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Editor’s Corner

As we begin a new decade and continue the fourth volume of Notes on American Letters, we are grateful to our readers 
and contributors for their endless patience and understanding of the intricacies of the online publication process.

In this issue, we move forward with our Intimations series with a poetic gaze at the effects of climate change in our modern 
world, followed by a dual-vision exploration into the many facets of interpreting the poetry of Robert Frost in the high 
school classroom and in life in general.

Additionally, we examine the current state of English curriculum as well as its historical evolution, paired with suggestions 
on how to deal with an ever-changing classroom. Our Writers’ Words column returns with wisdom from James Baldwin, 
Rosellen Brown, Michael Chabon, and Barack Obama to inspire our journey into a new calendar year. A film review of The 

Mission offers a look into the lasting influence of film in the classroom and includes specific resources relating to the film 
to help understand power structures and other important but perhaps emotionally dense topics in the classroom.

Finally, we continue with our Principal Project series which includes interviews of principals around the country and even 
the globe in order to have a more diverse understanding of educational systems both near and far.

Again, thank you for supporting NAL and not only enabling us but also inspiring us to move fearlessly into a new decade.

 

Lindy Magiera

Design & Production Editor
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Toward A Climate Change Poetry Curriculum
Anne Lutz Fernandez

As this school year began, fires were incinerating swaths of the Amazon, giant glaciers were abandoning Greenland for 

the ocean, and Hurricane Dorian hulked over the Bahamas, pounding its tiny islands again and again. Late and at last, I 

admitted to myself that I have been selfishly sandbagging the shores of my English classroom against the realities of cli-

mate change. Why? It seemed too big.

In four lines, Jane Hirshfeld’s “Global Warming” helps explain my early avoidance: 

   When his ship first came to Australia,

   Cook wrote, the natives

   continued fishing, without looking up.

   Unable, it seems, to fear what was too large to be comprehended.

My comprehension of the threat of climate change has steadily grown, and as it has, so has my fear. Still, year after year, I 

continued to choose to view education on climate change as the work of science and social studies teachers or of extra-

curricular club advisors. Today, I can no longer ignore my dread or my students’ as they see climate disaster news stories, 

learn in other classes about what’s happening to the planet, and directly experience storms larger and more destructive 

than those I experienced growing up in the same county.

Poetry, small and contained, always seems like a good place for me to start when I’ve been avoiding new challenges in 

my classroom. So it would be here.

Repurposing classic poems I’ve seen students grapple with successfully in the past but with the new lens of climate would 

be my first safe step. I thought immediately of Andrew Marvell’s “A Mower Against Gardens,” an early lament of man’s 

meddling with nature, which I’ve taught in the past during a unit on pastorals. The reproach of the first stanza alone would 

launch a discussion of the morality of our use and abuse of nature:

   Luxurious man, to bring his vice in use, 

   Did after him the world seduce,

   And from the fields the flowers and plants allure, 

   Where nature was most plain and pure.

How has our pursuit of luxury resulted in climate change? How do owe define luxury? What are the implications of this? 

These are questions the poem raises. Marvell’s imagery feels hyperbolic today when we see it as referring to the advent 

of the English garden and hybridization of his day, but not so much when we read into it the climate change that we are 

living. I selected two other poems that I have previously taught in other contexts, Emerson’s “The Rhodora,” a poem that 

insists that nature does not exist for its utility, and Wordsworth’s “The World is Too Much with Us,” to include in my first 

cache of climate poems.

Developing a climate poetry curriculum, I did not want to focus just on poems that explore and celebrate nature; I wanted 

to find and plan lessons mostly around those that tackle how we seek to control and exploit nature and at what cost—

those often distinctly referred to as eco-poems or environmental poetry. Many of both types can be found in two recent 

anthologies that I have started to plumb: Here: Poems for the Planet, edited by Elizabeth J. Coleman (Copper Canyon 

Press, 2019), and The Ecopoetry Anthology, edited by Ann Fisher-Worth and Laura-Gray Street (Trinity University Press, 

2013).
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As I became familiar with more climate-oriented poetry, I started to think about the various ways in which I tend to orga-

nize the study of poetry in different courses, including by theme, by literary movement, by type or form. While a thematic 

unit on climate change poetry may be possible in some classes, in others I will need to tuck poems into existing units. 

A unit on sonnets could include a few from a sonnet cycle by Craig Santos Perez, “Love Poem in the Time of Climate 

Change,” as an illustration of how contemporary poets are using the form. Sonnet XVII presents a demonstration of the 

nature of human interconnectedness: 

   I love you like this because we won’t survive any other way, 

   except in this form in which humans and nature are kin,

   so close that your emissions of carbon are mine, 

   so close that your sea rises with my heat.

A study of villanelles could include Leo Boix’s “Villanelle (Un Paisaje),” based on the Bosch painting, “The Garden of Earth-

ly Delights.” Then there’s scientist Dr. Greg Johnson’s surprising illustrated haiku, a set of found poems based on a 2013 

report from the International Panel on Climate Change, which can be found in video form online.

Several helpful online resources are filled with other contemporary poems squarely on the topic of climate change, most 

notably “An Anthology of Poetry on Climate Change” edited by Carol Ann Duffy for The Guardian (May 11, 2015), from 

which I pulled “The Last Snowman” by Simon Armitage, with its sobering central image, a saddening symbol for melting 

glaciers and lost innocence, one that, despite its Britishisms, will resonate with my students here in New England. (There 

are others in this collection with regional appeal, such as “California Dreaming” by Lachlan McKinnion, as well as provoc-

ative photograph pairings and evocative audio of renowned actors reading the poems.)

A simple Google search surfaced “Some Effects of Global Warming in Lackawanna County” by Jay Parini, which, like many 

of the contemporary poems that speak to me, references young people: “Kids in T-shirts run to school, unaware / that 

summer is a long way off.” Less apocalyptic than some others on the topic, the poem lists the kinds of visible changes in 

climate that adults, with our memories of how it was when we were growing up, cannot ignore. Its ending, though not 

without tension, holds hope: “..., my heart leaps high— / a deer escaping from the crosshairs, / skipping over barely frozen 

water / as the surface bends and splinters underfoot.” And if my students and I are going to work with more than a few 

of these poems, we’re going to need some hope.

Because we are going to need some hope, we’re going to need some Joy Harjo. The current poet laureate’s work “Once 

the World was Perfect” does take us into the apocalypse: “We destroyed the world we had been given / for inspiration, 

for life.” But it doesn’t dwell long there, where “now we had no place to live,” but, critically, it reemerges—in a vision of 

rebirth made possible because of simple human kindness and collaborative work—into “the next world...into this morning 

light.”

