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A note from the editors Clash of expectations
Hie issue of bow, or even whether, to teach skills, is one that

links in the background of our teaching lives. Parents,
administrators, students, and we ourselves assume that mastery
of the conventions of spelling, vocabulary and grammar will be
part of every individual's education. For many years, many of
us accepted that assumption. Yet we discovered over time that
the teaching of skills per se did not necessarily transfer to actual
writing. As we changed to process-oriented classrooms, we
expected that these conventions would be mastered in the
process of students reading and writing, editing, and publishing
together. But some of our students did not pick up these skills as
we expected. Others of us feel required by curriculum,
administration, or the pressure of upcoming tests to teach certain
language skills as discrete units. This leaves us with a sort of
dilemma: How do we teach skills in a process classroom? Your
responses to that question constitute the heart of this issue of the
Newsletter.

Karen Griswold talks about the adult learners in her classes,
and the demands they make for spelling tests and structured
exercises. Nelson Acevedo of Newtown High School writes
about how he used process techniques to help his students
become familiar with the particular form and structure of the
Regents essay. Bunny Daniels, also of Newtown, raises some
questions about how we prepare students to listen in various
contexts. In her article entitled "Through My Eyes," Judith
Goldreich, of IS 192, describes how a class of reluctant students
changed into a community of readers and writers in the course of
a semester. In "Writing and 'Rithmatic," Carole Bemhardt, of
Sheepshead Bay High School, writes about her success using
math logs in class, and how those logs helped students clarify
their thinking about math processes. The relationship between
math and language skills is also addressed in our regular book
review column, in which Melanie Hammer discusses Twice as
Less by Eleanor Wilson Orr.

In addition to the articles on skills, we have our regular
features. In this issue, Ed Osterman and Thomasina LaGuardia
share with us their travails in preparing to do a public reading.
The featured Teacher as writer in this issue is Alan Devenish,
with his humorous and imagistic poetry. In From a leaching
journal, Anne Keegan details her development as a reader. The
inexhaustible Steal these ideas column is back as usual with
ideas you might want to try in your classes next term. And, of
course, Project notes keeps you up to date on the latest moving,
shaking, writing and presenting from our membership.

"I thought you had to learn to read before you team to write.
But I guess this program doesn't see it that way," remarked a
student who had joined one of the centers at New York Public
Library, the program where I worked last year. For Maria, it
was easy to begin talking about different ways people learn to
read and write. She had come into the program with her own
conception of the reading and writing process-essentially a
developmental one where reading comes first, followed by
writing. No doubt she was surprised by the amount of writing
we asked her to do in the first several sessions.

I'm not worried about Maria. I'm not sure if our discussion
convinced her that it is possible to learn to read and write at the
same time, but her writing progress seems to be convincing her.
Maria—who already had quite a bit of skill with both reading
and writing-is now writing up a storm and making her way
through the easy-to-read books in the program's collection,
devouring them two at a time. Her original expectations may
have been different, but what she's doing seems to be working
for her.

Her question about reading and writing stayed with me
though. It stayed with me because it is only occasionally that a
particular student's model of reading or writing comes up quite
this explicitly in conversation. More often I infer a model based
on what a student says about reading or writing. A comment
like, "When will we work on sounds?" or "When is the spelling
test?" is usually a good clue that our models are different.
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I argue with myself about this whole issue. After all, I say to
myself, since you already ask people to figure out the content of
what they'd like to work on, it surely makes sense to find out
how they want to work on it These students are adults, you
know, and should be able to define what they want

Yeah, I argue back to myself, that's true enough, but reading
isn't only sounds and writing isn't only spelling. I'd be doing
people a big disservice if I taught as though that were true.
Reading and writing involve meaning.

But aren't you the person who always talks about
student-centered learning? How can something be
student-centered only in terms of content but ignore people's
expectations about what instruction consists of? The issue
certainly has academic interest. But my real concern is that I
think people leave programs because of it Another new student
who came to the library had been told by a friend, "Don't go to
that program-they make you read and write there and they don't
help you~that's why I dropped out." Fortunately the new
student came anyway. But the thought bothers me. What was
the student who dropped out expecting? Certainly someone
coming to a reading and writing program would expect to read
and write. But maybe he didn't Maybe the person had done
only reading exercises previously. And what did the student
think of as help?

Actually I can son of imagine what happened. Perhaps the
student was writing something and asked for a spelling word.
Probably the teacher suggested that he should try it himself.
Meanwhile the student thinks to himself, "What kind of help is
this? Try it myself-I could do that at home-I thought they
would help me." The next day the student doesn't come back.

I suspect both people were well-motivated. The student had
probably made a major decision to come back to school-but the
class was not what he expected. The teacher was probably
trying to help the student draw on his own resources by asking
him to put down as much as he knew about how to spell a word.
Although I don't know exactly what happened, I suspect there
was a clash of expectations.

I have no easy answers for this. But it seems that exploring
the different ways we see reading and writing my help. I've
found it helpful, for example, to have students talk about bow
they see leading and writing. Ideally, neither the student nor
teacher should have to give up their beliefs, although each may
have to extend their ideas to incorporate some elements of the
other person's model For the teacher who embraces a whole
language philosophy, mis means holding fast to the idea that
reading and writing are learned primarily through varied
experiences reading, writing, and discussing whole texts. To
incorporate the views of the students who view writing
primarily as spelling, for example, the teacher might try
individualized spelling lists taken from writing, and some
specific lessons in spelling strategies. Students-while getting

ample opportunity to work on spelling-experience writing in a
way that helps them begin to broaden their view.

In addition, 1 mink helping students learn to assess their own
reading and writing in ways other than standardized measures
can help. A writing Colder, for example, can provide students
with an opportunity to look at changes they may notice in men-
own writing over time. A dialogue journal could enable them to
talk about the books they've read and their reactions.

Although I think all these strategies can help, I'm still left
with a lot of unanswered questions. I think back to a discussion
I had recently with some students I work with in a class at the
Lehman College Adult Learning Center. We were working
on-and discussing-a short assessment questionnaire asking
people to look at changes they noticed in their own reading and
writing. On the one hand, students seem to feel that much of
what we had done in the class-silent reading of stories and
newspaper articles, written responses to reading, discussion, and
dialogue journals-had helped them a great deal. On the other
hand, when asked to suggest changes they would like to see in
the class for next year, they suggested assigned homework rather
than a choice of activities to do at home, more work on both
spelling and grammar, more correction of written assignments
rather than comments, and grades. I think that they were not
suggesting we drop the kinds of reading and writing we have
been doing in favor of more traditional activities, but seemed to
feel a need for both.

Could it be, I wonder, that people are seeing reading and
writing in two ways at once-that they are holding onto their
original expectations of schooling while at the same time
beginning to view reading and writing more broadly? I think
of John, looking back at his work in a dialogue journal. Those
journals are amazing," he says. During silent reading time that
same day, John brought in a grammar book from another adult
education program to read He showed it to me and suggested
that we might do some of it next year.

I'm not sure how to respond to these comments in thinking
through the class for next cycle. I feel puzzled about how to
handle the contradictions. Some additional direct instruction in
spelling and grammar is a manageable request, since people
wanted to continue to write and discuss their writing. I want
people to understand, though, ft*"* although grammar may
provide us with some additional ways of talking about language,
they shouldn't expect to see their writing improve because of the
grammar instruction.

Karen GriswoU
Institute for Literacy Studies
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Through my eyes
Who would believe that the class that gave me the greatest

headache possible would, at die end of the year, give me the
greatest joy? Class 6P2 Reading Class appeared in September as
a hostile, fighting group, reluctant to read or write. This sixth
grade class had tested as reading at the second or third grade
level. Because of this assessment, many of them felt like
failures. They were convinced that they couldn't do the work,
so why bother to make the effort? They constantly argued and
called each other names. The activities that took place which
transformed them into a hard-working creative class were
inspired by the NYC Writing Project.

Slowly, Class 6P2 began to accept writing, describing,
labeling things as a matter of course. Asking a reading group to
write usually gets poor results, but eventually they came to view
it as a treat and a challenge.

A discussion about homeless people caught the interest of
6P2. They were willing to read articles from newspapers, and
brought them into class. They shared information about the
plight of the homeless, the problems they have, what may have
caused these problems, and probable solutions. Then I showed
them how to write dialogues, and asked them to work together.
The dialogues! The possibilities were: Homeless Person to
Homeless Person, Homeless Person to Police, Homeless Person
to You (Pupil). The insight that was displayed by the pupils was
amazing. Many started our quite harsh in their judgment of the
homeless and then backtracked in the middle of their dialogues.
After writing the dialogues, the children asked to perform them.
They did, and we all loved it!

They were not passively sitting there
trying to grasp what their teacher was
trying to teach again. They were doing
what they wanted to do, being readers
and writers together.

Our next adventure was a
literature-to-writing approach.
We were working with
Crosswinds I and II reading
books. The stories were short,
adventurous, humorous,
mysterious, and exciting. Each
day I listed four stories from which the children could select
The class worked in pairs, each pair deciding on the story they
would read for the period. After reading the story silently, they
wrote answers to the SW's from the reading curriculum on
which we were working. One child was the recorder, but they
both had to talk about and agree on answers. When this was
completed, the pairs wrote dialogues using the characters in the
story, each one taking a character. Once again, die students
asked to perform their dialogues, and once again they were
enthusiastically received by the other children in the class.

It was a beautiful sight, 6P2 working cooperatively, reading,
searching for information, and writing creatively. Observing
them in mis project, I could see the growth of mis entire group.

The homework assignment for this project was to write a
dialogue between one of the characters and themselves. They
loved this assignment and again responded by writing so many
dialogues that I had to restrict performances to Fridays.

