illustrate the chree
levels. In order o master the spelling station on Level 1, a student must
learn the correct spelling of 20 words: for Level 11, 15 words; and, for
Level 111, 10 words,

Grading System

One of the most successful and encouraging aspecis of the program is
the removal of the “mystery” from grades for these squdents. Grades had
become threatening; they seemed arbitrary, and often seemed (o be a
punishment rather than a reward. In order (0 have a truly success-
oriented program. studenis must feel as if they are capable.

In the “Cask of Amondillado’™ unig, studenis are required to complete
a minimum of seven stations (o obtain a grade of C. Their grades in-
crease in proportion to the number of stations mastered. The studerus
receive credit for the station when it is successfully completed on any of
the three levels. Studenis become very excited when they realize how
“easy” it is to get a good grade.

This marking system has had some exwaordinary and unexpected
resulis. When, perhaps for the first time, scudenys realize that they are in
contro) of their grades, some begin to ask if they can “‘please” take some
work home. Others ask if they can bring their folders to study hall 0 do
exira work to improve their grades. Before this program was adopred,
these requesis were simply unthinkable.

In conclusion. the studenis and the teachers involved with this
program are convinced that it works. The reasons for this success are
several. Firse, this program is planned by the teachers who use it; chus,
the teachers’ acceptance of the program and their understanding of the
studentgs is assured. Second, the studerus are afforded every possible
opportunity {or success. Third, administrative suppon for all aspects of
the program is an encouraging reality.
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Dealing with Visual Impairment
in the English Classroom

Beverly A. McColley
Brandon Junior High School, Virginia Beach, Virginia

When 1 first learned that 1 would have a visually impaired student
in my remedial English class, 1 felt sorry for myself. 1 thought of all
the wansparencies 1 had prepared, wondering how 1 would cope with
his inability to see anything projected on the overhead. 1 worried about
the many changes I would have to make to accommodate his handicap.

Fortunately. sometime hetween my initial seaction and Frank's
arrival, my anitude changed. Helping Frank adjust to the class became
a challenge instead of a burden. Even before the students reported to
class, 1 assigned preferential seating to Frank. This meant he did not
have to suffer the embarrassment of being moved to the front, The
itinerant teacher assigned to facilitate mainstreaming provided many
valuable aids. She even furnished SRA tesis with large print and was
present to give Frank special help during the administration of the test.
She also provided a yellow-tinted transparency which gives greater con-
trast and legibility when placed aver dittos. On reading days Frank can
listen to stories on tape, using a tape recorder and headphones which
she provided. He also has an assortment of special magnifying lenses
that enable him to read books as well as see the board. Other studens
in the class have not been distracied by these aids but have accepted
them as part of the dassroom routine,

An unexpected result has been the fact that innovations made to help
Frank in particular have been a benefit to the whole class. Students in

this eighth-grade remedial class range from third to fifth grade inreading

level, I started reading the questions on tests mainly to help Frank but
noticed that scores improved for the whole class. They knew the answers
but sometimes had difficulty reading the questions. 1 have also made
frequent use of taped stories in ordes to help Frank, The whole class,
however, enjoys the activity of following the text while listening to a
taped, dramatic reading of the material. The use of a2 . cmbined visual
and auditory approach seems to improve the comprehension and
vocabulary of stow readers, Inorder to eliminate having the student take
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lengthy class notes or copy homework assignments—a tedious task for
Frank—1 began 1yping dintos of all homework assignments, with an
explanation at the top. In the past, remedial students were always hos-
tile {understandably) when given assignments to copy. Now they are
free to concentrate on the skills being 1aught rather than spend class
time in copying. This procedure has also reduced my need for the over-
head. However, when 1 must use the overhead, 1 allay Frank's fear by
reading the marerial slowly. He also knows that when 1 am finished, |
will remove the transparency and pass it to him for examination.

The most rewarding pant of these efforts has been the natral
adjustment Frank has made to the class. Lately he has been writing
mysieries in his journal and has asked to share them with the class.
The students listen intently and with enjoyment as Frank, nose pressed
to his journal, shares with the class his most recent creative writing.
He reads slowly bui with good projection and obvious delight.

Frank's adjustment o the class and his discovery that writing can be
fun have made him an asset instead of a liability. Instead of inhibiting
my teaching as | had feared. having a visually impaired stjudent in my
class has improved both my techniques and rewards as a teacher.




Children’s Literature to See and Hear:
A Total Communication Approach

Barbara Dreher
Wrighi State University

Ellen Duell
Dayton, Ohio, City Schools

A total communication approach to children’s literature is the simul-
taneous visual preseniation and signed interpretation of books on split
screen television. Toial communication is the method lor teaching
language to the deaf and to some mentally retarded or aphasic children.
1t is currently popular because it combines both lip-reading and sign
language. I1 supplements oral/aural hearing aid instruction with signs
and finger spelling 10 give as many cues as possible to the handicapped
child. This approach to well-chosen books enhances the possibility that
such children will grow in artistic and literary appreciation along with
their age maies.

Need and Purposes

Deaf or hearing impaired children are generally two grades behind in
reading (Kretschmer, et al., 1978). The need for building a language
system without natural auditory input keeps them from enjoying with
age peers the usual language arts activities in a mainsireamed classroom.
Literature, the raw material for teaching humanistic values, cannot be
appreciated at the proper time il ¢he child has to read it alone. The deaf
child at ten may just have achieved the ability 0 read the large picture
books seen in the kindergarten, bus their content and thées are-no
longer of interest.

Through videotaping simultaneously the illustrations and a signed
inzerpretation of the text, auditory and reading problems are circum-
veated. Deal, aphasic, or mentally retarded children who receive instruc-
ton in sign, will have a chance 1o appreciate literature appropriate to
their mental maturity. Children without handicaps can enjoy the vocal
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narration and sound effects. 'They may glean a secondary benefit from
observation of the order and beauty of sigued cominuuication.
The goals for such a project are 19 provide opportunities for dcaf
and hearing children 1o experience books of lirerary and anistic quality;
_10 teach and confirm children’s growth in understanding and sensory
awareness; to enrich coguitive growth through the primary expericnces
of the videotapes, and through follow-up aciiviics designed 10 increase
cognitive skills on ascending levels; 10 enrich affective development
through identificuion with characters amd feelings expressed in the
selections, and through follow-up activities including discussion, inter-
pretive movement, pantomime, creative dramatics or role play, self-
expression through language and graphic arts.

Peinciples and Problems in Book Selection

Books should be chosen for liserary and artistic excellence, for intellec-
wal itegrivy, and for their presemation of human vittues. Children of
both sexes and all races should be able 1o idetuify with the characters
and expericnces porirayed. Any books chosen for informational value
should be accurate it both 1ext and illustrations. In the above respects.
choosing a book for signed videolaping is no differems than choosing a
book for reading aloud 10 a classroom of nonnal children.

For this project there were additional criteria. The visual component
of 1the book should be strong enough 10 suil effeciive videotaping. Large,
bold. colorful illustrations will carry besi. Piciures with fairly heavy,
black outlining will look atmos: ihree-dimensional on screen. lHustra
tions with thin lines, fine deails, and lack of vibrancy will not carry
well. Prim on the illustraiion page should be avoided. Children who are
absorbed in watching the hands, face, and lips of the interpreter do not
need a reading lesson at the same time.

Complex pictures should he avoided because they have 0o much
“noise.” When children are inundated with more visual information
than they can assimilate they become confused. Whai they see in a
picture is determined by 1heir background kuowledge and perceptual
set. The more irrelevant data in an illustration, the more ways it ¢an be
imerpreted and the greater chances for disiraction. Books tlia afford the
greatest correspondence between words and piaures will be the most
helpful for language comprehension and learning with this special
population.

This fact brings us 10 a real caution. How much can a hearing
impaired or retarded child attend to ar one time? At what speed? While
a hearing aduk; may complain ¢that picture books are siatic and the
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videotape moves slowly, the message is probably not being received
solely through sign, The listener hears the narrator and fails to take in
all of the movement and action on the interpreter’s side of the screen.
‘The picture side ol the screen will have whatever activity the plot and
techniques, such as rooming and panning. will allow., Speed and
surprise views are not desired if literary goals are to be achieved by
communicatively handicapped children.

Finally, books are chosen to promote humanistic values and to
alleviate the emotional and personal problems most children face. In
developing greater seli-knowledge through the literary mechanisms of
identification, compensation, and rationalization, the youngster de-
velops empathy for other people. Vicarious experiences expand the ego-
centric thinking Piaget has described for this age group to allow for
role taking. Appropriate books give social and emotional insights. They
help children cope with the fears of childhood, sibling rivalry, physical
differences, separation, frustration, low self-esteem, and other sources of
personal unease (Rubin, 1979).

Preparing Scripts

Visually—T wo video cameras and two copies of the book will be neces-
sary 10 avoid breaks for page wrning. The director cannot assume that
the pages can be tumed in order, By careful study of the text1he camera
can be directed 10 the objects or actions mentioned firse, Any printon a
page with a picture should be covered over. It is not only unpleasani
visually, but it is distracting and adds to visual “noise.” Movement can
be introduced by panning the scene or zooming in cr away from details
in the picwre,

Literally—-When nasraticn is done with different voices, identifying
phrases (“said the painter”) should be deleted from the text. Some of the
words may have to be replaced by simpler equivalents ("overjoyed” =
“very happy'"; "“12fused” = “‘said n0"} because they don’t suit either the
cognitive level of the child or the signing system.

Videolaping

A minimum of three cameras is needed—two for the illustrations and
one for the signer. To avoid the necessity of using cue cards or having
the imerpreter memorize the text, an off-camera narrator reads the
sceipt. The signer, then, has audio cues fcr the message being mouthed
or whispered (sotto voce} and signed. Two microphones are needed if
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the narrator is assisted by other actors doing any other voices the script
requires, Music and sound effects are dubbed in 10 make 1he [mlshcd
product palatable and aesthetically complete.

Implementation

In fantasy, a child wimesses what he or she can't experience literally
and, in the comparison between the imaginary world and the actual
world, finds validity in the emotions portrayed in the former. This fact
led us to the choice of a fantasy for the first videotaped book.

Feeling lonely or separate is common 10 all children in some situa-
tions. It is not the hallmark of the handicapped. A possible remedy is
in asong from the famous musical, The Sound.af Music: “When the bee
stings, when the dog bites, when I'm feeling sad, 1 simply remember
my favorite things and then | don’t feel so bad.”

Loneliness, however, does not preclude the possibility of joyful
rejoining and love. Exploration of such feelings was an ultimate goal
of the 1otal communication presemation of Max Velthuijs’ book, The
Painter and the Bird. 1t is a famasy about an artist who sells his favorite
picture, that of a “‘strange and wonderful’’ bird. But the bird flies out of
the picture and out of the rich buyer's mansion, to find his true friend,
the painter. After several misadventures the two are happily reunited.
Here is the study guide for the previewing and postviewing discussion
and acvivities.

Study Guide

The Painter and the Bird, by Max Velthuijs

A. Previewing discussion

1. Doyou have a favorite teddy bear or oy, picture or book?

a. Would you sell it to someone else?
b. Suppose you were offered a lot of money for it?
¢. Would you feel lonely without it?

2. What is a "'painter”? {Several answers are acceptable. Elich
the information that this painter paints pictures to sell for
money to buy his food, clothes, and home.)

B. Postviewing discussion

Was the painaer rich?

Was he happy?

What did he love? Which was his favorile picture?

Who came to fook at 1he paimtings?

Why did the painter fimally decide to sell the picture of the
strange and wonderful bird to the rich man?

6. How did the painter feel when the rich man walked away
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with the picture? Do you remember the look on the painter’s
face as the rich man left?

Where did 1he rich man take the painting?

How did the strange and wonderful bird feel in 1he rich man's
house? Why?

What did the bird do 1hen?

Could a painted bird really have sad feelings, as a living bird
can? Could it actually fly out of the picure? How do
you know?

1. Did you like 10 think that the bird missed the painter? What
makes it all right to make believe or pretend something?
{Knowing the difference.)

12. What did the bird do nexe?

13. Would it have been just as good a story if there had been no
make-believe? How then could the painter have gotten his
bird picture back?

C. Acivities

I. Paint or draw a bird, animal, or object to put up in your
room and keep you company.

2. Write a short story or poem about your favorite things,

3. What are your mother's favorlte things? Your dad's? Your
friend's?

4. Learn the song "My Favorite Things” from The Sound of
Music. (Deaf children can ilcarn it as a poem, and may use

~ percussion beats for rhyshmic accompaniment.

5. Walk as though you are sad, missing your favorite thing or

person. Now walk as you would when it returns to you.

L d
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Using Chapters: Reading and Writing
at Different Levels

James M. Deem
Mohawk Valley Community College, Utica, New York

Sandra A. Engel
Mohawk Valley Community College, Utica, New York

The college students enrolled in our imegrated reading and basic
writing coutse have been placed there on the basis of their scores on a
standardized reading 1es1 and a holistically scored writing sample. In
reading, they have scored below the fourth stanine; in writing, they have
scored below college entry level. Often, however, their low scores and
their histories of failure seem 10 be all these students have in common,
for their actual abilities vary greatly: Some studems read word for word
with no word attack skills, while others comprehend fairly well yet read
at a painstaking rate. Similarly, in writing, some students are unable
to mawch their speech to writing, while others need instruction in
developing sentences or ideas.

Such a mixture of students is difficult 1o fit into atraditional instruc-
tional format. On the one hand, individualization seems to be the
answer, However, many of these students have such low self-esteem and
have had such limited involvement in their secondaty classrooms that
group instruction also seems both valuable and necessary.

One way we have discovered of balancing the individual with the
group is a technique we call “chapter reading,” based on an idea pre-
sented in Smith {1979). Chapter reading enables us to deal with the
individual abjlities of our students while at the same time allowing us
to develop a sense of community. This sense of group cohesiveness in
turn results in a real audience for the students’ writing and a real tmerest
in and reason for reading.

Smith's suggestion was intended to increase the motivation of young
children for reading. A novel was to be divided into chapters or sections
50 that each student could read and share one pan of the story. This, in
turn. would motivate the ¢, udents 10 read more and develop better atti-
tudes toward reading. Smith, however, v:arns against formalizing the
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activity, because its rewarding aspects could then be viewed as punitive
—a problem with young reluctant readers. Qur version of Smith’s
approach incorporates more siructure, since older students are involved,
yet we have nol overlooked the motivational aspecis of Smith's
approach.

One book we have used for chapter reading is Compromising
Positions, an adult murder mystery. Excluding the final chapter, we
divided the book inio fifteen sections, one for each of our fifieen
students. Some students received one chapter, others received (wo, with
section lengths ranging from 12 (0 40 pages. We then assigned these (o
different students based on the students’ initial reading test scores, Gen-
erally speaking. the poorest readers received the shortest chapeers,
although one relatively short chapter was assigned (o a betwer reader
because of igs fairly technical discussion of Don Juanism.

Before we handed out the chapters ;0 the students, an annotated
character list: a summary, and study questions for each student had o be
prepared. The character list was the easiest (o prepare since the same
list could be provided for each student, The summaries were another
matter, however. Since eve.y sgudent brought a different reading ability
to the book and since every student began the book in a different place,
summaries were tailored for each student.

For the poorer readers the summaries provided more detail than for

the beger readers, with more explanations (o make certain events clear, -

Very liule was taken for granted in the poorer readers’ summaries. Beuer
readers received the main events with less explanation. Summarizing
any mystery, with the convolutions of plot is a feat, but writing four-
1een cumulative summaries (since one was not needed for the person
with Chapter One), though difficult, was not impoessible, Finally, study
qQuestions were writen for each section. Again the questions were
wilored for each student. Poorer readers were sometimes given page
numbers (0 aid them in answering questions, while better readers were
often asked more inferential questions.

Prior 10 handing out the chapters and supplementary materials, we
prepared the squdenis for the reading. Students transcribed a dictation
{part of our auempt 10 teach oral/written correspondence) which
discussed the book. A day beforehand, we explained the assignment
and asked students 10 atend the following day. since the assignment
depended on the cooperation of fifteen scudents.

On he assignment day, a Friday, each student was present. Each
received the list of characters, a summary, study questions, and the
chapter itself, As further stimulus (0 read the book, we gave a presenta-
tion of the cover and pre-title page.
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The students were instructed ©© familiarize themselves with the
character list, tc read che summary, to read their sections. and to answer
the study questions by Monday. On Monday we planned to cover the
vocabulary they had found 1o be difficult in their reading: then they
would have another night w0 reread their sections before they prepared a
wrinen summary of their sections in class.

On Monday we fielded words from the class, wrote them on the
board, and gave an informal definition of each. The words some stu-
dents found ditficult {e.g.. occasionally) other students found to be very
casy, but all students were invited to learn new vocabusary from their
sections.

Tuesday, alter rereading their sections. students were insiructed 0
write a summary of their section. to share with the other students in
class the following day. The summaries were to cover the murder, the
narvator's involvement in the investigation, and the narrator's dis-
solving marriage. Other information was (0 be considered less impor-
tant unless a study question probed for other information. Both of the
instructors worked individually with the students, helping them focus
on the important parts of their sections, a task some of the poorer writers
found particularly difficult. While most had a good idea of the main
events from reading their sections. they had difficulty expressing the
main ideas in writing. Consequently. the kind of wine that two charac-
ters shared over lunch might be included in a student’s first draft
without the benefit of the instructor’s guidance. However. since the
students knew that they were +.ating for their classmatces, they were
motivated to produce their best writing. As a resulu some who needed
additional help from the writing lab cutor sought it in order to complete
their summaries.