Helpfully, for those of us who teach adolescents, poetry on the heavy theme need not be without (dark) humor, as 

McSweeney’s proved with a parodic collection, “Classic Poems Modified for Climate Change” by Dan Young and David 

Henne, which could be used when teaching parody or when teaching any of the poet “contributors,” such as T.S. Eliot:  

   April is the cruelest month, breeding

   Lilacs out of the dead land, but 

   July is super cruel also, scorching 

   Orange orchards so juice costs 

   Like $12, and avocados…

   You can just forget about avocados.
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Twitter, along with literature-oriented Facebook groups such as the AP Literature page, has become a meaningful resource 

to me for literature lesson ideas. On that platform, I find chats cumbersome, but following the hashtags #teachlivingpoets 

and #ecopoetry are helping me grow and prune all of my lists of poems and poets for whole class work and independent 

study. One young living poet I learned about this way whose entire collection stands out is Gabriel Ojeda-Sagué; his bilin-

gual Losing Miami is composed of inventive poems exploring the coastal city’s past, present, and future. In some of them, 

climate change is only hinted at. One of these is an unsettling poem (that immediately evokes Elizabeth Bishop’s “The Art 

of Losing” and could be paired with it) that begins: “First, imagine the loss of something small. / Now, imagine the loss of 

something about your size. / Then, imagine the loss of something very large.”

On The Poetry Foundation’s “Poetry and the Environment” page, I found Lilace Mellin Guignard’s “Lullaby in Fracktown,” 

with its direct address to the child of a fracking worker, a poem that steps straight into the contentious political debate 

often framed as one of jobs versus the environment. And it will be necessary to enter this debate, as uncomfortable as it 

will be for me—because although the students in my predominantly conservative district understand that climate change 

represents a threat, they hold a spectrum of views on how it should be addressed, and avoiding or seeming to stifle that 

conversation would certainly lead to some students disengaging from our study of this type of poetry, whether it is pre-

sented in small doses or larger treatments.

I am still thinking about the cynics in my classroom when in my Internet roamings I come across a video posted by the Unit-

ed Nations in which Kathy Jetnil-Kijiner from the especially vulnerable Marshall Islands reads her poem “2 degrees.” In a 

second video, Jetnil-Kijiner explains what poetry can do in the face of climate change. She provides a cogent explanation 

that will help answer the inevitable student question, “How can a poem fight climate change?”

Eventually but not finally, I discover “Inheritance,” a poem by John Agard, one of my favorite living poets. Its multiple 

instances of personification veer from wrenching (“the ailing sea shudders in its own slick”) to wryly whimsical (“the grass 

goes nostalgic at the mere mention of green”) and the speaker wonders, on behalf of “the meek,” what earth they will 

inherit, hinting at the differential effects climate change is having and will have on the rich and the poor. “Inheritance” 

will serve as a launching point for my students to write about the world they think they will inherit, the one they want to 

inherit, and the one they want to leave behind.

So many talented poets around the globe are writing with beauty, grace, and ferocity about the existential threat of 

climate change, only some of whom I have come to know. But with this bit of preparation, I think I’m ready. And I feel 

ashamed to have waited so long. And I know it is a little thing. But it is something. It is something I can do.
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Possibilities with Robert Frost
Greg and Carmen Bartley

While reading and contemplating four famous poems by Robert Frost, it was difficult to push from our minds the faces 

of disengaged students from our past—students for whom reading Frost was a chore, or worse. How many times did we 

as English teachers give students poems like these and expect them to “get it,” to “find the answer,” to “figure it out?”  

English teachers, especially those at the secondary level, are positioned as content-area specialists, many times by their 

preparation programs, and almost always by schools. We are supposed to be the ones who carry around the ever-shining 

torch of English literature knowledge which is to be passed on to our students who are positioned as waiting and (not-so-)

eager to be filled up with said knowledge. At this point in our lives, careers, and education we know that this is actually 

not so. Our students know a great deal about English, literacy, and other things that schools purport to care about. They 

know about big ideas and specific evidence. They know about themselves. They know about their identities, their commu-

nities, their histories, and constantly grapple with their place within all three. Therefore, we are taking a bit of a different 

approach to Robert Frost than the traditional text-centric lens that many secondary English teachers utilize in classrooms. 

We will lay out how we used different stances within a reader response lens (Rosenblatt, 1982) while reading these poems 

and what using that lens might mean for English teachers and students who encounter Frost. 

In constructing reader response criticism or reader response theory, Louise Rosenblatt conceived of reading as a “trans-

action, a two-way process, involving a reader and a text at a particular time under particular circumstances” (1982, p. 

268). She also separated reading into two stances from which readers choose: the efferent, in which the reader seeks to 

carry away information; and the aesthetic, in which the reader’s attention “shift[s] inward...on what is being created during 
the actual reading” (p. 269, emphasis in original). This is not to say that readings are all efferent or all aesthetic but “any 

reading event falls somewhere on the continuum between the...poles” (p. 269). Poetry, like that of Robert Frost, would 

seem to lend itself to an aesthetic reading. However, the typical secondary English classroom continues to be concerned 

with students drawing meaning from the text, attempting to somehow figure out the “author’s purpose” in creating texts, 

to find the answer. This framing, as well as the assignments that go along with it, positions the reading of poetry as an 

efferent exercise, rather than an aesthetic experience.

Interestingly, I (Carmen), drawing on my experience as a high school literature student and university literature major, 

found myself taking this efferent stance while reading. I actually removed myself from the equation in search of the au-

thor’s purpose. In “Mending Wall” I sensed the anxiety of one who wants to change and who wants to share an experience 

with another, while the neighbor is bent on maintaining the status quo of keeping others at a distance. The narrator is 

questioning his experiences (“Why do they make good neighbors?”), while the neighbor is more comfortable with what 

already exists (“He will not go behind his father’s saying”). 