I could not believe what was happening. Imagine telling
students that it was a reward, to be allowed to write a dialogue
and perform it I recalled all the times I practically begged and
bribed the students to just write anything.

In fulfilling the many requirements of the Reading Program, I
discovered that I was using more different techniques than I had
ever used before. To learn about the setting of a story, the pupils
drew layouts of their homes, rooms, and neighborhood, and
wrote descriptions of their rooms, their dream homes, their
environment and even their school. To learn about characters
and the qualities of these characters within the story, they listed
five people they knew, then chose one person out of the five and
wrote about that person and the qualities attributed to him or her.
They also wrote stories about "a perfect friend" which illustrated
the qualities they deemed important for a friend to have. We
shared our stories with each other. Because they were creating
and describing their own characters, the students developed an
increased ability and interest in discussing the characters of a
story.

I even tried to use writing activities on Cloze Exercises.
Before reading a Cloze story about wolves, I asked the students
to brainstorm and list all the information they knew about

wolves, which I put on the board.
They were excited to see how
much they knew together, much
more man they thought they did.
We pooled our knowledge to talk
about which were facts and which
were false statements about
wolves. The students' interest in

-^————^——— this discussion was so great that
when they worked on their Cloze

exercise, they did better than usual. They had begun to have a
sense of excitement about reading and writing that carried over
into these exercises. Time was moving very fast The students
in 6P2 were working on projects and doing them so quickly that
I had the feeling I needed to give them more and more. They
also began to generate their own reading and writing activities.

They formed two writing clubs, a boys club and a girls club.
The girls sat around a rectangular table, the boys around a round
table. The marvel of this was dial they decided to do this on
their own. The students wrote about funny stories, ideas from
pictures, and themes from a selection of stories that I had chosen
for them. With colored paper, gutter, paste, and scissors, they
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decorated boxes in which they stored their writing. The boys
club, which started after the boys saw how much fun the girls
were having, was eager to catch up to the girls club. Everyone
wanted to participate in the writing groups, even a non-reader,
newly arrived from Jamaica. They all seemed to thrive, actively
participating. They were not passively sitting there trying to
grasp what their teacher was trying to teach again. They were
doing what they wanted to do, being readers and writers
together.

They were thrilled with what they were doing. They began to
feel proud of themselves, of their achievements, of their
successes. One day they threw a surprise party for me. It really
surprised me! I looked at this group who had been sullen and
hostile and angry back in September, and could not believe this
was the same group.

Once, after a reading test, when nervous tension filled the air
and 6P2 reverted to fighting and name-calling, we used writing
as a tool to calm down. Rather than yell at each other and rank
each other out, they wrote and wrote and wrote about how they
felt, what caused these feelings, and how we could overcome
these feelings. They loved doing it and so did I, seeing them
calm down.

Their last project was to create scrolls using paper towel and
toilet paper cardboard rollers. It was a terrific success. We put
poems, dialogues, stories, jokes, riddles, and cartoons on rollers
to make scrolls. Many students drew pictures and decorated
them beautifully. Their faces sparkled with happiness as they
wrote, created, read, and shared their work.

Reading comprehension, vocabulary, and phonic skills are
very important to develop, but the love of reading is a priority in
my reading classroom. With my own eyes I witnessed the
growth of this love, and I saw how it led to better reading skills
because of the varied writing techniques I employed with my
students. I found that by encouraging my students to write and
share their writing whenever they desired, they really began to
think of themselves as writers. They often came to school with
many problems, responsibilities and heartaches from home, and
writing was an effective tool in helping them to look at these
difficulties. I saw the transformation of 6P2 and marvelled at it

I have been teaching reading for many years but the
experiences this year of allowing the children to write,
encouraging the children to explore by writing, and to have fun
putting down the written word on paper, was due to my working
with the NYC Writing Project! If I had worked with this group
using the typical "Corrective Reading Approach," I would never
have achieved the changes in behavior, attitude, and reading.

Judith Goldreich
IS. 92

Is anybody listening?
What do we ask of our students when we invite them-

indeed, demand that they become members of an audience? Are
we aware of the skills involved, and do we know our students'
reactions to being audience members? Are the skills the same
for every listening activity? These are some of the questions
that ted to this initial exploration of student-as-audience/
participant in the language arts curriculum. I've only begun to
scratch the surface in determining what we are asking them to do
when we ask them to listen, and in experimenting with ways to
achieve an active, or even interactive, student audience.
Looking for answers to these questions, I observed my own
Speech TR6 classes, which consist of 100 students who have

A performer deserves to be met, even
confronted, by someone equally active
and engaged.

been in the U.S. anywhere from two months to six years, with a
two-and-a-half year median. Students' ages range from sixteen
to twenty years; they come from twenty different countries and
speak thirteen languages. They define and exemplify the word
"heterogeneous."

Every language arts lesson contains, ideally, the four strands
of language acquisition: speaking, listening, reading and
writing. Indeed, three of these strands are deemed so important
that most schools actually isolate them into separate, special,
required and/or remedial classes. There are even licenses to
teach each of these skills. To my knowledge, however, there are
no separate listening classes, and no specially licensed teachers
of listening. The more jaded among us might say that this
indicates that nobody can figure Out how to teach listening, how
to measure achievement in listening, or even how to isolate the
exact skills which comprise listening.

It occurred to me, a licensed speech teacher, that putting all of
one's leaching attention to the speech act really begged the
following question: If a student is a speaker in a one-to-group
situation for only five to ten minutes within a ten-day (four
hundred minute) time period, is he not something for the other
390 minutes of that time period? "Yes," we glibly answer, "he's
a listener." We taiow, of course, what listening means: sitting
up comfortably (Do we provide pillows and armchairs?), and
above all else, paying attention (Read: being quiet, looking in
the general direction of the speaker, and pretending you're not
thinking about a Trans-Am, Menudo, or lunch).

Is this really all we are asking of our students when they
become an audience? My answer is an emphatic, "No." An
audience member is the performer's opposite, and a performer
deserves to be met, even confronted, by someone equally active
and engaged.
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In the course of my research, I isolated ten different audience
modes, five pertaining to non-dramatic prose and five pertaining
to poetry. I defined a mode as an audience situation requiring a
specific area or areas of focus. The first five are:

Mode A: Audience listens while student-prepared
materials are read aloud; they do not have a written text,
but can see the speaker.
ModeB: Same, except speaker is on tape.
Mode C: Audience listens while literature (published
material) is read aloud; no written text
Mode D: Audience listens to literature read aloud with
both a written text and visible speaker.
Mode E: Audience listens to memorized literature of
which they have equal knowledge; no text, no visible
speaker.

The modes for poetry, Al through El, were the same. I
discuss the results of studying modes A and Dl, as I feel they
are used by the largest number of people.

After listening to autobiographical stories read aloud (Mode
A), audience members were asked to write for one minute at the
conclusion of each memoir. Their response could be any or all
of the following: ask a question, make a judgment, comment on
a vivid expression, offer a suggestion. Three or four members of
the student-audience then shared their reactions for the benefit of
the speaker and the other audience members.

An accent different from their own
caused a great deal of interferencet

and... many of the students reported
that they felt this was an "audience
problem " and not a "speaker
problem."

From my vantage point, the
audience activity was highly
successful. Every speaker was
given feedback in the form of
questions, praise, and/or
suggestions. I hadn't realized just
how difficult a task it was,
however, until I conducted a _—_^___—^__
survey regarding what it was like """""~~^~~~
to be an audience member for a
Mode A activity. The student-audience was asked to respond to
the following questions:

1. What is the most difficult part of being an audience
member?
2. Rate the relative difficulty of these tasks: asking
questions of the speaker, giving praise to the speaker,
offering suggestions for improvement
3. Which of the tasks did you do most often?
4. Do you remember any particularly vivid moment from
any memoir?

In reply to question one, the overwhelming majority stated
that an accent different from their own caused a great deal of
interference, and that in some cases, every bit of concentration

was required just to understand the words. Interestingly, many
of the student-audience reported that they felt this was an
"audience problem" and not a "speaker problem." Because there
were so many misinterpretations of the reading, many audience
members found it easiest to ask questions about what they didn't
understand. One reported that she found it difficult to have to
wait till the end to ask her question. She would have preferred
to interrupt the speaker. (On the other hand, having to wait
forced her to take notes. This benefit was not anticipated by
me.)

Audience members were evenly divided on rating the
difficulty of giving praise (question two). Those who had the
greatest difficulty understanding the speaker had the greatest
difficulty giving praise. One student reported that he liked to
give praise because, "it encourages the reader," another said he
liked giving other people "a feeling of happiness to be proud of
their stories." Most often, praise consisted of recounting a vivid
phrase enjoyed by the listener.

As I expected, suggestions were the most difficult responses
for audience members to give. One student wrote, "People don't
like when other people tell them mistakes." Another student
made the point, "It's hard to give suggestions when you are
learning a new language. Sometimes we don't know what is
right or wrong." This was another factor that I had not
considered

In response to questions three and four, most audience
members reported that they wrote "something they liked."

Almost all respondents wrote the
exact words they liked from the
memoir they heard. One student
said, "It made a movie in my
mind." Some said they liked when
the reader's expression of feelings
matched their own, what I call "the
cross-cultural empathic response."
Indeed, I can attest to the fact that

__—^_—_^__ the lovely and genuine outpouring
of admiration for each other's hard
work created a uniquely warm and

trusting atmosphere for the duration of the activity.

Although Mode A was difficult for the audience members, I
feel it is the most important of the ten modes I discovered, his
imperative that student-listeners be able to focus intendy on
orally presented prose: it enhances their ability to decode, take
notes, ask questions, offer praise and suggestions, and recall
specific statements. I feel positive that audience members would
be far less interactive with the speaker and the material if the
latter appeared in print in bout of them.