Wednesday. the siudems began o share their sections either by
reading their summary or simply telling their informadion. Confusing
parts were clarified with the class’s help, and most of the book was
covered. At the end of the hour, we handed out a copy of the last chapter
(0 each student which we asked them (o read for the following day. We
told them that the murderer’s identity and motive were given in the
chapter, but we did not supply a summary or study questions.

Thursday, we concluded the reinaining seaions and as a group dis-
cussed the last chapter. Everyone had aken the tme to read ii; everyone
was intrigued with discovering the murderer's identity. After we com.
pleted the discussion. a number of students asked, “Can we do
this again?"

We certainly do plan (o continue this activity. At this point we have
taught four novels for chapter reading in the course of a year. All are

32




Using Chaplers: Reading end Writing at Diffeven! Levels 45

mysteries and while none can be classified as literawre, the students
have enjoyed reading and writing about them. We have found that a
YSLETY seems (0 work best with the chapter reading approach. in that
there is more incentive (0 untavel the plot and predict the ending.

Chapter reading as we have described it @n be a valuable instruc-
tional activity for instructors who have enough time to design such an
activity. However, the rewards seem to offser the time involved: Some
of these [ifteen students, who had never read an entire book, “finished”
the entire book in a mauer of days and made a valuable coneribwiion
to the group. They became interested in reading and had a reason for
their writing. They had even found it all enjoyable, a word they had
not previously associated with such activities. Although the students’
abilities varied, their reactions to chapeer reading did not.

Chapter reading is only one approach to the teaching of reading and
basic writing. We have found it an activity the provides for both indi-
vidual and group activities. Perhaps most imporiandy. we have found
it valuable in motivating stude¢nts (0 write not only summaries, but
their own stories; to read not only chaplers, but entire books.
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Wordless Picture Books
and the Learning Disabled

Karen D'Angelo
State University of New York-Binghamton

Success in reading for learning disabled children and youth can start
with wordless picture books. In these textless books, stories can be in-
ferred from the interrelated pictures. ‘T hese picture books are being
published in increasing numbers today and can be found on most
library shelves. They vary in artistic style and sto¥ content [rom simple
to intricate, but all share one valuable distinction—they contain
no words.

In elementary schools. kindergarten and first grade children and their
teachers are the primary users of picture books without words. These
books are being used to stimulate reading readiness and oral language
development in young children who cannot yet read or write {Degler,
1979; Huck, 1976; Larrick, 1976; Sutherland and Arbuthnot 1977).
Wordless picture books are also being used with young children and
older students 1o develop a variety of writing skills (Abrahamson, 1977;
D’Angelo, 1979).

F cture books which tell stories but have no text can also be explored
with many learning disabled children in elementary classrooms. These
books can be used with children who have not yet learned to read or may
be having difficulty in reading printed materials. Wordless picture
books can be used with the child who needs to develop skill in oral
language, which is important in learing to read. With wordless books,
the child who may or may not be able to read is not restricted by print
which normally occurs in books. The child can invent dialog and
narration as spoken words are supplied to accompany pictures and tell
a story,

Four simple searter questions which can be used 1o initiate conver-
sations about wordless picture books to help develop the child's descrip-
tive and expressive speaking vocabularies are:

1. What things do you see in the picture?
2. What is happening in the picture?
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3. What do you think will happen next?
4. Why do you think so?

New words can be added 1o the child's vocabulary as pictures ar
examined and colcrs, shapes, objects, animals and people are named. A
question which can begin this activity is “What things do you see in
the picture?”’ All wordless books offer opportunities to develop vocabu-
lary. Following are short reviews of a few books which serve this
purpose cspecially well becauseof their content,

Anno’s Alphabet by Mitsumasa Anno contains pictures of wood-
block letters and drawings of objects to go with each leiter.

Noah's Ark by Peier Spier tells the biblical story of Noah who
loads the ark with all kinds of animals.

Count and See by Tana Hoban contains photographs with
counting from 1 1o 15, by tens to 50, and ends with 100 peas in
their pods.

Big Ones, Little Ones by Tana Hoban contains color photographs
of adult animals with their young. -

Do You Want to Be My Friend? by Eric Carle shows a mouse iol-
lowing the tails of one animal after another in pursuit of a friend.

Elephant Buttons by Noriko Ueno shows an elephant’s buttons
POpping open 10 reveal a lion, whose buttons pop 10 reveal a
horse, and se on, down to a mouse,

Phrases and sentences which describe activity in pictures can be
elicited from the child. A starter question which can help is "Whaz is
happening in the picture?”’ There are many wordless books which
clearly show actions that can be explained and described in just a few
words or in longer sentences. Descriptions of some are:

The Great Cat Chase by John Goodall tells the story of children
playing with a cat, dressed in doll clothes, that jumps out of a
carriage and is pursued through a series of mishaps.

Changes, Changes by Pat Hutchins shows two wooden dolls who
arrange and rearrange blocks to deal with problems brought on by
a fire and a flood.

Joumney to the Moon by Erich Fuchs tells the story of the Apollo 1]
mission in photographs.

Out! Out! Out! by Martha Alexander shows the chaos which
develops when a bird enters the homeof a litde boy and adults iry
to capture it.
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Looking at pictures and elling a story from beginning to end olfers
the child an opportunity to produce statements in logical order. Ques-
tions which can promote logical sequencing are *'What is happening in
the picture?”’-and “"What do you think will happen next?” Many
wordless books depict an ordered sequence of events and can be easily
interpreted. Three such books are described as follows:

The Apple and the Moth by lela and Enzo Mari contains illus
trations that follow a moth through egg, caterpillar, cocoon, and
adukt stages.

The Chicken and the Egg by lela and Enzo Mari shows an egg
during the process of hatching.

Apples, by Nonny Hogrogian shows a parade of animals and
people who carelessly toss apple core: away: eventually an apple
orchard appears.

The Self-hiade Snowman by Fernando Krahn shows the progres-
sion of events'beginning with snow rolling down a mouatain and
ending with creatiott of a snowman in the centcr of a town,

The child can also learn to predict actions, evems, antd feclings and
express these ideas verbally. Skill in making predictions and confirming
these guesses with evidence from the story involves comprehension that
is basic to reading. Questions which serve this piurpose and can be used
with the following books are: “What do you thini will happen next?**
and "Why do you think so?”

Family by Ellie Simnions tells the story of how a small girl deals
with the artival of a new baby itt the family.

The Wrong Side of the Bed by Edward Ardizzone realistically
shuws several incidentts in the day of a linle boy who gets out of
bed, cross and scowling.

Frog Where Are You? und Frog Goes to Dinner by Mercer Mayer
contains three main characters: boy, dog, and frog. In these
humorous tales, frog gets into all sorts of mischief.

The Silver Pony by Lyud Ward is a long (83 pages} wordless
picture book, appropriate for an older child, which tells the story
of u lonely furm boy who takes imaginary trips all over the world
oh a winged lurse.

Once a diild can produce the oral language 10 accomparty pictures,
a basis has been established for understanding an author’s printed lan-
guage. The fact that print has meaning and corresponds closely to
pictures, and tells a story just as oral language does, is imporant
knowledge which successful readers possess,
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Besides developing oral language, wordless picture books can be
extremely useful for creating positive auitudes about books. For the
child who is not reading or knows only a few words, these wordless
texts can provide successful experiences with books. When reading
pictures to te]l the story. a child can say as much or as little as possible
without 2 concern for correctly reading print. A child can successfully
complete a picture readin.g task from which the possibility of failure
with print has been removed. Good feelings about books, reading, and
oneself can thus be created.
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Attaining Sentence Verve
with Sentence Extension

Flora Fennimore
Wesiern Washington University

When the fourth graders came to me on thai first Seprember morning,
they were all communicating verbally, meaning, of course, that they
were talking and laughing and conveying their ideas with interest and
enthusiasm. The challenge facing nfe was two-fold: teaching these
students to transform the spoken message into a coherent written one,
“Tetaining and increasing its meaning and expressiveness; and achieving

__ this goal, 10 some degree, with each student in a group with varied

abilities (some normal learners, some intellectually impaired learners,
and a few severely emotionally impaired learners).

One approach | used successfully was semence extension. This tactic
develops the student's ability to produce various kinds of words (action
words, descriptive words, etc.) in response to sensory stimuli and in
various syntactical arrangements (parts of the sentence, phrases, clauses
e1c.). Sentence extension emphasizes the use of the paris of speech as
well as the parts of a sentence.

Emphasiting the Parsts of Speech

Practicing the Art Uself

Keeping in mind that I wanted (0 bring 10 the cemer of the classroom
the daily experiences children have with words, feelings. and sentences,
I inwroduced sentence extension on day one, My main objective was the
idea of experiencing with the children various and. I hoped, more
interesting ways 10 compose sentences while very indirectly eaching the
paris of speech.

With the announcemem *“Let’s work with soimne words now.” I wrote
the sentence “The boy ran’ on the hoard. I then asked someone o read
the sentence, making sure that ! called the construction a sentence,

“Inihe sentence. “The boy ran,’ what words or nouns might we usein
place of boy? Brainstorm.”
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Girl, child, person, children, and grown up were quickly supplied.

As the children furnished the responses shown in column three of
Table 1, | copied them on the board.

“Goaod. You had no gouble thirking of plenty of nouns. Now, we
havea ‘pa’ and an 'aund’ and an 'adulc and a*monster’ who ‘ran.” This
time, let’s brainstorm (or action words or verbs that we might use in
place of ran so that we have these people doing actions other chan
running. For example, we might say “The monster jumiped.’”

“Flew, rolled, and hopped,” they responded.

And so the fourth graders supplied column 4 of Table 1. 1 wrote
these words on the board in a column following the column of nouns
to correspond with the usual order of the sentence parts in a sentence,

"Now we have a 'father’ who 'galloped’ or a 'grandfather’ who
‘scampered’ ” {pointing to the words in the various columns as | said
themn). "Let's see what we have when we brainstorm what kind of ‘boy’
or ‘grandpa’ or *uncle’ we are talking about. In other words, we wanuto
think of describing words or adjectives, such as large to describe boy.”

Happy, sad, dumb, and the other colorfully descriptive words listed
in column 2 of Table | emerged in the minute or two the children were
allowed. Never were they given enough time in the production of any of
the columns of responses to lose their enthusiasm. The words were listed
in a column preceding the column of nouns to correspond with their
proper sertence placement,

“Qkay, now we have a ‘'dumb’ ‘baby’ who 'galloped’ or a ‘grumy’
*monster’ who "fought’ ”’ (pointing to the words in the various columns).
“Let’s think how that ‘grunty monster fought.’ Did he (ight slowly or
quickly or angrily?”

"Pokey, slowly, and like crazp,” they replied,

‘Thus the adverbs in column 5, which were listed in a column fol-
lowing the verbs, were produced; and vve were ready 0 consider the use
of another adverbial modifier.

“Now we know that the ‘grunty monster fought swillly’ * {pointing
to the words in the various column- as I said them), *’but we don’tknow
how 'grunty’ he was, Was he very grunty or was he completely grumey?”

After the children had produced a few adverbial modifiers desig-
nating the degree of gruntiness (column I, Table 1), [ quickly moved
to a consideration of prepositional phrases.

"The 'very grunty monster fought swiltly’” (pointing to the words
in the various columns), “Where did he “fighe swiftly?* Did he do it
under the barn or in the potato patch?”

“Qver the house! and (0 China,” they joined in.

‘Thus, the children created the prepdsitional phrases listed in column
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Children’s Brainstorming for § entenice Extension

Table !

Sentence being extended: The boy ran.

}
t

very
kind of
mentally
a ligtle

2

]
happy
sad
dumb
nice

playlul

difierent
_weird

v

grumpy
retarded
mad
mean
baby
grunmy
stupid

men

girl
child
adult
woman
aunt
baby
uncle
nisece
person
father

grandpa
grandma
children
grown up
monster
cousin
granny
old man
old bady
ancestor
grandfather
mother

flew
rolled
jumped
walked
crawled

skipped

slid
fought

5

]
slowly
Fast
speedy

medium size
quickly

very slowly
pokey
swiftly

like crazy

over 3 house
to China

over the house
over his dog
over the barn
over theriver
over the hose
over the fence
over a rock
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6. And again | recorded these responses on the board in 1he last column,
10 correspond with their usual placement in a sentence.

“Now let's see what our ‘grunty monster' seruence sounds like with
the explanation 1hat he ‘fought over the house.' ‘The very grunty
monster fought quickly over the house.! Now, who wants to try a sen-
tence? Did you notice the small word or avticle, the, that I put at the
beginning of 1he sentence? You may need to add an article to your sen-
tence, to0. What are the other two articles?”

After ] had listed 1the anicles in front of all the columns, lan wanied
10 put a sentence together: A kind of stupid old man slid pokey over
a rock."

Giggles, waving hands, comprehending smiles, and eager looks
emanated from the children; and Linda volunteered the second creation:
*“The weird girl galloped medium sized over the hose.”

Following more chances to compose sentences using their conceived
parts, the children proceeded with the assignment to write some sen-
tences, Here is 2 sample of favoriie sentences chosen by the students; all
the children’s writing included in this article is reproduced as they wrote
it—that is, without corrections:

1. A linte suiped man flew fast over a fence. Amy

2. Kind of happy old lady skipped very slowly over the rock, Tony
" 8. The play full granny jumped fas\ over the barn. Jerri

4. The very happy niece scampered quickly over the barn. Bill

5. The mentally retarded boy scampered very poky and triped over
the hose. Sue

6. A mentally nice man walked swiltly over the dog. Lane
7. A liule grumpy child scampered like Crazy over a hole. Sharon

8. A liwle nice differemt child person crawled and scamperd like
crazy very swiltly over the Bam, Alice

9. The very happy Old man and Old lady skipped fast over a hole.
Tommy

10. The very grumpy man tore off like crazy over a rock. Bob

Several factors should be kept in miind about this first experience
with sentence extension which occurred on the first day of school. One,
sentence construction followed 1he developmental patterns of sentence
sense learned by the children in language development. The topical
questions for eliciting sentence parts were presented in the most logical
and usual order in which a sentence is constructed, and the responses to
those questions were listed on the board in the same senience sequence.
Setence sense, thus, was attained by following 1he structure illustrated
in Figure 1. And, because the responses wete listed in the same order,
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sentence construction was adained by following the same structure—
that given in the amangement of sentence paris in Table 1.

‘I'wo, when 1 presented the topical Questions 1o elicit pans of the
sentence, | would often inmterchange the name of the desired part of
speech for the description of that par: of speech. For example, 1 would
often request, “What words or nouns could we yse in place of boyp™ 1
practiced this habit not so much because [ thought learning the parts of
sptech was necessary but because 1 thought learning them indirectly
might be useful,

Three as in brainstorming or any process of eliciting responses
quickly, 1 terminated the children's production while the exciterem
was still high. If they could not produce with ease, as in the case of the
responses in colmnn | of Table 1, apparently they were not ready or
responsive or alers,

Four, the words the children generated for sentence sources (Table 1)
were reproduced and were filed in their binders for fuiure use. They
became descriptive dictionaries for the children when they needed words
or when they needed word prompuers.

Combining Sentence Extension with Creative Dramatics

For their second experience with sentence extension, the fourth graders
assumed the role of 1the wind and, through a series of wind dramas,
acally became the sentences they created. .
"Today, we are going to be the wind. Stay in place and close your
eyes if you want 10. First, be any kind of wiud, such as a brecze.”
Responding by moving, hissing, and tearing, the children answered,
after approximately 30 seconds of aciing, that they were a "“1wister,”

THE BOY
53

. |
Nouns in PIEIICE of béy I | ,
Verbs in place of ran
What kind of boy? ———— atlyectwcs that describe the boy

How did he run? adverbs

Towhat degree was the boy "“fat?" adverbs

Where did he run? ——— prepositional phrases

Fig. 1. Sentence Extension Struciare
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an "ice wind,” or a “tornado’’ when| asked them what they were. These
responses were listed on the board in a column as they gave them.
“This time let's all be the tornado that Joe was. Act as you think the
tormado would act a:: then tell us the action you did. For example,
you might be atornado that ‘thundered’ of ‘hissed’ or ‘jumped”.” Again,
after less than a minute of increasingly intense expression, 1 questioned
how they acted. As you can see from iite responses in Table 2, listed in a
column to the right of the noun column, they were very active. They
“knocked over wrees,” “lighteninged,” and ""broke up houses.”

‘Fable 2
Sentence Extension with the Wind

1. {adjectives) 2. {nouns) 3. {verbs) 4. {adverbs) 5. {prepositional

phrases)
mad twister knocked over  interestingly  of the Empire
slow ice wind trees stupidly Staie Building
fast dust twister turned over  strong to the South
soft storm cars quickly through water
Quiet sand storm  uprooted trees slowly 1o 1the East
sky tornado thundered deswructively  on the way o
strong : lighteninged  sparingly Kansas
breezy snowed twisting in Hawait
tearing rained quickly
frightening haiied furjously
picked up
things
broke up
houses
hurricened
threw rocks
cleared land
1ore tin
tore holes in
the ground

“As we become the tornado this time and “thunder’ or 'rain’ or ‘pick
up things' * (pointing to their verbs on the board as | said them), ““let’s
think how we would ‘thunder’ or ‘pick up things.’ Would you do it
‘quickly’ or ‘dangerously’? Okay. Be the windl”

For appreximately a minute, they “hailed” and ‘‘cleared land" “in-
terestingly”’ and “‘furtously”’ before they tumed their autention to the
kind of tornado they were as they were “hurricaning furiously.” ‘Their
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adveroial responses were recorded on the hoard as the third list follow-
ing the verbs. In order to secure the adjectives to describe the kind of
tornado each was, and the prepositional phrases 1o indicale where or for
whom each was acting, T followed the same procedure as in the first
sentence extension experience.