In “Birches,” I sensed the same wistfulness in the narrator as in “Mending Wall,” seemingly thinking if only I could alter 

nature’s course, if only I could speak out against the norm. The birches in the poem, similar to the wall in “Mending Wall,” 

are long-standing fixtures (“though once they are bowed / So low for long, they never right themselves”). However, the 

narrator in “Birches” approaches this natural design with more of a playfulness than the narrator in “Mending Wall.” The 

“Mending Wall” narrator views the natural order as more of a burden that would be a struggle to change; in “Birches” the 

narrator imagines how wonderful and delightful it would be to alter the course of the natural order

Further, it seems as though the neighbor in “Mending Wall,” who “moves in darkness” at the end of the poem, is unaware, 

or is perhaps too stubborn, to emerge from the tradition of separation. It is nature’s design for people to come together, 

to not be separated by walls (“The gaps I mean, / No one has seen them made or heard them made”), but humans inter-

vene to keep one another at a distance. 

In “Design,” similar to “Mending Wall,” I believe it is human nature for us to want to understand everything as we perceive 
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that it should be—the wall should not have gaps in it and “What had that flower to do with being white?” Humans seem 

to be uncomfortable with uncertainty or a lack of control or understanding. “Stopping by Woods on a Snowy Evening” 

echoes the notion of nature’s prevalent design: man has no control over the snow that is being dropped, the way that 

creatures interact, the boulders from the wall that fall, or why the birches bend.

In each of these four poems, I believe the narrators are examining their relationships with nature. These relationships, on a 

metaphorical level, I think represent man’s relationship to change, to tradition, and to the ability to have power in creating 

change. Robert Frost’s poems are full of questioning, engaging readers to think beyond the natural order.

I (Greg), instead, read Frost’s poems from a more aesthetic stance, allowing the poems to “stir up...personal feelings, 

ideas, and attitudes. We lend our sensations, our emotions, our sense of being alive to the new experience which, we feel, 

corresponds to the text. We participate in the story” (p. 269-270). In fact, my first thought when reading “Mending Wall” 

was that the lines “We keep the wall between us as we go. / To each the boulders that have fallen to each” illustrate the 

inability for a person to have the same exact experience as another even when participating in the same task or thinking, 

drawing upon my study of Rosenblatt in connection to my academic research. This idea of the inability to fully grasp the 

experience of another emerged later when Frost says, “He is all pine and I am apple orchard,” meaning that while they 

are sharing the same space, their understanding of that space is very different. Finally, I have been thinking a lot about 

the necessity of people to unlearn in order to become better people, which I connected to the idea of a breakdown in 

relationships or a lack of understanding when the neighbor “will not go behind his father’s saying…‘Good fences make 

good neighbors.’” This is to say that there isn’t one unifying “meaning” that I took from the poem but instead a variety of 

ways that I connected with the texts.

When reading “Design,” as with “Mending Wall,” I made a connection to the necessity of interrogating our ideas through 

conversation in order to come to greater understanding. This connection manifested itself in the relationship between the 

“spider, fat and white,...holding up a moth.” I can see how one might focus on the “death and blight” within the poem, 

but my experience led me to instead position these two possible foes as necessary to each other’s experience in the 

world. I took up this idea again when Frost brings together the disparate parts of the scene through a series of questions: 

“What had that flower to do with being white, / The wayside blue and innocent heal-all? / What brought the kindred 

spider to that height, / Then steered the white moth thither in the night?” Here, I was still centering the need for humans 

to be social, but the end of the poem (“What but design of darkness to appall?— / If design govern in a thing so small”), 

and my recent work with pre-service teachers, moved me from the growth that comes from interactions to thinking about 

developing relationships. Humans, and specifically students in my thinking, can be wary of others (teachers) until those 

others show that they care and can be trusted. While my interpretation may be different than others’, I was able to make 

connections to the poems that were meaningful to me because of the aesthetic stance that I took when reading.  

“Stopping by Woods on a Snowy Evening” and “Birches” both transported me into the outdoors, though I had very dif-

ferent interpretations of what each meant. “Stopping” made the think about the setting that I was in at the time: a warm, 

bustling coffee shop, and the people I shared it with. I made some surface level connections to the setting of the poem as 

outside the coffee shop window snow fell and 15-degree wind whipped. But my main focus, really, was that I was having 

a shared experience with others working in that space. The narrator in “Stopping” is at once a part of an expanse that is 

not his, but also sharing that place with the owner and his horse. This led me to consider the nature of what it means to 

own something. In this case, I and the narrator understand that where we are is technically owned by someone (“Whose 

woods these are I think I know...his woods”), but that person, by the very nature of the owned space, cannot own the 

experiences that happen there. In the poem the narrator admires the beauty of the snow and takes in the silence, while I 

read and drink my coffee and listen to the conversation of those around me. Both the narrator and I will eventually leave 

our respective places because of “promises to keep” and other things to do “before I sleep,” but here and now we have 

unique experiences in someone else’s space.
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“Birches” also takes place in nature and while reading it I recalled seeing birch trees “bend[ing]...down to stay…[from] ice-

storms,” but mainly I thought about the nature of truth—or “Truth” as Frost puts it. This “Truth” is rooted in the past, in 

tradition, but I viewed myself more as the boy who decided to make a change. I do not view the world through the lens of 

big T Truth; instead, I embrace the subjectivity of vantage, just as the narrator does as he imagines a boy expertly bending 

those branches. The narrator’s conception of the boy, for me, becomes a metaphor for a way I might create change in the 

world. The boy learns that in order to “subdue his father’s trees,” in order to make change, he must first learn what the 

traditional ways are. He must “learn about not launching too soon” and come to fully understand the status quo “to the 

top branches, climbing carefully.” He must then take his time in taking “the stiffness out of them,” and he must do this 

work “over and over again” if he wants to permanently bend this world into a different kind of structure. This playfulness, 

agency, and subversion that the narrator imbues in the boy is much more hopeful than the “Truth” of overwhelming ice-

storms with no values or care. While reading, I reified my hope to enact subversive change in my small corner of the world: 

“One could do worse than be a swinger of birches.”

Carmen’s response illustrates that ways that she has been socialized by her education. She is searching for what she thinks 

the author means and extracts information to try and support this authorial interpretation. This reader response is formed 

from years of being asked on standardized tests to infer authors’ meanings; to select the best answer choice from a list of 

options of how others interpreted the poem; and from finding literary elements, like themes, motifs, and symbols, being 

positioned as the purpose of reading. While distilling these elements might eventually be linked to students’ own expe-

riences, from the outset, Carmen’s relationship with the poems, similar to so many students, is one of reading to achieve 

the “correct” interpretation, rather than reading with any sort of real engagement with the poem. Many students are more 

comfortable in the realm of searching for the answers; after all, they are trained for years to read through this lens. For 

students to be “retrained” to see themselves in the literature, as opposed to seeking an author’s answer, we must reframe 

the way that we are teaching literature.