In exploring Mode Dl, speakers were asked to present a poem
read with correct mood, phrasing and emphasis, and to discuss
its form and meaning. Audience members were asked to read

(Ham MC LISTENING,
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the poem silently, listen to the presentation, write for one minute
(possible responses included asking a question, responding to
the poem, making an observation), and give the speaker oral
feedback.

Audience responses were all questions related to meaning,
e.g., "Who is speaking?", "What does line 7 mean?" Rarely did
a response fall into any other category.

In the subsequent survey, audience members reported that it
was very different being a listener to poetry to the memoirs.
One audience member summed it up well: "The speaker has had
much time studying the poem. We have it only for a moment
That's not long enough to formulate any great question or
observation." Half of the audience reported concentrating more
on the silent reading than on the oral presentation; the other half
reported concentrating equally on both. One honest
student-listener said that she completely ignored the oral
presentation as it caused her too much interference. She was
probably not alone, merely the only one who actually
acknowledged this.

We must explore ways to emphasize the
audience experience as much as we do
the other strands of language arts.

Every member of the audience responded "Yes" to the
question, "Would you like the teacher to tell you more about the
poem when the speaker has finished?"

I am struggling with the audience's rote in listening to poetry.
Perhaps the listening should be approached from the point of
view of appreciation of the language, rather than its effects.
Daily homework assignments required the students to find the
lines in the (heard) poems which formed "vivid images in your
mind's eye." But this is a task for readership, as distinguished
from audience, and all student-listeners said that if the poems
hadn't been in front of them, the entire exercise would have been
useless. I concur. But I would hate to give up the oral reading
of poetry for lack of an appropriate audience task! These
audience members are being exposed to literature they might
never encounter as readers, and moreover they are en joying it

As teachers of language arts, we have always directed our
students' attention to the areas of reading, speaking, and writing.
We complain bitterly about the lack of response from student
audiences. & is reasonable to assume that by exploring ways to
focus potentially passive student-listeners, we can create active
and even interactive audience members. We must explore ways
to emphasize the audience experience as much as we do the
other strands of language arts.

Bunny Daniels
Newtown MS

Questioning the
History Regents
question

A 68 on my Global History exam! I never got below an 85 in any
Social Studies exam. Where did I go wrong? I only got IS
pointsout of 40 on the essay part of the exam. This teacher" s
insane! He marks the essay too strictly. I don't know what he
wants.

When I gave my first exam this year to my Global History III
Honors Class, I was disappointed at the responses to my essay
question. I knew that they understood the material better than
their writing seemed to indicate. To help prepare these students
for the Regents Exam, I gave them Regents-type questions on
tests, but just having them answer these questions wasn't
enough. Most students need explicit instruction in how to
properly think through and answer a question of this son. This
year, I decided to leach the students how to answer Regents-type
questions by having them create their own essay questions and
answers. The assignment seemed to make sense to them.

I began by identifying die various parts of a typical Regents
question. In the question, there is usually an introductory
sentence regarding a general idea or ideas mat focuses on a
certain theme or themes in a historical period. After this.
Regents questions include key directive words so as to guide the
writer into answering the question in some specific way.

Discuss, describe and evaluate are but three typical direction
words that are used to introduce most Regents essay questions. I
have tried to demystify mis language by teaching students the
differences among such key directive words as explain (to make
clear by showing how a process works), identify (name, to tell
which ones) and show (to set form clearly a position by giving
examples which support it) I gave students examples in class of
bow such statements are written. For homework, students were
to make their own questions using these key directive words.
Here are some examples of questions that my students wrote:

Since World War U, the African nation of Nigeria has had to
deal with the problem of urbanisation. Describe the nature of
the problem and dhemts one important step this country has
taken in dealing with the problem. Bralmttt the degree of
success the country has had in solving the problem.

Describe two specific conflict situations at any period in global
history in which the nations involved attempted to resolve the
conflict by means of warfare.
Disemss how religion or ideology has been expressed through the
creative arts in one nation or area other than the United States
at any time in history.

Once the students had some practice in writing both parts of
an essay question, I asked them to write an entire Regents essay



NYCWP NEWSLETTER

question using only the history topics in Global History HI. The
students were firee to use all class notes, textbooks, and review
book. Here is an example of their work:

Geographic factors and locations have greatly influenced
developments in areas of the world. Select three areas from the
list below. For each area selected, discuss how the geographic
features and/or location of the area influenced the developments
in the area during the time period given.

AREAS

Egypt from 3000 to 1000 B.C.

Great Britain from 1700 to 1900

Greece during the Peloponnesian War

Rome during the Pox Romano

Not only did this question-posing help the students to review
the material that we had covered in class, but it also helped them
develop a sense of what they were going to be asked to do on the
Regents Exam.

Next, I had to teach the task of actually answering an essay
question. I began by asking them to quickly jot down all of their
ideas, and then to go back and use the question itself to begin a
revision of their rough drafts. I also told them to be sure to
include details and examples in their answers, and to write a
good summary of their main points. Finally, I asked them to
make sure their writing was legible, and at the end of the
process, to proofread their writing.
Although this wasn't new, they
began to pay more attention to
these instructions after we had
worked with the questions.

Scott was one of the many
students who, after some work,
wrote a good Regents-type essay.
Although he had almost no
problem in formulating an essay
question, be did have difficulty in formulating an essay answer.
This was his excellent, detailed essay question.

The imaginary nation of ACEVEDO is creating a new
government. Assume that it could call in as advisers the persons
listed below:

ADVISERS: Julius Caesar. MachiaveUi. John Locke.
Montesquieu, Napoleon, and Alexander Hamilton.

a. Choose Vote persons from the list above. For each person
chosen, discuss a recommendation that that person would be
likely to make concerning the purposes and characteristics of
effective government.

b. Select one person mentioned in your answer to part (a.),
above. Using specific references, discuss to what extent that
person's ideas have been put into practice during some time in
history.

As is often the case with an early draft, Scott's first draft
response was disorganized, with main ideas and supporting

Many of the students realized that after
having created their own essay
questions and answered them, they now
feel more confident in taking the
upcoming Global History Regents
examination.

details mixed together in long paragraphs. It also contained
many seemingly irrelevant statements. These include references
to other countries, local jobs, and wartime experiences. Scott
did not directly answer the question, even though it was his own.
Indeed, he strayed from the topic at the very beginning. No
effort was made to use the test question itself as the basis of the
topic sentence. His essay gives short biographical information
about the famous personalities instead of disclosing (the key
directive word) their recommendations concerning the purposes
and characteristics of effective government.

When I returned Scott's first draft, I met with him in person
and told him what my recommendations were for answering the
question the way he would have to if he wanted to do well on the
Regents Exam. Scott went home to work on his second draft

As I read Scott's second draft, I realized that he knew the
answer to the question very well. In a second conference with
Scott, I pointed out to him what parts of his essay would get him
a high mark on the Regents and what parts needed more work. I
recommended to him that he use the question itself as the focus
of his answer. Each of Scott's introductory statements (for all
three men) failed to direct the answer to the specific question
that was asked. Thus, there were still many sentences that were
not directly relevant to the issues at hand, sentences such as:
"His ideas helped to bring about the French Revolution"
(Montesquieu), and "He was born in 1469" (MachiaveUi). I also
directed Scott's attention to the beginnings of his sentences,

noting that nearly every sentence
began with the words "He
believed" or "He said." I showed
him how he could use transitional
words or expressions to vary his
writing.

On the positive side, I was able
to highlight several strengths in

____^^^^^^^ Scott's second draft. It is, in
general, a coherent essay

displaying logical thinking. It's obvious that Scott was
beginning to organize his ideas. It is also apparent that Scott
understood the meaning of "discuss" in the question. In each
case, he stated the famous person's observations about the
purpose of government. After our conference, Scott went off to
write a third draft.

O his third draft, Scott came up with a superior answer, as
follows:

MachiaveUi was an important political philosopher who
recommended that the most effective type of government is one
controlled by a strong prince. In his famous book. The Prince,
he analyzed the methods by which political power is obtained. It
could all be summarized in one word, power. There are two
ways of holding power: law and force. The first way is better, he
believed, but it is not always enough. So a good prince must use
the second way, the way of force. One of his famous suggestions
for rulers include "It is better to be feared than loved."

C HISTORY, maa p*e)
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Montesquieu was a major philosopher of the French
Enlightenment who stated his idea of the purpose of government
in The Spirit of the Laws. He said that in every government
there are three types of power. There is the legislative, the
executive and the judicial. He believed that these three sorts of
power should not be lodged in a single ruler. They should be
separated one from the other. If that is done, an unjust ruler can
be stopped by the power of the legislature or the judiciary. A
legislature that passes unjust laws can be controlled by the other
two parts of government.

A recommendation that Alexander Hamilton would make
concerning the purpose of effective government is the need for
strong central authority. As the Secretary of the Treasury under
President George Washington, he set up a plan to free the
federal government from this financial dependence on the states.
He wanted to make it the center of financial stability. This plan
included such proposals as paying off the national debt, raising
an excise tax and the creation of a national bank. In addition, he
proposed a protective tariff to give support to manufacturing
interests. Clearly, each of these ideas were favored by men of
wealth and business.

To sum up, all three of these "advisers" had very definite but
different ideas about the main purpose of government.

Another idea associated with Machiavelli is that the "end
justifies the means." This idea has been put into practice by
many dictators. For example, Joseph Stalin, leader of the Soviet
Union, applied this principle to his foreign policies. In 1939, he
signed a treaty of peace with Nazi Germany, Russia's worst
enemy. Stalin did this to stall for time to prepare for war with
Germany nearly two years later.

