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PREFACE

In oue seuse English education anges from the kindergartner learning a
nursery rhyme to the doctoral candidate studying variant spellings in Elizabe-
than folios. In a much narrower meaning it refers to courses and activities
which help to prepare the prospeetive teaciier of English for his work in schools
or colleges. It is wiih the more limited conception that the conference herein
reported deals. A preliminary inquiry by the National Couneil of Teachers of
English revealed that some 1,150 persons throughout the United States have,
as part of their academic assimument, responsibility for stndeats in *methods
courses’’ in the teaching of Englixh, sometimes in Euglish departments, some-
times in education departments, and sometimes in cooperative arrangements be-
tween the two departments, Althoagh the Council has always been coneerned
with English education in the hroad sense, the Bxeentive Committee felt that
the time had eome for a study of problems specifically foensed on the preparation
of teachers of Lnglish. This beneficial conference wvas the vesult,

Althongh the theme of the conference was limited by its planners, a wide
variety of problems appeared within the boundaries set. ¥ar from dealing only
with a single methods conrse, the conference was concerned with such topies as
requirements for the Bnglish wmajor, gradnate programs leading to master’s and
doetor’s degrees, inservice education of English teachers, and the role of researeh
in the teaching of T.glish. Althoagh the formal papers and the gronp discus-
sions ineluded these and other wide-ranging topies, the conference was marked
by a singular freedom from disenssion at eross pnrposes and a striking unity
of concern, Pact of the harmony and agrecment was shown in the desive of the
group to put the conference on some sort of permanent basis. This question is
now nuder stidy by a committee appointed by the Couneil,

Eaech reader of this veport will have his individual pereeptions of its merits,
its weaknesses, and its main implications, but it seems to me that there are sev-
eral conclusions implicit in the pages which follow:

(1) The barvrier between “academic’ and ““professional’’ conrses hreaks
down when the larger pueposes of teacher preparation ave kept in the fore-
round,

(2) The demands on the prospective teacher of English ave complex, e
must have a solid background in English and Americaa literature, know some-
thing abont literatures in other langnages, know how to develop the ability to
compose, nnderstand something of langnage and linguistics, be acquainted with
the psychology of learning, be able to nse instructional aids, and know a little
perhaps about the teaching of reading, adoleseent literature, and litevary crit-
icism,

(3) This formidable list of competences and knowledge of the English teacher
suggests that not everything ca.a be tanght in preservice conrses and experiences
and that an important part of the English teacher’s training lies in what happens
after he begins to teach. This calls for the strengthening of institutes, master’s
programs, and other aids to professional excellence,
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(4) The broader speetrnm of English education includes not only preservice
and inservice training but the study of the English enrvienhm and reseaveh ap-
proaches to problems of teaching and learning English, We have made ounly a
start ou the two enterprises, hut this report indicates some next steps,

Davin I, Kisser,
President. National Couneil of
Teachers o English
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INTRODUCTION
Dwight L. Burton, Florida State University

It is my great satisfaction to eall this conterence to order. It is not fatuons,
I think; to say that in the history of the English teaching profession this is a
significant moment. This is so not only becanse this is the first national con-
ferenee on English edneation, More important, this conference is a symbol of
the coming to maturity of thonght abont the Buglish currienlum and the train-
ing of those who shape it in the schools of the nation,

Many of us here who are members of college or university facenlties—ahether
our academic appointments are in English, cdueation, or both—often may carry
on rather lonely lives professionally as we perform in that limbo hetween full
aceeptanee by cither the “‘academicians’ ov the ““educationists.”” But recent
events have been good for onr egos! Recently onr existence was given oflicial
sanetion by the organization of college and nniversity department heads in
English, That group had this to say at a conference at Allerton Park, Ilinois,
last December: ““The teaching of BEuglish and researeh in teaching will profit
from joint efforts of specialists in English, English edneation, psychology and
other areas’’; and: “*Faenlty members engaged in research in the teaching of
English should be considered eligible for any reduction in teaching loads that
is available for these eugaged in literary or lingnistic research, and the vesults
should be evaluated by eriteria comparable to those applied in literary and
lingnistie diseiplines,’”!

There was neh disenssion at the Allertan Park Conference, also, of the
need for doctoral programs to prepare specialists in English education. Yet, of
course, such programs have long existed—initinted by leaders sueh as Dora V.,
Smith, Lon Lal3rant, Helene Hartley, Robert C. Pooley—but they have been
limited, in the main, to a few large universities. Shoddy bills of goods in the
training of KEnglish teachers have been peddled by many colleges and nniver-
sides, even by those in which the standiirds otherwise ave high, The deficiencies
i the preparation of English teachers publicized by the rcport, The Nalional
T ostand the Tcaching of English,* would not have demanded attention had
se.d Bnglish edueation programs been more widespread and had Eunglish
edneation specialists been in greater snpply, for leaders in English edneation
have spearheaded eftorts to institute betler majors for prospective teachers,
programs which inclnde, for exmuple, work not only in English and American
literature bnt also in lingnisties, written composition, the teaching of reading,
world literature, and literature for adolescents,

The nmatnre of the persomiel attending this conference is evidence of a grow-
ing helief that the conflict between the liberal arts and professional edueation
is u spurious one and that quality teacher edueation represents a sound blend
of the liberal and professional components. Most of us here have recognized
the need to steer a conrse betveen the Sexlla of fealty to medioerity and fuzzy

! Proceedings of the Allerton Park Conferenee on Rescarch in the Teaching of English,

December 2.4, 1962 (Urbana: Department of English, University of Hlinois, 1963), p. 118,
3(Champaign, I11.: National Council of Teachers of English, 1961).
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opposition to definiteness and the Charybdis of desicented pedantey and flinty
scorn for all professionail training as ‘“‘voeational.” We kuow that we not
ouly teach children but that we teach childrven Bnglish, At the sime time we
know that the lnws of learning cannot be rvepealed, that the facts of individual
differences in langnage development caunot be controverted by d :partmental
fint, and that the attempt to evaluate and measnre growth in English ingnage
and literature does not neecessarily transform the meipient humanist into a
barbavian guantifier,

During the Basie Issnes Conferences of 1958, Issne No, 28 emerged in thewe
words: “What kind of training in tcaching methods docs the future secondary
school Ewglish Leacher need? ... It seems evident that mneh celoser cooperation
bet veen departments of English and departments of Bducation is necessary
it this issne is to be resolved.”” Your conference program, growing ont of this
issne, may give a rather full answer to the guestion, Most universally, perhaps,
Tnglish edneation is known to involve conrses in methods of teaching English.
Beeanse of the great interest in the methods convse, a general session and two
of the seven continning disenssion gronp: will he devoted to this topie. Gradnate
enrricnlnm-bnilding and instruetion is another ernecial aspeet of Iduglish ednea-
tion, We have noted already the agreement on the need for dectoral programs,
But we eannot negleet the master’s level lest teachers in pursuit of the master's
degree continne to accmmulate a vandom eollection of conrses in Inglish
or in education which has lttle to do with enhanced professional qnalification,
A sonnd master’s degree in Euglish edneation shonld be the standard prae-
titioner’s degree for the high school teacher of English. The need for aceclera-
tion of resemweh in the teaching of Bnglish vecently has been emphasized widely
in the profession, and of conrse Euglish edneation has a major role in this
cffort, It is, perhaps, a key respousibility of the Buglish education specialist’
to act as coordinator in the interdisciplinary research neecessary in attacking
problems in the teaching of Eunglish, Mnpch more detailed answers to the
question, “What is BEnglish eduneation?’’ will be given by DProfessor Pooley
mul others.

The entire English teaching profession will be the better for this conferenee,
I am sure. An exeiting two and oune-half days of history-making lie ahead
of us! -

Aruitoxt provided by Eic:
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THE SCHOLARLY AND PROFESSIONAL ROLE OF THE
SPECIALIST IN THE TEACHING OF ENGLISH

Robert C. Pooley, University of Wisconsin

L consider this gathering one of the most important events that have taken
place in recent English professional life, It is highly significant that for the
first time, those who by profession are respousible for the training of teachers
of English aund of the development of the English enrrienlnm arve agathered
together in conference. T am deeply sensible of the honor doune me in heing
asked to make this opening address. For all of my professional life I have heen
concerned with and have heen enthunsiastic abont the preparation and training
of teachers of Inglish. No matter what particular university appointment 1
have held, this task has been nppermost in my interest. Therefore, I am appre-
ciative of the opportunity to speak to yon now, and if T do not do full justice
40 the oceasion, it will not be from any lack of interest and desire,

I suppose most of us at one time or another have heard the cynical vemark
attributed to the late Bernard Shaw, “Those who cannot do, teach, Those who
caunot teach, teach teachers.”’ Even if there is some faint element of trnth in
this generalization, it is one of the most glittering of that class of generalizations
which are said to glitter. It does, unfortunately, reflect to some degree a publie
attitude. In onr society the person who is responsible for the preparation and
the education of teachers is not looked upon with any great I'm'm‘, nor accorded
any distinetion, This is really a remarkable civemmstance, since it takes place
in a enlture in which edneation plays so significant a part, The Ameriean people
established and have developed one of the loftiest and noblest theories of edu-
cation the world has known, that of providing free public edneation to all
children, no matter of what rank or cluss or of what financial level, This goal
is not ouly for the common grades, but through high school and indeed today
largely well into, if not through, college. This is a magnificient ideal, and we
are annnally coming closer toward achieving it. Yet those members of onr
civie body, inelnding those who are here, who are responsible for the raining
aud the development of the teachers who accomplish this ideal, do not in general
enjoy the prestige and esteem which sneh a responsibility might scem to give
them. The reasons for this lack of recoguition are many and complo.\, and T
shall not attempt to analyze them here, .

The point that 1 wonld like to stress is that we reqnire in our partienlar
profession the smme stimnlus and strengthening of professional unity and in-
tegrity which have elevated other professions to a high place in social recog-
nition. I wonld remind you that snrgeons were onee barbers, that in the
cighteenth centnry the lawyer entered the mansion of his elient through the
servant’s door and was kept waiting in an inferior room uniil the elient
deigned to see him, that the doctors of veterinary seicnee onee were farriers
or hostlers, and that other professions which today hold status in onr socicty
at one time were low on the social ladder, We can profit from history and by
examining the menns by which other professions have bronght themselves to

11 Q
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12 ENGLISIE EDUCATION TODAY

favorable social notice, and we ean take steps to do the same. 1 shall come .
back to this point later in my talk.

Educational Preparation of the Specialist

The topie assigned to me is the edueational and professional status of the
specialist. in Bnglish edneation, 1 wonld like to disenss this topie under five
heads, the first of which is the edueational preparation of the man or woman
who is to become o spectalist in the training of the teachers of English, There
is no question that one of the first edueational reguirements is a sonnd gronnd-
ing in English itselt. This means not only the ovdinary major in English in
ndergradnate collegiate edueation, but it means also parvtienlar training in the
English language itsell and in the skills of English composition,. Therefore,
the undergraduate training ol the future specialist shonid he as vich as possible
in all aspeets of Baglish, and the candidate shonld show aptitude not only in
the reading and interpretation of literature but also in the commud of the
Euglish inngnage i L0 own writing, Ile requires, furthermore, at the hachelor
level, an imtroducsyicn to the history and strancture of Inglish,

I'rom this bega-o ey the candidate in onr profession should move forward
to ks graduate degrees. Heve the path may divide: he may take his master’s
degree in Euglish with a minor in education or he may take a master’s degree
in edneation with o minor in Euglish. In either case he is responsible for
familiarity with the basie clements of modern edncational theory and practice,
for a command of educational psyehology, for knowledge of the history of
cditeationt of the world and partienlarly the history of American education, and
for some command of those teehnigques of education dealing with measnrements -
and edneational testing. Above all, he shonld develop for himsell a sonnd and
workable philosophy of education. This is approximately the levei of the
master’s degree.

From this point on the candidate looks forward to his doetorate. To ean-
didates now starting T wonld suggest taking this degree in English, pawtly

) becanse of the richness of the field and partly becanse of the status it gives them
among English colleagnes. This is not to say that a degree in education does
not. ynairfy the pervson to teach adegnately in onr field, Tt is, however, to the
advantage of the candidate to have done a significant picee of research in
English of such a natnre as will lead to the publication of an article or beook
in some aspect of English or American literature or in the area of linguisties.
But it is equally important that the eandidate continne lis study of education
to be awarve of the latest theory and practice and to be able to conduet and
develop adequate researeh and practical projects in edueation in the school
system or the college or university in which he is ealled upon to pursue his
profession,

Necessary Experience

The second ecounsideration is experience. The candidate for Inglish educa-
tion will charvactervistically have shown leadership in his teens and twenties in
the various activities of young people. IHe will have taught a Sunday School
class, led a youth group in a ehureh or neighborhood house, or beeome a leader

Q > 10 |
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of boys and givls in recreational activities. The essential charicteristies to
emerge ave  liking for young people and the capacity to lead. As he Progresses
in his own edueation, he will geasp opportuuities to enlaree this experienes, in
student teaching or an apprenticeship or internship in o public or private
<choal, Somewhere in the totality of his prepavation he mnst have two or theee
years of active sehool teaching in the grades or high school, The prograwms of
training for English education in some universities vequire a minimum of two
years' full time engagement as a teacher in public or private sehools, The Sig
nificance of this expericnee is not o have put i time, bt to have gathered
stueh a backgrownd of experience with students in the sehool years as will en-
vieh and validate his training of teachers to perform the same tasks themselves,

Research Competence

The third consideration is rescareh, To begin with, our cundidate in English
edneation will have devised and bronght to a suceessful conelusion a picee of
researeh comieeted with the teaching of Euglish. Ldeally this experionce will
have heen so pleasant and professionally sitisfying as to lead him to foresee a
continuing series of investigations which will enlarze his own Kknowledge and
will contribute 1o his growing vepntation as o sound wman in his field, Sueh
experience of his own will mdace him to keep abreast of the researelios of others,
so that he ean elaim an awareness of the latest research findings in the teaching
of English and can avonse in his students o kuowledge of veseavel and a readi-
ness to keep abreast of its findings,