Having been intense, five-dimensional winds, the children seutled
down 1o the quict aftermath of the siorm to read and experiment in
sentence form with the verbal descriptions that accompanied their
actions. The almost mechanical production and wanscription of words
in the first experience (Table 1) was replaced on this day {Table 2) by
human ""tearing dust twisterfs}”’ who “broke up houses furiously on the
way to Kansas,” by "breezy sand siorm[s]’ who “uprooted trees
sparingly through water,” and by "tearing ice wind[s]"" who ""tore holes
in the ground interestingly in Hawaii.” In this experience, emphasis
was placed on the fact that the children’s sentences were their tatk
written down; that the encouragement to alter, add, or combine words
in sentences actually gave greater sentence sense or undersianding; that
assumption of a dramatic role in sentence construction resulted in
greater dispersement of feelings; and that incorporation of sentence
extension into drama actualizes the fact that writing is nothing bt
body talk that is transcribed from verbalizations {words) to writings
(sentences).

Incorporating Sentence Estension into Prose Writing

Very little effort and time were expended in the classroom in developing
sentence extension as a sterile encity, as occurred in the first experience,
Incorporation of sentences is the essence, and incorporation in the chil-
dren’s prose writing is now our subject. To glean some, though sterile,
comprehension of this operation, let us examine the lesson plan used
with the pupils on their first day of prose writing {day two of the school
year). The lesson combines sentence extension with prose writing;

1. ""What are all the ways you can think of that you can travel from
one place to another?” Possible responses o be recorded on
boatd: bike, car, plane, spoceship.

2. Arbitrarily choose spaceship. “Let’s take a spaceship and pre-
tend it has landed in your back yard. What would you do if one
Janded in your yard?™”

3. ""H we were going to write about this spaceship landing in your
back yard, what words would we use to describe the kind of
spaceship that landed in your back yard?”" Possible responses to
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be recorded on the board: scarey, big, bnght orange, powerful,
funny, gigantic.

1. "Now, if you were 1o think ol some action words that you might
use in place of landed, whar would you use?”” Possible responses:
swooped, dived, jetted, darted, exploded.

5. "Now, think of some words that tell how that ‘gigantic’ space-
ship 'swooped".” Possible responses: quickly, noisily, angrily.

6. "The last wotds we want to think of are words that tell wherethe
spaceship landed.” Possible responses: in the back yard, on the
kitchen table, on your big foe, beside a bee.

7. "Okay. Let's start a story together, ol this spaceship landing in
your back yard. How would you begin?” Record their story on
the board.

8. Have them cither finish this story or write a new one about a
spaceship landing in their back yard. I they need words, they are
1o get them from me.

The goal was 10 motivate the children 1o ¢xpress theiy thoughis in
more colorful sentence vomposition. Question one elicited nouns or
subjects of sentences or compositions. Personalization of the subject was
achieved with question three, in which the children responded by
describing with an adjective the specific spaceship that landed in each
individual's back yard. Verbs or action words that might be more
accurate or colorful for a powerful spaceship’s Yanding were sought in
question four. Prompter five requesied words (adverbs) that described
how that “'gigantic” spaceship “swooped,” and prompter six desired
words (prepositional phrases) that told where the spaceship landed.

Variasions of Senlan‘ Exiension

Building Sentences Individually

Seutence extension is not an isolated experience. Sentence sense is the
sustenance of communication. From only a few years afier birth,
children are speaking and laughing and acting and singing and writing
in seniences, whether they be one-worded or five-worded seniences. At
some point, however, children need to take the time 10 name what they
are doing so tltey can wransfer the interestingly and colorfully spoken
messages they have been communicating for years 10 the word of the
page without losing their language's verve. This step is notan casy one.
To assist in taking it, occasionally, very occasionally, I like to
follow a sentence extension experience such as the one of the wind
drama, with an assigranent like the one shown in ‘Table 3. )
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My directions for the assignment instrecied the scudens, first, to
write a simple sentence, such us “The cat ran.” Then, the studemts were
guided to think of words (nouns) to be inserted in the column numbered
1 that they might use in place of cat, of actions (verbs) the cat or any
other noun they have lsted might perform 1o be inserted in the column
numbered 2. of words (adjectives) to describe the cat or any other nouns
to be inserted in the columnn nuinbered 3, and so forth, ‘The children
cleatly understood that no words in any column had to apply or be used -
in place of the words in the original sentence, After they had all the
columns fitled with approximately three 10 (ive words. they were to put
the words together into sentences in any way they wanted to. I wish you
could have the pleasure of examining the variety, quantity, and quality
of the individual words and the sentences of cach child. Instead, | have
included a few examples of their sentences:

1. the pichblack Simesce cat slid veryfast over China

2. A paper white Simesee object slowly trotted over the hill,

3. The mediem black object walked noislessly toward
the cave.

A regelar creatn-color kitten wrotted quietly up the walk,
a darck orenge cat jogged slowly over a mouse.

. ‘The gentle brown gerbil scampered quick on a cat.

A terribly Green squeaker jumped rapidly over the moon,
. The very brown latne brain ran stowly off the earth,

il
-

- - T

Table 3

Senmtence Exiension Assignmem

Sentenee: The cag ran v
what you are talking  action it did (verh)
about {tioun)

Words to de- Words to de- Whar we  Action Words thit  Wotds that
sctibe how  sctibethe  are talking wordsin el how the tell where the
“bluck’ the kind of et abom placcof  cndidhis ot did bis
il was it was ran action dction
Grdverhs)  (adjcctives)  (nonn) {verbs) {adverbs) {nreposis
tional phrase)
6] (3) (t) (k4] €] 6

66




Attaining Sentence Verve with Sentence Extension 39

The fourth graders found an occasional assignment sy2ch as this one
useful. In this [rame of reference, they found liule difficulty in learnir:g
new uses of parts of speech or of parts of a sentence. simply by enlarging
on this basic sentence structure in any of the following ways: (1) by
including additional word columns. such as a word (adverb) to describe
how “pretty’ or “1all” one was, (2) by combining two words in the sub-
ject or noun column to construct a sentence with a compound subject,
(3) by combining two words in the verb column to construct a sentence
with a compound verh or predicate, and (4) by convbining two entire
sentences with a coordinating conjunction to produce a compound
sentence. Not all of these possibilities were discovered immediately; they
were incorporated into sentence understanding as the year progressed.

Nonsensical Sentence Extension

“A few weeks ago you were the wind that erupted into a ‘mad tornado’
that ‘lighteninged destructively to the South.” What element of nature
do you want to be today?”

“Frost;” “the rain;” “fog;” “let’s be what it's doing outside today—
raining,” they responded.

“Okay. the rain. First, act as you think the rain would. Drip or splash
or beat. This time when you act as the rain, act out a nonsense action of
the rain. For example, maybe the rain ‘gafumped.’ How would you act
if you were rain ‘gafumping? Now, be the rain acting out the nonsense
action you made up.”

Alter a tew minutes of flagellating rain spouts, I calmed the storm to
discover that the children had been activated by such nonsensical verbs
as troomped, galooged, and blurbed. From rains “blurbing” and
“troomping” we proceeded 1o a discovery and dramatization of nonsen-
sical words (adjectives} to describe the kind of rain we were, of non-
sensical words (adverbs) to demonstrate to what degree we “galooped,”
and so forth. This experience is unlike the preceding sentence extension
experiences only in its use of nonsense words: "The blangedly splorched
rain brumlooped fittsodly over the blampf!™

Emphasizing the Parts of the Sentence

Emphasis on parts of the sentence rather than pants of speech can be
aained simply by changing the schematicarrangement of prompters to
the one shown in Figure 2

In this experience, 1 usually commence by arbitrarily giving the
children an enticing sentence and asking in understandable termi-
nology, what the complete subject and predicate are. Parceling of the
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complete subject and predicate is achieved by eliciting the simple sub-
jectand predicate and the corresponding modifiers. As this parceling is
occurving, the children might be asked to think of other nouns thiar they
might be talking about rather than rains, other verbs that might be used
in place of fall, and so forth. Or, after the children have idensified the
parts of the semence, they might divide ino five groups and cach group
might brainstorm a different sentence part. Riotous sentences result
when the children randomly contribtite their sentence parts (Table 4).
The mechanics of this sharing are usually schieved by having the
children within the individual groups number off. Then, as I point 1o
keep the action moving, number 1 in group ! reads a noun; number 1 in
group 2 adds a prepositional phrase; number 1 in group 3 adds 2 verh,
and so forth. An infinity of sentences is created by cach person adding a
sentence part. “The rain in Spain” no longer “falls mainly on the
plain,” but “the sleczards at the recydling center taugerined weirdly
within the feathers of a piltow.”

A more sophisticated continumion or variation of the preceding
experience would be one emphasizing the complete subject and predi-
cate. For this endcavor. all the words brainstormed in the previous
lesson (Table 4) would be repreduced on a mimeo. The children would
be divided inito two groups. The people in group  would be told they
are assuming the role of the complete subject or the entire part of the

THE RAIN IN SPAIN EFALLS MAINLY ON THE plLAIN

What if the whole thing wr are
ratkingprbout. or wha is te com-
plete subject in this sentenk

Main ching ratking aboue
{simple subjea)

Location gr prepositional
phease showing the location
of the subjear

Complete sithject Maio acrzonj(verh) of the snbfect
Adverb teltityg how those ragis fall

Prepositionat phease that tells to
or for whom the vains fall

Complete predicate

Figore 2, Semace Extension Snucture kmphosizing
the Pauis of o Semence
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sentence telling what we are talking about, and group 2 would under-
stand they are assuming the role of the complete predicate or the part of
the sentence that gives the complete action of the subject. Person 1 from
group 1 would supply any words from columns 1 and 2 (the complete

Table 4
The Raiuw in Spaiu Extended
The rain in Spain falls mainly
gerbils at a junction collided personally
sleezards in the refriger- addled crarily
gumball atot aggravisted wildly
cookie dough in the coffee tin - | scrounged weirdly
toe nail on page three limped fantastically
caterpillars by the slimy bog | languished laughingly
diving board NEAr SEWREE bomped painlessly
slush lagoon galoomphed tiredly
boore a the recycling | tangerined sensitively
muod center scooped narrowly
o1 a marshe
mallow
on a siranger
in the phone
booth
oh the plain. Some sentence combinations:
in peanut buseer 1. The diving board in the phone
in the aquatiuvm booth collided taughingly with-
atound the wild things in the feathers of a plllow.
upon the edge of the pie crust 2. The cookie dough on page thtce
into the cookie dough scrounged sensitivelyaround the
in the sugar bowl wild things.
inside a piece of chatk 3. The booze in the coffee tin
within the feathers of a pillow bomped fantastically vpon the
beside the shoestring edge of the pie crust.
outside the biue hill 4. The stush at therecycling center
limped weirdly in 1he sugar
bowl,
Note: These tesponses are from childsen older than fourth grade. Qccasionally.
we became 50 absorbed in ouT process thar we forgot to save the resulis
for publication.
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subject}, and person 1 from group 2 would randomly supply any com-
bination of words from columns 3, 4, and 5. Humorous and colorful
sentences result from such a procedure, and the children have a greater
understanding of sentence sense, pasticularly the elements of complete
subject and predicate,

Porpourri

Experimentation with sentence sense begets sentence understanding. 1f
you have as your objective and atitude the opening of the children as
they are pursuing an understanding of senten ce sense, then you will see
growth. Suggestions for varied approaches for experiencing setitence
extension are the following:

I, Rather than having the children number off by 5's or &'s for the
parts of a sentence, hiwve them choose the parts of the sentence they
will be (a} by the name of the part of a sentence the child pulls out
of a hat, or (b) by the color that characterizes the personality of the
pare of the sentence,

2. Have the sentence parts the children have composed pat into six
different boxes from which one child randomly will pull and read
all his sentence parts or six different children will pull and read
six parts.

3. Have the children in turn act out the sentences they compose. At
first these can be planned sentences; later they can be the random
variety suggested in number 2,

4, Put the sentence parts into boxes and have il(e children dramatize
the results they draw.

5. Put the complete subjects of sentences the children have composed
into one box and the complete predicates inmto another, Individual
children in turn will draw out the two parts which they are 10
act out.

6. Number 5 can be varied by puning the six sentence parts imo
boxes and having the children dramatize the results they draw,

Summary

Sentence understanding is learned from infancy through use. not in
isolation. In their 1alk and dramatic play, the fourth graders, in spiie of
their learning and esmotional probliems, used the various sentenice parts.
Sentence extension has been presented as a stimulus orimarily in basic
sentence structure, in an eftort to {1} enliven and enhance the sentences
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the children speak with relative ease, (2) wranscribe that talk into writ-
ing. and (3} create a repertoire of words they can call on. As children
progress in sentence understanding, they can, as my fourth graders did,
use 1his mechanical siracture of sentence extension to learn more in-
volved sentence structure (compound subjects, predicates. and sen-
tences): sentence mechanics (punciuation and capialization); and com-
position {monologue, dialogue, exposition. and drama).
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Spucial Needs That Don’t “Squeak’:
Freeing Students from the Bonds
of Reticence

Don Rubin
The University of Georgia

Each and every student has special needs. We know that, and we do our
best to meet them within practical constraints. But some students are so
challenged by educational environments that properly serving them
requires major revision in classroom management. Sometimes we have
difficutiy diagnosing the exact nature of these students’ needs. But if a
sixth-grade studem isn’t reading a word, if a first-grader is violently
abusive, if a teenager consistently nods out in class, we at least perceive
that a problem exists. ""The squeaky wheel gets oiled,” a colleague
recently reminded me.

Sitting in our dasses is a group of students who have a disability, and
because they do not “squeak,” it is easy to ignore their special needs.
‘That they do not call anention to themselves is part and parcel of their
problem. That years of experience have reinforced their disability makes
it especially difficult to reach these individuals. ‘That they will perform
beneath their potential and suffer personal discomfont so long as this
disability persists makes it imperative that we do reach them. If we
attune ourselves to this condition as a handicap, we will easily recognize
who these students are. They are the quiet ones, the reticent ones.

Does reticence truly qualify as a “special need”’? Students may remain
quier in a classroom for a vaniety of reasons. Some may be chronically
unprepared, and smart enough not to flaunt the matter. But the person
who is disposed to avoid interpersonal interaction in general is in
serious trouble. Evidence suggests that such students do not do as well
in school as they ought {reticence is not related 1o ability), that they will
be perceived as unattractive individuals by their peers, that this trait will
affect their life-style and mating choire, and that it will ultimately affec
their careers—because of their own selection of low-profile, low-prestige
positions and also because of employers’ negative assessments.

Reticence is an umbrella rerm that covers a range of speech avoidance
syndromes. What is common among reiicent individuals is fear or dis-
comfort in communicating in many situations, and not just in those
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situations which perhaps rightly inspire anxiety. (Stage fright is a
normal response to public speaking. not a symptom of reticence.)
Reticence is a learned trait, acquired by some youngsiers who are sensi-
tive 10 being punished for speaking up, rewarded for being “nice and
quiet:\ 1 is an all o0 common disability. In a class of thirty you can
expett (o find six students who experience dysfunctional levels of
communication apprehension. T wo resources which pertain 10 reticence
deserve careful reading by educators: Quiet Children and the Classroom
Teacher by James McCroskey (ERIC Clearinghouse on Reading and
Communication Skills, 1977; available from NCTE or the Speech
Communication Association) and Shyness and Reticence in Students by
Paul ¥Friedman {National Education Association, 1980).

The following activity is a form of systematic desensitization, mov-
ing from low to high threat communication situations. It can be
used—and used repeatedly—at all grade levels. The primary objectives
of this exercise are 1o give students a history of success in communicat-
ing before others and (o promote 2 classroom aimosphere in whichalk
is valued. | have found that it is most effective when the 1eacher takes the
first risk and seis an atcainable model by fully participating.

Students are given a homework assignment that asks them o think of
a personal anecdote, a brief narrative, which they can share with the
class. ! somedmes give as an example the story of a nonstop cross-
country drive | 100k in college. With only limited time available for the
trip. my friends and I subsisted for 2,000 miles on candy bars and cokes.
We arrived before dawn a1 pur destination in Seattle, craving anything
approaching real food. The craving was especially accentuated because
our host was famed as a magnificent cook. While ] spread sleeping bags
in the living room, I heard loud qunching issuing from 1he still dark
kitchen. David called out, “These are the best chocolate chip cookies
I've ever wasted.” |1 eageily joined in and concurred with the view. It
wasn't until we awoke in midafiernoon tha we learned there had been
no cookies on the counter, only a howl of dog food.

Students pair off and tell their stories to their parmers. Then the
panners join a small group of two other pairs, and all members again
tell cheir stories. Often parters will prompt and encourage each other.
Finally, 1he class [orms a semicircle with two chairs placed at the focal
point. (Or, in the upper grades, this may be taken as an opportunity for
a stand-up speech.) Each set of pariners cakes its place as story tellers.
Alfter each story the class applauds, spontaneously one hopes.