On his third attempt, Scott had developed a coherent essay
which was well organized, one which would probably get a good
score from a Regents examiner. He directly answers the
question. The topic sentence in each paragraph utilizes the key
words in the question itself, for example, "recommendation,"
"effective government," etc. This essay also supports its main
ideas with relevant details in a clear and logical manner. Last, it
summarized its major ideas in a concluding sentence that helps
end the essay in a logical and organized fashion.

Many of the students realized that after having created men-
own essay questions and answered them, they now fed more
confident in taking the upcoming Global History Regents
examination. At first, many objected to the extra work they had
to do because the other Global History Honors classes were not
doing this project I have noticed that their answers to the essay
questions on recent exams (some of them written by the students
themselves) are much more coherent The students are now able
to comprehend the essay question and answer it properly.

Nelson Acevedo
Newtown High School

Writing and 'rithmetic
I signed up for a Writing Teachers Consortium class in

September, 1988, looking for ways of using writing to improve
mathematics instruction. I hoped that by asking students to
write about math, they would become more active learners and
be better able to understand and internalize concepts.

As a result of this class, I decided to experiment with
learning togs~a place where students can write while learning
takes place. The purpose of these logs was to help students
make sense of new ideas, and to reinforce class-work and
retention of material. They also give students a voice in class,
and a means of communicating with me on an individual basis.

To introduce the learning logs, I asked my students to explore
in writing the most important idea that was investigated in class
that day. They were told not to repeat the aim, but to think and
write about it for five minutes, expressing the most important
part of the lesson in their own words.

For further entries in the logs, I provided students with a list
of topics they could write about such as:

a) What they had learned that period
b) What they did not understand
c) What they enjoyed
d) What they didn't enjoy

I also distributed sample learning logs, so they could see what
other students had written about and get an idea of the different
ways logs could be used.

Since logs are for personal reactions, I encouraged students
to express themselves freely, without being concerned with the
mechanics of the language. I wanted the logs to be a place
where they could think on paper about what they were learning,
and share their feelings about their successes or difficulties. I
found that the learning logs became an excellent forum for
communication between gnrifpfs and myself about potential
problems. Boy. was it ever a learning experience for me! I
knew from reading these togs what my students understood,
didn't understand, and what I had to reteach.

I sign discovered that the T'lttflfc** in writing did not interfere
with the students' ability to use language to help them
understand mathematical processes. Writing in their learning
togs helped to broaden their perception of mathematics and to
develop their ability to solve problems.

The logs served a variety of purposes. Some students, like
Michele and Sharouk used their logs to explain concepts in then-
own words.
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/ understand everything we did. I just didn't understand the
question we never got to (2x-4=0). What I learned was if the last
factor before the equal sign is a perfect square then the second
factor is double the square root. Michelle

I learned what a parabola looks Kite, that there's and axis of
symmetry which is the line going through the turning pt. There
is a min, and a max. turning pt. according to the IPs in the
example. Michelle

We learned to find the intersection roots of two equations. You
mate a graph of both of them then plot them and then you'U see
the 2 intersection pts. Sharouk

By explaining the concepts we had studied in their own
words, Sharouk and Michelle were clarifying the material for
themselves, in a way they might not have if they had only done
the problems by applying the formulas.

Jennifer and Barbara used the logs to verbalize questions
about what they didn't understand.

Dear Mrs Bernhardt, Today we factored quadritic equations
whose coefficients were not equal to one. This really confused
me. Some of it I understand. For example I know when you have
2x-8x + 6*0 that you are supposed to divide by 2 (the L.Cf.)
but when you have 3x + 7x + 2~0 I get confused. Jennifer

Today we continued quadratic equations on a graph. I
understand how to solve the equations but Fm confused on how
to find the x values if it isn't given. But eventually and hopefully
Fit catch on. Barbara

In the process, these students became clear about what they
had mastered and exactly where they had problems in the
learning process, and enabled me to focus review of material on
specific points that students had indicated. Their questions
became part of the direction of me class.

Another student. Lam, used his log to understand and explain
why his marks had dropped slightly, something that concerned
him. He also was able to verbalize his confusion and solicit
additional help from me. It's also amazing to see how this
student's writing has improved since he started the learning logs
in February, even though (or because?) I never stopped to
correct mechanics.

Recently my math's score are going down rapidly. I don't know
why. maybe it is influenced by joined the volleyball teamjny
test's score an usually upper 95. However I only got 90 at the
last test. Now I am so confuse at the new topic (How are the sum
and products of roots of a quad. eq. related to coefficients. I
hope my teacher can give me a extra lesson in Ms topic. I still
do my homework every day. but I have no time to study and I
can't concentrate in doss also. Any way I will work harder to go
through this. Good luck to my se^J Lam

Stephanie's logs were a delight to read. She combined what
was happening in her life with her exploration of mathematical
concepts, engaging in a more personal interaction with me.

I got a note from my best friend in Florida. (I know you should
call it a letter, but we actually do pass notes through the mail.)
Anyway, he says math is still confusing for him and he's lost
without having me there to translate for the teacher. She's a
fabulous teacher, as far as I'm concerned, but he says you've got
to think like a teacher to understand her and he's anything but
teacher material, so, I sent him a long and step-by-step
explanation of permutations (a week too late for the test but a
skill he'll need on the final exam.) We don't use the same
abbreviations but from the example he sent, I managed to put it
in his terms.

Fve decided to try keeping things organized. Let's see how long
I can do it before I break down. And jumping into math, the
whole purpose behind this log, I think I understand probablity
(or, at least, I did last night. I can't concentrate on anything
today. I forgot my asprin and I'm aching all over!) Hold on,
(this one, for some reason, gave me the most trouble.) 7
marbles: 3 red and 4 white. Probability that one drawn at
random is white, red. What did I do wrong? 7 marbles, white,
isn't it? Oh, Fm so confused! Well, I guess FU be seeing my
tutor today! Stephanie

Overall, the experience with learning logs was a very positive
one for my students and myself. Although I have no statistical
data, I intuitively believe that the writing they did in their logs
helped them to learn mathematics.

Since this was such a satisfactory experience, I began 10 think
of some of the things I did not incorporate this term but would
like to try next time around. A few of these things are:

a) Beginning the teaming logs the first day of class, asking
students to write about their goals
b) Asking student to share their learning log entries in
groups
c) Using the logs as a cooperative learning activity where
a group of students has to create a single entry, combining
the ideas of all the group members
d) Trying a statistical control

The writing we did in class was important to the students for
a variety of reasons. The logs provided them with a constant
means of communication with me, a place to describe their
feelings about learning math, their past experiences, and their
present needs; and a means of becoming more active learners
because they could think and write about mam while they were
trying to make sense of it

We must do all that we can to torn out students who are
"Mathematically Literate" for the next century. Writing in
learning logs is a means of achieving that goal.

Carole Bernhardt
SkeepsheadBayHS
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Book review
Words and numbers together?

"In a chemistry class, a student suited that if the pressure was
doubled with the temperature remaining constant, the volume of
a gas would be hoy more them it was. When I asked her if she
meant that the volume would get larger, she said, "No, smaller.'
When I then explained that hay mere them would mean larger,
one and a naif times larger, indicating the increase with my
hands, she said she meant twice and with her hands indicated a
decrease. When I then said, 'But twice means larger, two times
larger,' again indicating the increase with my hands, she said, 7
guess I mean **¥ leu thorn. It always confuses me."

This story about a student who understood a concept but was
wrestling with the language used to explain that concept is one
of many effective examples in Twice as Less, (W. W. Norton,
$8.95) by Eleanor Wilson Orr. The book explores the problems
students have with numerical calculations when the elements
used for those calculations are expressed in a particular type of
standard English. Orr's thesis is that if those linguistic elements
are understood differently in a dialect the student speaks at
home, then that student could have trouble using those words to
explain mathematical calculations. In her book, Orr looks at
Black English Vernacular (referred to henceforth as BEV), and
examines how differences between it and standard English can
interfere with students' abilities to translate numerical ideas into
words, and to extrapolate from the words of a problem a
reasonable mathematical equation.

Orr did not come to this issue from a particular theoretical
framework, but from what she noticed was happening with her
students at the Hawthorne School, a small, private coeducational
school in Washington, D. C, which she co-founded with her
husband, to the only statistics she gives on Hawthorne's student
body, Orr describes it as a mixture of students chosen by lottery
from the D.C. public schools, 98% of whom are black, and
middle and upper-middk-class whites from the surrounding
communities, who commute to Hawthorne for its high-quality
programs. The school began accepting students by lottery from
the public schools in 1972, and, by 1974, Hawthorne staff had
noticed that, as a group, the public school students had failed
over 87% of the math and science courses.

A relatively small school, Hawthorne programs 12-15
students a class and has an experienced, dedicated staff. They
provide bask skills courses, as well as tutoring, to all students
where there appears to be a need. Teachers at the school became
increasingly puzzled as the approaches they had used for years
did not work as expected. The students who were failing their
math and science courses were characterized as hard-working,
"perceptive, alert and quick" in other settings. Yet, Orr says, it
seemed to the staff that "...the things they (the students) did not
understand were of the kind one would expect only a person
who is limited in some way not to understand." (p. 20) Clearly,
that was not the case with these students. What, then, was

happening to them in their math and science classes, and what
could be done about it? The Hawthorne staff began to compare
notes about how these students were doing in various classes.

As June Jordan pointed out in her article. Nobody Mean
More to Me than You: and the Future Life of Willie Jordan
(Harvard Educational Review, August 1988), Black English
has rules of its own, rules that are as ingrained in the minds of its
speakers as those of any other language. Students who speak
Black English are not misusing standard English, they are
speaking another form of English with its own rules, and Orr
acknowledges this. After many hours of consulting together, she
and the staff at Hawthorne began to focus on specific points at
which the students' use of BEV seemed to interfere with then-
ability to understand the ways in which mathematical concepts
are presented.