As chairman of the Board of Trastees of the NCTE Research Fonndation,
allow me to intrude some pertinent vemarks here. Among teachers of English
by and large the coneept of the natnre of veseaveh is dim. The applications the
Foundation has reecived for grants-in-aid are, in the first place, extremely few,
considering that the Couneil boasts a membership of over 50,000 individual
members. Second, those that come in show a naiveté it wonld be unkind to laueh
at. Some teachers believe that a request 10 have fands to attend simmuer sehool
constitutes research. In two vears of publicized invitation, less than twelve
applications have been reecived. Of these only one was in such form as to he
granted ontright ; two others have been tentatively awarded funds pending
their revision into properly strnetured researeh. Most striking is the fact that
only one of the applications received has come from a person concerned with the
training of teachers, It is possible that all sueh persons have applicittions in
for larger grants from the U, S, Office of Bducation. 1t is also puossible that
some are doing little or nothing to promote vesearch, T leave it 1o yon to decide.
But the evidence so far is overwhelming that only a few speeialists in English
education are actively condueting researeh, and it is wmanifest that the teachers
they train do not know mmneh about researeh in the teaching of Euglish, Here
is a condition this group can effectively undertake to improve,

Recruitment of Teachers

My next point has to do with the recrnitment of teachers. The statisties
concerning the need for teachers are mow in the public press aud I need not
enlarge on them. But there is a nec. bevond the elaim of statisties; it is the
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need for quality. The strength of the English program in many junior and
senior high schools lies in the present continnance of one or two able teachers of
high quality, When these teachers ave removed by death or retirement, there
ave few of their stature to sneeeed them. 1t may not be true of all parts of the
country, but 1 know it to be trne of 1y own seetion: the young people who
preseut themselves to be fnture English teachers are not generally of the first
stratim of ability. There has been a slow but steady regression in the capacities
of the candidates for English teaching. There mre many veasons for this regres-
sion: ceonomie, in low salaries; social, in the publie attitude toward teachers;
personal, in the refusal to perform the onerons and multitndinons tasks imposed
on teachers; praetical, in the ability to get better jobs with higher rewards. |
cannot attempt to analyze and offer solntions to these canses of lowered guality.
The sitnation is another evidence of the paradox with which I opened this talk:
our society, which in theory places edueation at the top of its values, in practice
permits ceonomice starvation and social oblogny to stifle the ideal.s My point is
that so farr as we in English eduecation are a profession, we ean ntilize onr
corporate strength and wisdom to turn the tide. Specificalls this weans using
every wmeans available to change publie attitudes toward the teacher of Euglish
as well as all other teachers; to fight for pnblic support of edneation; aud to
begin a ecampaign of a couscious, organized natwre to lead young people of high
quality to enter English teaching as a profession. We have the same elaim to
dedicated publie service as has the Peace Corps. What is needed is the publie
attitude to snpport the elaim. On a higher level we must give more attention
to the directing of able graduate students into the profession of Eunglish eduea-
tion. This wmeans an aetive, conscions cffort at reaching the right people in the
upper undergraduate years. Too few able students now embarking npon ad-
vaneed degrees in English know anything abont the opportunities and rewards
in our profession. There is a serious shortage of persons trained in the manner
I have attempted to outline in this talk. The need for them is constantly in-
creasing. Iere is another challenging job for onr profession to undertake.

Needed Statesmanship

My fifth point has to do with the statesmauship required of the current
specialist in English edueation. In an article not yet published, Professor John
II. Fisher, seeretary of the Modern Langnage Association, says, ‘It is no wonder
that a curriculum and a profession of English edueation have grown up to
mediate between the seholar and the teacher. We should all have different. spe-
cialties, It is normnal that some members of a department will be more interested
in literary history, some in eriticism, some in linguisties, and so on. Those who
are interested in the teaching problems of the lower sehools should have an
cqually honorable place in our departments,”’

These remarks suin up an attitnde that is of very great current significance.
Departments of English the conntry over are becoming inereasingly aware of a
negleeted or unrecognized obligation, the obligation to be aetively concerned
about the tcaching of Xnglish at all levels. They vecognize that this means
in practical terms that one or more members of the English department must
be concerned with the teaching of English, and that these persons vepresent
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a specialty of the English department on a par with literary history and
eriticism, linguisties, and English composition. Tuercasingly departments of
English nmst think of themselves as a composite team of competent speeialists
cach devoted to his own responsibility, but sharing the joint responsibility of
advancing the skills and knowledge of English for all students from the kinder-
garten through the gradnate school, and even beyvond, in reaching the public
through the media of extension elasses, radio, and television. In so compre-
hensive and worthy an endeavor there is really no place for petty rivalries,
internal divisions. and belittling of tasks. In some of our great universities
such equality of task and honor has been trne for many years. 1 think of
Professor Hopkins of Kansas, Rollo I.. Lyman of Chicago, Charles C. Fries
of Michigan, Sterling A. Leonard of Wisconsin, and Charles Swain Thomas of
Harvard as shining examples. There are some here today who enjoy similar
standing and prestige, It is a time for true statesmanship to build solid unity
between English and edueation.

The Future

But Iet us admit that in the past the position of the specialist in English
education has not always enjoyed the highest prestige. In part this has been
the result of the inevitable linkage to professional edueation, an academie
diseipline, in the past at least, subjeet to misunderstanding, misevaluation, and
manifest prejudice. If edneation has crred in unwise generalizations and the
overenthusinstic promotion of fads, the lberal arts have erred cqually in
arrogant aloofuess and haughty ignorance. But we are not concerned with
whipping c>ad horses. T bring back the past ouly to emphasize the golden
opportunity of the present. There has never before been so favorable a climate
for the advancement of the profession of English education. et me sum up
the favorable trends. The National Council of Teachers of English is about to
publish its volume on the training of teachers. to which distinguished professors
of English have contributed. Next will come the final volume in its currieulum
series on the teaching of college English. This volume is sponsored in addition
by the Modern Language Association, the College English Association, and the
American Studies Association. The book represents an cffeetive working coali-
tion of professors of literature and those concerned with the teaching of English,
as is evidenced by its co-cditors, Johu R. Gerber, past president of the NCTE,
and John H. Fisher, enrrent seeretary of the MLA. ILast December a meeting
of chairmen of Euglish departments was held under the leadership of Professor
Robert Rogers of the University of Ilinois, the stated purpose being to study
ways of implementing research in the teaching of Euglish by departments of
English. From this gathering it appears that a continuing organization wil
develop. Earlier last year, in May, a meeting was held at Pittsburgh under the
leadership of Professor Erwin Steinberg to explore the arens of needed research
in the teaching of English. Among the participants were English department
chairmen, professors of English education, school administrators, directors of
teacher training, and professors of education. The report, which many of us
have seen, is a mine of information for the pursuit of specific research in the
teaching of English. Add to these incentives the Project Euglish of the 1. S.
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Office of Edneation, which is encouraging and liberally supporting sound rve-
seitreh in the teaching of English, and yvou find an impetus unparalleled in past
experience to advanee the knowledge, the practice, and the prestige of those
concerned with the teaching of Inglish aud the teaining of teachers of English,
This wathering is, in offect, a foens of these influenees; from this meeting it is
proper to expeet much,

What should we expeet from this meeting? Iirst, 1 wonkld suggest, a clari-
fieation of our aims, a better understanding of > field of endeavor, mud a
shirpening of emphasis npon those problems .irich claim first attention, The
program lying ahead of ns these next days contains addresses, vanels, and dis-
cussions to accomplish this purpose. A second purpose, 1 venture to snggest, is
the exchange of ideas. views, and specific practices. We have, of necessity, to
work in relative isolation,” Many of us are wnigue in our positions; in the midst
of many professors of literature and linguistics, we stand somewhat apart: in
the midst of professors of education our subject speeinly sets us apart, But
here we meet in aceord and affinity, bound together in aim and practice by our
devotion to the advancement of Euglish edneation, Professional enrichiment will
be the onteome of our exchange of fundamental values, our recognition of the
major tasks ahead, aud our exchange of specific methods of accomplishing these
tasks.

A New Organization?

A third value to derive from this meeting is the consciousness of our pro-
fessional unity and the creation of a structure to imsure ifs continuance. T
would like te develop this point rather fully, as T suggested above., We are
united, in one sense, in the National Council of Teachers of Kuglish, our parent
ovganization, whose organizational machinery established this gathering. 1
would he the last person {o suggest any weakening of our ties to that organiza-
tion and all that it has come to stand for. ¥With eqnal relucetance 1 face the
prospeet of suggesting the formation of another organization in these days of
multiplied organization. Yet there are aims to be clarvified which ore strietly
the eoncern of those here today; there are standards to be established for pro-
fessional training which are our particnlar problem; there is that delicate matter
of the formation of professional status leading to prestige which eoncerns us in
a peceulinr aud personal way, With the best will in the world no major and all-
inclusive membership such as that of the NCTE can accomplish these goals
for us, nor can we, lost among a wmembership of seventy thousand, find the
coherence to advancee our pecnlinr needs. I find myself driven by cireumstances
to recommend some kind of organization to guarantee the perpetnation of the
purposes for which we are here assembled.

1 suggest, therefore, within the structure of the National Couneil of Teachers
of English, the foundation of a guild or fellowship of specialists in English
eduecation. Membership in this guild would rest upon prior membership in the
NCTE. In this relationship we have the precedent of the CCCC, to which many
of us also belong., But nulike the CCCC, our pnrpose wonld be not so mnch
the advancement of a particular aspeet of the teaching of Lnglish as the creation
of singleness of ‘purpose and the corporate action of a professional group. Its
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distinet purpose is nnification and identification of a scattered and amorphous
professional gronup. Ly uniting, we can discover for onrselves and make known
to others what we are, who we are, and what we stand for. We can delineate
the obligations and privileges which derive from onr act of association, We can
speeify the qualifications for admission 1o our fellowship., Above all, we can
present a professional solidarity, combined with reedom of ideas, to onr
colleagues in Buglish and education. The valnes of sneh an association and the
rood that it can accomplish for English education arve suflicient, in my view,
to overeome the reluctance with which [ snggest another organization,

In conclusion, I frust I may be permitted to recommend that before this
gathering is dismissed an occasion be found to eleet an organizational committee
to consider the steps to be taken to orm a gnild, fellowship, or whatever strue-
ture may be deemed best, and to submit such proposals to a special section
meeting of this group at the next convention of the National Council of Teachers
of English at San Fraucisco in November of this year,
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METHOD: THE NEW HOME OF THE LIBERAL SPIRIT
George H. Henry, University of Delaware

Today a profound change is sweeping over the whole field of teacher ednea-
tion, and few either in the over-splintered liberal arts schools or even in schools
of education are aware that conrses in education inay be destined to play the
leading role mmong the liberal disciplines in the near future. Tt looks as it the
declining liberal arts themselves ave likely to be saved by the new spirit, attitude,
method, and content coming into these courses at both the nndergraduate and
graduate levels.!

A few weeks ago, as consnltant to an English department, T was explaining
how the study of & grammatical clement ¢ould be immediately related to build-
ing better seutences. DPrevionsly, I had shown how to tie together logie and
composition. One of the teachers broke in with this observation: ““You know,
the scope and sequence we are preparing, this artienlation we mow hear so
much about, this allocation by grade business that we have spent dozens of
honrs on, are all we have left for our trouble. The little asides on method you
have been giving us are far wore important, yet they won't get into the gnide
or syllabus.”” Another teacher added: ‘“This syllabus, as much as we like it,
can be sterile and nnproductive nnder one method, and alive and fraitful by
another method. What we need, really, is a gnide to methad.”’ What hoth
teachers meant is that the coirses we were ercating were all confent and little
form,

There isn’'t a humanist who does not harp npon the interplay of form and
content’in a work of mt. John Ciardi sometime ago went so far as to speak of
“form as the kind of experience that goes most deeply into whatever a man is.
Dance, ritnal, religions ceremony, political ceremony, or poetic enconnter—,”
No wonder the eritie places great emphasis upon the sustained metaphor as
formn in Doune or in a Shakespearean sounet, or the chorns as form in a Greek
play, or the sentence that houses simultancons experiences in a Joyee novel,
Tplied in the relation of form and substance is the deeper one of art and
life which, at bottom, is man’s innate desire to impress a mold, an ovder, upon
the miscellancons array of sensations and happenings that flood upon him every
waking moment year in and year out. This union of form and theme beeomnes an
experience,

Teaching too is an art. It too inescapably has its form and its substance.
A course is a momentary order impressed upon the heritage as it tumbles down
to us from all the centuries and places in all kinds of literary types. A course,
by the proper union of form and content, becomes the discipline a teacher must

!By a decline in the humanities I do not mean o loss in members to schools of business
and engineering, ete. I mean a deeay within—a helplessness before a necessary revision of
courses, the lapse into teehno-professionalism, a lighthearted disregard of the humaunities as
human experience in favor of the humanities as conventional currienlum. Note Mr. Sizer in
The Twentynine College Cooperative Plan: The deademic Preparation of Sceondary School
Teachers, 1962: ‘‘Another problem . . . was the disorder in the structure of their varions
disciplines and the confusion this leavey in both sceondary school and eollege curriculn.’!
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submit to that he might thrm this heritage into an experienee. A conrse must
therefore have a beginning and an end, a sonree of unity, a progression. It is a
design made to bring more hmmanity to a living being, which is to say, to help
a youth press a form on his own developing being: an Buglish conrse is a de-
sitn by which great writers are used to order experience.

Now what a paradox that many who take extreme pains to explicate the
form of a masterpicee often to the point of preciosity will vehemently refuse
to examine their own method, which is the form of their conrse. This willfnl
know-nothingism about the wt of teaching, as it what one knows is cenongh
to teacl by, ix in part a denial of the human, for it vejeets the idea that teach-
ing, like all other arts, needs a form, a method. A writer, it appears, must
submit to & method of composing, while a teacher, to mauy hnmanists, need not!
In trath, many hwmanists would be indignant about the study of the form
that a course should take, In the 1820°s IMichte pointed out that tiie average
tGerman professor wonld be embarrassed were he asked to present a systematic
and comprehensive view of his subjeet. Socrates onee said that the nnexmmined
Lfe is not worth living. Inmanists, it appears. are exempt from exaumining
their own teaching. To teach one’s dissevtation is liberal: to defend why one
teaches it is vocational! Byen a golfer looks to his form.