The aesthetic stance that framed Greg’s responses to Frost shows personal engagement with the texts and, we would 

argue, more of what we would hope to see from students when they come in contact with poetry. While his focus is not 

on finding the “answer,” Greg does engage with a myriad of interpretations based on his own experience, worldview, 

and ideas. He also discusses many literary elements in his responses, even if they are not the primary focus. That is, by 

centering students’ aesthetic experiences with poetry, we can still get at the “academic language” or state standards that 

informs our practice. But, more importantly, we allow students the opportunity for something else as well. Greg’s respons-

es show that he cares about the poems and his interactions with them. He is in conversation with the poems; there is a 

dialogic transaction taking place in a specific time and specific place that might possibly be transformative (Lysaker, 2018) 

and we believe that that is what we (should) want for our students.  

If we want students to possibly connect with poems like “Mending Wall,” “Design,” “Stopping by Woods on a Snowy Eve-

ning,” and “Birches,” then we need to allow for the possibility that their connections will take a variety of forms (including 

little or no connection) and might not align with ours. From there, we can open up opportunities for authentic conversa-

tions between students and teachers, but we have to value students’ experiences over “analysis.” This is a paradigm shift 

in the way that many teach English, especially at the secondary level, but it is one that we must make if we truly care about 

student engagement with poetry.

Works Cited
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Teaching Research
Melanie Huynh-Duc

Examining the English Curriculum 

This issue’s column taps into the discourse of current journals regarding the English curriculum. The first article examines 

the history of the English curriculum and how its evolution has led to less academic freedom and flexibility for teachers. 

The subsequent two articles provide specific suggestions for teachers who are seeking to implement pedagogy that pro-

motes student choice and equity. 

As we enter a new decade, perhaps it’s time to challenge the traditional literary canon and those outside the classroom 

who have defined the English curriculum: the policymakers, the curriculum developers, and the test creators. Let’s strive 

to take students’ academic and emotional needs into account via fresh literature and thoughtful pedagogical strategies.

 

Phi Delta Kappan: “What is English? Who Decides? An Interview with Lisa Scherff” 

Lisa Scherff is a high school English teacher who has “worn a lot of different hats” by serving as a researcher, university 

professor, state chapter president of the National Council Teachers of English (NCTE), and editor for the English Edu-
cation journal (45). In her interview with Kappan, she discusses the history of the high school English curriculum since 

its inception—around the beginning of the 20th century—and how its evolution has led to less autonomy for its current 

practitioners.

First, Scherff states that “we (English teachers) inherited a curriculum that we didn’t define, and which has always been 

in tension with how we hoped to teach and what we saw as the needs of our students” (45). She points out that the cur-

riculum was born out of the interests of university presidents and professors who were worried about “college entrance 

requirements and the specific books they wanted students to have read before they got to campus” (45).

Scherff also discusses the tripod of the curriculum, which is “language, writing, and literature” (45). She acknowledges 

how the “language leg”—i.e., grammar—is often shorter than the others because “not many teachers spend a lot of time 

teaching grammar anymore” (46). Furthermore, the “writing leg” is difficult to settle on because “we’ve always disagreed 

about what kind of writing to teach—writing about literature? Argumentative essays? Journalism? Creative writing?” (46).

Therefore, the “literature leg” of the tripod has always “tended to be a lot bigger than the others.” In the 1970s, a move-

ment replayed “the same old struggle over who gets to define the curriculum” as elite professors pushed certain classics 

and standards while classroom teachers argued “students need a broader curriculum that helps prepare them for life” 

(47).

With increased accountability, educational standards, and high-stakes testing, Scherff states that “a lot has changed over 

15 years” with classroom practices. Rather than reading complete texts, students are “assigned just to read short excerpts 

and pull out evidence to answer test questions” (48). Even with writing, many districts are doing “little to no extended 

writing, no process writing, no research papers,” and teachers are being made to “teach canned assignments, which no-

body enjoys” (48). 

In fact, Scherff calls this top-down approach to curricula “educational malpractice” (48). “In my district,” she says, “we’re 

not supposed to teach any novels until after the high-stakes graduation exam” which takes place in early May (48). 

So, what is English? According to Scherff, it should be “reading great novels and poems, stories, nonfiction, plays, and 

young adult fiction…writing poems and stories, journalism, and essays; studying grammar, debate, argument, rhetoric” 
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(49). However, to many public school systems, English has become “a very narrow set of lessons and tested skills” (49).

How does an educator counteract history where an antiquated curriculum still dominates? Scherff says she cares less 

about teaching classics and is “much more open” to teaching young adult and contemporary texts that “meet my stu-

dents’ interests,” and “teachers ought to think of the classroom as a laboratory, where we can constantly experiment with 

our teaching and curriculum to try and make it work better” (49). 

How does an educator actively engage students when little to no student choice is permissible in a mandated lock-step 

curriculum? Scherff says she hopes that the “pendulum swings back toward English teachers having more freedom to give 

students choices”—otherwise, “we’ll lose a whole generation of students who won’t be lifelong readers” (49).

Ultimately, Scherff argues that “English teaching is a way to promote social and educational equity, giving all students the 

tools they need to communicate effectively across a range of contexts” (49). 

The next two journal articles explore ways to do just that. 

The Alan Review: “Leaning into Young Adult Literature as Our Curriculum: The Intimacy of Choice” 

In this article, English teacher Sarah Donovan explores how she arrived at the conclusion of “lean(ing) away from whole-

class novels or units developed around a theme” because it felt too much like “covering” (88). Instead, she gives her stu-

dents the freedom of choice, opening up “opportunities for discovery and exploration” that she feels had been previously 

denied for individual students (88). 

Donovan points out there are “a lot of great books out there not making it into the hands of our students because of past 

practice” (88). In order to innovate the curriculum, Donovan exhorts that teachers commit consistent class time—such as 

10 minutes at the start of each class—for a student’s personal choice of what to read. Ways in which teachers can assess 

this silent sustained reading are by noting students’ novels and page numbers, occasionally pausing to ask one or two stu-

dents about their choice. “These 10 minutes… may have the greatest impact on the reading lives of your students” (90).

The following are books Donovan suggests for students: 

  • In Sight of Stars by Gae Polisner—The main character grieves the loss of his father in this novel that   

   navigates therapy and recovery after a traumatic event.

  • Blood Paint Water by Joy McCollough—A historical fiction novel set during the 17th century that uses   

   second-person narration and poetry to capture a brutal but true story of rape and torture.