Orr was able to examine her students' thought processes in
detail because of a particular component of Hawthorne's math
program. Starting in 1977, their algebra courses began with
word problems which required some reasoning to set up
equations, or to explain why a given equation was right or
wrong. This was to prevent students from following perceived
patterns without understanding, a coping mechanism that gets
many students through math up until high school. In this algebra
class, students were presented with some basic concepts of
algebra (e.g., ab means a times b), and then given a series of
word problems to think through.

While many of the students Orr studied wrote standard
English in school, she felt that some of them had picked up a
certain kind of language learning "...without the understanding
one might assume to underlie the words," (p. 40) as they had
picked up many of the conventions used to manipulate numbers
in math class, without necessarily understanding what those
manipulations meant. Orr found that a "number of the students
who continue to use elements of the vernacular in their writing
think more and understand more as they consider the truth and
falsity of the algebraic statements than do (some others who)
handle the assignments with fluent 'good English'". If using
language correctly is a student's primary concern whenever she
writes, she will lose touch with how to use the language to think.
"The requirement to explain in writing something as specific as
an algebraic statement," Orr found, "can gradually bring a
student's words into contact with what the student is thinking;
language then begins to become something a student thinks with,
instead of something he or she performs in order to be correct"
(p. 40)

In the course of examining students' explanations and
reasoning about equations, Orr began to come to some
understanding of types of student errors that had, at first, seemed
incomprehensible. Students were asked about things they had
written that seemed puzzling to the teachers, and, as they
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explained themselves, a picture of some of the points of
difficulty slowly began to emerge. What Mina Shaughnessy
might call "the intelligence of the error" began to show.

One of the areas that Orr focuses on most in her book
concerns the use of prepositions and conjunctions, words that are
often used in distance problems; for example, in the phrase "the
distance from Washington to New York City." In BEV,
however, one might get a "from...on" combination, such as "She
hit me and knocked me from the closet all d'way on the bed."
(131) "At" is often used in math problems to describe rate of
speed (e.g., at 55 mph) but may be used in a different sense in
BEV, as in, "He work at the outside." Orr found that speed was
seen by many students as a general description of whether
something was moving quickly or slowly, and not seen as also as
a function of time, as in "..Mt 75 mph for 3 hours."

To what extent does accustomed use of a word in one sense
interfere with a student's ability to adjust to the use of that word
in another sense? White I found myself wanting more specific
examples, Orr's research would seem to indicate that the
interference is great, and that such language interference might
well underlie the reasoning behind some of our students'
seemingly incomprehensible answers. An opportunity to think
on paper about the problems, and to talk about the places where
they have become confused, gives students a chance to clarify
their own ideas and to master new concepts. During this process,
students begin by expressing themselves in writing in their own
words, and then begin to address the language of the math book.

I am, however, left with some questions. The April issue of
Rotting Stone magazine contains a story on the actress Sean
Young, who apparently is taking algebra lessons. Her algebra
instructor says, "If you want to buy a dress for c dollars and I
give you a discount of d dollars, how much will you pay for the
dress?" Young doesn't know, according to the magazine
account This is certainly not because of BEV interference.
How much of the problems students from any ethnic group have
in reasoning with math on the higher levels is related to then-
lack of practice in thinking about numbers in words? How many
of our students have memorized ways to manipulate numbers
without a real understanding of what the operations mean?

Orr herself points out that one of the problems is that many of
the students in her study come to high school with a set of habits
that have gotten them through so far, such as seeing division as a
series of subtractions, or always subtracting a smaller number
from a larger, regardless of its place in an equation. It is in the
more complex functions of math and science, in algebra,
geometry, chemistry and physics, that those patterns of
manipulating numbers always in the same way, without regard
to the particular circumstances these numbers represent, begin to
stop working. This math history matches that of many of the
students we see in high school; some of us may also recognize
ourselves. The important thing is, as Orr says, "If these students
are not to become wed to the search for the memorizable,
habituated to faking it, or so discouraged or fed up that they drop
out, they must be trapped into thinking beyond the algorithms,

where concepts, right or wrong, will develop, and where
incorrect concepts, previously held or newly developed, will
become visible."

Another question mat arises, and that Ms. Orr does not
address, is the extent to which the difficulty that speakers of
BEV had in thinking about problems given in standard English
is related to the low status of BEV in our society. Wilbert
Laurence, a colleague who teaches science at Bryant High
School, suggests from his experience that the problem of moving
from a dialect to standard English is easier in a country where
the dialect is seen as legitimate. In the West Indies, the teachers
who use standard English as the language of the classroom also
speak the local dialect Both languages have a legitimate,
important place in the mainstream society, and it's expected that
students will continue to speak both. "It's a rich language." Wil
says. "It's one more thing you can do."

The relationship between writing and mathematics has been
coming under more scrutiny of late. An article in the March 22
New York Times describes a call from the National Council of
Teachers of Mathematics for a "curriculum that should
emphasize students' developing 'problem-solving sltills'-being
able to think, read, write, and speak "the language of
mathematics." In the April, 1989 National Writing Project
Quarterly, Judy Grumbacher, a physics teacher from Fairfax
County, Virginia, described what she and her students found
when she began using teaming logs in her physics classes:

".../ saw that successful problem-solvers used their logs to think
aloud on paper, to explore approaches to a problem, to wrestle
with the ideas of physics contained within ttae Bombers
(emphasis mine). Less successful students' logs were mostly
numbers, with little explanation of where the numbers came
from, and why they were manipulated the way they were."

The subtitle of Orr's book is, "Does Black English stand
between Black students ami success in math and science?" Orr's
findings would seem to indicate that it does, as might any
habitual use of language in a way that differs from the careful
rules applied to mathematical constructs. So does rote learning,
the memorization of patterns without understanding. Yet this is
bow many students survive their early math classes, classes that
are supposed to lay down the foundation of understanding for
future, higher-level math classes. This book has many
suggestions for the types of exercises teachers could use that
would require students to dank about way they are manipulating
numbers in the ways they have chosen. Orr emphasizes mat
teachers need to see students' ideas early on, in order to correct
the misconceptions that cause the problems. Her book is a
practical addition to the growing body of work on the
math/language connection, and it would be useful for math and
science teachers. It is also of interest to teachers curious about
the thoughts that lie behind any written expression, thoughts that
can exist in even the most badly-phrased writing.

Mekade Hammer
NOSSOM Community CoUtge
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Steal these ideas
Pauline Mullaney's English classes at Franklin K. Lane HS

are engaging in "mind travel." To utilize her students'
inquisitive natures, Pauline encouraged her students to take
"mind journeys" to research an area of interest to them. She
asked them to figure out what they wanted to know more about,
and to explore that subject

Students were issued "passports" with their name and picture.
On the back were two cdumns~"destination", the topic the
students wanted to study and "presentation." Pauline became the
"travel agent," who helped the students choose their
"destinations" and make travel arrangements. They met every
Friday for a month.

Topics were as diverse as the students in each class: dyslexia,
the interior of a snake, Socrates, the Bermuda Triangle,
Beethoven, upstate New York, fresh water fish, the early history
of witchcraft, pit bulls, classic cars, Epcot Center, the music of
Santo Domingo, Edith Wharton, Pompeii, and New York City's
sites and landmarks.

During the weekend, the students would use then-
imaginations and their senses~at museums, concerts, and plays,
reading, talking with people, or listening to music-to travel to
other places.

Next, students wrote about what they had learned during the
weekend and gathered materials that could be used to
accompany their oral presentations. Students used audio and
visual aids such as maps, charts, audio cassettes, Sags,
photographs, books, magazines, and even rocks. After the
presentations, the rest of the class wrote in their journals about
anything new they learned.

Writing about the process of writing has become an integral
part of our classrooms. Whether students are engaged in
creating works of an or writing research papers, we ask them to
write about the actual process, (e.g. What problems are you
having? How have you solved them?) and use the writing to
generate «•!»«« or ™»«ii group discussion.

Candy Systra, an English teacher at Bronx Regional HS,
developed a new approach to "process writing." Instead of
group discussions about the progress students were making or
the problems they were encountering. Candy B**̂  each
student/participant to write a letter which would be read by
someone in the class. (Students didn't know who their partners
would be.) In these letters, students wrote about where they
were in the project, how much they'd done, what they'd begun
to notice, and any problems or questions they had.

When students finished writing. Candy collected the letters
and distributed them randomly. Receivers then responded in
writing and hand-delivered their responses to the writer.
Afterwards, partners could discuss their letters/responses with
each other, or a whole class discussion could take place.

ESL students love to talk about their countries. Susan
Guzman, on child-care leave from Monroe HS in the Bronx,
developed a sure-fire way to engage students in reading, writing
and conversation. Since ESL students may be from a variety of
countries, Susan suggested that they create and share travel
brochures.

First, the class as a whole decided what items should be
included in the brochure (e.g., climate, sights to see, national
holidays, regional foods.) Students could work individually or
in groups to write a first draft of their brochures. Some might
need time to do research by asking friends or relatives for more
information, or by consulting a text

Next, first drafts were read to the class or to small groups, to
determine if any additional information was needed. Completed
brochures (artistic students may do illustrations) could be read to
the class, duplicated, and distributed as reading material, or hung
up on a bulletin board in the room.

Do your students have the "book report blahs?" Are you tired
of reading one summary after another? Marcie Aronson and
Theresa Bailey of Evander Childs HS have found a way to make
book reports interesting and innovative. Marcie and
Theresa-influenced by the work of Nancie Atwell, who engages
in extensive letter writing with her students about the books they
are reading-experimented with a variation on this idea.