Demands on $tudents in Methods

Year after year, when T face a new erop of prospective 1:rlish teachers in
wy methods course—Dby the way, T receive the cream of the uuiversity in
scholarship-—T am confronted by the vesalts of this knowaothingism, T have
to spend days with them mvestigating what Buoglish is and what it is for.
After fonr years of majoring they scem unable to tell what they liope to do
with Bnglish. Now J. B. Priestley and Archibald Macleish, which T give
students to read, do not find it beneath themselves to ask sueh a question, hnt
Euglish departments seem to take this for granted. Through The Education of
Henry Adams and Of Human Bondage I show how the humanities have been
taught and why Progressive Edneation eame into being, and they are surprised
to learn that in the 1890's elassicists like Kitteridee and Guimmere had their
tronbles framing a course in Bnglish for high schools, writing “‘that grammar
should not he regarded as a special subjeet and pupils shonld not be made to
write themes merely for the sake of showing their ability to write,”” T am bold
enongh to maintain that this kind of inquiry is liberal education, for it is the
study of what form, what diseipline, has historvieally coutrolled the art of teach-
ing Bnglish,

Another demand T make of stndents of method is this: Before yon teach a
work of art you must ask yonrself as teacher how yon wonld conceptualize it,
what levels of meaning are inherent in it. If you don’t do this for vourself,
or if you rely on the textbook questions to do it for yon, your teaching will he
pointless, a dormitory ball session. Yearly, the majority in the class exelaim
in reply how difficult this task is, beeause the professors have generallv heen
doing this for them, For once they are on their own and must sink or swim
by their own intellectnal analysis. T ask them, “ITow wonld yon make My
Last Duchess’ an experience in the Ciardi sense? ITow would yon plant one
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foot in life and one in ‘L’Allegro,” as MaeLeish advises? Is it possible to
teach American literature, writer by writer, with the vesult that pupils still
have no notion of the Puritan tradition aud its <ecline? In teaching British
literature, where woald you tread lghtly and what would you omit and why?
Justify what you would preserve? Is such a survey valid?” Again, T maintain
this is a liberating intellectual experience. Method here is conceived as the
form of the art of teaching. These questions raise some of the deepest issues
in the assimitation of the heritage by the young,

Technique versus Method

I onee heard a regional director of Great Books, tue., initiate a Great Books
Seourse.” A diselaimer of wethods comrses, he proveeded to say that the
Great Books were to be condueted by dialogue, by the Socratic wmethod. 1
suspeet. that he thought that since the method was ancient and was assoviated
with an established teacher he could refer to that illiberal word “‘method.”’
The Great Books as a hist, of comrse, won't teach themselves. Sinee Soerates’
time a great deal has been uncovered about gronp disenssion, but, to the
director, to go into all this would be a sordid technical business nnworthy of a
Great Books disenssion, But why has all wmethod stopped sinee the Tonrth
Century, B.C.2 Any study of Socrates” method reveals its gross Hmitations
despite its good points. A lberally edueated man, it seems to me, is aware of
the alternatives within gronp discussion, of the possibilities in organizing the
Gireat Books, and what ways ave at hand to make a Great Book an experience.
Since Whitehead has moved us atl away from facts and substanee to process
and event, and Dewey has reminded us that means is inherent in the end, just
how can wethod, which includes ““process’and ““means’ as continnous instead
of static in form, be thonght of as “mevely " teehnical and applied? There
is a great deal of difference between the humauities and what is seleeted from
them to be walled into courses. In iruth the humanities, put up in the form
of eourses, greatly suffer because departments cannot come to grips with the
form of general education, Thus, the humanists of the curricnhum vaviety
are embarrassed by the ereative act of poetry, as if eveation is inferior to talking
about it. They are rvegretful of Shakespeare as playwright, preferring not to
look at his poetry to be staged and voiced. They would decline prodding into
a way of reaching freslnnen as too practical.

In art, all method has embedded within it snbdeviees we call teechniques.
Method, larger than technigue, is a study of the fitness of form to content; how
a change in intent alters the organization of means, how new forms are sought
to contain the interpretation of new conditions. English canmot avoid the tech-
ical, the anapest, the terza vima, sprung rhythm, and for that reason English
too can become voeational when these are studied for themselves without con-
sidering the larger form they ereate. Tu my methods course, it is rare that [
take up such matters as voiee projection, nse of blackboard, walking around
the room to change the center of intevest, and so on; and when I do, T think
of them only as techuiques ercating a larger form, as T would if I were point-
ing out how a caesura or an alliteration makes the wing of an Emily Dickinson
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Iyrie flight. The methods conrse is liberal when the prospeetive teacher must
decide which pattern of idcas to be taught is the best of the several known to
be possible, im light of a certain kind of experience to be sustained, and in
light of the total effeet which is the aim of the course.

Abundant illustrations of how even the liberal conrse itself can degenerate
into the technical ave offered by Gilbert ighet in his The Classical Tradition.
e quotes Nichols Murray Butler: ““. .. T recall that during the first term of
the sophomore year we were to read with Dr. Drisler the Yedea of Furipides
and that when the term came to an end we had completed 246 lines . . . we never
came to know . ., the significance of the story or the uality of its literary
art. . ..7 Aud ED I Benson writes, “The methods of tutors resembled that of
those who, by making their pupils chop up dry faggots of wood, hoped to teach
them what was the nature of the trees that once the wind made murmurous on
the hillsides of Attiea.”™ In both cases method has tnned teehnical. No course
in itsell is cither liberal or technical. Content without method is not ar;
method without content is not art.

Those who disdain method eonrses usually heg the question by potting an
adjective before liberal. They speak of **sound ™ liberal conrses, which of course
implies that there are nusonnd ones. How can one tell the difference hetween
“sound” and “unsound T exeept by method? Or they refer to ““solid’’ liberal
subjeets. Or very often they sidestep method by treating it parenthetically.
Listen to Mr. Fadiman at Miami: he said, “* great work of i, properly
taught, performs work on the teenager: and—this is what somehow he must
be tanught to feel—."’ Notice the phrase *“properly taught ** and the little adverh
“somehow.”” How naively vagne for sueh an undertaking! A methods conrse
is concerned with this ““properly tanght,” this ““somechow.’’

Mr. Donald Adams of the Times, speaking of twentieth century criticism,
laments *“that the champions of the exelusively eerebral approach io literature
have largely taken over the . . . teaching of poetry in our colleges.” On the
other hand, Robert Spiller is now cheered by the faet that at last literary
scholars have turned {o the ereative processes as a living act and the work of
art as an objeet to be freshly experieneed. . . "’ Methods conrses have heen
Forged from these two poles of thonght for years. Ilow; in a class full of lower
middle elass youth, can we avoid the undnly cevebeal and turn the work into
a fresh experienee? But the methods conrse operates with this larger differenee.
Both Adams and Spiller need only write abont the condition; the methods
teacher must do something about it with people: he mnst literally try to mediate
“Ode to a Greeian Thm™ into a fresh experience for the devotees of Elvis
Presley and the victims of Madison Avenne’s snares, When one only writes
about it in the Times and in the Saturday Review one is supposed to be engaged
with the “trnly ™ liberal; bnt when one secks a method of reaching yonth, one
is ouly practicing an applied avt, and henee is automatically second-rate. A
dean from Michigan State brings us the insight that not ouly published books
but graduates too are bearers of the liberal heritage. Tn truth, the heritage
exists only when, assimilated by a human being, it influences him at a moment
of deeision.
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Method and Unity of Knowledge

No apologics are needed for the method course, for those who teach it are in

Whitchead, and Russell. Twenty yemrs ago T. 8. Kliot wrote that “The task
of education is no longer the task of wmerely trainimg individnals in amd for
socicty—but also the larger task of training society itself, The scope of eduea-
tion has been vapidly expanding as soeial organisis have bhroken down, . . ."°
This task, I repeat, is the task of wmethod,

With the vast explosion of knowledge at hand, the liberal arts must ask
where Bnglish belongs in the new attempts at the unity of knowledge, In My,
Russell Thomas's new hook The Scaveh for a Common Learning-—he is a profes-
sor of hmnanities—note the place of method: ““ It is only for analytical purposes,
of course, that these factors [educational principles, adininistrative structures,
and pedagogical methods| can be separated. In praetice they are inseparably
hound.”" The liberal arts must. ask, too, how shall English fit into an inereas-
ingly nenreligions, seenlar, non-Western world? ITow Iinglish shonld relate
itsell to the reality that wmathematical physies is manfolding. Ilow Inglish
shonld be velated to the bottom of the barrel in the social order. To frame
stueh questions as these is the meaning of method. In this sense method is in-
separable from liberal.

Method is larger than mere deviees for provoking discussions, trieks of
gaining interest, and ways of maling subject matter stick; it is more than pass-
ing on the methodology of resbarch. A hundred years ago Ierbert, scusing the
defeets in German seholarship, stated the case for method as it is now heing
explored in a liberal way in our schools of edueation: ‘“The modern problem
is 1ot how to compose history but how to utilize for ednecational purposes that
which has been composed,”” The study of edueation as & process inherent in the
larger social-historical proeess is the method of liberal education,

IIcre is the cardinal issue of our times: In what way and to what extent was
education responsible for the debacle of this century of the common man that
began with such high hopes? IFor over a century schools of education have
undertaken this task almost cntirely alone beeause a tradition of speeialized,
technieal study within the liberal arts relegated more and more to education
courses this responsibility and, according to Ortega ¥ Gasset and C. . Suow,
thereby forfeited their humanity. Today, as a result, the liberal spirit, so long
in decling, is being revived onece again—this time not in ancient languages, not
In seienee, not in theol zy, not i the new social seiences, but in the task of
finding a method of m: s liberal education in a value-torn civilization.
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THE METHODS COURSE: ITS SCOPE
David Stryker, University of Florida

After a quarter of a century of teaching, T elaim to he doing a fow things
better now than when I first began teaching, aving tried different approaches
to solving the problems that inevitably come up in a one-semester conrse in the
teaching of English in the sceondary school, 1 have settled npon fonr woals
that I think the methods course shonld aim to aceomplish. 1 am aware of the
objections: Yon are trying to cover too mneh: von expeet too munch from in-
experienced undergradnates; there isn’t time: yon should work on fnnda-
mentals. Tu the presence of a roomful of veterans who wrote the very hooks and
articles that 1 have learned by, 1 submit that these are the fundamentals on
which a beginning teacher can bnild a career that will satisfy himself and
those he serves,

1. sequaint the student leacher with professional publications, Reguive
that he read in, take notes on, and react to five kinds of professional publica-
tions: (a) Current testhooks on the teaching of Lnglish. Let him read a
chapter here, a chapter there, in a half-dozen different texts, to find ont what
the experts have to say on the same topic. (b) Learned journals, ineluding
the English Journal and College English. Make sure he has held in his hands
and read at least one whole artiele from snch nsefnl publications as the afore-
mentioned, as well as the Sevenleenth-Century Newsletter, Vielorian Studics.
and Ameriean Speeeh. () State and local curriculnm gnides and courses of
stndy. The teacher of the methods conrse can easily acenmulate a snpply of
single copies of dozens of these publications, for study, comparison, criticism,
use. (d) DPertinent popular magazines like Theatre Arls, Salurday Revicw,
New York Times Book Revicw, which contain articles aboat hooks and anthors.
(e) Books written especially for adolescent readers, Every prospeetive teacher
of secondary students should read one modern novel aimed at teenage boys,
another at teenage givls, and he shonld bhe familiar with lists of scores of
sich stories expressly written for young people.

2. Imeuleate a professional atlitude. By precept and example, the teacher
of the methods conrse advocates (a) Membership in connty, state, and national
professional orgenizations. (b)) Attendanee at and participation in meetings
of these organizations. The teacher goes, takes his stndents with him when
possible, and talks candidly with his class about his own involvement, who
was theve, who said what, what happened. (¢) Participation in school, county,
or uational committee work. The wethods course appropriately alerts the
student to an awareness of the teacher’s responsibilities at home and at large
in professional work that is not always direetly conneeted with his snbject
field.

3. Inform regarding current research and practice in eight arcas. Obvionsly
a one-semester conrse can only touch upont the work that is going on in these
eight erncial arcas. BEven a week on cach can open a stndent’s eyves to vistas
he must continue to peer into: (a) Organizing instrnetion, (b) Language, (e)
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Literature, (d) Reading, (e) Writing, () Speaking, (g) Grouping for in-
straction, (h) Articulatiou.

4. Provide practice in construeling a pivetical Do -conlored wnil. Sueh
a unit should iuvolve all the language arts and might inelude use of (a)
Adopted texthooks on Jiteratwre and composition, (h) Vibrary resourees, ie)
Audiovisual materials, () Community resources, (e) htegration with other
stthjeet fields, () A\ pavticular, known sdwol and class—in the student s
former high schoal or in the one where he hopes to intern,

I have named four aveas in which I a:in convineed the student must have
experience hefore he leaves college, if he is to feel equal to student teaching
and employment in school systems which may or may not enconrage him—-—
or allow him—to become a good teacher of English for midtwentieth eentury
Awmericans,
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AN EVALUATION OF A METHODS COURSE
Agnes V. Boner, Montana State University

As the member of a department of Euglish who is charged with teaching
“Lnglish (I13d.) 481, Methods of Teaching Seeondary School Bnglish,'* 1 am
particulavly aware of the criticism of courses in edueation. No footuote is
needed: the reader may find such articles—serions. comie, thoughtiul, or
shallow—in the latest issues of popular or professional magazines.

Courses in methods of teaching specific subjeets have suffered few attacks
in print. Oral disparagements ave heard, however, especially from professors
of academice subjeets: *“You learn to teach from experience,” ** You can’t tell any-
one clse how to teach.”” “They would be better off taking move subjeet matter.”
Under this bombardment in speeeh and print, | finally  decided to put
to a1 test the course offered at Montana State University, and the study de-
seribed herein was born.

Bzckground

Conrses in the teaching of secondary sehool English have inereased in
popularity since the berinning of the eentury, In 1901, only four of thirteen
prominent institutions whose eatalogies 1 examined offered  the eoupse.!
In 1910, the catalogues of nine of thirteen universities and five of thirteen
colleges seleeted at vandom listed it. In 1913, twenty-one of twenty-four
universities reporting to the Commissioner of Education were wivig methods.?
After an exhaustive survey, Jmmnes Hosie wrote in 1916 that English methods
was taught in all the larger universities and colleges espeeially in the summer.?
Today most institutions training teachers offer methods,' and the course is
generally recommended by groups studying teacher education.®

At Montana State University, methods is offered during the winter and
snmmer quarters for four credits. Students are expeeted 1o take it before
practice teaching, but because of scheduling problems many of them take it
later,

Procedure

A questionnaive was sent to all ex-students who had taken the course dur-
ing the previous three years. The respouse was about 85 pereent, or 60 returns.
After 14 returns were disemrded beeanse people were not teaching high school
English, the evaluating group equaled 46,

! These were the English departments of Dartinonth College, Howard University, and the
state universitios of Michigun and Oregon.