This simple procedure has several advamages. Having panuners go
before the class together gives the story teller support and decreases that
feeling of being the sole center of auention. By the time swudents are
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ready to 1ell the story for the third time, they are 1o longer wonrying
about what they are going 10 say. Also, thty have the opportunity 1o
engage in a kind of revision process. Typically, students will shift into
stightly more formal registers by choosing more descriptive language
and enunciating more clearly as thev move into larger groups. One
peimt of discussion afterwards can focus on how the students spoke
differeintly in the three situations. The other major point. of course,
focuses on how they felt differently. In addition, the exercise is a good
opportunity to discuss what makes some stories especially interesting.
The discussion may evince the following criteria: (1) a good story creates
a setting, (2) it goes someplace, has aclimax, or makes a point and (3) it
includes detail and elaboration. (Digressions are acceptable in this
geure.) A final advantage of this activity is chat telling and listening o
these personal anecdotes is pleasurable.
And that is the way ralk ought to be, for all.

*J
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Classmates Together,
Generations Apart

Peter M. Schiff
Northern Kentucky University

It was not many years ago that my high school seniors were ajl seven-
teen or eighteen years old when school started each Sepiember. My
college freshmen were eighteen or nineieen. Now, students seeking
adult Jearning cenzer high school equivalency diplomas or beginning
community college and four-year university degree programs are not
necessarily teenagers. They may be Vietnam era veterans returning to
school in their late twenties, women seeking 10 reenter the job marker in
their thirties and forties, or all sorts of people in their (ifties, sixties, and
beyond who desire 1he formal education ihey did not ohtain earlier
w life.

In return for the English portion of this schooling, our "new,” older
students offer us experience-shaped insights imo language usage,
fictional characters’ behavior, and untapped sources of composition
topics. For the English teacher, however, lostering such classroom con-
tributions poses challenges.

Many students who have been out of school for a number of years are
frightened of participating in discussions. They may worry about
“wrong’ answers jeopardizing *last chances” for academic success. Or,
they may dread being called "out-of-date,” “just jike my parents,” or
even “hypocritical” by their younger classmates.

I is the instructor’s responsibility (o draw older pupils imo the
mainstream of class discussion and to raise all students’ awareness of the
communication-inhibiting biases they may bring to dealings with
classmates of different generations. Used very early in the term, the
following five-activity language arts lesson can promote frequent,
sensitive classroom communication.

Activity #1 (Viewing). The instructor shows the class a [ilm, poster,
or photograph whose content might stereotypically be expected (o stir
comroversy along generational lines. Examples of such stimuli include:
Claude, a short animated film that depicts a young child’s harassment
by (and revenge upon) his nagging parents; a poster calling for raising
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the legal drinking age (0 twenty-one or lowering it 10 eighteen; photo-
graphs of screaming teenagers at a rock concert, businesspeople in
three-piece or tailored tweed suits, and patients in nursing homes. After
viewing the film, poster, or phoiograph, swudents jot down reactions 10
the visual stimuli.

Activity #2 (Speaking/Listening). Students take a few minutes to
reflect upon’ their jouings. Then they tell the class their reactions to
what they have seen. These reactions usually take the form of opinions
for or against the perceived message of the visual stimulus. Before
offering a reaction, a student must restaie the previous pupil’s statement
10 that pupil’s satisfaction. This technique, an adaptation of one nsed
by psychologist Carl Rogers (1961, pp. 329-3387), provides training in
the oft-forgotten skill of listening. Aural practice also alerts students 10
the teacher’s concern for classroom communication based upon lhe
acwal statements of classmates.

Ac!ws!)! ¥3 (Writing). In two writing sessions of five minutes each,
pupils are asked to write down (1) what they expected to hear from the
classmate who spoke just before they did (ihe first speaker reacts 10 the
last), and (2) what they actually heard. When younger and older stucents
write about each other, results of writing sessions #1 and #2 may be
(1) identical, as in one older student's fulfilled expectation that an
eighteen-year-old classmate would vehemently opnose raising the
drinking age, (2) totally opposite, as in a younger pupil's surprise at
finding an older classmate supportive of encouraging rock concerts ina
local arena, or (3) partly similar, partly different, as in both younger and
older students’ ambivalent feelings about nursing home confinement
and care.

Activity #4 (Reading). Students receive fifteen minutes for sharing
their writing from Activity #3 with classmates. Reading is silent, with
students getting to see as many writings as possible in the alloted time.

Activity #5 (Synthesizing). Students receive index cards on which they
write a series of statements reacting to the viewing, speaking/listening,
writing, and reading aciivitres. Helpful ways (o begin such statemems
are suggested by Simon, et al. (1972, pp. 163-165). These ittclude, “I
learned that . . .,"" "I realized that L ... "I relearned that I .. ."” “I
noticed that I...,” "I discovered that I ...," “I was surprised that
I...,"*“Iwaspleased thatI . ..,"” and “I was displeased thatl....”

Pupils who have ¢ngaged in this language arts lesson have made the
following statements:

“1 learned that teenagers can be concerned about older people.”

“I learned that people under thirty often prejudge those over thirty.”

“] discovered that I enjoyed listening 1o what some of these Young
people had to say.”
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"1 was displeased tha: students my children's age wanted to treat me
like an unsympachetic parent.”

“I noticed that no one made fun of me or put me down when 1
expressed my opinion.” (an older student)

Shared with the class at Jarge. these and similar reactions have helped
set a tone thaq encourages thoughtful, willing response from both wadi-
tionally aged and older students. The realizations expressed in the “1
learned . .. statemerus also nurtured self- and inter-generational
understanding leading 1o (1) insightful discussion of short swories in-
volving conflict {e.g.. John Updike's " The Lucid Eye in Silver Town,”
dealing with father-son relationships; Sarah Orne Jewet’s “The Court-
ing of Sister Wisby,” ueating differences between two generations of
women), (2) intriguing compositions in which swdents wrote about
currem issues from the points of view of their past, present, and future
selves, and (3) provocative argumert over points of language usage
(e.g., current slang vs, past slang; the disappearance of “whom"’ as the
objective case of the relative pronoun),

One particularly appealing feature of this lesson is that it does not
formally ask older pupils 10 respond to younger, or vice versa. Rather,
studerts communicate with students. The “l learned . . .” statements
listed above were only a few of many such reactions, most of which had
nothing 0-do with older and younger students’ perceptions of one
another. Thai the studenis whose siaternents are cited reached their con-
clusions by themselves indicates that the five-part language arts lesson
aided a delicate, seemingly contradictory process. On the one hand, the
lesson mainstreamed nontraditional pupils into the give and take of
classroom discussion. On the other, it highlighted chose students’ values
as individual, racher than as sterectypical of older generations.
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Teaching Gay Students

Louie Crew
University of Wisconsin, Stevens Point

Gay students are ubiquitous. yet no aitention has been given to their
special needs or to the skills required of those who would teach them. As
a gay person. I have a special interest in redressing this widespread
professional neglect. I believe that gay students should be raught the
way other students should be taught. That is, unless the reacher is some
kind of sadist, one teaches students 1o survive and 10 thrive as who they
are, not as who they are not, and to thrive in this culture rather than in
some other. It follows thar to be minimally competert to reach gay
students, one must know the gay experience in the adujt world.

I am not suggesting that we should all go study gay bars or gay
churches or the like, although such visitations could be extremely
instructive for sensitive observers. Certainly books are a very limited
substitute for studying foreign experience, particularly 1aboo experi-
ence, because the taboos that affect the experience typically affect the
preseniations of that experience in books, on television, and in the
movies. Gay writers are regularly rewarded either for masking their
experience as nongay or for telling it as gay but in terms tiat reassure
nongays in their condemnation of the gay experience. The media distort
typically by ignoring gay experience altogether, as do most teachers,
tatking always as if everyone shared the nongay orientation. Notions to
the comrary notwithstanding, gays are not like nongay readers, at least
not in several important respects, many of which are not specifically
genital, Any teaching that denies or ignore, our differences fails by that
ignorance to educate us, 10 lead us out into a full awareness of our own
potentials for thriving as we are in this world. ,

Instead of urging teachers 1o comie into the gay world, I am urging
acknowledgment of the gay experience in the world we share and asking
that these gay dimensions be weated seriously, lovingly. Much that we
already teach offers opportunities for such acknowledgment. For exam-

ple: in teaching The Scarlet Letter. no one has failed to discuss in detail -
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the 1aboo of heterosexual aduliery ai the heant of the book. Certainly
auyone sensitive 10 the gay experience of 1aboo recognizes some strong
parallels in che health and guililessness chae decloseied atnd vulnerable
Hester experiences, in contrast to the psychic destruction and sense of
sin thai closeied Artlur experiences, both in response to ¢lic same crotic
act. Already some gays have turned their scarlet Q's from “Queer” into
*Queen’* as an ameliorative linguistic thrust; and any sensitive lexi-
cographer, of whowm there seem to be precious few, must now record that
in the experience of increasing numbers of us, *'gay" no longer means
“dissolute,”"giddy.” or any of the other negative associations of the
word we have selected as our name for curselves.

Yet how many eachers will admil gay insight openly into classroom
discussions of such books as The Scarlet Letter, much less allow gay
students the prerogative of using 1heir own language? How many
teachers create a climate of academic inquiry where one would even
wanl 1o share insight? When was the last time one heard ““Eurcka!™ iu
the academy? | have the feeling 1hat librarics would fall umbling down
if anyone were to make an audibly joyful discovery in them anymore.

‘The kinds of-gay discovery I am discussing will not mean the bring-
iug of greater looseness inlo academic discussions. 1 am not urging
(even if maybe I should) that teachers use any more explicil detail than
they already employ for heterosexual reality, 1 do not normally take it
that 3 nongay has performed asex act in class when citing his or her role
#s mother or father. When | refer 10 my lover or spouse of the same sex, 1
am making a standard reference with no specifically genital or political
deiail. If one sees genitals or hears politics, those are not my problems. I
simply cannot take res ponsibility for having named unspeakable orgies
that go on in nongay heads, My lover and I and all of our gay colleagues
and studets are going to need o be especially strong 10 survive such
distortions.

No one should pily gay students or go especially easy on them. In
loving ways strong teachers, nongay and gay alike, should scize the al-
ready heightened sensitivity of most gay students and show them
creative, non-neurotic ways tochannel 1alents and energies, whileat the
same lime joining the battle agaiust the ignorance that makes gays,
especially younger gays, such ready prey 10 nongay predators. I would
hope that nongay adults would soon grow 10 realize that gays oficn
experience the greatesi persccution at home by insensitive parents or by
parents whe have wrongly indicied themselves for having *caused”
such anomalies.

Lacking *'gay family,” gay students ofien nee) the structures of
educationa} institutions more than anyone eise. Very much needed are
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ways in which young gays can meet other gays, particularly gay pro-
fessionals and other adults who demonstrate what otherwise they liave
never been allowed to see: that gay people can and do thrive, even inthe
open and even facing some rather incredible forms of persecution. 1
would hope 100 that teachers would be more in wuch with gay history
and gay literawre and able to 1alk more comfortably about them in all
standard courses. where they really belong if those courses are o be
complete and honest,

The most meaningful letter of the scores that 1 have received about
the special issue of College English on "The Homosexual Imaginacion”
(November 1974}, which I coedited with Ricior Norion, was from the
mother of a gay teenager, thanking us for giving her more ammunition
o help her help her son in his batle for survival. Would thar all gay
youngsters wete so fortunate as to have such understanding and suppont!

Recently a very woubled gay first-year student sat next to me and
whispered: “'Girl, let me tell you what awful happened 10 me last week.”

"Sure, dear,” I comlorted.

1 was on the line for a fraternity and missed one meeting. When |
came the next day they said. 'We had to work: don’t you chink you
should have to work 100?" ‘Sure.’ I said; "you ran a mile; I'l] even run two
miles.’ ‘No," they said; ‘you're going to perform fellatioon all 13 of us."’

“You didn’t let them get away with it!” I interrupted.

*But they wouldn't let me in their fraternity!” he moaned.

"But they weren't going o let you in the fraternity anyway, don'tyou
see, And that’s not a fraternity worth being in. They don’t know the
meaning of the word,” [ said.

“Oh, they would have let me in if I had done so,” he replied, “only
they would have had somedhing on me and would have used me more,
It’s just not a sissy’s world; now | am in nobody's group,”

No amoung of protest to remove that fraternity from our college—a
protest chat this student does not wamt, as it would make him even more
vulnerable—will remove this brilliant young man's problem. His
parents refuse to sec chat he's gay and he knows that they are horrified
that he even might be. Many gay students perceive him o be weaker
than they can risk in an associate. His college his church, and his town
provide only the most sordid conditions in which he can meet others
who share his biological urges and where he can ury o build complete,
as opposed 1o merely biological, relationships. Efforts even to get a
room for a group of gay students 10 use in meeting to discuss such prob-
lems have been thwarted with great shows of administrative power at
the College and at a nearby church, which offers its facilities o most
other secular groups requesting the use of them.
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Clearly this young man needs to learn thae dhere are pegsons, gay
persons, who can reciprocate his affection in full relavonships. and he
deserves the same insritutional supports provided for nongays passing
through the crucial period of growiug up and learning 10 reach out to
others. Some require dances. Some use church oceastons, or picnics, or
hayrides. Some require marriage counseling (or in gay terms, lover
counseling). Surely alt are welt served by a fair and complete range of
presentation of their experience i literature, the movies, and on
television. WhHen was the tinse that we have seen something so innocu-
ous in the media as a goodbye kiss by a same-sex couple when one of
them is leaving for work? Belicve me, such small moments of affection
and support happen ull he time in our world: and no one needs 10 be
shielded from this kind of reality.

Equally disturbing, if not more so, are the perverted notions of
human relations held by the 13 sclf-siyled nongays who bruealized the
young man on this occasion. I am wondering what sont of sharing they
would be able to bring even t0 a heterosexual relationship. I suspect that
they are beyond redemptiot. Perhaps the one positive result of this
expenience for the gay student, and it was shim pickings indeed, was that
he could sit down with a gay professor whom he respected, who had
known some of the same rejection, and say, “Hey, girl . . .” and spill out
his heart. Clearly he is going to need more internal strength and support
to compensate for the tack of structure elscwhere if he is to thrive as who
he is. [ would like to think that ajl gays are stronger than afl nongays
precisely because we face tmore rigorous challenges that reGuire inde-
pendence. But [ fear that more are crushed than are proved sirong by the
harsh realities gays face in their persecution by nongays.

{ hope that most people now know that many gay colleagues have
faced just such severe imimidation and have later become, in diverse
ways, sirong. marure, and productive adults. If one does not know such
gays in one’s midst, it is only because that midst has not been made a
safe place in which gays can share the fact of these victories. If most
people now know that the gay community is far ino-e diverse than most
stereotypes admit, nevertheless every time I write or speak I have in my
audience some for whom the occasion is their first expertence know-
ingly conlronting a gay person or a gay point of view. I tremble lest
anyone assume thae { could or would want to tepresent all gay peopie or
all of gay expericnce. We gay people reflect this fear 3 someone else’s
spraking for us more strongly than do nongays: “Lord, I hope people
won't think he's describing me! Why [ would never allow another gay
male to calt me ‘Girl" . .."” thinks the closeted gay male chairperson
reading this article nghi sow. And of course I am not.
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In the past gays have learned to survive mainly by pretense and by
subterfuge. at a sacrifice much o grave and unjust. not only to our-

selves but to our families and the culrare we might more richly have . |

served, Today we ask to be allowed, even taught. 1o thrive as the large
and important minority that we are. The biggest problems that we gays
face are the fears nongay people have of us, The fact that as a colleaguel
can say this to nongays gives me hope that at last we may begin
mutually to discover soluticns.




Journal Writing for
Non-Native Speakers
of English

Leslie Tsimbos
Delia College, University Cemver, Michigan

One of the monumental tasks of the teacher of English to non-native
speakers is bridging the gap between the students' thought processes,
which occur in the native language, and the development of fluency in
English. While this linguistic mental adjustment on the part of the
learners is a gradual one, asking ESL studenis (speakers of English as a
second Janguage) to keep a journal in Fnglish is one effective means of
hastening the attainment of communicative competence, and often
includes other henefits as well.

It is important to stress to the students that this journal is first and
foremost their own persoral record, and no one excepi the teacher will
read it unless they themselves wish to share it with others. I encourage
the studenis to record in their journal notebooks their thoughts, feel-
ings, questions, joys, disappotmments, etc., as opposed to a mere cata:
logue of day-by-day events. In time, many Jearners come t0 regard the
journal as a confidant to which they can express opinions they might
never feel free to verbalize in English.

Next, in introducing the journal assignment, a target number of
words should be set as a daily writing goal. Teen-aged or adult, high
beginner/low intermediate ESL students can preduce 50 words aday in
their journals without anv great difficuliy; high imermediate/advanced
students can write around 106 words a day as a reasonable assignment. [t
should be pointed out that this quantity of writing is an approximatior,
and thaton some days the students may have Jots to say and so write 150
or 200 words easily. while on other days even 40 words may be hard to
find. Certainly the 1eacher is no going 10 coum every word in each
journal entry, but it is important to require an “average” number of
words 2s the daily goal.

Perhaps most important of all is the weacher's stipulation that the
students’ journal writings be done withow concern for correctness in
spelling, grammar, punctuation, and the like. The students should be
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encouraged to write rapidly and freely, trying as best they can to
communicate ideas and feelings in English witliout worrying about
how *‘correct” the wiiting is or how many mistakes the teacher will find.