During English classes, pairs of students chose the same book
for outside reading. They agreed to write and exchange letters as
a means of expressing and sharing their thoughts on the book.
The exchange of letters took place when students were midway
through their reading and again at the end of the book; each
student wrote a minimum of two tetters and responded to two
tetters. Students could write and respond to each other any
number of times.

Robin Cohen
Martin Luther King Jr. HS
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From a teaching journal
During the WTC, I opted to write an account of what it was

like for me as a reader, writer and teacher to keep a reading log
and work in a reading group, and also, how this experience
influenced my thinking about using reading and writing in the
classroom*

As a reader, I began the course realizing that my early
experiences with reading were built on fear and competition. A
product of parochial school education. I fail to recall any time
when reading was a pleasurable event In the early grades,
reading group assignments were solely based on ability and I
often wondered how I measured up in terms of "grade level",
despite the fact that I was, more often than not, on the academic
honor roll each quarter.

There were pins and certificates awarded to those who read
the most books in a week and/or month. Religious articles such
as holy pictures, rosary beads and medals were also used as
incentives. SRA activities revolved around achieving enough
85% scores to advance to the next color (which signified level of
difficulty).

When it came to volunteering oral responses, I dared not raise
my hand unless I was absolutely certain of an answer, since I
often witnessed the biting verbal criticism (and corporal
punishment) of many classmates when incorrect. I vividly recall
a poetry recitation contest in the fourth grade, where the girls
were assigned to memorize the first stanza of "The Owl and the
Pussycat" and the boys the second stanza. The following day,
the Sister had each student stand and recite, basing the grade on
the performance of the group; however, we were given the
added option of achieving 100% if any one individual
memorized the entire poem. I decided to try for the grade of 100
and was feeling very confident until the girl before me made the
same attempt and was verbally belittled and embarrassed in front
of the entire class when she made an error. At that point, I opted
to go with the first stanza only; my goal was to "get it over with"
before I fell into the same trap. So much Cor the boost of
self-confidence. Some students would tough during these
situations, but I was simply grateful not to be the target

Thinking back, I remember that I used to become physically
in every morning for nearly the first five years of my education.
My true salvation must be credited to my mother, who assured
me that I simply had a "nervous stomach." She left college to
raise a family, but worked with me at home, using storybooks,
magazines and, as I fondly remember, allowing me to read

• articles with her many evenings. As I was the oldest
of four children, I often wonder now where she found the time.
Here, I was safe, comfortable and never chided for not knowing
a word's meaning or proper pronunciation. Reading was always
encouraged.

High school and college reading was always assigned.
Summer vacation meant reading eight to ten books from the list
of approved titles distributed each June-followed by "book
reports" to be submitted each September. So much for the
annual "What I Did On My Summer Vacation" composition.

When it was announced that we would read a novel during
the Reading-Writing Connections course, offered by the Project
at my school, I was a little less than overjoyed; but that was
then-this is now. Admittedly, for the first time, I did enjoy the
experience, due to the way the assignment evolved.

The idea of reading groups and literature logs initially seemed
to be regressive; however, the purpose of my taking the course
was to enhance my skills in the classroom, so my reluctance was
short-lived.

The use of literature logs provided an opportunity for
questions and feelings in response to the material. In the end, I
believe I had a greater understanding of what I read, and sharing
these things in a reading group brought clarity to assumptions
and decisive answers. One's understanding is so often
determined by the experience one brings to a task. The
background of the group members was varied and further
enhanced the novel's message.

Primarily, I must credit the instructors with setting the
tone-no pressure, continual positive reinforcement, sharing
ideas and insights-exactiy the kind of situation one strives to
create in the classroom, regardless of grade level Ah, the light
goes on and brightens little by little.. J'm getting it! I also had
a greater awareness of my dual role on two sides of the desk.

As a writer, I always felt more confident, since silent response
was more my forte. The objective of the written responses we
were asked to make was generally the same-to gain greater
understanding through reflection-and the format variety
provided motivation and enjoyment

Throughout the course, I was more than willing to employ
these techniques in my classroom. Preconceived notions about
students' reluctance to write was probably the catalyst to my
taking the course in the first place.

The special education students with whom I work all tend to
fear writing activities as solely judgmental and, over the years,
such tasks have created in mem a feeling of academic failure
which only furthered general self-doubt Naturally, who
wouldn't try to avoid such feelings?

As a teacher, I have tried to employ in my classroom some of
the techniques I have learned. I have used tetter writing to have

(Flew M JOURNAL, mnt Hf«)
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students respond to a given poem by addressing the poet, rather
than me. Triple entry" was used to respond to given quotations
from Romeo and Juliet. As a result, my students easily
recognized thematic parallels in the reading of West Side Story.

Following the "wilding" incident in Central Park, which
unfortunately involved one of our special education students, the
"buzz" in the class required addressing, so I asked the students to
respond through free-writing. Feelings ranged from
embarrassment and anger to outright condemnation. The class
was able to use this activity as an emotional release as well and
the willingness to share individual writing was overwhelming.

Overall, the Reading-Writing Connections course has
prevented me from getting into a rut as an educator. Working
with an already difficult population is often frustrating, and it is
tough not to project these altitudes onto my students.

Just knowing that I genuinely valued their input helped to
abate their fears and concerns about putting something down on
paper, which is the comfort I, myself, felt while in the course.
The point is that everyone has something of value to say (or
write), and if one is in an environment that encourages such
expression, skills and attitudes towards the academic experience
are enhanced.

I look forward to utilizing the techniques I have learned and
anticipate terrific things from my future students. I also hope to
create the atmosphere of comfort and confidence I experienced
while participating in the Reading-Writing Connections course
and highly recommend that such services to educators of all
levels and curriculum areas continue. The learning experience

be positive and painless after all.

AnneKeegan
Stevenson HS.

Project notes
This year has been a busy one for NYCWP writers. Last

October, NYCWP ushered in the Reading Series, and to date,
fifteen Project members have read from their work to audiences
in people's homes. We beard exciting and varied poetry
selections, sections from novels, and short stories, while
partaking of Sunday morning brunch at the homes of April
Krassner and Linette Moorman, and Friday evening desserts at
the homes of Lisa Rosenberg and Ellen Shatz. Thanks to those
who opened their homes to us, and to those who bravely shared
their work. The NYCWP Reading Series will continue in the
fall and we look forward to further riches, both culinary and
literary.

This year we saw the advent of a NYCWP Saturday morning
writing group. Once each month, Patsy Brown and April
Krassner led the group in a writing activity. Afterwards,
participants had time to go off and write, then share their work
in small groups. The dedication of people willing to rise early
on yet another Saturday morning shows again how important it
is for many of us to find time to write and share.

Publication kudos! Joan Donner, who teaches at the Adult
Learning Center at Lehman College, had a piece of writing
published in the May. 1989, New Woman. Her moving essay
tells of the experiences of adult learners as they struggle with
reading, writing, and the role of literacy in their fives. Adult
karner-and maybe some of our younger students-will
recognize themselves, or people they know, in this piece.

When NYCWP member Gail Katz was asked by Carol
Diament, National Educational Director of Hadassah, to write
about her experiences as a widow for an anthology of The
Jewish Single Experience, Gail told her that she could not write

an essay on assignment-but that she would show her pieces she
had already written. That was back in 1987. Next month, The
National Haddassah Convention in Atlanta, Georgia will focus
on the newly-published anthology, Jewish Marital Status,
which contains excerpts from Gail's work, A Time to Mourn, A
Time to Dance. Gail will be leading a panel discussion on the
text

A Time to Mourn, A Time to Dance"grew out of discoveries
Gail made while participating in the Guidelines for composing
with Mickey Bolmer and Helen Ogden in the Summer '85
Institute, when she describes hearing "more stories, more music,
more arguments inside of me."" While she did not write for
publication, Gail will now be a published writer, and part of a
national speakers'retreat

Zephryn Conte, a Project member from the 1987 Junior High
School Writing and Learning Project Summer Institute,
presented a Spring Festival of the Performing Arts with her
students at the School of Visual Arts on June 1st Students from
the Clinton School, a New York City middle school with an
extensive visual and performing arts program, wrote their own
plays, musk and lyrics for the festival As Zephryn tells it,
"This whole production is the result of an applied writing
process that we have moved through over a three-month period.
(Students were) writing for a purpose-just tike the pros!"

The Institute for Literacy Studies and the New York City
Writing Project completed another summer of intensive courses.
Azi Ellowitch and Lena Townsend ran the Summer Institute for
Adult Educators. Melam'e Hammer and Nkk D'Akssandro
coordinated the Summer Seminar on the Teaching of Writing,
and Ronni Tobman and Marjorie Pena facilitated the companion
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Writing Teachers Consortium for New York City high school
teachers. Due to the popularity of our previous Inquiry courses,
we also ran a summer Inquiry course, led by Paul Allison and
Robin Cohen, dealing with language diversity. In a new course,
Critical Inquiry Through Video Productions, developed and run
by Ed Osterman and Pam Sporn, participants explored ways to
bring video production into their classrooms to enhance literacy.
The New York City Mathematics Project also offered its second
summer institute, under the able guidance of Ray Durney,
Stanley F. Taback, James Bruni, and Helene Silverman.

Have you been sitting around with your feet up recently,
wondering how me New York City Writing Project gets all those
good ideas for meetings? From the Meeting Committee, of
course. For the past two years, meetings have been planned by a
dedicated group consisting of Suzanne Vaknza, Ed Osterman,
April Krassner, Sally Ann Keith, and Elaine Avidon. Having
fulfilled its mission, the committee is dissolving. We thank
them for all the interesting meetings they have provided in the
past We now invite all Project members to join the new
Meeting Committee. Have any ideas you've always wanted to
see done? Feeling good about everything you've gotten from
the Project, and want to put something back? Contact Elaine
Avidon in the Project Office, and volunteer to form the new
meeting committee!