? Report of the Commissioner of Education (Washington: Bureau of Edueation, 1913),
p. 520.

? National Council of Teachers of English, Procecdings of the Sixth Annual Mecting,
English Journal, V (1916), 59.

* This writer found that in the Northwest Associntion of Colleges and Secondiry Schools
there were, in 1958, only three institutions of over 400 students whieh did not include 2 course
in methods of teaching English.

® National Commissiont on Teacher Education and Professionnl Standards, Curriculum Pro-
grams (Washington: National Edueation Association, 1059), pp. 20-21. o
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 Part 1 of the guestionnaire asked the teachers to pass judgment on the
vithue of the course as a whole: Part 11 asked them to rate each leeture-disenssion,
demonstration, and  assignment as to its usefulvess in preparing them  for
teaching sitnations : Pavt 111 askerd them to eheek from a list of items those
which they thought shonld be added to the convse: Part 1V asked them to
list parts of the course which should be emphasized more and the parts which
could be omitted withont loss: finally they were invited to comment freely.

Results

In Part 1 raters were asked to cheek one of three statements which best
deseribed  the value of the cowrse as a whole.  Thirtydwo cheeked **very
helpful,™ 12 checked “taivly helpfal,” and 2 checked “*not helpful,”’

They were next instrueted to cheek the most useful phase of the conrse,
Fourteen checked ©The lectures and disenssions,”” 25 checked The demonstra-
tions of teaching methods and techniques,”” 2.4 checked “*The written assien-
ments.”" and 7 checked ©The readings assigned in textbooks, professional books,
and professional magazines.” Although it is obvions that many raters cheeked
two or three items instead of one as diveeted, the results show a preference
for demonstrations and praetical assismnents. A comment from one teacher
is representative of others on this part of the guestionnaire: ““I liked the
demonstrations of teaching granmmar and motivating reading. I have used
over and over your steps in teachiug poetry, speech, and composition,”

Part 11 of the yuestionnaire listed the main lecture-discussions, demonstra-
tions, and assignmients of the course and asked teachers to rate them as follows :

SATIE AL gave yon insight into teaching methods and technigues which
yon actnally adapted for use in teaching,

=B it gave yon usefnl knowledge as a backgronnd for teaching.

SCT N L was not nsefal to you, or not applicable to high school teachingr,

The demonstrations, lasting from ten to twenty minntes, were given by
we or by class members to supplement the lectnres and diseussions,  Move
than half’ the teachers rated the demonstrations listed below A’ :

Corrvecting students’ thewes so that you teach individuals
Helping students solve prohlems involved in a writing assigmuent
Motivating independent reading

Teaching poetry, plays, novels

The traditional versus the funetional method of teaching grammar
Teaching usage by the oral method

S"—(-\'orul raters suggested more danonstrations.  Said one, ‘“‘Leetures about
experiments in methodology and on factual material could be replaced by more
demonstrations of teaching techuignes.”” Ou the other hand, only 12 teachers
thonght that observation of rontine teaching in the publiec schools (there is
no campus school) should be added. Sinee observation was a prereguisite for
practice teaching, it had not been included in methods. The vesults of this
part and the teachers’ connuents indicated that demonstrations given by
the professor were more highly resmrded than those given by students.
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Rated A7 by more than half the teachers were these assignments:

To plin a composition Tesson from the assigmunent to the final draft

To reud student themes, sngeest revisions, and point out errors

To plan a unit integrating the study of literature, composition, aud speeeh
To plan a lesson intewrating granmmar with composition

To plan a speech projeet

Althongh it planning was called very helpful by 31 people, several reported
that they found mnit teaching troublesowe, unsnecessful, or impossible. Said
one rater, “LIits are dbficult to exeente for these reasons: Lack of prior prep-
aration on the students™ part, lack of time for planning, and the extremely
wide range of individual differences within a single class. ™

All of the assignmments rated - C"" (not helpful) & or more times had to do
with tasks not needed by the teacher in his actual conduet of the class
period :

To examine standardized tests in reading and langnage and seleet several
for future use

To write a composition of the Kind yon will ask your students to write

To examine and comment on professional hooks

Only five of the 21 leeture-disenssion eomhinations were rated A’ by more
than hall of the teachers; all five dealt with what and how to feach:

The varvions plans for organizing the conrse in high school Inglish

What shall be our objectives in teaching writing? What kind of writing
assignments will help reach the objectives? (Group reports)

Deseriptions of studies made by George Norvell and others coueerning the
interests of ehildren in literature

What usage items to emphasize and why (inclnding mimeographed mite-
rial)

The steps in plamiing and teaching a projeet in specech

Five other lectures vated unot helpful by 8 or more were those aimed at
giving stndents a backgronnd of information which might help them gain a
better nuderstanding of high school English:

What is effective communication? (round-table discnssion)

Deseriptions of experiments made to test the ““intensive’™ versus the ““ex-
tensive’” method of teaching literature

Iistory of the attitnde of the schools towiards grammar and eorveet”™’
usage

Theories of teaching spelling

The other eleven leetures were rated “B77 by 9 to 22 people. The leetnre-
discussions were, as 4 whole, regarded as less nsefnl than the assigmments and
demonstrations,

" Concern about grammar. Much worry and frustration over the teaching of
grammar was evident. Twenty-three teachers commmented that they often con-
sulted their class notes regarding grammar, 17 believed that grammar should
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be emphasized more, aad 5 stated that the real sonree of the tronble was that
tewchers did unot know gramnmmnar. The wail, **How can yon make grinumar
more interesting ?*" was reiterated.

Intexest in poctry. Teachers seemed to fear that they were less snecessinl
at teaching poetry than other literature. Bleven teachers mentioned that they
had used their notes on teaching poetry : 5 others thonght that poetry shonld
receive more cmplhasis,

Proposed additions.  Tostruetion in the technigue of improving reading
ability should be added, according to 38 of the 46 raters. Such instruetion had
heen omitted to avoid duplicating a conrse in the school of edueation. ¢ Oy-
ganizing and snpervising extracnrrienlar activities™ was checked 18 times,
and “standards for judging texthooks ™™ was cheeked 17 times,

Summary

1. A majority of a group of 46 experienced teachers rated the methods
course they had taken as students **very helpful.™”

2 They approved most kighly of the iustenction in the technignes of
teaching and the making of lesson plans: they were less enthusiastic abont the
leetures and  disenssions designea to help them avrive at a philosophy  of
tenching, to give them 2u understanding of the place of English in the enr-
rienhm, and to give them a backgronnd necessary for intellieent selection
of teaching materials. The written comments as well as answers to the ques-
tionnaire indicated that teachers expected a methods conrse to tell them low
and ehat to teach in the high schools as they are now constituted.

3. They showed more concern ahont the teaching of granmmar and poctry
than abont any other phase of the conrse.

4. Abont 82 pervent recommended that the teaching of reading be added
to the conrse.

Conclusion

The judgments and comments of the evaluating group furnished the teacher
of this course new insight into student desires and additionnl knowledge
of conditions in today’s schools. A revision of the conrse followed.

Several resnlts should be of enongh intevest to warrant farther study by
college and university departments educating teachers of English.

1. What should be the specific funetion of methods comrses in the tolal
preparation program?

2. Is the teaching of reading in the secoudary school the pressing problem
that this study indicates? If it is, can enough instruction be given in methods,
or shonld students be requirved or encomraged to take n separate econrse?

3. Why is there so mueh anxiety and concern regarding the teaching of
grammiar? Arve sccoudary sehools overemphasizing grammar! Is the root of
the trouble that teachers do not nnderstand the structure of the English lan-
gnage? Have the teachers who complain that the teaching of grammar is
diffienlt had any study of the English language as sueh? How nmeh and what
kind of study in the English langnage shonld be rvegquired of prospective

teachers?
O
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RESEARCH: A PRIORITY
David H. Russell, University of California, Berkeley

In the Spring 1963 issue of The Lmevican Seholar, My, Jacques Barzam
nses his favorite epithet when he labels linguisties as an example of seientism,
He says tnether, ** The issne comes down to this: Ave the produets of the human
mind (in this instance, langmage) to be treated like natnral objects?”” However
cloquently and ernditely Mr. Darzan pnts his answer, some ol us ave a little
tired of black and white labelling, of dividing hmnan knowledge into seience
aud nonscience, of saving that experimental methods of investigation apply
to one field of study but not to another, It is my thesis not only that many
aspects of verbal behavior are mmeaable to seientifie investigation, bat that it
is high time we get busy combining literary scholarship with some of the ex-
perimental approaches of psychology and other diseiplines. [ is high time
we had more faets abont the teaching of English whether derived from literary
scholarship, psychological rescareh, or, even better, a combination of the two
approaches.

My assumption, accordingly, is one which a few of you have heard me state
before: Teaching is an art, and good teaching is a great art, but more and
more it is an art inflnenced by scientifie investigation. Ilow can we develop
this coneept with a gronp of young people who, as English majors, are
acquainted with some aspeets of literavy scholavship but who are soon to be
mightily involved in the Tearning processes of 30 children or 150 teenagers!?
IHow can we help these teachers-to-be or teachers-in-service to find a basis
for their teaching which includes but goes bevond literary history? Can we
move people from a central concern with literary genves, the new critieism,
William Blake, or Emily Dickinson to sceing their problem in terms of in-
dividual differences among adolescents, how one learns to write a deeent
paragraph, and the development of a permanent habit of reading good books?

The Place of Educational Research

Before attempting to answer such hard gnestions, may [ generalize abont
the role of educational or psychologieal researeh for a few minutes? What is
its place in the total educational enterprise? What do we know about its
strengths and weaknesses ?

In advoeating priority to rescarch oun teaching Euglish, I am not implying
that all problems of Eunglish orv literary scholarship can be tackled this way.
In a recent paper Northrop Frye suggested that there arve three coucerns in
the study of literature: (1) the theory of literature—which is the domain of
eriticism, (2) the practice of literature—or learning to write for onesclf
(usually not aceomplished in university classes), and (3) the teaching and
learning of literature and language—which has not always been the coneern
of university departments of Euglish. It is this third area for which I am
especially recommending the empirical, “‘seientifie’” methods of rescarch, al-
though they may be applicable to the first two ficlds as well,

1

L

R

27




Q

ERIC

PAFulToxt Provided by ERIC

a2 : ENGLISIT EDUCATION TODAY

These methods for studying the teaching and learning of English are not
new. They are based on the formnlation of the scientitic method by Prancis
Bacon. They nsually attempt to deal with observable langnage hehavior in
speaking, writing, spelling, appreciation of literatnre, and other phenomena,
They @o heyoud the intnitive thinking ard rational analysis of the literary
seholar to some form of testing hypotheses and \':-rif_\'in;: conelnsions.  They
also lead to the discovery of new problems and new solutions.

Althongh research on edueational issues sueh as learning and teaching is
gaining in strength, it is still far from achieving the organized attack on
problems charaeteristic of the natural seiences or even some of the social
seienees. This may be partly becanse edueation is an applied field which draws
npon a wide variety of rescarch in geneties, anthropolugy, psychology, and
other disciplines. 1t may be becanse teaching as a field of inguivy in its own
right is only about 60 years old. Credit for the first edneational study which
might be labelled seientifie” is nsnally given to J. M. Riee, a school snper.
intendent who in 1897 published an aceount of children’s achievement in
spelling,  Ineidentally, he Tound that clementary school papils who devoted
ouly 13 minutes a day to studying words did jnst as well in spelling as those
who spent 45 minntes a day, and theretfore he nrged that pupils’ time not be
wasted nnnecessavily, By 1915 some torms of educational  research were
established in cortain institntions of higher learning and in a tew school
systems, Some of the claims made for research in the 1920°'s have never
been vealized, but in the last decade a small boom in sneh research has been
developing.

Althongh cousiderable factnal knowledge abont educational problems has
been acennmlated, espeeially in the last 20 or 30 years, its applications in
teaching are frequently limited. The place of research findings in edneational
deeisions made by a teacher, a school board, or a conmunity is often nn-
certain becanse of the complexity of factors inflnencing schools and teaching.
The envrienhun in a loeal elementary or secondary school is a prodnet of many
forces—among them traditions, legal reqnivements, philosophies of edneatiou,
and pavents’ goals for their children. Somewhat more innmediately, social
presaorves may affeet onr schools, 1t a group of parents or school patrons want
more basketball or more marching hands or more science or more emphasis
on college preparatory conrses, and want then strongly enough, they can in-
fluenee the school hoard, school officials, and teachers to move in these direetions.
But along with these forces, teachers and other school people are beghming
to be influenced by seientific research on childhood and adolescenee and on
teaching and learning,

Current Developments in Educational Research

What is this emerging edueational research, and how is it being conducted?
Definitions of research range from Charles Kettering’s industrial view of re-
search as “‘an organized method of keeping yon reasonably dissatisfied with
what you have” to Harold Laski's ‘‘a state of resentfnl coma in which pro-
fessors sometimes find themselves.”” Studies labelled as educational research
seem to range almost as widely as these definitions, for they may draw from
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psyehology, anthropology, biology, and many other ficlds, Fducation has been
deseribed technically as —an applied social science’ and therefore finds data
and methods m these and other diseiplines. Carefnl stndies of schools and
pupils are usually more like research in psychology or sociology than like
experiments in chemistry or physiology, so the label placing them with the
social sciences seems reasonably aceurate.

Althongh valnable edueational research has been accomplished by psycholo-
gists, authropologists, and other schiolars, there is in addition a body of
acenmulated material and method orviginating with teachers, children, and
adolescents, in classrooms or schools, which may be labelled *educational
research,”” At present it is moving ahead on at least six fronts, Some research
is done by committees of professional organizations such as gronps of teachers
interested in the teaching of English or mathematies, Seeond, some of the
Inrger school systems suel as the cities of New York, Detroit, and Los Angeles,
and states snch as New York, Michigan, and California have researeh bureaus
working on local or state problems, Third, individnal rescarchers such as
university professors and their graduate studeuts continne to publish valuable,
i’ sometimes disconnected, studies as they have done sinee 1915,

But there are at least three wore recent influences which have stimulated the
production and comnmumication of educational research. Industrial and com-
mereial organizations are inereasingly  concerned with upgrading employee
competence and have been looking for better methods of doing this, such as in
the use of teaching wmachines. Other organizatious producing psychological
tests have lavge rescarch staffs, A fifth stimmlns to edueational researeh has
come from some fonndations sneh as the Carnegic Corporation of New York,
which two years ago gave over seven million dollars to edueational institutions,
most of it for research and development. The Fund for the Advanecement of
Eduecation has supported demonstration and experimental programs in such
areas as teacher preparation, currvieulum improvement, studies in higher edu-
eation, and the use of new resources in teaching, The Russell Sage IFoundation
reports that the nation’s 5,212 foundations gave some 250 million dollars to
education last year, a cousiderable part of which was earmarked for research,

Another recent influence on edueational research is the federal government,
1t has long supported studies in certain enterprises such as voeational eduea-
tion, but more reeently the Department of Iealth, Education, and Welfare
has contributed direet aid to educational research, some of it under the Na-
tional Iunstitute for Mental Health at Bethesda and more recently under the
National Defense Education Aet.