  • The Night Diary by Veera Hiranandani—Set in India during 1947, this epistolary novel (in the form of   

   diary entries) chronicles a young girl’s journey as she comes to understand the impact of   

   the end of British rule on her half-Hindu, half-Muslim family.

  • #NotYourPrincess: Voices of Native American Women, edited by Lisa Charleyboy & Marybeth 

   Leaterdale—This compilation features words, art, and photography of 58 Native women.

  • Hope Nation, edited by Rose Brock—This compilation features personal stories and original essays   

   from 24 young adult authors. 

Because students often become intimately involved with the literature that they choose, Donovan also recommends giv-

ing permission for readers to “read at their own pace, stopping as needed, seeking support as needed, or abandoning a 

book as needed” (88).
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After reading time, Donovan suggests offering an opportunity for students to connect their work in a think-pair-share or 

whole-class discussion. She posits the following discussion questions: 

  • What’s hard about being human for your main character? 

  • How does the writing style enhance, create, or distance tension? 

  • What is one word to capture what happened in the plot today? 

  • What do you want to know or understand better? (90)

Additionally, Donovan recommends the following resources for teachers seeking for to promote curriculum change and 

student autonomy: Kelly Gallagher and Penny Kittle’s 180 Days: Two Teachers and the Quest to Engage and Empower 
Adolescents (2018) and Kate Robert’s A Novel Approach: Whole-Class Novels, Student-Centered Teaching, and Choice 
(2018).

Conclusively, Donovan believes that in “offering the classroom as a safe space to uncover stories…teachers can validate 

the place of choice and voice in our story of English education” (91).

English Journal: “Miles Morales: Spider-Man and Reimagining the Canon for Racial Justice” 

In this article, English teachers Mario Worlds and Henry “Cody” Miller expose how deference to White supremacy contin-

ues to persist in language arts classrooms because few have challenged the established Eurocentric literary canon. Literary 

works found in almost every high school—such as To Kill a Mockingbird or Invisible Man—bring up the issue of racism 

either from the point of view of a white character learning about racism (rather than personally experiencing it), and/or 

present racism as a relic of the past. The canon further “perpetuates White supremacy by positioning white authors as 

essential to cultural knowledge through descriptors such as ‘classic’ and ‘foundational’” (44), which precludes students 

and teachers from being able to engender meaningful discussions about racism in contemporary contexts. 

Through young adult literature and mindful pedagogy, Worlds and Miller believe that the English classroom can become 

an optimal place to “name, challenge, and ultimately dismantle oppressive systems” that the traditional English literature 

serves to reinforce (43).

One such work that offers students a chance to examine the school-to-prison pipeline is Jason Reynolds’ novel Miles 
Morales: Spider-Man. In this text, Spider-Man is re-cast as an Afro-Latino male, eponymously named Miles Morales, who 

comes from an urban background but attends a privileged Brooklyn boarding school. This novel follows Miles through 

one year of high school as he deals with his antagonizing history teacher, a White male named Mr. Chamberlain, whose 

“instruction reflects racist beliefs” (46). By offering alternative representation of the hero and the villain, this work not 

only challenges what should be considered a “valuable” text in the classroom, but it may also serve to “dismantle racial 

hierarchies” (46).  

Worlds and Miller also suggest that this novel disrupts the school-to-prison pipeline because the hero “destroys illusions 

of who commits crimes (Black males) and the heroes who save society from them (White police officers)” (45). In pairing 

this novel with other nonfiction texts, such as Michelle Alexander’s 2012 book The New Jim Crow: Mass Incarceration 
in the Age of Colorblindness, “students’ historical understanding of the school-to-prison pipeline and its connections to 

American slavery” can be deepened in ways that are not possible when teaching only traditional canonical texts (47-48).

Ultimately, Worlds and Miller acknowledge that Miles Morales and the school-to-prison pipeline is just 

“one text and one racist policy,” and “we must reimagine the canon” to address how racism is perpetuat-

ed in a myriad of ways within society and schools (48). An invaluable source for teachers seeking to “splin-

ter the racial hierarchy that reigns over English curricula” is the hashtag, #DisruptText, a recent Twitter move-
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ment by teachers where weekly online chats address problematic values presented in canonical texts (49).  

Whatever teachers must do—whether confronting their school districts’ limiting pacing guides or challenging the classic 

White-dominated literary canon—classrooms must stimulate important conversations and champion student voices and 

choices.
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Writers’ Words
Lucy Milner

The Writers’ Words column offers snippets from the writing of miscellaneous observers and writers who have something 
evocative to suggest to educators (particularly those of English language and letters) and their students. Readers report 
using these fragments as prompts for essays and discussions and as catalysts for aspiring and reluctant readers and writ-
ers. This issue, we include a bit more of the writers’ biographies as they relate to the power of literature in their lives and 

their embrace of the vocation of writing.

James Baldwin, the oldest of nine children, grew up poor. Although he worked at sweatshops as a teen, from a young age 

he spent any free time reading and writing at the public library. He explained the power of books: 

“You think your pain and your heartbreak are unprecedented in the history of the world, but then you read. It was books 

that taught me that the things that tormented me most were the very things that connected me with all the people who 

had ever been alive.” 

He also said: “You write in order to change the world, knowing perfectly well that you probably can’t, but also knowing 

that literature is indispensable to the world. The world changes according to the way people see it, and if you alter, even 

but a millimeter, the way people look at reality, then you can change it.”

     James Baldwin, American writer and activist

     (1924 – 1987)

Rosellen Brown explains what words meant to her from an early age: 

“I was nine when words began to serve their extraordinary purposes for me: I was lonely and they kept me company, they 

materialized whenever I called on them, without an argument or a competitive leer”. . .“I still write for the same reason 

I wrote when I was nine years old: to speak more perfectly than I really can, to a listener more perfect than any I know.”

“Writing, getting something down on the page, is a gratification that, like a child faced with a candy bar and an empty 

stomach, I have trouble postponing.”

     Rosellen Brown, American novelist and poet 

     (1939 – ).

Barack Obama sat down in the Oval Office seven days before his departure from the White House and talked with former 

New York Times chief book critic about the indispensable role that books have played during his presidency and through-

out his life—from his peripatetic and sometimes lonely boyhood, when “these worlds that were portable” provided com-

panionship, to his youth when they helped him to figure out who he was, what he thought and what was important. At the 

end of Mr. Obama’s presidency, he explained that he would read fiction for about an hour on most nights because reading 

fiction left him “better able to imagine what’s going on in the lives of people throughout my presidency.”