Susan Guzman has put her child-care leave experiences to
puWishaWe use. Her humorous piece on the trials of
nursery-school admissions appeared in the Westcbester Section
of The New York Times on Sunday. April 9. Susan,
apparently, was able to find a room of her own.

We've been cited! The Language and learning Core at
Newtown High School, skillfully coordinated by Ed Osterman,
has been included on the 1989-1991 list of Centers of Excellence
by NCTE (National Council of Teachers of English). Out of 500
applications from outstanding English language arts programs
around die nation, NCTE chose 131 for this citation. The Core,
part of the Writing Teachers Consortium, was the only public
high school program in New York City to be recognized. The
Language and Learning Core, comprising an in-school Writing
Project consultant, four teachers, and one hundred sophomores,
encourages teachers and students to use writing as a tool in the
mastery of all subject matter. WTC participants teaching in the
Core are: Carole Schwartz (English), June Gugluzza (Biology),
JeanmarieFinan (Speech), and Cally Lefkarites (History). In the
past, Michelle Casaletto (English), Renee Kranz (English) and
Marianne Votava (Speech) developed and taught in the program.
The Newtown Core, now in its fourth year, continues to do the
write thing.

The NYCWP Newsletter would also like to take this
opportunity to issue its first (and only) Annual Contributor's
Award to Ed Osterman. Without the steady flow of Ed's pieces
and other contributions, this newsletter would be much more
difficult to put out May be serve as an inspiration to us all!

Melauie Hammer
Nassau Community College

Teachers as writers
Can I read this stuff?-l

Preparing for a reading
You're nervous about the reading? That's crazy," I remarked

flippantly to Thomasina LaGuardia. "It's just IS of us and most
of us are friends," I continued, trying to reassureiher that she had
nothing to fear.

Thomasina proceeded to tell me how anxious she was about
reading her poetry on the upcoming Sunday at Linette
Moorman's house. She began to talk about sleepless nights,
about the difficulties of choosing the right pieces, about the
endless rehearsals she had put herself through in order to find the
right way to read each poem to her audience.

I was surprised. When April Kiassner had first suggested to
the meeting committee that the Writing Project begin to hold
informal readings around the city to give all of us a chance to
share our writing with each other once again, I never viewed it
as an occasion that would produce feelings of anxiety. After all,
I had nothing but warm memories of the final read-arounds that
ended each course in which I had participated. I recalled the
laughter and the applause, the poignancy, and the silences.
When we read our work in those read-arounds, we felt so close
and I always remember being amazed at how good so much of it
was. Here was a chance to bring mat all back on a regular basis.
Why would mat make Thomasina so apprehensive?

We continued to talk. She confided how difficult it was for
her to read her poetry to an audience, even one composed of
friends and colleagues. She had spent weeks selecting material,
choosing one poem while rejecting another. She had used a tape
recorder to practice different ways of reading each poem, each
time playing back the tape to judge her own performance.

"Oh, don't worry. You'll be fine," I said and hurried on my
way.

The following Sunday, a group of Writing Project teachers
gathered at Linette's house for the second official reading of the
year, It was a tovely group of people, aU of its happy to be there
sharing bagels and coffiK m Linette's spacious living room. All
the readings-by April, Michael Simon, Martha Sussman-were
wonderful, but, perhaps because I knew bow tense she was,
Thomasina struck a special note. As she read, it became
apparent to me that the rigorous rphcarMls she had endured
resulted in something more than I had expected. This was a
performance-and a superb one. Poised and formal, she held all
of us spellbound for fifteen minutes. Her voice was warm and
gentle. She sat erect but leaning inward, as if she was shyly
offering herself, as well as her exquisite poems, to her audience.
At that moment, I realized mat a good reading, however intimate

Me PREPARING,
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the audience and setting, is something more than a casual
sharing of one's work on die final day of a course.

On the way home, I began to get nervous. Thomasina's
performance altered my perception of what these reading might
be, and I was scheduled to be one of the readers the following
month. I had neither thought about what I was going to read
much less rehearsed it Now, I began to realize what Thomasina
and, I suppose, all the other readers had come to discover,
preparing for a reading is no simple matter.

First, there was the matter of selecting the material I knew
immediately that I didn't want to read one of my innumerable
"teacher pieces." The newsletter has been filled with those over
the years, and I wanted the audience to remember that I, too,
could write fiction or biography. There would be no classrooms,
no teachers, and no issues from me at this reading. So, I pulled
out a file buried under mounds of winter scarves on a shelf in my
bedroom closet in search of a more personal piece of writing I
had done several years before in one of the Project courses.

"I'll read the blue glass story," I thought, "Or the poem on my
father." Here's where the trouble began. As I began to read
through it all, I began to reject one piece after another. This
shits! How could I ever have thought this was good? This one
cuts too close. I can't read something so revealing. This might
do, but it's not as good as I recall. I'll have to start revising."

I finally found something I thought might work in a reading,
but I had to admit that this story, started and finished hi the
Consortium atBrandeis HS in 1982, was not quite as good as I'd
remembered. Reading it now, seven years later, I had to admit
that it needed some polishing, some adjusting. The passage of
time and my own standards had changed my perceptions of my
work. So I began to revise. The mam character was too hard. It
took too long for the action to start I needed a new scene
somewhere to point out a crucial character detail. My writing
group-yes, after all these years, the prospect of the reading sent
me back to a writing group- listened intently, made good
suggestions, and supported me throughout

And so there I was, two weeks before the reading, revising a
story I had put away seven yean ago. I was working hard and
writing steadily and enjoying the entire process all over again. It
made me remember that revision never really does end. That we
can, in a sense, go home again on paper, but that in doing so, we
need to be prepared to wrestle with ideas, emotions, and words
we may have thought we were done widt When my work was
completed, about a week before the reading at Lisa Rosenberg's
apartment, I felt proud of what I had accomplished. The story
was better dun it had been, and what's more, it came closer to
what I had originally wanted when I was impelled to put it on
paper back in 1982. It was essentially the same piece, but a
DKVC nfiOFOUS SAO ̂ mtfu^y fniflQ flUHI PCCO 8t WQnC QQ It*

Throughout this process, Thomasina kept inquiring about my
progress. She kept offering suggestions about ways I might

rehearse; she kept sharing anecdotes about what had happened to
her. I felt a bond between us that had never existed in the three
years we'd worked together. I knew I knew her better having
heard her poetry. What's more, the serious way in which she
prepared for the reading only increased my respect for her.
Clearly. Thomasina valued her work and her audience. She
made me realize that the prospect of going somewhere to listen
to people read from their work raises the audience's
expectations. I fastened to her suggestions; I didn't want to Jet
my audience (or myself) down.

I didn't rehearse as rigorously as she did. Tape recorders did
not get pulled out of drawers. But as I read my piece orally a
few times that week, I would hear bits of dialogue that didn't
work. I'd notice sentences that didn't have die right rhythm for
the character's voice and I'd make more changes. I now knew
what Robert Towne, the acclaimed screenwriter, meant when he
said in an interview that he frequently rewrites dialogue once be
bears the actors speak the lines. So, my rehearsal time involved
as much polishing as it did oral practice.

Friday night arrived. Like April and Linette before her. Lisa
put out a luscious spread of food and drink. When my turn to
read came, I found that I was surprisingly calm. I read
expressively and enthusiastically without a single nervous
moment Afterwards, people came up to me (as well as Alan,
Joya, and Sallyann, the other readers that evening), eager to talk
about our writing-and their own as well How nice and how
rare it was to be able to discuss one's writing in such a warm and
inviting atmosphere!

I know that this process wouldn't have been possible with
every story or poem one writes. So many creative works are
fixed in time and should not be changed. Still, the demands of a
public reading-even a casual one among friends and
colleagues-forces one to look at one's work in a different way.
Will a larger audience understand this? Will they laugh where I
laughed? Will they be touched?"Do I really want to share this?
Can I share this? Will I look different to people after having
read it aloud? How will they react to my passions, my demons,
my obsessions? These are scary questions, but healthy ones to
ask from time to tune.

I'm glad I read at Lisa's. I'm glad I heard Thomasina read,
and everyone else who has been brave enough to enter the
revision process once more and gracious enough to agree to
share their work with us again. These readings have been
wonderful ways for us to get back to what we loved when we
first discovered die Project-die joy of hearing fine writing and
the joy of doing fine writing. It's also a chance to make new
ftiends and to discover new things about old friends. Writing is
always hard work, and reading one's work to an audience means
taking a chance. But having an appreciative and eager audience
waiting to hear the fruits of one's labor makes it so worthwhile.
I hope more of us take the chance.

EdOaermait
New York City Writing Project
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Can I read this stuff?-1l
Journal of my process

Thanksgiving, Saturday, November 26,1988. Today I read
through all the poems silently, gulping down a sense of
shame—too revelatory, that bad word "confessional" Some are
just clinkers! I suppose I've limited my choices too
much—won't read any of the Letters for the Dead, or anything
that's been published anywhere, even a one-page English
department handout.

Friday, December 2. Read through again, placing yellow
stick-urns on ones I might use. Scarey! Tried writing
"patter'-those "few words" I might say here and there.
Explanations. Comic relief. Necessary because I'm moving
from print-where any interested reader could reread, ask a
question—to ephemeral speech. Too, I'll have to help orient
listeners to the referent of 'you'-not always the same 'you* and
not one person in the room that morning will be any of the
'yous*.

I'm shaky, a wreck really. How did I get into this? Maybe
it's possible to bring these to the more public, published
moment-it is a small audience, all Project folks, but still-the
Double is I'm responsible to bring them a performance—they're
going out of their way on a precious Sunday moming-the
trouble is they're so penonal-the trouble is my track record of
crying when I've read...

Saturday. "Patter" is premature,
do first.