In the beginning, the teacher chould check the jouinals frequently to
ensure that the students write every day, on any topic they choose o
explore. Once the journal is well established as a daily assignment it can
be wrned in for evaluation less frequemly (every two weeks, perhaps). In
checking the journal. the teacher should read each entry and ty to wriie
a short, appropriate response 0 what the siudent has written. Ex-
pressions of sympathy for disappointmens, explanaiions to questions,
requests for more information, congratulations for happy occasions,
etc., should be written by 1he teacher directly on the journal pages, in
reaction to what the student has said there.

The journal becomes, then, a form of private correspondence be-
tween student .12 teacher in which an invaluable rapport between the
two can be quickly established. The only correction which the teacher
should make in the journal is 10 supply occasional English vocabulary
or idioms to better express the studert's meaning in a given context, and
even these should be done as little as possible. The aim of the journal is
to encourage the learners to communicate in English in a sympathetic,
supportive, and nonjudgmental environment, not to reinforce the fear
that English is impossible to learn—a fear which is often substanuated
by writing assignments handed back. covered with red pencil marks.

The main advantage of the ESL journal, I have found, is that it
encourages “real” communication in English between ihe student and
the teacher. Classroom drills and exercises, while necessary, are artificial
language situations usually carried out in a demand/response contexi.
In the journal, the students have the freedom to choose topics which
have the i:ost interest or relevance for them, without great regard for
level of ditficulty since correctness of expression is not a critérion for
grading the journal assignments. By giving permission to make mis-
takes, the journal helps develop freedom of expression and the courage
to take risks in communicating in English—both essential if the
students are ever 10 move beyond “workbook” fanguage and become
comfortably proficient in English.

Another advantage of the journal is the insight it affords the teacher
in regard to the students’ personal lives. For learners from cultures in

. .= which ateacher is regarded as a highly respected (and thus unapproach-
able) authorily figure, the journal acts as an intermediary means of
expressing personal feelings which might be impossible in a face-to-face
confrontation, no matter how open and accessible the teacher may try to
be. Through the joumal f have often gained valuable information
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about my students’ families, home life, past difficuliies, and currem
problems. which has helped me to vicw 1y students more realistically
#1d mote sympathetically. A word of caution should be givewt, however,
about accepting everyrhing in the journal ar face value. Some studems
enjoy using the journal for flights of fancy or to imagine wagic or
dramatic situations in which they are the victim.’hero/heroine. Cer-
tainly this is permissible and even desirable under the scope of the
assignment, but the teacher should take care not to jump to conclusions
about the students solely on the basis of their journal writings.

Additionally, 1 believe the journal provides ESL studems with a
means to develop same kind of conceptual framework in which to fit
their experiences jn their new and sometimes intcomprehensible en.
vironment. The fact that the students know that thei journals will be
thoughtfully read and commented on encourages arempts 0 write
clearly. At the same time, the journal provides a needed outlet for
expression of the frustrations and triumphs of adjusting to lite in an
alien culture. At the end of a semester, can students doubu their progress
in ESL when they can look back on five or ten thousand words they
have managed to wiite in their journals—espectally since their teacher
has responded in turn to the jdeas and emorions they have expressed? In
effect, the writing journal is proof o both student and teacher that
meaningful communication in English is not an intangible fucure goal.
but rather an accomplished fact.

Finally. for szudents of ESL trying desperately to keep up with a class
of American students, the journal js one way to build confidence in their
ability to succeed by providing a quantitative instead of qualitative
basis for grading. Surely a teacher whose ESL siudents faithfully fuifill
the journal assignment can feel justified in rewarding their dedication
and perseverance with an A for effort, even when the same students per-
form inadequately when coinpeting with their American classmates in
other assignenents.

Tlie old adage chae "*Nothing succeeds like success” is cenzinly as
true when applied to ESL szudents as 0 businesspeople. I have ample
evidence from my own experience o support my belief thag the journal
is an excellent means of convincing students of their own ability o
succeed as learners of English as a second language. and, eventuaily. to
autain full communicative competence in English.
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Comprehension and the

*+"_ Limited English Speaker

_ Nancy J. House
Billings Elementary School: Missouri

Many children who originally speak a language other than English
have little initial trouble in learning to read in their second language. It
is only as these children reach third or fourth grade that they begin to
have difficulty. They can siill decode the words, but no longer have
complete understanding of the meaning being conveyed. The vocab-
ulary and informational and conceptual loads carried by the printed
page have become too complex for them. In social studies, science, and
health, limited English speakers decode words, sentences, paragraphs,
and whole pages with little comprehension.

Classroom teachers working with these children in the early grades
sometimes unwittingly add 1o the probiem by emphasizing and re-
emphasizing the decoding skills while expecting comprehension 1o
occur naturally. One reason for this is that their evaluation as teachers
by both parents and principals is often based on the ability of children
10 pick up a book and orally reproduce the sounds symbolized on the
written page. Another reason for siressing decoding is that it is relatively
easy to teach. There are countless books outlining the necessary skills,
and 1he sequence and techniques ¢o follow in preseming them.

The same cannot be said for comprehension skills, perhaps because
reading comprehension is not a separate entity. Connor (1978) has
found a positive correlation between the listening and reading skills of
learners who-speak English as a second language {(ESL). For once a
child has leained 10 decode words, much of reading comprehension is
bused on an understatiding of oral language, but this is a more nebulous
area in which to work, Skilis such as listing supporting detail, making
inferences, or analyzing and synthesizing information are not all that
easy 10 teach, while developing vocabulary could be an endless 1ask.
Still, the difficulty of working in the area of comprehension is equaled
only by the importance of doing so. This article discusses techniques _>r
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developing comprehension in ESL children {who are invariably, 2t one
time or another, linited English speakers).

Lexical Access

It almost goes without saying that lexical access, or vocabulary devel-
opment, is the base upon which all comprehension is buill. Few
children lack basic experiences even if they are vicarious ones obtained
from watching television. What they do lack are labels on these experi-
ences and links between them. In kindergarten and first grade, teachers
may encourage the development of these labels through the use of pic-
tures to spark class discussions and help the children 10 develop their
hearing vocabulary,

Bocks have long been one of the best mediums for the extension of
lextcal access. Researchers such as Greenlaw, Seaton, and Fisher (1977),
Chomsky (1972), and Cohen (1968) report that literature has an effect on
vocabulary growth and reading achievement. For the ESL child who
has not yet mastered the decoding skills, or has mastered them but does
not care to read voluntarily, the teacher has a powerful tool in the wadi-
tional “story time.” That fifteen minutes or so after recess, when the
teacher reads to the class, can be used 10 reap benefits in extended
vocabulary development. The books read, however, should be works of
children's literature that use Ianguage in a sophisticated manner such as
Caldecott and Newbery award winners, and the like. A story time with
the purpose of developing vocabulary is appropriate throughout the
elementary grades. In addition, after a book has been read, the teacher
can set it out where those who are able to do so may read it for
themselves.

Children more rapidly associate words with people than with things.
They also learn new vocabulary in short, meaningful experiences which
makes the dramatization of wordmeanings an effective technigue. Plays
and reader’s theater allow children to simultaneously practice decoding
skills and develop vocabulary. Instead of spending large amounts of
time having children memorize the lines 10a play, have themagt out the
play with 1he script in their hands. This means children could do sevetzl
plays in the rime it usually takes 1o prepare just one. 1+ means they will
have been exposed to that much more use of language. {Of course, with
reader’s theater the children automatically read from a script) The
teacher can enhance the childien's assimilation of new vocabutlary by
asking questions related to both the actors and the audience’s under
standing of each production.
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In the primary grades, the wraditional “sharing” or “show and el
time can be used 1o extend and develop vocabulary. It is the teacher who
must foster chis by asking appropriate questions and drawing owt
definitions and explanations. When vocabulary is introduced in refer-
ence o the ideas children express, the vocabulary is personalized and
thus more meaningful.

Many times teachers shy away from precise or exotic words because
“The children won't understand what I am saying.” Actually, it makes
good sense fot teachers to frequently talk “‘above’’ the children and then
provide, or elicir from the class, a definition or understanding of what
has been said.

Brief, noneducational comments made to individual ESL children
will also extend their vocabularies if the teacher remembers to use
appropriate language. When litde Maria or Juan hears, “I like your
plaid coat,” a new word is added 10 the child's repertoire.

The least effective way to develop vocabulary, even with those older
ESL children who speak and read English fairly well, is to send them 10
the dictionary, Adults use a dictionary only as a last resort when they
cannot get the meaning of a word from the context in which it is used or
by asking a friend for a definition. Why then should teachers expect
children to be eager 10 learn vocabulary in such 2 manner? Also,
dictionaries lack immediate application and do not provide an oppor-
tunity to use words in speech.

Synax

Besides lexical access or vocabulary development, ESL children need
an understanding of English syntax or how words are strung together o
provide meaning. As any classroom teacher will auest, these children
spend a lot of time talking. But careful listening to their conversations
indicates they often speak o each other in their native Janguage. Also,
when they do converse in English they frequendy speak in short
phrases, use improper verb tenses, or at best, use very brief and simple
sentences. T eachers do not help macers by acrepting answers to ques-
tions, or comments on activities, that aye poorly phrased. It takes exura
class time, but children benefit from having 1o speak in complete sen-
tences when saying something hefore, or to, the teacher or the rest of
the class.

Prepositions. ESL children are often confused as .o the meanings
conveyed by prepositions. The sentence, "The spider ran the
box,” can be used 10 illustraze almost any preposition except of (under,
over, an, behind, etrc.). To graphically clarify the various meanings of
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the seruence, a box and a rubber spider from the toy store may be
positioned as the changing prepositions dictate. lmagine the laughter as
a child demonstrates, “The spider ran with the box,” or “The spider ran
after the box.” To allow each child in the class to become totally
involved, the teacher could pass out dittoed papers with 2 box drawn on
them or give the children aciual small boxes. The studernts could then
manipulate spiders, which they have previously sketched on paper and
cut oul, above, below, or geross the box as indicated by (he preposiiions.
For variety, i1 could be stated, “The child ran the table,’”” which
would allow individual children to act out the changing semence.
Adjeciives. To develop the uses and meanings of adjectives, the
teacher can put “The boy is very ," on the board and ask
for words to place in the blanks. To vary things, the subject may be
aliered such as, “The dragon is very ." For more elaborate
practice, try “The , dragon is very and S Of
course, the vazious sentences thatare made should always be read aloud.
When children are comfortable using interesting and exciting adjectives
in speech, such words begin to appear in their independent writing—for
speech comes first, and children can only write what they can say.
© Sequence. The segjuence in which events gecur can confuse ESL
children. When something happens is often signified by a single word
or phrase which these children may overlook. The teacher can write sen-
tences such as the following on sirips of paper, and place the strips in a
pocket chart:

While eating the princess, the dragon became ill.
After climbing the luddier, the fireman rescued the dog.

"Before singitig a song. the petlormer tuned his guizar.
During the movie, Sue fell asicep.

Next to each sentence, individual childven place cards which read “same
time” or *‘different time” degending on when the two activiiies in a sen-
tence happen. For those sentences in which the two activities occurred at
difereric times, the children label (with the numbers 1 and 2) each
activity, designating which one occurred first and which one second.
Thus, they hecome aware of key words (while, after, before, and during}
in the sample sentences.

When this activity has been musiered, the teacher may give the
children cards or distoed papers on which a series of directions has been
written. The children read the directions. # .d then one child acts them
out while the other children in the group or class watch to see if the
proper sequence is used. Two examples, one simple and one more
complex, of such directions arc;
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1. Before shaking your friend's hand, stand up.

2. While sitting down, touch your head. Then stand up and turn
around. After this, sit down again. Finally, smile at the teacher.

Another activity to bring to the attention of children the sequence in
which things happen is for the teacher to write a shomn story with
individual sentences on separate picces of heavy paper. Each child, or
group of children, has a story which must be put together in the proper
order. The sentences may be numbered on the back so children can
check themselves as to whether they acliieve the correct order. However,
the £rst time a child or group puts a story together, the arrangement of
the sentences which is decided upon sltould then be evaluated with the
teacher and the class as a whole. I{ the sequence is incorrect, there
should be discussion about why it is incorrect. A sample of the kind of
story which may be used is as follows:

. Mother has had a busy day.
. Before she ironed, she had to wash the clothes,
. "Then she went to the store for grocerics.

. She was back when John came home from school, and 100k him
10 the doctor for a checkup.

5. Now she is making dinner.

e DO P e

‘To make the stories more attractive, the teacher can cut out interesting
magazine pictures and mount them on heavy paper. Then stories
written about these pictures may be assembled next to them.

Punctuation and Reading with “Expression.” ESL children need 1o
become aware that punctuation in writing, and the tone of voice and
pauses in oral speech, carry meaning. Two sentences may be put
together for children to punciuate, such as:

Sue will drive the car in the house Tom is napping

Where the periods are placed is vitally important to the meaning of
these sentences:

Sue will drive the car in the house. Tom is nappiug.
Suc will drive the car. In the house [om is aapping.

‘The next step is for a reader to group the words in these sentences in a
way that conveys meaning. The words must be orally grouped into
meaningful phrases and read with what used t0 be called “expression.”
The two sentences above could be grouped as follows:

Sue witl drive the car./ {n the house/Ton: ts napping./

‘The teacher can provide totally unpunctuated paragraphs wltich are
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within the decoding abiluty of ESL children. Each child should silently
read the paragraph and decide where the puncruation and/or phrasing
belongs. After marking ir in, the children can 1ake turns reading their
paragraphs 10 the group, which listens critically to see if che reader is
accurately conveying the meaning by voice. Different meanings con-
veyed by differeni phrasing or emphasis may be compared and
contrasted.

For instance, the following sentence changes its meaning depending
upon which word is emphasized:

I never mentioned I ate Your chocolare cookie.
i never mentioned I ate your chocolate cookie.
1 never mentioned 1 are Your chocolate cookie.
1 never mentioned I e Your chocolate cookie.
I never mentioned [ ate Your chocolate cookie.
I never mentioned 1 ate your chocolate cookie.
I never mentioned ! ate Your chocolate cookie.
I never mentioned I ate your chocolaw cookie.

A discussion of sentences such as this will help children to learn how to
“read berween the lines,” o analyze and evaluate meanings.

Main Idea and dupporting Detail. To enable even young ESL
children to understand the difference between a main idea and support-
ing detail, the teacher could ask, “Wha is the most important 1hing to
you right now?" If a child answers, for instance, “recess.” the reacher
asks the class to give several reasons why recess is important (0 them.
These reasons are listed on the board such as:

Recess .
On a buaskerball ream
Like1o play with n:y Iriends
G et 10 use the restyooin
Get exercise

Then the teacher can ask, “What else is importatu toyou right now?”
H a child answers, my birthday,” the class may offer a number of
reasons why birtndays are importam:

Birthdnys
G presents
Have a party
Am a year older

Then the teacher can say, “Let’s label ‘recess’ and ‘birthdays’ T and I,
ard let's call 1w reasons under them 4, B, and C, like this:”
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1. Recess .
A. On a basketball team
B. Like to play with my friends
C. Get 10 use the restroom
D. Getexercise
I1. Binludays

A. Get presents
B. Have a party

C. Ama year older

Now. besides illustrating main ideas and supporting derails, the teacher
hus begun to demonstrate outlining,

After this kind of activity has been done a number of times and the
idea of it has been mastered by the children, the teacher can pass out a
written paragraph. Together, the teacher and the children can now pull
out the main idea and the supporting details. Later, the children should
do this kind of activity independently on a waorksheet. Of course,
individual children and the teacher still need (o come wgether as a
group for evaluation of what has been done.

For this activity, as well as all the other activities previously dis-
cussed, one or more ESL children in a group probably will be able 10
give an acceprable response. All the (eacher has 0 do is 0 elicit tha
response and ask qQuestions for clasification and extension of what has
been said or done.

Summary

‘The important thing to remember when working with comprehension
skills is that much of comprehension is based on an understanding of
oral }anguage. Thus, there must be oral communication on as high a
level as possible between the teacher and the children, and among the
children chemselves. Teachers can take time for oral discussion of ideas.
They can insist chac ESL children speak in complete sentences. They
can talk “up,’” not “down,” to children to stretch their vocabulary and
understanding. In addition, teachers can enco.rage those children who |
have mastered decoding skills to read for pleasure, read for information,
read so vocabulary .. developed and more elaborate sentence structure is
absorbed and understood, and so on. T'o foster an understanding of lan-
guage, teachers can provide opportunities for ESL children to hear,
speak, and read it throughout the day.

Also, as the use and comprehension of English are extended, the writ-
ing abilities of ESL children will automatically be improved. Obvious-
ly: children can write no beuer than they cun speak or comprehend. If
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they cannot use or interpret syntax to convey or understand meaning,
they certainly will be unable to wriie clearly. So in addition to
increasing the understanding of what is spoken or rea, activities to
extend comprehension skills cannot help but enhance writing ability—
providing multiple benefits for the classroom time expended.
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A Vocabulary Building Strategy
for Non-Native Speakers of English

Samuel A Perer
Northwest Missouri State University

Vocabulary isacquired from experiences a child has and the association
of 1 ese experiences with words. Some children grow up in homes in
which the words, or labels for concepts, they have learned are unique to
their linguistic community. In a home where £nglish is noc spoken. or
where both English and another language are spoken, the child may
have learned a Spanish or Chinese word for a concept rather than the
English word. In this sitvation the non native speaker of English may
be handicapped in developing a meaningful vocabulary in English.
This child requires special procedures {or learning vocabulary.