     Barack Obama, American president and writer 

     (1961 – )

Michael Chabon once spent five years working on a novel and though he ultimately set the book aside, he considers the 

process to be a learning experience, saying, “I think that if I learned anything, it’s that you can feel completely despairing 
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and hopeless and in over your head and lost and incompetent in the course of writing a book, but that doesn’t mean all 

those things are true. You can fight your way through those periods to a new appreciation of what you’re doing and to a 

firmer grip on the material.”

     Michael Chabon, American novelist, screenwriter, short story writer, and columnist

    (1963 – )
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Principal Project: 
Interview with Scott O’Brien

Nancy Doda

Rocky Point Middle School 

Rocky Point, New York

Scott O’Brien is the Principal of Rocky Point Middle School located in eastern Long Island. The school serves 750 students, 
grades 6-8 in a diverse suburban community. Approximately 83% of the student population is white, 10% is Hispanic; 32% 

qualify for Free and Reduced Lunch. 
 

1. When hiring a new teacher or staff member what particular qualities do you look for? 

When I have hired a new teacher, my focus has always been to figure out how they will manage relationships. I like to 

pose scenarios and see how they respond. Often, in each case the deciding factor is how they envision relationships. I 

have often said you can teach a teacher instructional strategies, but you cannot teach them how to relate well to others. 

So I look for that capacity in a teacher. I also look for whether or not they will be on board with our school vision or the 

core values we have here. We have a new Advisory program, which is all about caring for students and providing support 

for students. If I were to hire a new teacher, I would want to be sure that teacher would embrace our vision including this 

program. If the teacher expressed disdain when confronted with our vision or the notion of an Advisory time, I would have 

serious reservations. Of course, lastly, dedication is key in a teacher. Does she/he have what it takes to remain dedicated 

to kids and to the welfare of all children? That is also high on my list. 

2. How do you engage all stakeholders in articulating the school’s mission and how do you resolve conflicts that 

occur between your vision and that of other powerful forces? 

I think as a principal to engage folks; I listen a lot and that means listening to really hear all concerns about whatever 

change we may be proposing. People need a lot of time to adjust to any new idea or change. I like to say, “We need to 
go slow to go fast,” and I try to honor that when seeking change or new growth. I also believe it is crucial to model being 

a great learner. If I can show folks how to approach new learning, or a new idea, they are more likely to follow my lead. 

And, of course, you have to clear the path of obstacles, so the work can be done. 

3. What are the most significant challenges you face in leading your school? 

I have to say that the mental health issues students are bringing to school in the past few years have become extraordi-

narily challenging. We are grappling with how best to address the rising tide of stress, anxiety, and serious behavior issues 

stemming from mental health issues. Perhaps as challenging is sustainability. We can start new programs and get them 

up and running but keeping them going is the tough part. This can be exhausting. Things are rolling along and then small 

things start to show me that we are slipping or neglecting details. Holding the program together over time is supremely 

challenging. 

4. Where do you draw support for meeting the challenges you face in leading your school? 

I love teaching university education courses after school hours to prospective or practicing educators. This really fuels my 

fire and gives me the chance to share my school successes and my lessons learned. I get such joy in sharing the powerful 

ways we can make a difference in schools with others. I also take support talking with fellow professionals who share some 

of my passions. I do find my family is a steady source of support. Life is about juggling lots of balls, but someone once 
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said, family is the one ball you don’t ever want to drop. It is the glass ball. It can break. In the summer, I take time off to 

recharge with family; this is hugely important in my capacity to lead well. 

5. How do you make a positive difference in the lives of students who struggle in school? 

I believe we have to set a high bar for all students. If we don’t have that vision, forget about it. We have to challenge all 

kids equally. Then, we also have to find ways to make that work for very different kinds of students. One of my main jobs 

I think is to cultivate collective efficacy—the sense that we matter, and we can and do make a difference. This also means 

that I have to create a safe place for teachers to grow so that they can accomplish this. We have programs here that work 

to support the success of our students, especially our struggling students: teaching teams, Advisory time, invitational 

education, our PBIS, as well as our approach to discipline. As principal, I try to connect with these students, and I often 

end up talking them in my office one-to-one. Sometimes students request this: “Can I talk with Dr. O’Brien?” This can 

be hugely helpful. These are students who are dealing with major life traumas. When the school was recently challenged 

with increased national gun violence, many wanted us to add metal detectors. I said, what we really need instead are 

skilled professional who can really help us with the volume of serious mental health issues students have. Give me another 

counselor, social worker, not metal detectors. The point is that how we deal with challenging student behavior matters.

 

Here’s a story to share how we hope to manage struggling students. We had a student who was really struggling with 

racial identity. He didn’t feel he fit in well, as he was biracial. He started acting out a lot. After referrals, detentions, sus-

pensions, we realized nothing was working. I brought him into my office to talk. I said, “This isn’t working and we have to 

try something else. We need another way.” I asked him to come up with ideas to address his feelings, and he suggested 

an assembly on this issue of race. Eventually, we ended up having him list his questions about race and racial identity, and 

we brought in an expert from NAACP who was able to answer many of his questions and offer him a positive path through 

his struggle. We contacted the parent, of course, to explain what we were trying and the parent was so grateful that we 

were willing to go the added distance to make this happen. It took a lot of time and effort, but wouldn’t we have spent 

that same amount of time disciplining him over and over again? Now, the problems have disappeared. He wrote a thank 

you note to the NAACP representative. This is how we hope to engage anyone and everyone when we face really tough 

issues with students. 

6. How do you lead an ambitious reform effort and sustain it overtime? 

We have to acknowledge that change is hard for people. I love the book Switch, which describes that. Change exhausts 

people so we have to find ways to nurture our teaching staff through the exhaustion. Resistance is often just that. We also 

have to be sure to remove obstacles to change. As a leader, I am always working on clearing the path for what changes 

we hope to see. 

7. How do you define leadership and in what ways do you see yourself as a leader? 

An effective leader must have the ability to influence others, to get folks to move with them, to join in. To do so, I focus 

on the strengths not weaknesses of my staff. I work hard to stay upbeat and positive no matter what, and I make my ideals 

clear to all. 

Leading also means creating the right kind of tension. Not the kind that wears folks out but just enough tension that we 

keep growing and moving. 
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Valley Central High School

Montgomery, New York

Jayme Ginda-Baxter is the Principal of Valley Central High School in Orange County, New York. The school serves 1,400 
students, grades 9-12. Approximately 66% of the student population is white, 20% is Hispanic, and 10% is black; 38% 

qualify for Free and Reduced Lunch. 