I have a lot more work to

Sunday, December 4. While reading silently, sort of
'listening* in my mind to January 22,1 winnowed some choices
because of sticky places. Two poems went because they depend
for effect on typography. In others, troublesome lines seemed to
lift themselves right off the page, or my light pencil brushed
them away!

Saturday, December 10. My friends must be getting sick of
my chewing on the question of choosing poems-Which ones?
Can I? Today I read to myself in a low voice, something
between reading silently and reading aloud. Wanted to listen to
what the poems are saying-and back over the years to what my
heart was saying then. Some of it is very affecting. But I'm
protected from dissolving in tears by unadulterated tenor of
January 22!

That amazing dung happened again-sometimes even with
poems I wrote long ago-thai still, through countless revisions,
nestled in the folder with all their bumps and blemishes, knobs
and knots and gnarls. I usually gave up trying to smooth them
out rather ttM"1 lose something I meant initially. But this
reading-for-the-Reading! Knots untie themselves! Words
change places! Words walk off!

Sunday. Boys playing piano and records in the next room.
Behind my closed door I read aloud the surviving stick-umed

poems into the micro-cassette recorder my son Gabe gave me
last Christmas, "So you can compose while you commute."
He'd heard me talking about Toni Morrisson's doing it-Still
haven't got the hang of it

I find it's still revising itself, mis opus of mine. As I read into
the tape, a few more "removeables" removed themselves. Either
I read it other man the way I wrote it-better, more naturally-or
the words tripped me up. But either way the revision was
evident, easy. It's exhilarating-revision doing itself. I dare to
wonder if I've actually developed a poet's ear. Never spent
enough time writing and reading poetry. I'm easier to find in the
kitchen or a classroom somewhere than at my work. But today a
thrilling sense that I'm exercising some sort of power I didn't
know I had. Has slow-and-steady won the race? Do I really
know what I'm doing?

Monday. Played back the tape. More revision miracles!
More must go. Two are just plain tedious. More are
embarrassing. I'm trying to be mature about this, but do I really
want to invite "the entire New York City Writing
Project"-that's the way the question always comes to me~to
visualize me in bath, bed, burning???

Friday, December 16. Overwhelmed with anxiety. How can
I spend several weeks in this state? I wish it were all over.
Tomorrow I'm on for getting the tree, shopping, etc. Won't be
able to return to this 'ill after Christmas. I'm writing this now,
not to forget

Months ago, my sister Diana and some good friends at the
Project offered to help with selecting, listening, talk. I often
invoke their offers-it helps to know they would help-imagine a
"rehearsal" in my apartment-Diana. Gail, Beverly, Barbara, Ed,
Candy, Nick, ranged around the room-they'd enjoy the tree, I
tell myself-but impossible! I'm not even ready to work with
one of them. Partly it's that I hate to spoil the effect-the gift I
want to give on January 22.

Sunday, January 15. Today recording, timing, revising,
choosing, making lists. I called Beverly and we laughed at my
safe and not safe lists. She helped analyze what's not sttfe-badi
what's too exposing, and what seems to make me cry. At the
time it seemed good news, just to discern differences, but now
it's returned to being frightening.

Evening, called Candy. She's brave (just what I'd expect
from a N.U.RS. alum). "You can do whatever you want with
the time. Do you want to make copies of a poem and hand it
out? You codd bring a tape and say,'I didn't feel able to read
this one, so I recorded it...'" Very liberating. Sometimes I think
things might actually work out.

Monday. Four sides, two hours of tape. I've listened to
every session right after recording, but don't go back to old
tapes. They're not performances, not precious, only practice. I
just tape over.

(Hew «* JOURNAL, mat
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The electrifying question is still, Cam 1 read this stuff?

Thursday. Carried my work in an extra briefcase to Lehman
today, wondering, "If I crash and the car bums..."

Back in the city Beverly and I went to a park. I read to her.
Found myself editing even for her. Sun kept hiding behind
buildings. We were blue, went inside, did some more. Are the
body parts too shocking, and what will the eminent Avidon,
Wilson, Peri, Asher, Devenish, Sterling think? She's right: a
non-literary audience would be more intimidating because more
intimidated. Still, to myself I'm nicknaming my portion of the
Reading 'Baths & Showers.' Not so funny.

Saturday, January 21. Less than twenty-four hours and
counting! Worked ail day, especially on order of poems and
vocal attack for each. I know now where to "patter" and what to
say. Less is more. No more recording. No more timing by the
clock, only by feel, like cooking, like music.

Contained the poems in a new white folder. Contained the
butterflies in my stomach. Called Diana and asked her to be my
audience for a dress rehearsal. Bathed, dressed, got there at
5:30, refused wine, set a chair and table a distance away as if she
were across the circle from me. Different from sitting close to
Beverly, or mouth-to-ear on the phone. Found my posture,
found my voice level. I did all I plan to do and say. She smiled,
frowned, nodded, applauded. I feel almost okay.

We cut out 'At Home With the Jocks' and 'Since the
Divorce.' I told her about my'Baths & Showers'title. She said
it's all right, not indecent One poem I couldn't read to her was
'beloved sister.' Went home and put the folder to bed at the
frontdoor.

Sunday, January 22. It was great! The only poem I
couldn't read was 'beloved sister* because, especially after last
night, I regretted Diana wasn't there at Linette's. Other regrets:
that everybody wasn't there, that I didn't bring a tape recorder,
that no one video-taped. In the morning Beverly came and we
drove to Brooklyn so tarty mat we walked around the
neighborhood, turning blue, me prattling. There's no one I'd
rather go to the Yukon with!

Before we left, Gabe gave me a little advice. He told me
Frank Capra said when be first started directing movies he
thought it was great if an actor cried, but later be realized it was
better when the audience cried. •Remember that. Ma." This
morning when I tried to read 'beloved sister' I almost cried, but I
didn't

Been home nearly four hours and my hands are still ice.
Can't do anything but walk around this place, still dressed, very
excited, every once in a while touching the folder, wondering
when and where my next reading will be, and who will come.

TkomisiiutLaGuardia
Writing Teachers Consortium

Read This Now

I'm back. You'll find me
next to the shoe tree in the closet I know
it's been years, life goes on, etc., national
borders are altered. It was me renewing
your Scientific American subscription. Do you
remember the lobster tank down by the wharves
the night you threatened suicide
from the canal bridge and I slept fitfully
at the local Y? I thought we might
get together, etc. The other day I walked by
our favorite parking space. It was still
free. I stood there in the bright January
sun imagining it was dark and raining, just
for effect, etc* I was that nostalgic.
I hope you don't mind. There are roses
in the fridge. Some bad news though-
they're tearing down our favorite movie
house.

Alan Devenish

The Geometry of the
Excited Species

That night I danced nude on top of your desk, careful
not to get footprints on your dissertation. In dim light
you did a slow strip to Earth Angel which I heard
for the first time as a kid in the garage where Albert
lifted weights and crooned along to the radio.

We imagined all the high-powered telescopes across
the river in Fort Lee trained on your new picture
windows. It might be too late for those curtains.

Oysters at the coffee table, the last of the champagne.
I don't remnnber what it was we were celebrating. We
toasted our favorite suffixes, a blind faith in happy endings.

In Chemistry, if I remember right, one way to recognize
certain enzymes is to beam a light on them and if they
start dancing they're the ones.

Last week a friend died. I was out buying a cake,
a Christmas tog, to bring him on the Eve. Instead
the phone rang. So I sat home alone and began to ead.
I was glad it was not as good as the one he made for us
back of bis mite shop, that buche rich with rum, when
we'd just met

I sat there at the table, and ate and ate till it was gone,
every last bit

AlanDevenitk
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On Avenue X

Reading Four Quartets on the D train
Cortelyou Church Newkirk

Little Gidding it through a Brooklyn of winter swimming
pools wrapped in black plastic bare backyards heading
for a bay named for some cartographer's spelling error
destination Avenue X but it never hurts to ask directions
Nab he don't go all the way to the end. That's
the sewer. Turn left up at Coyle.

A raid on the inarticulate
Bring me back a sheep's head she said (linguistic
Salome more interested in the morphology of desire than its
execution)

All those outings to the beach changing trains
atDeKalb AuntClair cousins chairs canisters bags
in and out of tunnels toward blistery blue days salt
smell of pickles in brine barrels under the el
the sea where sidewalks drifted into sand the soft borders
of memory sandwiches shivering between fingers
blue and shrivelled sunburns mudfights sunsets elegant
skeleton of the parachute jump fireworks grit in
the crotch drowsing ride back on cane-cushioned subway seats
inland air heavy again
at the heart of this dull broad borough

Man in doorway in december holding a silver sun
reflector to his fact storefront headquarters for

hydrocephalus the sign says next to a picture of
the founder high school designed not to inspire
genius but hygiene citizen and penman-ship not
the precise anarchic slap of a basketball on marble
tiles poster outside typing room depicts bad habits
little insects "poor posture" "sluggish movements"
and worse "Vote for Gino Bocchino" the handmade
placard through the auditorium porthole
adolescents on stage improvise some pantomime of love
or just relax between rehearsal the girl lies prone
the boy lounges she rises lithe and Eve-like from
her own rib as if cued (some music muted by heavy doors)
and an other watching

The room desks circled a coffee urn cookies tea
by the blackboard what to say on the subject on this
warm winter afternoon? Between freezing and melting
the boy outside the gate his red varsity hockey jacket
leather sleeves folding a girl in the sun
her white hands spread on the red field framing the two
crossed sticks the soul's sap quivers her breath
just visible above his shoulder the notion of a soluble
universe growing up without a telephone the tendency
to write things down my tamer's father racewaOced here
while down the hall who rises from what Edenic sleep?

Allan Devenish
New York University
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