The emphasis in any vocabulary building procedure should be on
meaning, since many non-native speakers of English can pronounce.or
decode words, without knowing or understanding their meaning.
Generally, this is due to a lack of experiential background which can
give meaning o words. The vocabulary building strategy described in
this article will help the non-native speaker of English utilize personal
experiences in learning how to associate meaning with writen lan-
guage. The procedure will contribute to the student’s understanding of
ideas presented orally. to growth in expressing ideas in hoth oral and
written form. and 1o the student’s growth in understanding what is read.
The procedure can be used with groups of swdents or individual
students at any age or grade level.

The first step calls for the teacher to display a picture: iljusiration or
photograph of interest to students. If working with individual students,
the teacher may have the student draw a picture. The picture is used to
stimulate a discussion of the objects an.d actions depicted. The teacher
should relaie these objects and actions to student experiences.

In the next step the teacher labels the objects and actions in che pic-
ture by writing chem in manuscripr on the chalkboard. Students are
then asked 10 read 2ioud each word along with the eacher. The stadents
repeat each word without the teacher's help but with the picture to
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look at if needed. In the next step the picture is taken away and the
students are asked (o read the words again, If errors are made, the
student is shown the picture again. This step reinforces the association

. of objects and actions in the picture with their spoken and writen
representations.

The teacher next asks the students to dictate a story suggested by the
picture, making use of the words idendified in the picture, The studems’
dictated story is then transcribed onto the chalkboard. Teachers should
be sure 0 use short sentences and as few additional words as possible.
Alter the story has been wranscribed, th2 teacher and students read the
story aloud together, The teacher should be careful 1o move ahandora
pointer under each word as it is read aloud. The students are then asked
to * -ad the story aloud as a group and then individually,

he final step of the procedure calls for the teacher to make word
ca  [or the key words from the dictated story, The word cards can be
ue  in the following ways:

1. Swudents can use the word cards to increase rate of word recog-
nition by recording the time it takes to read all of the words.

2, Swudenis are given several word cards. ‘The teacher gives a def.ni-
tion or clues to the meaning of the word and students read (and/or
spell) the word aloud that martches the definition or clues.

3., Students can make senwences with the word cards. The teacher, or
another student, can hold up a word card and a student is asked to
use the word in a sentence. Or, students can build sentences by
puiting word cards together,

The vocabulary building procedure described in this anticle can be
effective int promoting the vocabulary growth of non-naive speakers of
English. The strategy can be successful because it udilizes studem
experiences in associating meaning with spoken and writnen words.
‘The procedure exposes the students o the visual images of words, the
equivalent pictorial representations, and the spoken representations of
words. Any procedure that can assist (he non.native speaker of English
in vocabulary development will result in a much needed improvement
in student confidence and learning.




Contrasting Pairs in the Classroom:
One Person’s Difference Is
Another Person’s Lesson

Gregory Larkin
Brigham Young University~—Hawaii Campus

. As 1 ook over my class roll for freshman English this semester, | see

first of all that it is typical of every semester for the past five years,
and second. thai it is also very unusual when compared 10 the normal
English class anywhere else in the world. The unigue feature of my
English class is its extreme diversity of students. The thirty-three stu-
dents jn the class are native to the following distinctive cultural groups:

Hawaiian 2 Samoan 6
Mainland United States 3 Tongan 4
Filipino 4 Japanese 3
Chinese 7 Fijian 1
Tahitian 2 Thai 1

Here is a class with only five native speakers of English, and only three
of 1these have grandparents who are native speakers of English. And all
of the non-native speakers of English are not even remotely similar in
their strengths and weaknesses in the use of the English language. First,
they have widely differing learning styles which seem %o be somewhat
culturally bound. For instance, generally the Oriental students like a
methodical, rule-oriented sort of instruction, in which the end product
is precisely specified and they write directly to it. The Polynesians, on
the other hand, mainly prefer a much more inductive plan, emphasizing
a more circuitous approach to the writing task. These basic learning
patterns are reflected in the ways the swdents typically write. The
Orientals are typically very good at broad controlling generalizasions,
but less successful at providing concrete deil. The Polynesians, on the
other hand, often write minutely detailed essays which Jack any overail
thesis or controlling purpose. Of course, 1hese are simply tendencies
rather than hard and fast rules that apply in the same degree 10 every
Polynesian and every Oriental. Yet, the basic problem remains—how
does one teacher in one classroom teach writing to students with sucha
wide range of natural styles and such an indjvidual set of problems?
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My key to solvitg this problem has been to form temperary parner-
ships between pairs of students, whose strengths and weakuesses in a
given area are inversely propottional. For instance, to illustrate with
the example cited above, if 1 find a Polynesiun who cannot write in
effeclive thesis and an Oricival who cannot provide adequate sup-
porting deail, I assign these two to work as a tearh on the vexe essay,
but with a special requirenent: In this case the controlling purpose
would be the responsibility of the Polynesian antl the detail would be
the responsibility of the Oriental. In other words, each student is re-
sponsible for a personally weak area, but the student’s working partmer
1s strong in that very arca. The grotnid rales are that the sirong student
may ask questipns or make criticisins in 1egard to that person’s strong
area, butinay not offer suggestions for revision in that area—those must
be done by the stutlent who 15 weak in that nrea.

Many differenmt temporary partnerships are formed throughout the
semester, depending on the focys being stndied ot the time, or the par-
ticular problem a given student needs to fociis on at a given time. For
instance, typically, Orientals have much difliculty with individual func-
tion svords, such as prepositions antt artitles, but mest of thein can
easily write syntactically mature, individual seatences. On the contrary,
maay Pelyuesian students can easily handle funciion words, but have
1o idea where an individual sentence begins or ends. In other words,
they write fragients and or run-on sentences. Partners with these con-
trasting strengths and weakaoesses can help each other, with the strong
partner in a given area calling the weak partner’s atiention to a problem
area, but not comecting it.

There are many advantages 1o having stuttenis help each other. For
one, the teacher is not beleaguered by so many individual problems.
The student with problems has sotnewhere else 10 turn for help. More
huportantly, there is a finn and iminediate reinforcement of the idea
that the student may be weak in one area, but is strong in another.
Partners build a genninely symbiotic retationship, so that no student is
put in the situation of dealing only with a teacher, wlo is by definition
always right while the poor stadent is always wrong. This is a great
psychological advantage to the contrasting pairs systein,

Also, by having pairs swiich often. a great deal of fairly intense
interaction occurs among the students themselves, which rarely happens
in the traditional lecture classroom or even in the laberatory approach,
in which the infallible teacher simply rotates in individual consultation
with every student. Many students could get their best insights from a
fellow student, but they are often so dilferent that the two never get
together naturally. The process of working successfully with a person of
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a different culwre or background is uemendously valuable 1o every
student, especially in this context where no one culture or background is
set up as superior, and where one person’s strength is another's

= weakness, and vice versa,

One possible objection to this system is that it seems 1o presuppose
knowledge of each student's sirengths and weaknesses on the part of the
teacher, In fact, the teacher does need w read a few assignments before
suggesting the most effective contrasting student pairs. I deal with this
possible problem by inviting students to select their own partners the
first few times. Almost inevitably, swudents select those as similar ©
themselves as possible and thus teamwork is enhanced in the early
going. With their {riends, the students become used to the mechanics of
working in contrasting pairs while they are still working with someone
of their own choosing. By the time they are assigned some partners quite
different {rom themselves, they are used w 1he system and work
comfiortably within it

Although my particular situation is one in which the major differ-
ences among siudents are cuhural differences (with relared language
strengths and weaknesses), the same underlying principles apply and
can be put 1o work among students who differ in ways besides culture—
such as intelligence, major interests, physical or emotional maurity.
‘The key points are (1) that every student is different in some way from
every other student and (2) tha every difference can be linked 0 a
strength and/or weakness in the student’s ability to use language. These
strengths and weaknesses, if discovered, can be put to effective use, in
thac every studemt can have a positive and ego-building experience by
teaching others; and every student can learn of personal problems from
a relatively nonthreatening "expert.”" Let me just ciie a very few simple
examples from the infinite number of possible contrasting pairs that
exist in every classroom, and in fact in every pair of students:
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[Possible Language
Partner One Pariner Two Application(s)
Swength Good grammar Well otganized Broad outlines
vs.
Weakness Poor organization| Poor grammar Judividual
sentences
Good at intere Ability to see
Strengih preting sounds abstract
of language relationships Poetic meaning
vs.
Weakness Difficulty grasp- | Poor car for wone | Poetic sound
ing metaphors
Abllity to see Invemive, Rheterical inven-
Suength conhection insightiul tion (gener-
between ideas ating ideas)
. vs.
Unabie to think Unable 1o see Rhetorical cohe-
Weakness ol anything to specific sion (providing
write about relationships transitions)
Sensitive and Confident, able to
Satength observant generate broad
insights Major ideas
Vs,
Weakness Shy and afraid Insensitive to Specific details
to assery ideas fine detail

Let me siress. in conclusion, that ihis system is not offered as a
panacea for helping studemis with difficulties, disabilities, or differ-
ences. Obviously, some students have problems that do nos contrast
meaningfully with any other student’s problems. But this system is a
way of enriching the students’ contact with others, their understanding
of their own strengths, and their understanding that their weaknesses
are relative rather than absolute. One person’s dillerence is another
person’s lesson.




‘The Good News about Newspapers

Chip Shields
Homewood-Flossmoor High School, [1linois

Linda Vondrak
Homewood-Flossmoor High School, Hlinois

Whai's black and white and read all over, costs about ten cents, and is
full of fresh ideas every day for teaching English to exceptional students?

A newspaper.

Newspapers have jokes, pictures, maps, graphs, puzzles, and infor-
mation. So broad is their appeal that we use them in ieaching non-
native speakers of English, mainsireamed students, and those in
remedial reading.

Newspapers are also inexpensive: they can be cut up, written on, and
pasted down. And every morning, a bundle of them can be delivered to
the door of your school. .

Now, some teachers argue thar newspapers don’t make good teaching
100ls, T hey say newspapers are grey and muddy-looking, they're full of
ads.- and they sometimes carry stories of questionable taste. But how
many expensive books, magazines, and filmstrips can match, in terms
of high interest, the direct, crisp style of a newspaper’s front page? From
Benjamin Franklin to Tom Wolfe, journalists have been honing and
polishing their prose so that it grabs the reader. Here's a style of writing
that goes down easily with mainstreamed ssudents and remedial readers
alike. With whai economy of siyle do newspaper wriiers sum up—in
clear, solid English-—contemporary issues. problems, and autitudes! In
fact, this last quality of newspapers is probably the best thing
about them,

Consider the situation of a Vietnamese student, for instance. Many
schools have recenily experienced an influx of Vietnamese students who
speak very liatle English. Content area teachers often find themselves
teaching them because most schools do not have comprehensive programs
in English as a second language.
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So let’s imagine that 3 Vietanese studewt arrives in an American
secondary school. having advanced steadily thirough his own school
system. Because he knows almost 1o English, he's handed a first grade
feader and the lesson begins: "Look, look. See, see,” All around him
are the clements of a sopiusticated culture, yet he is relegated 10 an edu-
cational level far below his ability.

Newspapers, however, bridge culwaral differeuces, A exercise that
involves puning the frmnes of a cut-up "Peanuts” cartoon in order isa
fast way of introducing such studetits to A merican hunor. Furthennore,
what they can lcarn from a simple discussion about a political cartoon
or i movie ad gives thein entree into conversations with their classinates.

- Just knowing something about current thoughi will remove, to some
degree, the stigma of being a newcomer (o this country, Like any young
person, a foreign student would radher fit as quickly as possible imo a
regular progran than be kept in a special situation.

A {inal point about newspapers is that they can be used at different
reading levels with students in the smne class. "Fhe following activities
cun be adapted m grade level readability for average students, or at a
fow level for the exceprional student,

Basic Newspaper Activities

A. Pictures or pholographs
1. Average students: Cun gue the caption to a photo that contains
a new vocabulary word. Have the student sclent the correct
definidion by using the phovo and 1he caption for comext cluvs,
2. Non-native speaker: Cut ou photos reflecting culwral interests.
Paste them on cardboard and- write words undermeath describ-
ing what's being shown. Taped auditory phrases on the lan.
guage master machine can also be used,
B. Comic strips
1. Average students; For teaching sequencing skills for improved
comprchension, cut apan frames of comic strips and have
students pint them back in the right order.
2. Non-native speaker: Repeat the same aqivity, using “Peanuts”
or another strip with few words.
C. The television guide and weamher maps
Both foreign and average students enjoy locating different areas
of the United Staies on a map. Foreign swudems especially
like comparing local wmperatures with those of their home-
land. Bowh kinds of studems like identifying television programs
and charaaers.
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D. Headlines or titles of articles

1. Average studemts: Simple headlines can be cut from articles,
taped on paper. and students can then {ill in underneath wha
they think the article might have been ahout.

2. Non-native speakers: These students can parniicipate in this
exercise, using the simples: headlines possible.

E. Advertising

1. Average studems: Cut out ads and ask qQuestions about prices,
iterns on sale, etc.

2. Non-native speakers: Students like to Jook for supermarket ads
that help them comparison-shop. This actvity also familiarizes
students with areas for shopping, and kinds of i:zms available
for purchase. Questions abou the arivhinetic of shopping can
usually be asked because mos foreign students understand the
number system in use here.
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Four Ways to Meet the Needs
of the Gifted Student
in the Regular English Class

Larry Crapse
Florence District One Schools, South Carolina

Ausome point, each English eacher will encounter in the regular Eng-
lish class a scudent whose superior intelligence and/or special abilities
set that student apart from the others. Some such sudents flaunt their
brilliance; others auempt to hide it to keep from seeming ““different’ 1o
their peers. Either way, it is the teacher’s responsibility to find means of
saislying chis person’s diverse needs. At least four strategies are avail-
able 1o the teacher who is faced with this stwation: developing contracts,
“designing independent research units, assigning special composition
topics, and coordinating activities with mentors in the community. .
The use of conwracts can be one of the most effective methods of
helping a gifted student in the regular class. Before developing a specific
outline of activities, however, the wacher should learn as much as
possible about the student for whom the outline is to be written. Does
the student have a specific academic aptitutde? 1s the student gifted in
the visual and perforniing arts? Does the student lrave remarkable leader-
ship ability? Is che student’s thinking creative and productive? What are
the student’s reading interests and hobbies? These questions can be
answered by alking informally with the student, examining the stu-
dent’s cumulative school record. conferring with the parents, or con-
‘sulting guidance counselors and other teachers who know the swudent
well. In addition, it may be helpfu! o have b2 student (ill out an
ineerest inventory or write a description of personal interests and goals.
Once this informadon is gathered, an individual contract can be
jointly developed by weacher and scudents. Individualized lesson plans—
with specific objectives, activities, materials, and pre- and post-test
items—can be a useiul way to help the student avoid boredom with the
pace or content of the regular class. The subject mauer of the conwaces
need not be limited 1o English: the basic language arts skills can be
taught, reinforced: and extended through other subject areas. For
example, if history is the major pursuit of the student, why not design
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2 contract that requires reading about a particular period or set of
events, wWriting essays or tesearch reports, delivering a speech 1o a class
of club, and listening and reacting wo commentaries by noted historians?
In this way. the goals ot the regular cluss can be incorporated into an
individualized plan, and the studem is commiteed to completion of the
assigned tasks by a given date.

An adjunct 1o the contract method is the independent rescarch
approach. Here the student meets with the wacher to decide on a par-
ticular problem o topic to investigate. The student must then limi
the topic, determine inaterials and resolirces to ttse, estinace the atnount
of vme it will take 1o compleee the project, and determine how the
knowledge gained will be shared with the school or commnunity, (This
Tast step {s particularly inpottant for students with great leadership -
ability.} Again, the topic yeed not be limited o English: inath, science,
history. or psychology are all valid areas in which the kinguage arts
can be correfated. As in the contract method, the student is committed to
a st of goals and strategies to be completed by a given date. The main
difference berween the two tnethods is in the sharing of information at
the end of the tasks: With a contract, the student may simply have the
wotk checked and approved by dhe teacher, but itt ¢he independent study
method the Boal is dissemitition of findings. 'This can be done through
publication and distributiott of findings. or jueseniations 1o appro-
priate zudiences (classes, school clubs, civic organizations}. ‘The school
newspaper, PTA meetings, and cdass newstetters provide excellent
forums for sucltshariug.

A third approach for the gilted is assigning cotnpositions based on
the student's special interests and ktiowledge, While suclt 2 method
should ideally be used for all students, it is especially effective with
the brighter pupil who is casily bored with routine. A student gifted
in electronics should be allowed 1o explain {o a layperson ltow a com-
plicated piece of machinery operates. to elucidate eleatrical processes.
to narrate experiences with wiring to describe everyday elecrical de-
vices (and perhaps their potential dangers) to children, to argue for safe
wiring in public buildings and private dwellings, o research various
scientists’ contributions in electrical studies. Likewise, the swudent
whose major interest is chemistry should be allowed o design, conduct
and summarize an experiment; ¢o keep logs and journals detailing
technical procedures. to explain (o faypersons the significance of the
experiment. and to prepare and deliver a speech o a4 sudience of
scientists or science teachers. In this approach. oo, skills in reading,
writing, and speaking wre cxiended while dhe swudeitt engages in
fascinating studies.
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Finally. one of the best ways o help the gified is through the use
of mentors—professionals or people with special talenus or skills. In this
appfoach. the student works with the mentor over a given period of
days, weeks, or months and produces a project at the end of the period.
For the stcudent gilied in art, a local artist may be of great assistance. For
a musically talented pupil. a local musician can be recruited 1o give
one-1o-crie instruction in mmposmg and performing. For a swudent
with lcadetsblp talent, a local civic official can plovide on-the-job ex-
perience that may be superior (0 classroom inseruction. In all cases, the
English teacher can require the student to keep journals or diaries de-
tailing the work, to write essays or research reports on some aspects of
the studies, to give speeches 10 clubs and classes about che experience,
and o produce and share an independent project {original musical
composition, community survey. painting or sculpture). Many com-
muniiics are filled with potential meniors who will be delighted to serve
in such a capacity.