1. When hiring for a new teacher a or new staff member, what do you look for?

I look for a multitude of things; however, I believe the most important traits or characteristics I look for are within their 

personality and if they are willing and eager to engage in conversation with others whether that be me, with a colleague, 

or with a student. I look for strong interpersonal skills as through my years of experience I have realized that these inter-

personal skills are important characteristics, and it becomes even more obvious as the most difficult challenges I have ran 

into with staff members and teachers are those who lack interpersonal skills and are not willing to engage with others.

2. How do you engage all stakeholders in articulating the school’s mission and how do you resolve conflicts that 

occur between your vision and that of others?

I want to begin this question by flipping it on its head in a way as my vision is not the school’s vision as the school’s mission 

is a collection of individual’s vision and I firmly believe that any good institution is going to be run from the perspective of 

a whole group and not just one person dictating it. With that being said a way that I have found success with working with 

a group of people and achieving a shared vision is through communication and transparency. The more information and 

the more willing you are to work with others the more things will flow coherently and the key to doing this is to begin in 

training teachers in a manner that encourages discussion and teamwork. Creating an environment that supports commu-

nication and transparency is key to avoiding conflict and resolving it if it happens to arise.

3. What are the most significant challenges you face in leading your school?

I have such a great team here that this is a difficult question to answer. I think the largest challenge I face comes from the 

paperwork aspect of my job. I am having to answer an endless amount of emails and fill out so many stacks of paperwork 

and other forms of requirement that I feel it can at times limit the time I am able to have interacting with my school and 

with the teachers and student. Another challenge I face has to do with social media as it is difficult navigating a environ-

ment in which students are permanently in their own social media worlds. There are challenges that come from that as well 

as challenges that come from politics. It is difficult as I try to step back away from politics, as I do not think that is always 

in the interest of the students at my school; however, at the same time as a principle of a high school of a significant size 

it is still something I need to be aware of.

4. Where do you draw support for meeting the challenges you face in leading your school?

There are probably three groups of people I draw support: my administrative team, my guidance team and department 

chairs, and my students. I know I wouldn’t be as successful without all of these people who make what I do doable and 

who give me strength when I encounter any challenge.
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5. How do you make positive differences in the lives of students who struggle in school?

This is something I always try to be very conscious of as I always try to support those students who do struggle more than 

others at school. For many these years at school may be their only opportunity and as a result the thing I have always em-

phasized the most is how important it is that these students who are considered “struggling” or as “at-risk” students are 

supported and are somehow connecting with an adult. Many of these students are not able to advocate for themselves 

and do not have anyone in their lives who is advocating for them. When we have meetings as a school staff the first ques-

tion I always ask my teachers about struggling students or at-risk students is who is this kid connected to and if a student 

has no one then we make a plan and get someone to connect with them.

6. How do you lead an ambitious reform effort and sustain it over time?

Any reform in my mind is about consistently training people, finding ways to maintain momentum, and allowing people 

to take their own initiative. Everyone has different needs so for a reform effort to be successful it cannot be a one-size 

fits all type of reform. A recent reform effort we have undertaken at school is reforming the cell phone policy. When we 

began doing this we approached it in a variety of different ways, as we examined other schools cell phone policies and we 

had discussions with teachers and students about what they would think would be the most successful. The latter method 

proved to be extremely helpful as we found that when working with students and treating them with respect and giving 

them a voice that they in turn returned that respect. Our next step with this reform is to do check-ins just to ensure that 

we are still finding success and adapting if necessary.

7. How do you define leadership and in what ways do you see yourself as a leader?

Leadership to me is about compromise and taking on the role of the mediator as often as necessary. Obviously, a leader 

must be someone who makes decisions as well but that is often only a piece of the puzzle. I think that leadership also 

involved embodying fairness as well as firmness, as a leader must allow those under them to fly but also hold their feet 

to the fire when necessary. A part of being a leader that I think people often do not want to talk about is that you have 

to have difficult conversations in order to do or achieve what is necessary. We do not always discuss everything a leader 

must do and I think that ought to change. Personally I think that I am a good leader because of my ability to communicate 

and I my longevity as a principle to that. As a leader I strive to be as approachable as possible and also as fair as I can be; 

however, fairness does not always mean equal.

Wrap Up Question: Of these seven questions, what is the most important for you as you think about your school and 

your leadership?

The most important thing for me and my school is that myself and my colleagues develop the interpersonal skills and a 

high enough level of emotional intelligence in order to best help the students. The best teachers are the ones that stu-

dents connect with and that connection cannot form without these certain skills. Lastly, it is of the utmost important that 

we use these skills to not only connect with individual kids but to create a community and an environment that fosters and 

celebrates these skills.
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Film Review: The Mission
Lindsay Schneider

As I reflected on what film would best capture who I am as an educator for this first column, I could think of no better film 

than this one that shaped how I view film and connects my student self and my teacher self. One of my most vivid mem-

ories from my own high school experience is watching The Mission in Ms. Ambler’s 10th grade English class. The Mission 
evoked in me a critical reflection and empathy previously unbeknownst to my 15-year-old self; now critical reflection and 

empathy are two of the driving forces in my classroom. Through stunning cinematography and poignant musical scores, 

The Mission quietly raises powerful questions and forces viewers to consider alongside Cardinal Altamirano how we too 

have “thus... made the world.” 

Roland Joffé’s 1986 film The Mission stars Robert DeNiro and Jeremy Irons and boasts award-winning scores by Ennio 

Morricone. This story raises the age-old question “can we find redemption and atonement?” as it follows Rodrigo Men-

doza’s penance, which leads him to serving at Father Gabriel’s mission for the Guaraní tribe. Together former slave trader 

(Mendoza) and missionary (Gabriel) are forced to decide how to best protect the Guaraní tribe when the church decides 

to close the mission, which will lead to the Guaraí people being sold into slavery. The two men disagree on how to best 

defend the Guaraí people and stand up to the church and its leaders. 

The Mission is based on the events surrounding the 1750 Treaty of Madrid and the Guaraní Wars, which took place 

from 1754–1756. In my classroom, I show this film to give students a visual representation and more robust view of the 

conquest, settlement, and colonization that took place throughout the 1500s–1900s. The Mission portrays fictionalized 

but truthful expose of the events caused by the Treaty of Madrid and can help introduce students to other effects of 

colonization throughout history. Such an honest endeavor can aid teachers as they aim to provide a more truthful and 

holistic account of colonization and imperialism, particularly when teachers are encouraged to teach exclusively from the 

traditional cannon. 