The three traditional and the three newer approaches eombine to produce
the current upsurge in edncational researeh.

Five Concepts to Be Developed

With this reawakening of interest in the scientific study of teaching prob-
lems, how shall we make the result of such research activity a priority in our
own thinking and in the development of teaching eompetenee in onr students?
ow can we help them sce that researeh gives some basis for dealing with those
difficult problems I wentioned earlier—individual differences, sociocconomie
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viriations in Lingnage, learning to write, and development of perianent labits
of reading! Sowe students. scornful of wmethods™ conrses or tesenttnl of
“edueation”” classes, will resist what to thein is o new approach—at least in
the first weeks of elass seminars or meetings, 1 believe, however, that emphasis

upon an established hody of veseareh not only will have intelleetual respect-
ability for them, bhut will wradually begin to fnuetion in their thinking.

Here, then, are five coneepts about vescareh which wmay be gradually  de-
veloped over a semester. Time permits me to culavge on wnly one of  these,
and yon all may wish to add to the list as you work with vour own students:

(1) Rescarch has now bocome an indegral part of the total cducational
enferprisc. As | snggested above, it is only abont 60 years old, and there are
many waps in onr knowledge, Furthermore, nntil recont vears reseieh in
eduecation has been an infinitesimal paret of our annmnal 25 billion dollar budget
for cdneation, particnlarly in comparison to hig business and industrial eor-
porations where rescarch may be allocated from four to ten pereent of the
annual budget,  Bdueational researeh is small in comparison bt beeoming
ever more influential,

(2) There arc three Kinds of operation or three functions v the total
rescareh process, The first of these is the funetion of the discovery of uew
knowledge, usually associated with what we call basie vesearch but, in onr
field, not unknown to the gifted teacher. Rescareh studies by Jndd and Boswell
on eye movements in reading or Thorndike on word frequeney woere attempts
to wet at knowledge for its ownt sake. The second opaeation is the applieation
of basic knowledge to technology, instrmmentation, and  practice—what  we
wstally call applied researvch. The studies of eye movinents were applied in
reading, scicncee, history, and other subjeet matter, Thorndike's work led to
a large gronp of applied studies on simplifying voeabulary and on readability,
The third function is that of innovation and dissemination—aetually tryving
out the new ideas or materials, getting schools or school systems to undertake
sottething new, overcoming the lag between what we know and what we do,
The mnelear physicist to the electrical engineer to the man who repairs yonr
transistor radio: the chemist to the pharmacologist to the doctor who works
with the patient; in Eunglish teaching, for exammple, the scholar in linguisties
to the doetoral candidate making a careful study of three bases for teaching
srmnmar to the texthook writer or teacher of English composition. ANl thyee
have funetions to perform in relation to research,

(3) There are some well-established ways of studying rescarch for oneself.
[ believe that every student in a conrse on the teaching of Enelish should learn
“how to do it oneself.” Ile should beeome acquainted with (a) some of the
standard researeh references and (b) some enrrent research reports on a topie
which interests hiw, Perhaps all of you heve have yonr students learn to nse
sieh library resources as the Education Index, the Encyelopedia of Educational
Researeh, the Review of Educational Rescareh. and the new Handbook of
Research on Teaching. 1 hope that all of yon encourage your students to read
not only summaries of rescareh but a few current, primary sonrces in the
English Journal, the School Revicw, the Journal of Educational Researeh. or




Q

ERIC

Aruitoxt provided by Eic:

LT e Lot

e b vpon

NSt e

RESEARCH: A PPRIORITY e

other pertodicals. Such Bbravy skills may be the beginning of peranent habits
of reading and of ntilizing ** the reseireh point ot view, ™

(B The best away to dovdop = a rescarele point of rice” is lo try seme in-
formal ceporimentation oneself. AN of you have rvead about what we call
““action vesearch™ or ‘‘operations vescarch’'—little studies in a partienlar
classroom, school system, or college which probably have no wider application,
but way stimnlate both teachers and students engaged in something fresh and
different. For class purposes some of yon may not call this vesearch, bat it
ean be the **case method ™" or **problem solving ™ if yon wish. Yon nse it when
you pose a question sneh as what to do in a school with an inadegnate library
and a gronp of tenth graders who vead at abont the third to sixth grade level
The attack on such problems is the first step in planning an ““action veseareh ™
project. Your own approaches to problems of a college class may illnsteate
willingness to try ont and evalnate new procedures,

(0 Finally, theve ave theee main classes of rescaveh studies which students
showld rceoynize, To some of vou this is arvaut oversimplification, for there
are nany variations in researeh design and connmission. 1 believe, however, that
identification of three main types can help both student and instructor in
assessing strength and weakuesses of a study and in applying it to one’s own
work, The three kinds of rvesearveh ave nsnally labelled sureey studies, corrda-
tionul studies, and erperbnentul studies, 11 we are beginning to study a problem
for the fiest time, the first approach is usnally  disenssion—we aregue merits
pro aml con, perhaps for wmonths or years, withont doing mueh abont it
Euglish teachers often love to debate, and it is hard to move them sometimes
from an opinion-basis to a fact-basis. Seoner or later. however, someone will
say CLet’s find ont the faets,” For example, we may argne whether or not
lwgmisties is nsed in teaching English in California or Indiana high schools
and whether it is a good thing. Rescarch begins to enter the pietnre when we
try to find ont, by questionnaire or interview probably, what teachers say they
do abont lingnistics. The veport The Nativnal Interest und the Teaching of
English is a good example of a snrvey of national conditions.

But to retnrn to the lingnisties problem, after the snrvev vesnlts are in,
someone will say O, 34 pereent of onr English teachers use lingnisties, bt
is it a good thing?'’ We eonld get their opinions from a guestionnaive bat
perhaps we want to dig deeper. Heve is the place for the coreelational study,
Does some knowledge of linguisties make for better writing? Or again, is botter
reading ability in the cleventh grade associated largely with verbal intellizence,
or can it be improved by a special two months’ conrse? What things go to-
goether? A corrvelational study canuot ordinarily snggest cansation; it can tell
what things are nsnally joined or combined in some way,

If there ix some indication from a correlational stndy that work in lin-
gnisties is associated with competent writing, the worker in applicd research
may want to vonsolidate proof and develop insights into possible relationships,
If he can, he may set up an experimental sitnation in which he carefnlly tries
to control snch variables as stndent competence and intelligence, teachers’
abilities, amonut of writing done, ete, and then find ont, over a year to two,
whether instrnction in lingnisties is any better than traditional grammar or
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generative grammar or the usage approach in developing hotter writing abilities,
All these conditions are hard to control experimentally—which is often a reason
educational research is a bit nusatistactory, Only the experimental approach,
however, can give us some of the deeper answers we want to many problems
of teaching English,

A Case Example: Teacher Load

This hierarchy of three approaches to a problem has been nicely illnstrated
in the last anmnnmal meetings and other aetivities of the National Conneil of
Teachers of Lnglish, For some years there has been a vigorons disenssion on
teaching ioad in the Directors’ and business meetings of the ovganization, In
1956 and 1957 the Council passed vesolutions on the problem, mud in 1938
passed another resolution reaftivming a recommendation of a maximum teaching
loadd of fonr classes per day for high school teachers, or twelve semester hours
for college instrnetors with envolthnent limited to not more than 25 students
per class,

Now this resolntion may illustrate a worthy position and he an exeellent
stand to take in relation to public interest in the secondary school or college
class, TProm a strictly scientific point of view, however, we have no evidenee
that 100 students is the proper teacher load or eutting point in high sehools,
Some teachers may be betrer in large groups, some read compositions faster,
sone are better able to coneentrate on one or two composition abilities being
practiced, some have heavy outside demands on their time—a hundred factors
may affect the devision of what to do abont teacher load, Recently the Com-
mittee on Researeh of the Comneil took the matter under stidy and did several
things, Iirst, it pointed ont that carvefnl studies of teacher load in English
had been made—that there were some 170 references and perhaps 30 or 40
worthy studies of the question goitig back at least to Dora V. Smith’s investi-
gation veported in her doctoral dissertation,

The first step, accordingly, for anyone interested in the problem was to
learn what was already known about it. (Ineidentally, the Couneil is preparing
such a snmmary with the help of Professor Ingrid Strom, and this will he
available to Dircctors of the Conncil and other interested persons.)

Second, the Rescarch Committee pointed ont that the question of teacher
load eonld be considered a part of the general gquestion of how English teachers
spend their time, in and out of sehool. A survey study nsing questions on many
activities wonll have the advantage of not singling out for special notice the
munber of stndents taught or amount of time spent reading compositions.
The questionnaire or interview schedule would have to be cheeked for ambignity
in questions and simplicity in tabulation. Deeisions would be needed on what
kind of a sample population should be studied.

Third, the Research Committee analyzed some of the subquestions under
teacher load to illustrate the eomplexity of the problem, The analysis showed
conchusively that there is no single or simple-minded answer to problems of
teacher load which involve such factors as number and length of compositions
assigned, ways of marking, amount of revision requnired, class size, and a dozen
other factors. Depending upon the kinds of facts wanted, the Committee
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proposed at least three kinds of rescarches other than surveys—ease studies,
comparative investigations, and experinental researches with caretul control
of all hut one or two variables. For cach of these approaches, a eavetul rescareh
design and help from design and statistical experts would be necessarvy.  1f
anything like a national sample of students was involved, half a million dollars
wizht be needed for the study or a series of related studies,

The point to the above sample analysis is not that we are ignorant of
nroblems of teacher load in English. We have intuitively suggested a maximuom
of 100 stndents in four high school periods. Rather, we need to go beyoud
our hest guesses to get the faets and to test our hypotheses. Most of us here
should be able to take an intelligent position on the question of load, to go
hevond swrmise to some knowledge of the complexities of a problem facing all
teachers. Decause questions of fact ave involved, empirical researelt nmst be
used to wive us some of the answers we need.

Some schoal people are like nurserymen with a new hybrid. They want to
wet the new idea into commereial produetion vight away. The researcher, on
the contrary, wants to take time to produce the hybrid in the first plaee, and
then he wants to give it a careful tryout under controlled conditions, Careful
rescarch in teaching, as in other areas, is, in the words of C. 1. Suow, “‘a self-
correcting system, There is no fraud (or honest mistake) which is going 1o
stay undeteeted for long . . . eriticisin is inherent in the process itself.”” The
research worker does not want the teacher to acquire what Martin Mayer called
“*a superstitious belicf in the juju of educational rescarch.” He wants to
move the teacher from heing a **passive purveyor of pedagogical platitudes™
to a person who oecasionally engages in Santayana’s “invineible surmise,”




THE ROLE OF THE ENGLISH EDUCATION SPECIALIST IN
SUPERVISING AND CONDUCTING RESEARCH

Margaret Early, Syracuse University*

What is the role of the English edueation specialist in supervising vescarch?
The question implies that a major vespousibility of the English edueation
specialist who teaches in a graduate school is to direet doctoral reseaveh related
to the teaching of English. 1n order to do so. lie must nnderstand the funetions
and limitations of research, partienlarly of the kind that can he comduetea by
the unsubsidized graduate student, I rescareh is not to be limited by shortness
of time and money and lack of personnel. the English education speeialist may
need to extend his role to secking finaneial support for vescareh ideas that
may also generate doctoral stadies.

The English education specialist shonld know what questions need to he
asked abont Baglish—how langnage skills and appreciation of literature may
be learned, how they may be taught, and how the enrrienlnm way be ovganized.
This implies a knowledge of what research has been done in the fickl and an
ability to read research. The English edueation specialist should know what
we most want to kuow in order to improve our understanding of English and
the teaching of English, and he should also know what researeh methods can
be applicd to find valid answers, 1lis knowledge of vesearch methods probably
eaunot be as technical as that of the expert in statisties and vesearch design,
but he must understand these at least well enongh 1o seck help from statisticians
and psychologists, 1t he cmmot use the researcher’s tools directly himself, he
ninst know their foree so that he will not he dazzled by statisties awd thus fail
to deteet unanswered questions which the outward display of acenracy can
often eonceal.

The English education specialist must have a philosophy of research. Per-

; haps the word itself has become too overworked ever to regain o common.
precise definition. Most of us would recoguize degrees of clasticity in the
definitions of doetoral research and some latitude in the types of rescavel we
would aceept or rejeet at this level, Perhaps this is largely a personal matter,
or an institutional onc; at any rate it scems unlikely that the quality of
doetoral research can be legislated. The responsibility of the English eduea-
tion specialist to his profession is to maintain standards he respeets; his
reponsibility to his students is to make these standards known, Certainly it is
the prevogative of the individual professor to reject, for example, historical
surveys or studies of current praetices, But for the individual or institution
that maintains rigid definitions of researeh, it would scem to be a correlative
; respousibility to recognize the values of other kinds of thinking, the **powers
: of the left hand,’” in Jerome Bruner’s phrase,

: * In preparing this initinl discussion of a few of the ideas implicit in the topic assigned ‘
to the gronp on research, I have drawn from preliminary correspondence with the consultants: ‘
John S. Simmons, co-chairman; Oscar Hangh, John Brownell, and Lou LaBrant. Although
: Dr. LaBrant was unable to attend the conference, she contributed many of the ideas contained
: in this paper. |
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In supervising doctoral researeh, then, the Eunglish eduneation specialist
must be able to define his partiewiar standards of researeh, muost know the
existing research and the uceded, and must understand  the tests to which
researchable questions cau be put. To serve well this phase of his towal rvole,
he needs an analytical mind and sound jundgment, but worve than this he needs
the tolerance to aceept, and the enthnsiasm to respond to, the ideas of his
students.