‘The implementation of onc or more of the approaches presented
here does not entail a radical deparwure from the curriculum required
for the "'regular” students in English. The gifted should be expected
to master the same skills expected of che entire class; the methods of
mastery, however. must of necessity be different. Gifted students should
also be carefully guided by an understanding seacher in all cheir cfforts,
and the tcacher should be sure of the backing of the principal and
par--us as special approaches are used, Rather than pandering to dhe
interests of gilted students, then, these four methods offer creative oppor-
tunitics to meet their needs. Extension of basic skills, not exclusion, is
the foundation of the procedures. [n (he long run, the studems will
profit from these experiences,
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The Young Author’s Project:
A Writing Project for Middle School
Gifted/Talented Students

Karen Towler
Weldon Middle School, Gladewater, Texas

The criteria for learning activities for the gifted/talented student are
often mind boggling. Activities should be product oriented, multi-
disciplinary, and individualized as to student interests. They should
emphasize creativity as well as the upper levels of Bloom's taxonomy.
and should have real-world applications 10 help instill in the student
a sense of responsibility 1o society—wow!

My problem this year was 10 come up with writing activities that
would meet these numerous and somesmes confusing criteria. My
solution was a Young Author's Project,

YAP. as the project was named by the students, was a program I
developed in which my sixth grade advanced language arts students
wrote and illustrated children’s books. Two copies were made of each
student’s book—one was bound and presented to an elementary schaol
librasy; the other was submitted to a publisher, The project was a huge
success. ‘The kids were enthusiastic and developed a profesiional con-
cern for their work, After all, they were real authors, hoping to achieve
publication and earn money for their writing; tbey certainly didn't want
misspelled words in their manuscripts. They became aware of and
developed a great appreciation for the many facets of producing a book.

From the time I meinioned it, my students were excited about the
prospect of writing children’s books. Little did they know what was in
store for them. Some offered to tusn their stories in the next day, Cer-
tainly none of them dreamed of spending ten weeks on the project.
When I spoke of submitting the stories to publishers, they became con-
cerned with how 1o divide their money, and we had to pause for a lesson
in royalties, advances, and agents. As I outlined our activities for the
project. the students beBan 10 see just what a complex task they were
taking on.

This is a brief outline of the project:

Step 1 Gathering Information. The students were divided into
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committees to collect the information that we needed to produce chil-
dren’s books. One committee surveyed children, parents, and teacheys as
to children’s preferences in books; another developed a list of possible
publishers; a third gave a report on the publication process and guide-
lines for submitiing manuscripts: still another commiuee researched
and gave presentations on methods of bookbinding.

We all wrote for publishers’ guidelines for submitting manuscripts.
Qutside speakers and field trips added to our siore of information. An
art teacher advised students on methods of illustrating books. The print
shop teacher and students explained layout and the printing process. A
writer discussed why and how she writes stories. An elementary teacher
spoke on children’s incerests in books. A reading eacher demonstrated
methods for determining veadability of a book, using the Fry graph
and Dolch word list.

Step 2: Analyzing Childven’s Literature. Each student read and .

analyzed several children’s books to determine common elements—
plots, themes, types of characters, Iayout methods, types of illustrations
10 be able to decide what elements to use.

Step 3; Audience. We discussed the importance of aiming a book ata
specific audience. The students noted that a cltildren’s book has to
please three audiences: publisher, paremus, and children. They also
noted conflicts in book preferences. For instance, while children Jove
talking-animal stories, most publishers stated that they did not wam
tatking-animal stories submitted to them.

Step 4: Writing and 1llustrating Books. Working in pairs of writers
and illustrators, the students planned their stories. Each tcam agreed on
the major elements of main characwers, seiting, and outline of the plot
so that each team member could work independenily on a part of
the book.

Step 5: Revision. After the stories were written and the illusteions
were sketched, we came 10 the most painful part—the revision process.
Students shared their stories with parents, children, teachers. and
classmates t0 get cheir reactions and suggestions. Some rewrote 1heir
stories five or six tmus.

Step 6; Layout. Each writer-ilustrator team determined how to
position their story ang pictures to best appeal (o the reader. They wrote
the parts of the story for each page on strips of paper and aped them
to 1he corresponding illusirations, rearranging the parts until they
achieved the desired effect.

Step 7: Producing Final Copy. When the students were sacisfied with
their books, they typed or neatly hand-printed (in India ink or with
ulirafine-ip markers) the story on heavy drawing paper which they
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had cut o the appropriate size. The illustrators then drew the final
illustrations. In the books to be given o the elementary library, each
team included a dle page, a biographical sketch of the author and
illustrator, and a dedication page.

Step 8: Bookbinding. We made covers for the books by covering card-
board with cloth or adhesive paper. Then we sewed the books together—
a task that resulted in many sore thumbs caused by pushing an up-
holstery needie through the two sheets of cardboard and approximately
thirty sheets of drawing paper. Book jackets were made by drawing a
design and lettering a title on butcher paper cut slightly larger than the
book, then laminating che cover and auaching it o the book with tape.

Step 9: Submitting Manuscripts. A second copy of each book was
prepared (according to the guidelines of the publisher selected by the
student team} and mailed to the publisher. Then began the long wait for
the publisher’s response.

Alter the books were completed, a very proud group of sixth graders

- helda story hour in several elementary classrooms inour school district,

reading the books they had produced. The elementary children were
delighted with the stories, many of which were quite good, and they
were impressed that the older students had written the books themselves.
‘The local newspaper carried a picture story about the project, and afine
arts club honored the young authors at a meeting. Everyone who saw
the books was amazed that 11-year-old kids had writen them.

At this point we have received only rejection slips from publishers
and nawrally the young writers are disappointed. Bue after leamning
that Madeline L’Engle’s Newbery Award-winning book, A Wrinkle in
Time, was rejected by more than twenty publishers, che scudents again
submited their manuscripts with renewed hope,

The Young Author's Project was a real writing experience rather
than a mere classroom exercise. I found it perfectly suited 1o the needs
and abilities of gifted /talented students. This projea provided my swu-
dents an opporwnity (o write for a live audience {children and pub-
lishers) and to go through the same excitement, anguish, hard work,
and disappoimments that any professional writer experiences while
producing a manuscript for publication. Swudents had 10 examine the
business: creative, and wechnical sides of writing. The project itivolved
complex skills of analyzing the audiences of current books, then nsing
information from many sources to producc an original book, and
finaily. evaluation of finished products. Eaclt team ook ideas for their
story from their own interests.

Finally, through the project the students were brought into closer
contac: with several of their community’s children, parents. and civic
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groups. Their reward for their hard work was a finished product of
which they could be proud. The project received excellent evaluations
from the students who commented: 'I never knew writing was such
hard work!” “We did something we could really be proud of.” and
“Writing the books was good for us and helped the children, t00.”

Resources

Books

Arbuthnow, May Hill. Chitdren and Books. Glenview, I11.: Scott Foresman, 1972,

Cianciolo, Patricia. Httustrations in Children's Books. Dubuque, lowa: Brown
Co. Publishers, 1970.

Hillman, Bruce Joel, ed. Writer's Market. Cincinnati: Writer's Digest Books.
1979.

Padgetts Bill, and Zavatsky. Bill. The Whole Word Calalogie. New York:
Teachers' and Writers' Collaborative, 1977.

Yolen, Jane. Writing Books for Chitdren. Boston: Writers, Inc., 1973.
Organizations

The Children's Book Council, Inc.. 67 drving Place, New York, NY 10008,

Films

Creating a Children's Book. Paramount.
Let's Make Up a Story. Colonet.

Story of a Book. Churchill.

Storymaker. Churchiil.




Note Worthy: Concise
Composition for the Gifted
Junior High Schogl Student

Joan Stidham Nist
Auburn University

Note-writing, which has long been an important function in the field
of lbrary science, can be adapted to provide the gifted junior high
school studemt with special composition skills. Programs for the gifted
usually include individualized reading; these books can provide the
material about which gified students learn 0 write two kinds of
specialized notes. .

The first is the evaluative annotation. On the professional level, such
annotations serve the book selector in developing library collections,
For 1he gifted student, they can provide an aliernative to book reports,
one that stresses conciseness rather than elaboration. Typically, the
evaluative annotation is about one hundred words long. Within this
briefl compass, the studemt is 10 state characters, sening, and theme;
summarize plot; and evaluate the work.

The annotation is headed by basic bibliographic facis: author, title,
publisher, year {optional: illustrator, to1al pages). Repetition of 1itle
or reference 10 *‘the author" within the noie wastes part of the precious
word bank. The studemt soon learns that concrete nouns and active
verbs achieve more in the limited space than adjectives, abstractions,
and the passive voice. Judgmem should be based on comparison with
other works and sense of audience appeal. The conclusion can mention
deficiency or stirength and make a recommendation. Achieving all this
in a hundred words will convince the gifted junior high student that
writing does indeed make “‘an exact man.”

The second kind of annotation is the “reader’s note.’’ Librarians em-
ploy this as a way to aurac readers 10 books. Writing the reader’s note
provides a different challenge of condensation {or the student: creating
sufficient interest in only thirty-five words for someone to want to read
the work. This 1ask can be done in tandem with the evaluative annota-
tion, using the same book; comparison clarifies the differences between
the two. First, the reader’s note does not evaluate. The selection of a
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book for notation is implicit acknowledgment thae it is worth reading.
Second. the plot is not summarized. Rather, specific episodes intrinsic
to the action are featured; atmosphere is highlighted. Only enough is
said to create suspense; the climax is not disclosed. Even the biblio-
graphic heading can be truncated to basic author-itle form.

The reader’s note can provide literary sport for gifted junior high
school students. The hooks represent a literaty carnival; each studen:
writes as barker for a hook-booth, trying in thirty-five words w0 coax
in readers, Collected reader’s notes from a class of gifted studems can
form a home-produced “selection aid” volume to place with NCTE's
booklists Your Reading and Books for You. The notes, whether on
large cards or paper, can be decorated with hand-drawn pictures, photo-
graphs. or cut-out magazine illustrations, and placed in ring binders
accessible to schoolmates.

A spin-off skill for gifted students who gain competence in writing
annotations can be their enhanced reference use of bibiiographical
guides made up of such concise reviews; for example, the funior and
Senior High School Library Catalogs. Having learned to write with
brevity and precision, they will be better able to discriminate competent
synopsis and critical analysis in their reading.




Computer Sound Poems: An Exercise
in Wniting Surrealistic Poetry
for Gifted Student Writers

Deanna M. Guischow
Whitefish Bay High School, Wisconsin

Can verbatly gifted students be 1aught some important basics of good
poetry writing and still have fun at the sgame time? My experiment with
“computer sound poems™ convinces me that they can.

The idea for this assignment came 0 me last winter when I was
teaching poetry writing 10 a group of ninth graders enrolled in a special
English class specifically designed for gified student writers. (The
Whitefish Bay Public Schools Gified Writers Project is being developed
with the assistance of an ESEA Tide IV-C Innovalive/Exemnplary
Grant.) We had begun the unii by looking at how sensory images were
used in various poems by students and professional poets, and then
the students read a chapter on the sounds of English in John Frederick
Nims's excellent text on poetry writing, Western Wind, An Introduction
to Poetry (Random House, 1974). In discussing that chapeer, I pointed
out how' the high vowels in Dylan Thomas's “Do Not Go Gentle into
That Good Night" create a feeling of intensity that reinforces the
meaning of the poem, while the low, resonant vowels which pre-
dominate in. Robert Frost's “Once by the Pacific” conuibue 10 its
somber, reflective tone,

The students listened duifully o my comments, bud it was obvious

_ from the lack of expression on their faces that they were hardly “wined

on” by what I had o say. The winter doldrums were upon them, and
they were clearly more intcrested in daydreaming abowt Chrisunas
vacation—only a week away—than in concentrating on sound pauerns
in poetry. I was afraid thad il I gave them a poetry writing assignment
50 close 10 vacation, the results would be perfunciory and uninspired.
Yet a1 the same ¢ime I wanted them (0 work with sound as a poetic de-
vice instead of simply reading what other poets had wriuen, That was
when the idea for computer sound poems hit me like a well-aimed
snowball.

The next day I walked into class with a box of scissors and a stack

1o
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of smal) envelopes insiead of the poctry text. Ignoring their Quizical
looks, | handed out a scissors and an envelope to each student and wold
them 10 1ake out a sheet of paper and a pencil.

I then divided the class into two groups, A and B, and said, *'I want
each studem in Group A to make up a list of ten adjectives, ten nouns,
ten verbs, and five adverbs. The adverbs can be any words that indicate
‘when,’ ‘where,’ or "how.’ Each of these thirty-five words should contain,
in a stressed syllable, one of the low vowels (as in boo!, bone, book, or
bought} or one of the lower middle vowels (as in boy, bough, bar, or
bud.)" 1 also told them that they should try to select soft-sounding
words, comtaining “musical” consonants Jike I, w, y, 7, m, n, b, p, and
/. rather i1han those comaining harsher sounds like &, or the gr
combination.

Tumingto the studems in Group B, [ 1old them to make up the same
kind of list, except that they were (0 use words containing the high
vowel sounds {as in buy, bay, and bee). or the higher middle vowels (as
e bird, bat, bet, and bit). The consonants they were to emphasize in
their words were the fricatives (&, f, v, th, dh, s, 2, sh, zk) and/or plosives
{£. b, t, d, k, and the hard g).

I urged alt students to make up lists of interesting, unusual words,
or words it which sound echoed meaning. Ai this point the students
did not yet know what would happen 10 their word lists, but, their
itnerest aroused, they set to work with considerable enthusiasm—
rummaging through dictionaries and textbooks for words, sounding
various words out loud, and laughing at each other’s choices.

Near the end of the period I told the students to cut out their words
so that each word was on a small reciangle of paper. and 10 put these
rectangles into the envelopes I had given them. I then had the students
write their names on the envelopes and indicaie whether their words
comained high or low vowels 5o 1hat | could group 1he envelopes on
that basis.

‘The next day, I formed groups of three or four students and handed
each group ihree or four envelopes of words, making sure that no swu-
dents received their own envelopes. Thus, each group ended up with a
tnal of 105 or 140 words, depending on the pumber of people in the
group, and their sets of words contained either all high frequency

- vowels or all low frequency ones, rather than a mixwure of both. At this

point, I explained what the students were supposed to do with
the words:

“Now that you have 2 yandom collection of words comaining either
low or high vowels,” I said, “I want you to funciion like computers that
have been programmed with certain word lists and syntactic patterns
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and can 1herefore generaie meaningful, if somewha unusual, poety.
You are toarrange these words into senttences 1hat form a poem, a pocm
which may be highly unconvenuonal in meaning, but which siill bas
logic w0 i1, 15 clear and coher nt.”

Aler thai 1 laid out 1he ground rules for writing the poems. Firse,
the students could not add ny new nouns, verbs, adjectives, or adverbs
to 1he group of words they had, but 1hey could change the form of a
word (run 10 running or runner, for example), and they could use one
part of speech as some other pant of speech (rain as an adjecuve, for
example}. Second, they could add any “structure” words they wanted—
hike prepositions, conjunctions, determiners, and suberdinators—in
order 10 create meaningful synactic relationships among 1he words.
Third, they could use the same word more than once in their poem, if
necessary. | also reviewed with them 1he importance of line arrangement
and remmnded them that they should use the end of a 1jne or the end of
a stanza as a position of emphasis.

Thus, the compuer sound poem assignment was imended to force
studems to create sens¢ out.of non-sense, using syntax line arrange-
ment sound pauerns, and, 1 hoped, a sense of humor. Only alier they
had completed their poems did I 1alk abow surrealistic poetry and how
the surrealists had tried (o jolt their. readers out of habitual ways of per-
ceiving and 1thinking. And when 1he studems read a number of sur-
realistic poems, including “Zeppelin” by Andrew Glaze, and “What
the Violins Sing in Their Baconfat Bed” by Jean Arp (From Nims's
Western Wind), they realized how similar 1hose poems were to their
own computer sound creations.

But when 1 firs: tol@ my class what they were supposed to do, they
protested thac 1he assignment was impossible. It was only afier { firmly
set them to work, arranging and rearranging the words on their gesk-
tops. that they began o ger into the spinit of the project. Within
minutes, the room was abuzz with enthusiastic noise as students
sounded out lines and laughed over the zany images that were be-
ginning (o emerge from 1he random groups of words before them.

1 should add that, later in the period, when one group told me they
very much wanted 10 use a word they didn't have, I let them borrow
1hat word from anoiher group. But I kept such borrowing to a mini-
mum, allowing only ihree additions per group. Most groups, however,
did not have to resort 10 this.

My suspicion that the students thoroughly enjoved this assignment
was confirmed by their behavior when they completed their poems
during the nexa two class periods. Insiead of simply handing in the
completed poems, each group insisted on reading cheir poem ow loud
10 me, making sure that their manner of reading emphasized the
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resonamt quality of the lower vowels or the shrillness of the high ones.
And on the last day of class before Christmas vacation, when all the
groups had finished their poems, they aciually begged me to let them do
the assignment again!