Not only does this film lend itself to important historical conversations, The Mission also sets up timeless conversations 

about the enduring consequences of power, love, and compassion as well as the relationship between the three. The 

protagonists’ differences also afford students the opportunity to consider both men’s decision of how to best stand up 

for what they believe.  

Questions for Discussion and Classroom Analysis 

 • Are compassion and power mutually exclusive?

 • How does this film help shape your understanding of the effects of colonization 

 • How is love portrayed in this film? Does love make one weak? 

 • What is the role of power in this film? Who has power? How do they use it? 

 • Love and power are motifs repeated throughout the film. Which one proves more effective? More long-

   lasting? What is the film saying about love, power, and the relationship between the two? 

 • Mass violence and death occur despite Father Gabriel and Mendoza’s actions; are their efforts in vain?

Questions for Reflection

 • The film concludes with the following dialogue:

  Hontar: We must work in the world, your eminence. The world is thus.
  Cardinal Altamirano: No, Señor Hontar. Thus have we made the world... thus have I made it.
  Reflecting on your own choices and actions, how have you “thus made the world”? 

17



 • Do you agree more with Father Gabriel’s or Mendoza’s plan to protect the Guaraní? Why?

 • This film contends with mass violence and death as well as with joy, music, kindness, and love; reflect on your   

  own experiences to consider the role (and perhaps value) of joy, kindness, and love in the midst    

  of a world filled with terror, violence, and death. 

 • Considering both the film and your own experiences, how much of a difference can one individual make? How  

  much of a difference can one choice or decision make in shaping the life of an individual and the lives of  

  those around them? 

Paired Texts for Consideration 

In my classroom, I show this film to help students consider power structures and to set up our study of literature produced 

in response to colonization. Yet, the ultimate question my class explores is the role of compassion and empathy. As such, 

these suggestions to paired texts consider power dynamics, colonization, empathy, and compassion. 

  • Heart of Darkness by Joseph Conrad (novella)

  • Things Fall Apart by Chinua Achebe (novel)

  • Homegoing by Yaa Gyasi (novel)

  • “Allowables” by Nikki Giovanni (poem) 

  • “Power” by Adrienne Rich (poem)

  • “Kindness” by Naomi Shihab Nye (poem)
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Anne Lutz Fernandez 

A former consumer marketer and investment banker who has taught middle and high school English in Connecticut for 

eighteen years. With her experience, she has written on issues in transportation and education, including two books with 

anthropologist Catherine Lutz, Carjacked: The Culture of the Automobile and its Effect on Our Lives and Schooled: Ordi-

nary, Extraordinary Teaching in an Age of Change.

Greg Bartley

A doctoral candidate in Curriculum and Instruction with a focus on literacy at the University of Wisconsin-Madison. His 

research centers on student perspectives of literacy in social justice-oriented high school English classrooms. Before en-

rolling at UW, Greg was a high school English teacher for seven years in Cincinnati, OH and Springfield, VA. He earned 

his M.A.Ed. in English education at Wake Forest University and his B.S. in Integrated Secondary Language Arts Education 

at Miami University.

Carmen Bartley 

A doctoral candidate in Educational Leadership and Policy Analysis with a focus on K-12 education at the University of 

Wisconsin-Madison. Her research centers on the intersection of communities and schools, and how schools can connect 

students and families to necessary resources and relationships. Before coming to UW, Carmen was a high school English 

teacher in Annandale, VA for five years. She earned her M.A.Ed. in English education at Wake Forest University and her 

B.A. in English at the University of North Carolina at Chapel Hill.

Melanie Huynh-Duc 

After receiving her B.A. in English with Honors from UNC-Chapel Hill in 2004 and her MAEd from Wake Forest University 

in 2005, Melanie has taught English and journalism at Northwest Guilford High School for the past 12 years. She received 

the Waddill Excellence in Teaching Award in 2010 and was Northwest’s Teacher of the Year in 2013.

Lucy Milner

Began her teaching career in urban high schools in Georgia and North Carolina, continued teaching English methods 
classes at Salem College, and simultaneously, was passionately engaged in North Carolina’s innovative summer program, 
the N. C. Governor’s School, first as an English teacher and then as its Director. She has written book reviews and features 
for newspapers and educational journals, two books on children’s literature and English pedagogy (as co-editor), and six 
editions of Bridging English (as co-author).

Lindsay Schneider

Graduated from Wake Forest University’s Master Teacher Fellows program in 2015 and received the Outstanding Student 
Teacher award from North Carolina English Teachers Association (NCETA). She currently teaches at West Forsyth High 
School in Clemmons, North Carolina. 
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Call for Articles and Posts

 Notes on American Letters is an online quarterly journal that is inclusive of multiple disciplines. NAL seeks articles 
that explore engaging literary texts or basic ideas from diverse fields such as art, religion, politics, natural sciences that 
engage students in the classrooms of grades 6–12.

 In addition to the Articles published in each of the four issues, readers are encouraged to submit wide-ranging, 
shorter Posts that follow a simple template.

Template for Posts

1. Title of Post
2. Post writer
3. Basic bibliographic information: Text’s Title, Author, Source, Publication Date, Internet Link
4. Brief concept of the Post
5. Comment
6. Two or three crucial quotes from the text
7. Two or more probing questions about the text
8. Two or more allied texts that support or counter the same topic

Submission Process for Articles and Posts

• Manuscripts should be sent electronically to Joe Milner (milner@wfu.edu) or Cooper Aiken (aikect19@wfu.edu).
• Submissions should range from 600 to 1000 words. Authors should use the most important word from their title on the 
bottom right side of each page alongside the page number of each page. Pages should be double spaced throughout 
(including quotations, notes, and works cited) with standard margins.
• A brief statement should be provided that states that the manuscript has not been published or is not submitted else-
where.
• Copies of everything you send us should be saved. We cannot return any materials to authors.
• Authors’ names should not appear in the text or the reference list. Substitute ‘Author’ for citations in the text and in the 
reference list.
• Two Submissions Editors review submitted manuscripts within 20 days of their receipt. If the manuscript is accepted, the 
editors will provide suggestions for revision and return the revised text within 20 days to the author.

Publication and Submission Deadlines

Fall, September 15: Submit by July 15
Winter, December 15: Submit by October 15
Spring, March 15: Submit by January 15
Summer, June 15: Submit by April 15
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