Purposes of Doctoral Research

What arve the purposes of orviginal reseaveh in the preparation of Eoglish
edueation specialists ! Some of the reasons for doing one zood picee of research
as a doctoral dissertation have been snggested in the foregoing : obviously the
Eunglish education specialist needs this experience himselt in order to gnide
others. But even if the doctoral candidate is not to become a teacher in a
graduate school, the dissertation has values. One of these is to teach that the
first step is to find out what is already known. It is casy tor the wonld-bhe
researehier to raise questioans abont teaching Buglish. 1le soon lemns that
others have asked the same questions, and that perhaps a few have even found
answers. The search which precedes defining a doctoral study gives the student
the historical perspective that sometines scems lacking when qnestions sueh
as the velationship between knowledge of grammar and ability in written com.
position keep recurring in educational civeles.

Another reason for doctoral vesearch is to teach the student how to raise
researchable guestions and how to ent these to the limitations imposed by time,
funds, and energy. As a resnlt, the stundent learns how narrow the foens of
doctoral research generally is and how Hwited the findings of shoestring studies
nst be, The object is not to humble the student (althongh this sometimes
seems to be the unfortunate effect of the doctoral process), but to enlarge his
vision of the demands upon educational vesearch and to increase his cave as a
consnmer of research findings,

Srill another purpose of the doctoral stndy is to teach the investizator to
distingnish between findings and conclusions. An astute advisor leads the
candidate to measure accurately the distance between what is found and what
is inferred. From reading his own data, as well as from studying the research
experiences of others, the suecessful student learns to avoid familiar pitfalls:
the Hawthorne effect, the failnve to distingnish between correlations and cansal
relationships, the temptation to go beyond one’s data.! If he is fortnnate and
wise, e Iearns that the true signifieance of his study may be what he learned
of research method in doing it, and not the findings themselves.

From exercising caution in interpreting his findings, he learns to ask
exacting questions abont the conclusions reached by other rvesearchers. For
example, i the findings of a study of the use of lay veaders, or machines, or
special methods of instrnction show that stndents ““did better or no better,”’
he learns to ask: ““No better than what? Better in what way?’’ If experi-
mental methods resnlt in improvements in reading, he asks: “‘IIow jmproved?

!See Desmond I. Cook, ‘‘The Hawthorne Effceet in Edueational Research,’’ Phi Delta
Kappan, December 1962, pp. 116-122,
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Did the snbjeets wmerely make better scores on a test, or did they begin to vead
wore books? Or did they show marked improvement in conrses that regnire
reading?”’

The "So What?" Test

Early in the game, the doctoral candidate and his advisor must face the
“*so what 27" ynestion. This is not wholly answered by the benefits that acerne
to the investigator in carrying ont the study. Even though the research of a
single investigator is neeesserily limited, the study shonld be derived from
carefully coneeived theory. Otherwise, in the words of Edgar Dale, the study
way prove only that we can do better what shonld not have been done at all.
Mauy questions are not truly researchable, even thongh a design can be fonnd
to test them, becanse they arise from nnsound premises. The role of researeh
is to verify assnmptions that are worth verifying.

The **so what?™ test helps to define what onr guestions veally ask. For
mstanee, to ask teachers their opinions of anthologies may tell ns something
abont the teachers bt very little about authologies. A content analysis made
by a competent, openaminded eritic wonld be a better source of information
abont what antliologies are, but it wonld tell nothing abont what they do. The
essentinl gnestion may not refer to anthologies at all, since onr interest as
edneators is not so mneh in how literatnre is packiged Imt jn the effeets of
literature upon readers.

So important to the aims of teaching are “effeets of literature™™ that the
host of questions contained therein wonld nndoubtedly satisfy the most rvigorons
applications of “*so what?™" But which of these are vescarchable? Some gnes-
tions belong to speculation and theory, to introspection and intnition. Researeh
design could probubly haudle only a small corner of the total fabrie of ideas
implied in “effects of literatnre.”” A researchable gunestion might cmerge if
we conld define and delimit “‘literatnre”” and “‘effects’ and **readers’ —for
example : how do adolescent boys of certain characteristies respond to selections
of humorons verse under certain cirenmstances?

Tu the process of snipping off a manageable corner of an important idea,
the investigator sometimes loses siglit of the total fabric. So does his andience.
Snippets of research depreciate rapidly when viewed ont of context.

So the synthesis of sound research findings is a major responsibility of the
TIBuglish education speeialist, one that he passes along to his doctoral candidate
throngh the writing of the dissertation and the resulting publications. For
unless the subject is so esoteric or the findings so limited as to defy interpreta-
tion, the investigntor has an obligation to pnblish. In publishing the results
of a new picee of research, the writer should clearly show its relationship to
other studies. In addition to this type of synthesis, we need critical reviews
and syntheses of research that serve to keep alive studies of valne and to kill
oft those that have lost their usefulness. These periodie syntheses are usetnl
contributions of the FKnglish edueation speeialist to the improvement of his
profession,

Learning to report researclhl accurately is a major pnrpose of the doetoral
program. The obligation to publish carries with it a responsibility to state
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clearly and simply the resnlts of the study. Moreover, the report shonld show
how the vesults were obtained, giving tull and accurate descriptions of the
instroments of the study. In many instanees the wonrlds to deseribe olaborate
statistical treatment might be better spent on testifying to the quality of the
data and the procedures for collecting it. While dittereut audiences demand
different levels of specificity in veporting rvescarveh studies, the hest report is
probably the one that speitks simply and clearly to teachers of English and to
nonspecialists, vather than to special coteries of  psyehologists, lingnists, or
statisticians,

For many English education specialists, opportinities to engage direetly
in postdoctoral rescarch will be rvestricted by varions demands npou their time
and energy and interests: teaching, consnlting, writing, administering  pro-
grams, preparing instroetional materials, serving local and national committees,
aiding masters and docetoral eandidates, ete. The English edueation specialist
may choose not to condnet orviginal researeh studies himselt, but he cannot
rejeet his obligations as a consnmer and interpreter of researeh. Ilis knowledsee
of research mnst inform all his other activities, becoming an integral part ot
his methods conrses and his work with preserviee and inserviee teachers.
Kuowledge of rescarveli—what it tells and what it conceals—is essential to his
theories of cnrrienlhnm, teaching, and fnstructional materials,

With complete respeet for researel and its limitations, the Boglish edueation
specialist is too sophisticated to become a cultist. Ile knows hotter than to ask
nore of edneational vesearch than it ean give in its present underdeveloped
state. Similarly, he knows better than to turn his back on data carefully
collected and recorded over the yemrs, and still viable.
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BECOMING THREE-STORY MEN
John A. Brownell, Claremunt Graduate School

This conference on English edncation and the foens of this partienlar
gronp on research indicate that the professor of Eneglish or edneation who
keeps one foot in English and one toot in prdagoey has emerged, I he is to
seenre his place in the world of scholarship, he mnst Loth value and be adept
at ingniry. I he is to contribute to a definition of the discipline of English,
help devise a sehool enrviculum which is trne to the uatnre of the discipline,
prepare noviees to teach in accard with its coneepts and methods of ingniry.
supervise gradnate reseaveh, and exemplify the veteran at work at his craft.
he faces some major difticulties.

Let me mention three. First, he must undertake types of inquiry in which
wmost Baglish departments heretofore have had limited interest. Second. he
requires knowledge in i dowain with which most edizeation departments are
only casnally acquainted. As he proceeds, he will likely become aware of the
lmitations of hoth departments. Third, he confronts the pancity of theory
models without which he will probably he unable to develop precise general
theories of English. 1lis major diflienlty is not scarcity of reseaveh—there are
several thonsand stadies in the area of reading alone—not wint of rescareh
problems, not nnavailability of rescarch technigues. is major diftienlty is that
inguiry in English has not Been pulled together into a unified theory strueture,
Without such theory, facts and generalizations lack relevance, predictions abont
the unobserved are impossible, and explanations cannot be warranted.

Oliver Wendell Tlohues put the ease this way: “The recording of facts is
one of the tasks of science, one of the steps toward truth; but it is not the
whole of science, There are one-story intellects, two-story intelleets, and three-
story intelleets with sky lights. Al fact colleetors, who have no aims beyond
theiv facts, ave one-story men. Two-story men compare, reason. and generalize,
using the labors of the fact colleetors as well as their own. Three-story men
idealize, imagine, and predict. Their best ilmination comes  from above,
through the sky light.”” If the analogy is snitable, to improve students,
teachers, enrrienla, and reseavch, onr first task in interrelating Euglish and
education is to become theorists, three-story men.

Necessary Questions

To move in this divection, T believe that we need to ask radical questions
about English, that is, those questions which go to the root of the matter.
What do we most want to know about English and its teaching? What resecarch
designs and methodologies could answer these questions? If we found answers,
wlhat could we do with them? And could these questions and answers stand
the brutal riposte, **So what ?2°'

1 should like to know some things that others may already know to their
satisfaction. What is the domain of Knglish? If we do not know clearly its
nature, which includes not only what it is but also what it is not, then how can
we know when one is a practitioner of his subjeet and when he is not? Withont
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a elear knowledge of what Euglish is, how can we know whether a question is
relevant to the subject or uot? How can we know what kind of evidenee is
and s not relevant to a problew? What kind of evidenee is relevant w the
demonstration of the truth of what kind of propositions abont English? What
are the rules by which truths about English are determined ! Do these rales
ditfer if one comes to English through a literary tradition rather than ont of
anthropology or psychology to lugnistics and thenee to English?  Ave these
traditions so different, even incompatible, that literature and langnare are in
reality best considered separate domains? Can we be elearer abont Euglish if
we know what some of the characteristics of other diseiplines ave?

Is English like physies? That is, does English content consist ot logically
related general statements? In physies, laws rest npon definitions and postu-
lates that give rise to theories from which new laws can he deduceed and tested
experimentally, Theory is the connection between empivieal propositions and
postulates. The predictive capacity of the diseipline is high; the explanatory
power of the physical approaches universality,

Is Iinglish more like history? That is, does Euglish content consist of
particular statements vather than general ones, temporal statements and rela-
tions rather than logical ones, and evaluative statewments which do not establish
the truth of propositions?

Is Inglish like mathematies? Northrop Frye suggests in Destgn for Learn-
ing that literature bears some resemblance inasmuoeh as literature is a dedue-
tively organized stndy and, therefore, should be studied deduetively,!  But
does Inglish have as its object number, quantity, metrie, universal form?
And has IPrye given thonght to the value modern mathematicians place in
heuristic  approaches?

Is IEuglish a fine mrt or a techological art? Is its chief value aesthetie,
or is it instrumental as in the produetion of some artifact? Whether a fine ov
technological art, how does the intellectual element enter in?

In what sense are the objectives of the study of English detevmined by the
coneeptual structure and modes of inquiry of the discipline? ITave we under-
estimated the defining power of object, content, and methods of inquiry upon
objectives? Some philosophiers have sugeested that we have,

More narrvowly, T am ecurious about how children can grasp and apply a
knowledge of wmetaphor, low and when ean we teach metaphor inductively?
What intrinsie factors make a hook difficult to read? Certainly vocabulary
level, sentence length, sentence pattern do not explain difficulty in fiction,
Quantitative reading formulas are really not mueh help in deciding reading
difficulty in works of fiction hecause the formulas have uwo way of aceounting
for figurative language. Ilow, then, can we assess difficulty in fiction?

Development of Curriculum Theory

Suppose we counsider the inmnediate problem of reforming the English cur-
riculum. {an we expeet to develop a theory of the Raglish currieculum which
gives a systematic account of the field and is derived from a set of general

3 The Language of Edueation (Springficld, I1l.: C. C. Thamas, 1960).
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propositions abont English and pedagogy ? Yes, but only if general theories
of English and pedagogy were available, for, T would argue, a theory of cur-
viculum for a diseipline onght to be in harmony with the way we know that
discipline. Let me for the moment asswune the prerequisites and proeced with
an analyvsis of a theory of enrriculum suggested by Professor George . Beau-
champ of Northwestern. If we had a curriculum theory for English, it would
consist. of a set of related statements arranged to give funetional meaning to
the whole series of events which comprise the teaching and study of Inglish.
Such a set of statements would give greater weaning to the individual parts
and foster interrelationships among the parts. This structure, dominated by
the general character of the whole, would extend meaning to the set of events
we had chosen to inelude. The statements could take the form of descriptive
or functional definitions, assumptions, postulates, hypotheses, generalizations,
as long as they were all related. What was included in the statements would
be dictated by the scope proposed, the amount of empirical knowledge available,
and the degree of sophistication of theory and researeh surrounding the
clements included in the series of currieulum events.

If we set about to build theory aceording to this explanation of what
currienlum theory contains, and I hasten to add there are many other possible
explanations, what would we do? First, we wonld develop eareful definitions of
technical terminology and use the terminology consistently throughout the
theory. Certainly reeent studies in langnage tllustrate this point. The level of
definition T have in mind is best exemplified in Ryle’s works, Smith and Ennis’
Language and Concepls in Education,® or Israel Schefler’s T'he Language of
Education?

Second, we wonld arrange some scheme for classifying the existing knowl-
edge about the English enrvienlum. Ilopefully we would develop categories
which have relationship with one another according to pre-established criteria;
that is, we would build a taxonomy. The scleetion of hovizontal sorting factors
to usc in this classification scheme would be crucial. About thirty years ago
some attempted to classify the English curriculum by the “langnage arts”
categories of reading, writing, speaking, listening. To classify thus was to
establish a horizontal sorting factor of skill or funection. Such a elassification
did not refleet a coneeptual structure of English nor did it order English by
its modes of making new knowledge. It was an instrumental classification.

In classifying existing knowledge of the linglish curriculuin we would
account for the current concepts and ways of knowing in the diseipline and for
knowledge from other disciplines such as philosophy, psychology, sociology
which lelp in understanding human enterprises. Based on our previous ex-
pericnce in curriculum planning, we would include our knowledge of operations
and procedures. And certainly we would aecount for such design clements as
the seleetion of coneepts to be included, the ordering of the coneepts in such a
way as to account for the mode of inquiry in Euglish, and the choice of specific
approaches to various concepts. From this eclassifieation scheme we would quite

® Language and Coneepts in Edueation (Chicngo: Rand MeNally, 1960).
3 The Language of Education (Springficld, I1l.: C. C. Thomas, 1960).
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naturally develop a statement of a theory maodel, that is, a tentative set of
statements which give meaning to the whole English enrriculum; point up the
relationship of its clements; and direet its development, use. and evalnation.
The Tunction of this model wonld be to provide a structure for making general
theories of the English ewmrrviculum. The model would include our assumptions,
definitions, design for planning, preseriptions for the curriculum design, zeneral
organization for instructional guides, and plan for evaluation of the curriculum.
Inasmueh as classifiers would differ, models would vary.