The examples of computer sound poems which follow make clear
that students not only worked skillfully with sound, syntax, and line
arrangement, but also exploited their capacity for playfulness and
imaginative thought. They had learned a great deal about writing
poetry, but they had also had fun,

The Groovey Frog

The groovey frog haughiily hopped,
smoking
a cool
oblong )

cigar.
His yacht suddenly BLOOMED
from the gloom.
His rude clone showed up,
fooling the oyster, hog and fowl of the crew,
- Those stupid frogs knuckled each other,
lunging,
clawing,
throwing stones.
A sober crocus thoughtfully thrust them
both
into the horrid water.

‘The moral of this story is—
Nﬁgﬁk KNUCKLE

CLAW YOUR CLONE.

Leigh Nysirom
Judy Polacheck
Daphne Ruben

The Swooning Moon

‘The mooh swooned,

and slowly tongued a tune,

low and soft,

but the shore was stubbom

and wouldn't move.

The lone moon boomed,
shooting the hour down, slowly,
into the cold, lovely pool.

“NO." aoa_de d’lﬂ homb‘-‘ly nun
the gong is down, and alone.”

Angie Hoffmrn
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. The Blue Baboon of the Zoo

The young blue baboon—
surrounded by sounds and balioons,
thought to void his exposure vith enthusiasm.
He cautivusly slaughtered a cruel down
v.ho fought the {oul fool.
Evasively zooming. the baboon soon shot a toon
and stole one hundred balloons.
A lawyer {ound a blood puddie;
rude war closed in.

Karin Loberg
Cartla Kocher
Tom Schmid

The Mighty Prisoner

Hair of gray, he is mistaken
for a zebra. He eyes the key,

grasping for it. Swiftly he flics
1o freedom in the pitch-dark.

He eats peanuts amd green veggies. . .
and shuffles, icaps and runs
through a muddy stream,

gaily preaching
creatively written prayers of the sea
and of rainbows. bright in the sky.

He spies the mayor

acting in an amphitheater,

playing an angry dictator,
and approaches him,

aying and pleading for freedom.
Meeting this creepy. hairy crinnal

made the mayor shudder meekly

and arrange ap invitation
for the criminal
1o bake pastries.

John Melvin
Linda Miller
Katie Rutigliano




Computer Sound Poems
The Clown
Clouds somy float past
a tuTquUoise Mmoon
as 3 maudlin clown moves slowly,
his golden shoes pomssmg thoughts
of yesterday.
The clowst
now cpenly hopes for tomotrow
to smile on him.
Peggy Dooley
Vita Foldi
Chacha Azcueta
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Rhetoric: The Qualitative Difference
—A Writing Program for Gifted and
Talented High School Seniors

Judith Burnett
University of Texas at Austin

Planning an advanced placement writing class for gilted and talented
students poses several problems for teachers who want 10 help these
youngsters develop as thinkers and writers. First. while these youngsters
are unusually effective in spoken expression, many dislike refining their
ideas in writing. The second problem arises from the level of compe-
tence as writers that they have already achieved. They are able to aank
owm “school writing” without any real intelleciual engagement with
their subjects. Writing {or them is an imitation of communication.

Thus the challenge to the teacher is 10 provide a program quali-
tatively dilferent from the usual swelfth grade writing curriculum. This
means that the students will at once focus on how they function as
writers as well as develop a more sophisticated understanding of the
composing act. They will eraploy consciously an expanding reperntory
of rhetorical strategies.

Achieving this goal means going heyond the materials in the stan-
dard high school texts, which cominue to ignore developments in

“rhetorical theory, panicularly invention, as well as the research now
available supporting a new conception of the composing process.
Teachers of gifted and talented studems will find the content and
practice they peed in the work of rhetorical theorists who have con-
cerned themselves with teaching as well,

In developing a writing coutse for high school advance placement
seniors. I have borrowed from the work of Frank D Angelo (1975),
Francis Christensen (1968}, James Kinneavy (1971). James Moffett and
Betty Wagner (1976), and Richard Young Alton Becker. and Kenneth
Pike (1970). The unit in narrative writing that this article describes is
the first in a series of three units devoted to topics grouped according
to their logical relationships: narration, process analysis, and cause and
effect. Each unit in the series requires approximately two weeks. Some
class periods are devoted to reading and discussion; others are desig-
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nated as writing fabs with the emphasis placed on writing in a less
structured environment.

The unit in namative writing focuses on invention and inwoduces
systemadic methods for generating macerial to write about. The unit
also introduces styfistic choices in sentence structure, the cumulative
sentence and the [ree modilier.

By way of introducing new ways of Jooking at familiar subjects, the
class begins the ragmemic discovery procedure by considering how
people 'chunk” experience in recurring pattemns: birth, coming of age,
martiage, old age. and death. For the young, some of the rites of coming
of age might include being confirmed, making a debut, or taking the
driver's license test. These chunks can be viewed as systems with sub
parts ot as being themselves part of larger systems. The experience of
taking the driver's iest is made up of many sub uniis: filling oud forms,
wailing one’s wurn, meeting the examiner, the moment of putting the
car into gear and driving out to begin the test, and so forth. However,
the driving testis for many the first signal received from the adult world
that the individual is advancing toward adult privileges and responsi-
bilities. As such, the driving st becomes part of 2 larger system or
chunk of experience called coming of age. Furthermore, people focus
on these chunks of experience in different ways. Thus an account of 2
driving test might shifc from peripheral focus—a sidelong glance at the
examiner, gauging his ~eactions—to 2 nuclear focus on the candidate—
clammy hands on the steering wheel, ice cold sweat trickling between
the shoulderblades, 2 sick feeling of apprehension. Then the observor
would choose which focus required more complete development.
Finally, the chunk of experience can best be understood in werms of
its contrastive features, its range of variaton, and its distribution in a
larger context. Students might ask chemselves whar specific features
make one person’s driving test unlike any other person’s. How much
could thisexperience change and still remain the same? Some examples
for generating discussion on this point might be: an experienced driver
taking the west for an intemational license; a friend taking the test for
the second time, having filed it once before; 2 younger brother or sister,
the "baby” of the family, taking the test for the first time. Considered
in a larger context, what is the importance of the driving test o the
individual taking it Is getting a driver's Jicense comparable (o cyming
of age in the Uniced States? Is this really a recognition of maturity or
admission o adult siawus? Is it parallel with coming-of-age rites in
other culwres?

With these questions in mind, students read and discuss several essays
employing narrative as the method of development, asking themselves
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what the writer is implying about human experience. They consider
why using narratve asthe method of development in a particular picce
of discourse is effective. They look ar the unit of experience and the
interrelationship with the focus that the writer has chosen. What aspea.,
of the unit has the writer chosen to emphasize? Or. has the writer chosen
10 view the experience as part of a larger system? Has the writer done
both?

Two essays that 1 have used successfully to stimulate this type of
discussion arc E, B. White's “Once More to the Lake™ (1965) and Bruce
Catton's “The Joy Above the Stars. the Terror Below the lce™ (1972).
In each essay. the writer uses personal experience in order to draw uni-
versal truths. For White, revisiting a lake where he had spent many
boyhood summers. this time in his young son’s company. not only re-
creates the pleasures of the past. bu provides a signal of montality.
Catton also draws on boyhood experiences 1o reflect on exaltation and
terror existing together, each the obverse ol the other in accepting what
lile offers,

Fer writing warm-ups, we attempt “chainicg.” described by Molfeit
{1976), first swringing a series of incidents elicited by certain associations
and then using the tagmemic discovery procedures to analyze the
components of the experience. Then students begin developing inci-
dents {or themselves, using the tagmemic procedure to generate material
and then shifting focus and selecting the aspects of the incident
requiring claboration: given that focus. Students write the most promis-
ing incident, first as an interior monologue emphasizing the observer's
petceptions and feelings, and then shifing the focus. In the first
instance, instead of merely reporting. 1 was scared,” one studemt
analyzed the components of the fecling and wrote "My heart was
pounding. my hands shaking so that I could nat fit the key into the
Tock. Hours passed before the lock turned and the door finally cpened,”
Another student. describing a visit 10 her grandmother. wrote, “The
lights were all out and the curtains were drawn. The only sounds came
from her breathing. and the ticking of a clock over the mantle of the
fireplace. The clock ticked loudly. and the sound seemed 10 echo as il the
room were hollow.” In each case the emphasis is placed on including
those details relevant to the reader’s undersianding of the experience.
These trials are shared with a partner for immediate (eedback. Usually
they are rewritten several times, sncorporating the increased perceptions,

Drawing on what students know about plot structure from their
study of fiction. the class considers how writers build suspense and
emotional intensity into narrative and they then attempr 10 incorporate
these elements into their own narratives. Looking a; plot structure,

122




Rhetoric: The Qualitative Diffevence il9

they ask themselves if they are structuring their own narratives logically
to build to the crisis. Do their narratives develop in emotional intensity?
What options are open to them with the focus that they have chosen?

The culminating activity is a writing assignment in which students
draw from their experience an incident which provides an insight into
human nature that can be generalized. The students use the discovery
procedures which they have been practicing, generating content by
systematic questioning, looking for the features of the experience, Alter
writing a narrative that they fecl provides enough relevant details for
understanding the experience, students write a conclusion elaborating
on the resulting insight. Then they give consideration to the intro-
duction, examining the ways in which a writer sets the mood and
prepares the reader for what is to follow. Students work ont appropriate
introductions for their narratives, selecting details that set the tone and
project the ideas that the essay will develop.

The path does not tie as smoothly as this description might seem w0
suggest. One problem that must be dealt with in revising is the way in
which descriptive and narrative details may be added to sentences with-
out making them unwieldy. Some exercises taken from Christensen’s
(1968) cumulative sentence and the addition of free modifiers help solve
this problem.

Chrisiensen first offers a professional model:

In his room Cal sat at his desk,
ethows down,
hands holding his aching head together,
palms pushing against the sides of his head. . , .

John Steinbeck

Then he provides a student exercise: “’As the light turned green, he
drove away,” {(additional visual detail) (additional noavisual detail).

‘The student using the exercise provides one additional visual detail
and one nonvisual detail using the absolute, a free modifier with its
own subject and predicate. Note that an absolute does not have a com-
plete verb in the predicate. Verbal elements and atached complements
and modifiers form the predicate of the absolute.

The suggested response to the student exercise is;

As the light tarned green, he drove away.

his shoulders gradually relaxing,
the radio filling the air with the scuads of the Top Ten.

When the narratives have been completed, committees of students
select the best essays in their groups, and these are published for the
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class. Those students who wish their writing to remain ptivate place
their final efforts in their folders. | read and respond 1o cach essay: and
any essay may be resubmitted for further response or assessment when
the writer has anempted a substantive revision.

This unit in nagrative writing has been successful in all of my classes.
Students tell me that chis writing is satisfying and furthermore that they
have learned more about writing from this assignment than from many
others. This affective response is heartening. bue equally important for
the 1eacher is the increased awareness of the writer’s options in the
composing process that students develop, and their proficicncy in using
those options. It is this increased awareness of the rhetorical situation
that constitutes the qualitative difference in this writing course for
gifted and talented twellth grade studems. *
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This Is Just to Say It Works

Sheila A. Lisman
Huichinson High School, Kansas

“Are we gonna study poetry?”
“I hate itl”
*We won’t have to write'any, will we?”

I couldn’t believe it} In a class designated for gifted and talented
juniors, I never expecied tor hear this. I thought they would be vitally
interested in poetic expression and the symbolic signiticance of .. ..

In "*average” classes there is nothing quite like the announcement of
the poetry unit coming on the heels of a trudge through Ethan Frome,
butinstructors of honors classes can be somewhat surprised by the nega-
tive reaction their students have 10 poetry. As a result, I developed some
clandestine activities that have lured students into enjoying and writing
poetry. .

Now on 2 fair March dzy I stand excitedly by che door and pass out
sheets with the following poem on them. (I make no mention of poetry,
however, and since even gifted students think all poetry rhymes, many
don't recognize this as “'poetry.”)

This Is Just to Say

I have eaten
the plums
that were in
the ice box

and which

you were probably
saving

for breakfast

Forgive me

they were delicious
50 sweet

and so cold

William Carlos Williams
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As I hand them the poem, I merely indicate that they are to try to
write one like it. Here are some student versions;

I have caught
the fly bali
that you hit

which came close
to sailing over
the big red fence

Forgive me
this could have been
the winning hit

. Thave
interrupued the
life you would
have had together

1 bet you

didn’t expect me
to come along

in the deal
Forgive me

if 1 happen

to be my

father’s daughter

I detonated
YOUr mom

and her cat

also her chair
she is old

and probably
was going to

die soon anyway
Forgive me
though because
the cat

was worth money

The process of imitative writing is not new. In I Never Told
Anybody: Teaching Poetry Writing in a Nursing Home (New York;
Random House, 1977), Kenneth Koch showed his students “simple
forms.” He did this, as he stated, so that “between the writer and the
poem were no difficult demands of rhyme, meter, rhetoric, diction or
subject matter.'” Later, encouraged by their success, he used “beolder
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forms.” According to Koch, he used the poetry of such poes as D.H.
Lawrence, Walt Whitman, and William Carlos Williams.

As the students write their versions, we type them and place them on
the bulletin board immediately. Reading the cards, the students note
“cleverness’” without my help. There is also unprompted revision.

The lollowing day we read “*Chicago” from their text. After the
reading, I ask them to write their version titled "Hutchinson.” They
jump at this, It seems to satisly their pseudo-sophisticated contempt for
the good old home town. The opening of one went:

Cultural armpit of the world,
redundant, waster of time,
Player of the lousy top 40,
idiotic, salt shaket {or the world
city of ofd folks” homes

While this wouldn’t impress the Chamber of Commerce, students are
involved. By now some think poetry writing is “easy,”" so it is time to use
a subtle model such as Langston Hughes's poem “Suicide’s Note.”

The calm
cool [ace of the river
asked me for a kiss.

-

Forafew gory moments we review various ways to enditall, and they are
off,

I spun the
cylinder and was
shocked 10 find the
bullat.

The chifl
was steep etiough
for an evening drive,

The neat
coil of the sope
wanted me for its knot.

Things are going well, so I have begun to brag in the teachers’
lounge. I actually have to explain that students are crowding into my
doorway to read their poetry on the bulletin board. (Some of my
colleagues assume it's to see dinty graffiti—cynics!)

Since contrast plays an important part in poetry, I next use a model
by Hutchinson-born William Stafiosd.
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Vacation
Ome scene as I bow 10 pour her coffee:—
- Three Indians in the scouring drouth

huddle at a grave scooped in the grave),
lean o the wind as our wrain goes by,
Somvonic is gone.

There is dust on everything in Nevada.

1 pour the cream.

+ Here are two student poems:

Chore
One scene as | Jean over the sudsy water:—

‘The lonesome figure

struggling agalnst nature,
plowed on through

a cold. covered world,

a world not unlike the one
found in 2 child’s paper weight.

I dry the dish.

School

One scene as [ walk down dhe hall:—
The principal has another boy
cowering in the comer by the radiator,
leaning on the wall as if for protection.
It is of no use.
He is carsed away.

I go on 10 gym class.

Since many gilted studems enjoy writing parodies. I suggest they do
one of Stephen Crane’s *The Hean.”

in the desen

I saw a creature, naked, bestial,
Who, squatting upon the ground.
Held his heart in his hands,

And ate of it

1 said, "Is jy good, friend?”

It is bitter, bitter.”” he answered.
*But { like it

Because it isbitter

And because it is my heart.”

The student who wrote the following poem used a different creawre,
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The Cow

Inapasture

1 saw a creause, known as a cow,

Who. cooling in a pond's mud,

Was biting its cud,

To the cow { said, "What are you chewing?"'
"My cud,” answered the cow.

“I'm bored, and there's nothing to chew.
B, alas, my cud has calories toof”

“The Short Night (Il})" translated by Harold G. Henderson gives
students an opponunity to indicate the results of their “short nights.”

The shore night is through
on the hairy caterpitlar
litdde beads of dew.

Student versions:

The short night is through:
deep dark bags shadowing
eyes which are looking at you.

The short night is through
the sleeping turtle dove
and its mourning coo.

Although the students are imitating the same models, there wurns out
10 be great diversity in their poems. Each teacher can find a variety of
poems which will make successful models.

These exercises should not be viewed as an end in themselves but
should be seen as "“warm-ups” for any poeury exploration a teacher
wants to do. The exercises described above took an enjoyable four days.
Gifted students gained confidence and set oui to find their own models;
the exercises led others to pursue ideas of their own. Since the imitations
do not have to be done to the lener {or syllable). students are free to exer-
cise their creative powers. Yet they realize poetry writing does require
discipline, and the value of disciplined creadivity is a good lesson for
gifted—and less gifted—students 1o learn.

Note:

This Is Just to Say

I have cheated
and used

this idea

with the average
you were probably
wondering what
to do with them

ow L
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Forglve me
but | meet
120 students
every day

Postscript: Yes. | must make a confession. While I tailored these exer-
cises o students with special abilities, other students saw the examples
and became interested. So they did the same things, “They” includes
about ninety other studenss typical of the heterogeneous grouping
found in any public high school—several leaming disabled students, a
number reading below grade level, and this year a special challenge, a
class of twenty-three ““macho men' who considered poetry “queer* (in
every sense of the word!).

Interestingly enough, some of the most creative poems were written
by other than designated '‘gifted" students. Of the poems printed in this
anticle, only three were written by *'gifted” students.
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