In the third step in building a theory, we would make inferences or predic-
tions beyond what we currently know about English. Ierein would be the real
test of the maturity of our theory: prediction. Testing inferences would lead
us to a host of rescarch problems, but each would now be related clearly to
some larger configuration of ideas. Actually curriculmn rvesearch at this time
is far below the level of testing predietions. It is vather nearer the level of
vielding hypotheses. DPredictions lie ahead.

If we could proceed through the first four stages, we would arrive at the
building of subtheories of procedure, content selection and arrangement, evalua-
tion, teacher preparvation, ovganization of English faculties, appropriate build-
ings and equipment, and requisite materials.

The greatest advantage of this concern for theovy is that it yields practice,
and practice in turn supplies information for modifieation of theory. As
Schopenhauer said, ““ What is right in theory must work in practice; and, if
it does not, there is a mistake in theory : something has been overlooked and
not allowed for: and, consequently, what is wrong
theory too.”’

For the person concerned with supervising and conducting research in inter-
field programs in English and education no single problem seems to require
greater attention than that of developing an adequate theory for the curriculum
and teaching of English. Let us tmn our minds and energies to models which
provide a structure for making theories; let us hecome threestory men,

in practice is wrong in
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GRADUATE PROGRAMS IN ENGLISH EDUCATION
Stanley B. Kegler, University of Minnesota

An analysis of the history of edncation in this conntry rveveals a nnmber
of develomnenis which can be cited as tnrning points in the teaching of English.
Each of these has had its impact on the sehools and a reciprocal effect ou teacher
preparation prograns ; cach has had its effeet, in turn, on the kinds of gradnate
programs which were developed for advanced students. I shonld like to limit
myself in the few minutes 1 have this morning to several voints of cmphasis
of the last few years and to the implications of these for doetoral and M.A.
programs. To be sure, cach of these developments stems from earlier begin-
nings; in the last decade, however, a mmnher of developwments have directly
itfhienced the English currvienlmn at all levels:

a. expansion of - knowledge, especially in the arvea of conceptnal and in-

formational aspeets of langnage structure,

b, development of programed instrucetional materials,

e, application of general concepts in enrrienhun constrnetion to fnrther

refinement of teaching materials and methods in English,

d. seaveh for identifieation of assmnptions nnderlying both methods and

materials nsed,

¢, attempts to identify major concepts (or structnres) to bhe tanght.

We are told that onr profession is in a state of ferment; all abont ns we
see ad loe committees, basie issnes meetings, smuple currvienla developed by
national gronps, Projeet English envricnhun development eenters, rescareh
projects, state and national workshops devoted to problems of langnage and
linguistics, revision of certification vequirements, CEEB tri-component enr-
ricula, developments of multitrack programs, widespread nse of paperbound
books, simmmer insti’ ates—even the development of an independent organiza-
tion of college and university chairmen of departments of English,

All of this ferment, of course, is ultimately veflected in our teacher prepara-
tion programs and graduate progrimus, The kinds of programs which we devise
wmust mirror this educational milien—and realistically, the programs must re-
fleet the kinds of positions our eandidates in gradunate programs will ocenpy.
What kinds of positions scem to be genninely within the purview of English
edneation?

a. Teachers who retnrn to the elassroom to teach in more highly effective

ways.

b, Supervisors or consultants at the state departinent of edncation level to
lend leadership anud guidanee to statewide enrrienhnn development,

e. Supervisors or consultants for Inge metropolitan centers to give leader-
ship to citywide enrriculnm development, especially in rapidly changing
urban environments,

d. Supervisors, master teachers, and departimental chairmen to staff depart-
ments in large city schools and lahoratory schools to develop specific
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experimental courses of study, initiate professional programs, and co-
operate in or conduct research.

e. Drofessional educators—for a variety of tasks, but speeifically to work in
preprofessional and professional programs, with a st rong background in
literature and language, experience in teaching at the secondary level,
and a special training in the disciplines of lnguistics and psychology-

f. Protessional educators, capable of direeting research in English eduea-
tion, with a background enabling them to deal with both clementary and
sccondary curricuhnn problems, especially with emphasis on the teach-
ing of reading and children’s or adolescent literature (the latter two
positions involving guidance and conduct of rescareh).

g. Liaison personnel, to work at a variety of tasks, but mainly to implement
the work of scholars and educators and to clarify the positions of cach
by active field work in the schools,

I have drawn this list, incomplete as it is, from the requests crossing my desk
and from vacancies listed at the placement bureaun of the University of
Minnnesota. :

I should like to add one other position not normally thought of as Inglish
cducation. This additional position is that of the director of freshman English
in the college aud university. In some institutions, he may perform the fune-
tions of several of the positions T have listed. Tndeed, we are told, in the
TFebruary, 1963, issue of College English, that: ““In the colleges, the tower of
strength is the director of freslumen Euglish: he has a sound knowledge of
what can be doue in the high schools; he knows what young people will do;
he is well trained in langnage and rhetoric.”’ (p. 401). Certainly these are
specifications for a person trained in English education.

Effective Graduate Education

Why are these positions English education rather than English? I think
the answer can be found, in part, at least, in the examination of gradnate
programs in English. T am not, I should like to make clear, snggesting that
such programs arc not valid for their purpose. I am suggesting that many
such programs are invalid beyond their self-described end, which is scholarly
research and college, preferably graduate, teaching. I vemain to be convineed
that an endless piling on of courses in English literature, often to the ex-
clusion of conrses in Awmerican literature, and not uncommonly to the exelusion
of conrses in the nature, history, and structure of the Eunglish language, is a
satisfactory preparation for performing effectively in the kinds of positions I
have outlined above.

On the other hand, I am cqually convineed that English education must not
be a mere piling on of courses in curriculmm construction, tests and measure-
ments, audiovisnal methods, statisties, research design, personality analysis,
cducational history and philosophy, psycl:ology of learning, group dynamics,
and the like. The programn in English education, it scems to nme, must be a blend
of English and of cdueation in a speciall designed program. The major de-
partment itself is of little consequence, so L:ag as the other area is not exeluded.
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If the Allerton ITouse conferees really believe in Resolntion Number 4—con-
cerning the status of professors of English eduncation—I think the choice of
major will be mimportant, Hopefnlly, the resolve will lead to the deed.

To fill each of the positions L have cited, the individual needs eertain basie
competeneies in hoth Buglish and edncation, That is; he mnst know the snbjeet
matter whereot he speaks, but he must be able also to deal with pedagogical
problems in a highly practical way, e must not he so blinded by the idealism
of scholarly rescarvch iu literatnre that he cannot see the jungle of the adoles-
cent society, Tle must be able to answer basic gnestions relevant to currvienlar
change:

Whowm are we teaching? For what pu-pose?

What currienlar changes will effect improved learning processes?

What are the appropriate bases for enrricnlar change?

What assnmptions nnderlie the changes?

How does one evaluate changed progrims?

What principles of teaching and learning are involved in these changes?

The individual capable of answering these questions (or at least knowing factors
relevant to the questions) cannot be educated in the typical English graduate
program. In many institntions at present the candidate is dissunaded from
taking anything ramotely rvelated to edueation, and, in many cases, the eandidate
for a degree may not present a dissertation involving anything bat “‘pure”’
Euglish, T think speeialists can be educated to deal with both the subjeet
matter and problems cited above in gradnate programs in English education.

I should like to make a series of special pleas for parts of the English educa-
tion program which T feel may be lost sight of in the next decade. T shonld
hope that the doctoral specialist in Bnglish edueation wonld have a rather
intimate acquaintance with another language—if for no other purpose than to
have, in the words of one of my colleagues, ¢¢. . . something up against which to
rub his own. ., .”” Quite obviously I am also suggesting that the specialist in
Euglish education know something of his own language—its nature, its history,
its strncture. .

Turther, T hope that the fields of English and education will be thought of in
their broadest terms., The specialist in English education must be so edncated
that he can draw on information in the other disciplines relevant to English—
the work, for example, of philosophers, psychologists working in the field of
verbal behavior, rhetoricians, anthropologists, and sociologists, T'he ISuglish
edueation specialist might well be as aequainted with Skinner as he is with
Shelley, witli Bloomfield as well as the Brontés. Within the foresccable future,
it may not be asking too mneh that the specialist in English education know
something of Chomsky wnd Vygotsky, either in the original or in translation.

One last special plea—I should like the graduate spevialist in English educa-
tion to know something of the field of public address, together with its core,
the analysis of argmmentation and persuasion, Withont this, he is limited in
the perspeetive required of a professional who would educate others and who
would develop sound programs for the sceondary schools,

Is what I am proposing idealistic? I donbt it. Even if the present day

r 44




O

ERIC

PAFulToxt Provided by ERIC

W ENGLISH EDUCATION TODAY

“market” did not demand these kinds of programs. And it does. Bven if the
futnre market did not demand them. And it will. 1 should still he persnaded,
it ouly self-persuaded, that the effective Iinglish edueationist, and I use tha

term in no pejorative sense, must be the well.ronnded individual these programs
wonld provide. '
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FIFTH-YEAR PROGRAMS FOR PROSPECTIVE
TEACHERS OF ENGLISH

Richard A. Meade, University of Virginia

My responsibility in this symposium is to report certain facts dealing with
a new development i graduate programs in English edueation at the master’s
degree level: the so-called fifth-year program.

Gradnate programs both in Euglish and in education have for many yvears
been designed for students who have eompleted undergraduate majors in Eng-
lish and certain educittion vourses. More often than not the graduate student
has already completely met both professional education and English regnive-
ments for a teaching certificate. Such a graduate program bearing the classifica-
tion Xnglish education has probably had the student take about half his courses
in English and about half in education with some degree of flexibility in this
regard. For example, at my institution, the University of Virginia, we have
had for about thirty years such a program leading to the Master of Arts degree.
More recently we have had a similar progrmn leading to the Master of Educa-
tion degree.

Several years ago an innovation in master’s work for teachers appeared in
the form of a new degree, the Master of Arts in Teaching. This pattern, as is
well known, is designed espeeially for graduates of liberal arts colleges who
have not had education conrses. Stndents in this program gain certification for
teaching as well as farther study in English while obtaining a gradnate degree.
Tn the last few years other programs similar to the Master of Arts in Teaching,
but not attached to this particular degree, have appeared. Many are commonly
referred to as “‘fifth-year”’ programs. A main characteristic of them is that
the student is admitted without necessarily having completed any courses in
his undergraduate days that were espeeially intended to prepare him for
teaching. Another major distinction is that a ““fifth-year’’ program of necessity
ineludes classroom teaching practice, either in the form of traditional student
teaching or the newer internship (although sometimes not for graduate course
credit), mless this requirement is waived becanse of teaching cxperience in
states that allow a person to teach without professional certifieation,

Last fall the Exeentive Committee of the National Council of Teachers of
Euglish deeided to prepare a bulletin setting forth deseriptions of both ¢‘fifth-
vear'' and “five-year’’ programs of teacher preparation. The ¢‘five-year'’ pro-
aram differs from the ““fifth-year’’ program in that a prospective teacher enters
it as carly as the first college year, and usually no later than the third college
yvear, with his work both in English and in education designed for teacher
edncation. On the other hand, m the “‘fifth-year’’ program the student does
not begin teacher preparation uuntil his fifth college year, which comes as an
appendix to regular bacealaureate work althongh the student on his own may
indeed have cleeted certain conrses to prepare him for teaching. .

The National Comneil has asked me to prepare the bulletin just mentioned,
and [ have received information from many of you and others through ques-
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tionnaires distributed last. Navember. Tt is my purpose now to smmmarize some
of this information abont ““fifth-year"" prograwms, many of which result in the
awirding of a degree althongh others are desigied solely to provide cortification
for teaching. The facts presented here are about degrec-awarding programs
and come from veports on thirty-one programs in twenty-nine institutions (two
schools having two such degree programs cach). Althongh other programs were
deseribed in returned guestionnaives, these thirty-one have been seleeted beeanse
(1) they do not regnire any work in edncation far admission and (2) they do
not take appreeiably longer than an academic year and a smumer to complete.
The term “*fifth-yem’ program as used here velers to an initial teacher educa-
tion program, and the lack of prior training in education attests to this fact,
it is assumed.

Summary of Requirements

As to other admissions policies, 25 of the 31 progrmus require a major in
Euglish. In general, other programs ask the candidate to have the usual number
of prerequisite credits for entrance to graduate English conrses in the institn-
tion concerned. As to degrees awarded, 8 programs of the 31 give the Master
of Bduecation; 11, the Master of Arts; 4, the Master of Science; 6, the Master of
Arts in Teaching; and 2, either the Master of Science or the Master of Aris.

In addition, 13 institutious speeify a certain average grade as necessary for
admission as follows: a B average, 5; a high C-plus average, 2; a C-plus aver-
age, 5; and a C average, 1. There ave also certain more general requirements
in many schools.

Of the 31 programs, § can be vompleted in oue academic year; 18, in one
academie year and oue summer; 4, in an academice year and two suinmers; and
1, in three trimesters. Two programs that take two or wmore years are not
inclnded in this account because the questiounaire mentioned the equivalent
of a single year as a minhmum time nit,

The semester-homr reguirement for the greatest number of prograws, 12,
is 30. One program requires only 26. Four require 32 semester-howrs; 3 require
33; 4 require 36; 4 require 40; one, 46; and one, 46 and two-thirds. One re-
spondent. indicated a total of 87 hours including undergraduate requircments
in both English and edueation.

All programs, of course, divide the required howrs between English and
education, Twenty-three programs designate a minimun nmmber of semester-
honrs in English, which ranges from 3 to 24 with an average stated minimum
of 12.4 semester-hours. Eighteen programs state a maximmm number of ve-
quired hours in Euglish with a rvange of from 12 to 28 with an average
maximumn requirement of 17 semester-hours.

As to requirements in education, 27 programs state a wminimum, with a
range of from 3 to 40 semester-hours, and an average requirement of 16.9
semester-hours. Twenty-four state a maximum, with a range of from 4 to 40,
and an average requirement of 18.9 semester-hours.

About two-thirds of the programs mention no specifie courses in English as
required. Only four specify more than one course. Eight programs mention a
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conrse in langnage; two cite advanced eomposition. Three mention conrses
that were nsnally elassified as eduneation by the persons filling in these gues-
tionnaires; that is, the Teaching of English and the huprovement of the Teach-
ing of Reading in the Sceondary School. 1t is clear that most of the programs
determine the Tnglish conmrses by the individual stndent’s backgronnd and
interests with the iment of covrecting whatever deficiencies, if any, way have
existed in his nndergradnate program for a prospective teacher of Iinglish.

On the other hand, all the programs except two speeify vequired courses in
education. The obvieus reason for naming courses in edneation and not in
English is that the student nsually comes to the program with a major in
English, but he generally comes without any credit in education, The titles
mentioned most often are edncational psyehology, 16 times; philosophy  of
edueation, 13 times; the teaching of English, 12 times with 3 programs rvequir-
ing a second course in addition to this subjeet; and principles of teaching
(prineiples of learning, general methods), 9 times.

These figures may point to ene distinet lack in some of these new programs
in English education. Among the 29 institutions, only 12 vequire a course in the
teaching of English, Nine more do require a course in general methods, or
principles of teaching or leavning, but it is difficult to think that this kind
of course can really substitute for one in the teaching of English, althongh 1
shonid consider it appropriate in its own right—a course that might well pre-
cede oF accompany one in the teaching of the subject. Ten institutions appear
not fo vequive cither general or special methods. Can it be that the 17 institu-
tions not requiving a conrse in English edneation do not ofter one? I have long
known that certain undergradnate programs do not inelnde an English ednea-
tion conrse, bunt it secems ithat an institution sufficiently involved in teacher
education to offer work at the gradnate level eertainly shoulll provide this
kind of study-

Status of Student Teaching

Twenty-three institutions give credit in semester-hours for student or intern
teaching, the amount ranging from four to ten semester-hours, with six being
the predominant figure, Prograws with no semester-hours of eredit for student
or intern teaching nsually require that the student have this kind of experience
withont attaching credit hours to it. Virtnally all student teaching i fifth-
vear degree programs is the full-day type of expericnce ranging from six weeks
in length to an entive year.

IPifteen institutions are willing to waive this practice reguirement if one,
two, or three yeavs of regnlar teaching have been successfully completed. The
carefully supervised internship in which the eadet teacher receives a regulav
salary, or some part of one, is apparently accepted today as satisfactory practice.
One wmay wonder, however, whether regular teaching experienée withont any
anarantee of real supevvision accompanying it should be accepted in lien of
supervised student teaching or a snpervised internship.

As a part of the fifth-year training program only three institutions vequire
a thesis. Fourteen will allow a thesis to veplace some other aspect of the pro-
gram, usually six semester-honrs of course work. Another question may be

48

e A A



Q

E

Aruitoxt provided by Eic:

RIC

54 ENGLISH EDUCATION TODAY

raised at this point: Is a thesis a desirable part of a teacher training program
that occupies ouly an academie year plus a summer?

Heve we have a picture of 31 fifth-year programs that provide the prospec-
tive teacher with the opportunity (1) to become certified even if he has pre-
viously taken no courses for that purpose, and (2) to achieve a graduate degree
at the sme time. Also, 26 programs were reported that claim the purpose of
providing certification through a fifth-year of work that is not planned to lead
to a degree, hut [ shall not review facts ahout these. IPifth-year programs For
teacher education, as well as five-year programs, indicate some movement in the
direetion of providing a longer time than the usual four-year undergraduate
pattern for the preserviee education of teachers.

The fifth-year program raises the question of whether the student will ever
do real graduate work in the education component of his training. Althongh
the courses in cducation in the fifth year may be labeled graduate, the faet re-
mains that they are first courses. Cradnate work, it seems to me, is nearly
always a sccond look and a more malure look. When will the teacher take this
kind of look at the content dealt with in edneational psyehology or in English
education? Tt is too carly in this fifth-year movement to see the answer to this
question, but it scems to me pertinent to raise it.

Teacher education in a fifth college year coustitutes one current type of
graduate program in English education, It is in this context that I have offered
these facts and observations today:.

e




THE 1962 CEEB SUMMER INSTITUTES:
THEIR ACHIEVEMENT AND PROMISE*

John C. Gerber, University of lowa

Of the many enterpsises nudertaken during the last few years to upgrade
the teaching of English, the 1962 Snmmer Institute Program sponsored by the
Commission on Buglish of the College Entrance Examination Board has been
the most drmnatie and, in many ways, the most promising. Already it is elear
that the effeets of this program are being felt in many high school classes, and
that the formula devised by the Commission on English is being copied widely
and suecessinlly, The potential usefulness of sneh Institntes for the advanced
training of high school English tcachers, therefore, has alveady been demon-
strated, What makes the CEER Institutes of cspecial significance to MDA
members, however, is that the program required twenty of the wost influential
departments of English in the country to involve themselves directly in this
advanced training of high school teachers. These were not institutes eondncted
by professors of education with the casual blessing of Depurtments of English;
these were institutes administered and largely tanght by professors of Inglish.
The diffevence is a very great one indeed. Whether we like it ov not, the CEEB
Tustitutes have, in effeet, foreed those of us in Depavtments of English to ae-
knowledge a substantial responsibility for improving the quality of English
teaching in the high schools. Beeause of them—and of such subsequent activi-
ties as the Allerton Conference and the Curricuhun Centers—a new appraisal
of our proper professional funetions has been.quictly taking place on one
campus after another. Even now it is no exaggeration to say, I believe, that a
Department of English may no longer claim to be of the top rank unless it
includes among its programs one or more designed to aid the high school Eng-
v lish teacher, both the tenderfoot and the old-timer.

The purpose of this paper, however, is not to explore the implications of
these reappraisals that are taking place, but to exmmine the CEEB Iustitutes
that were so influential in initiating them. What were they? How gond were
; they? What should be done to make future institutes better? These are some
of the questions to which this report will address itself.

Since I had nothing to do with the organization or operation of the Iusti-
tutes, I should probably explain at the outset why I have been asked to write
; this paper. Just before the CEEB Institutes opened in the snmmer of 1962,
cleven of us were commissioned by the Office of Education to make an inde-
pendent evalnation of them.! What the Office of Education wanted to kuow was

* Professor Gerber’s report to the conference is subsumed in an article published in
PML.:A, September 1963. This paper is an abridgement of the PV LA article.

! The eleven Evaluators ineluded William P. Albreeht (University of Kansas), Dwight L.
Burton (TFlorida State University), Leon T. Dickinson (Missouri University), Frederick L.
: Gwymn (Trinity College), Sumner Ives (Syracuse University), John E. Jordan (University of
; California, Berkeley), John C. MeGaulliard (University of Iowa), Lorietta Scheerer (Redondo
Beach Iligh School, Redondo Beach, Calif.), Eugene E. Slaughter (Southeastern Stuate College,
Durant, Okla.), Donald R. Tuttle (Officc of Edueation), Rosemary Wilson (School District
of Philadelphin), and John C. Gerber (University of Towi), Chairman.
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whether these Institutes were activities worth the investment of federal funds.
In addition, the Oftice hoped to be able to publish a report that would be useful
for those sponsoring future institutes, whether they were federally supported
or not. Asa result, the cleven of us, traveling singly, visited all but one of the
twenty Tnstitutes at least twiee, the normal visit heing for the full school week
of five days.

Since the Institute stafts had not heen fully informed of the fact that we
would be descending upon them in this way, it would be stretehing the truth
a bit to say that they were enchanted when the fiest visitor arvived. But they
bore up bravely and almost did us in with their hospitality, They gave us
complete freedom to attend their classes, interview theiv participants, and talk
with their colleagues and administrators, Tater, principally in January and
February of 1963, we visited the classrooms of 64 of the 868 Institute par-
tieipants, the 64 being selected to represent Institutes; geographical sections
large and small, urban and vural, and public and pavochial high schools. In
evaluating the Institutes and their immediate impact upon the teaching of
the participants, we have employed over 200 criteria grouped under such
headings as aims. staff, participants, anvienlum, tests, schedules, and physieal
arrangements. The complete and final report of onr study will shortly he made
to the Office of Kducation and preswmably will then be made public by that
agency in the form of a monograph. What follows, after a briet deseription
of the Institutes, is & condensed version of our evaluation of their curriculum,

Facts About the Institutes

The prime desire of the CEEB Conmnission on English was to upgrade the
teaching of English in the nation’s secondavy schools, especially the teaching of
English to college-bound students. More specifically, it hoped (1) to improve
the academic preparation of 900 carefully selected teachers of Euglish, (2) to
amass samples of excellent teaching materinls appropriate tor college pre-
parvatory classes in grades 9 through 12, (3) to engage university faenlties
more actively and more realistically in teacher training, and (4) to prove the
feasibility of similar institutes, supported by grants from foundations or from
the federal government, beginning in 1963.

Since the Commission hoped to reinvigorate the teaching of English on a
national seale, it invited departments of English in 20 universities from const
to coast to act as hosts for the Tustitutes. The first 20 to he invited nceepted :
Coruell, Duke, Harvard, Indiana, Michigan, Nevada, NYU, Ohio State, Penn
State, Pittsburgh, Rutgers, St. Louis, Southern Illinois, Stanftord, State Uni-
versity of New York at Albany, Texas, Tulane, UCLA, Washington, and
Wisconsin,

Normally, Institute classes met every school day for either six or eight
weeks, depending upon the length of the university’s summer session. At most
Institutes a workshop was scheduled for two or three afternoons a week, though
at Havvard the whole sixth week was set aside for it. At Michigan an optional
workshop was oftered during the last two weeks. The host university awarded
graduate credit varying from five to twelve hours, depending npon loeal de-

cisions and practices.
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To be of continning service to the participants and to evalnate the .
mediate impact of its Institute, cach host miversity released one stafl’ member
half-time during the fall term, 1962-63, to visit the high school elasses of every
participant, In his visits this instruetor tried particularly to see what nse was
made of the ideas and practices learued in the Institute, how useful the work-
shop materials were proving to be, and to what extent the participant was
sharing with his coleagnes the concepts and materials he had gained in the
Institnte. To evalnate its program, the Commission on Euglish will use the
reports of these follow-up visits, rveports from the Directors of the Institntes,
the vesults of diagnostie and final tests, and whatever other data it can assemble.
The Comnnission promises that its final veport will appear carly in 1964,

Curriculum

The enrrienlnm of the Institntes consisted of three courses—Literature,
Language, Composition—and a workshop. 1t was a format that won an over-
whelming endorsement from both the stafts of the Tustitntes and the partici-
pants, And well it should have. It included gradnate training in the three
disciplines in which an English teacher mnst develop sophistication, and it
provided an opportunity for the participants to traunslate this gradnate training
into the practical work of the high school classroom. While there is a place for
the more specialized institute—one, for instance, in linguisties alone—it is hard
to see how the CEEDB format can bie improved npon if one is attempting to pro-
vide a vounded trainimg within a single smmer session, Our Evalnators were
unanimouns and enthusiastic in approving the design of the enrrieulum, What.-
ever reservations they had with respect to the enrriculum were coneerned with
the operation of the several parts, The discussion that follows, therefore, will
be of the three courses and the workshop cousidered separately.

The Literature Course. The am of the Litevature course was ‘“to increase
the teacher’s knowledge of what is involved in the close reading of a literary
work.,”” To this aim the instruetors closely adhered. Although extrinsic con-
siderations occasionally entered informally into the class diseussions, there was
little or no formal attempt to include them, The elasses in all Tustitutes followed
the syllabus closely ; they began with an examination of poetry and then moved
to fietion and dramma. Matters of primary interest were genre, point of view,
strueture, meaning, and mode. Subszidiary clements that reeeived espeeial
stress were imagery, figures, symbols, irony, paradox, diction, and syntax,
There was much fruitful diseussion in all twenty elasses about what will ““open
up’’ a text for the reader so that he can read with greater pleasure and under-
standing.

The participants gave their overwhelming endorsement to this course, Of
the 809 who responded to a poll taken toward the end of the session, 78 pereent
found the emphasis on close analysis ‘‘fully aceeptable’ or ‘‘aeceptable’; 82
pereent rated the organization and seope ‘‘exeellent’’ or ‘‘good’’; 81 percent
thought the level of difficulty ‘‘about vight’’; 77 pereent thought the course
‘‘extremely valuable'’ or ‘‘valuable’ for their own education; and 58 pereent
rated its practical value for their own teaching cither ‘‘extremely helptul’ or
“helpful.”” The 64 participants interviewed by our Evaluators in January
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and February 1963 were still enthusiastic about the course thongh only 43
percent said that it had actually been ‘“extremely helpfnl’’ or “helptul’’ to
them in their teaching of literature during the first semester of the sehool year,

There are many signs that the impact of the comrse was heing felt in the
classes taught by these participants, but possibly not so many signs as the
Commission might have hoped for. Close to 60 percent reported that they had
made no change in the organization of their work as a resnlt of the conrse,
thongh several in this group said that their courses were alveady organized for
work in close analysis and a few others said that they plumed to recommmend
changes when next their envricnhun was up for study. Many pointed ont that
the effeets of the course conld best be seen not in any reorganization of their
conrses but in their stronger insistence upon careful reading. Yet here and
there, organizational changes had alveady taken place. In order of frequency.,
the niost important of these were a dropping or modifying of a strictly chron-
ological organization in favor of the generie, more jutegration of the work in
literature aud composition, more nse of contemporary literature, and a greater
cmphasis upon poetry. One participant said he was organizing the junior yeav
aronnd tragedy, and another mentioned that he was developing a seminar for
ten gifted students.

About half of the 64 participants interviewed said that in classvoom pro-
cedures they were spending more time having students analyze literary works
in class, they were trying to ask more probing questions, they were giving more
attention to the author’s “voice’” and to imagery, they were reguiring more
writing in eclass, and they were making greater use of panel discussions and
oral reports. Many participants felt that the intellectnal tone of their class
work in literature had greatly improved.

T'he Language Course. The stated purposes of the Language course were (1)
to mnake the teacher more aware of language as a field of study, (2) to show him
the basic asswmnptions and methods of linguistics, and (3) to encourage him
to undertake further study of linguisties and offer guidelines for that study.
In order to accomplish these aims the linguisties instructors agreed upon a
syllabus that identified five arcas of study: the nature of language and how
it can be studied, phonology, grammar, varicties of language and usage, and
historical changes in usage. To the extent that these five arcas were touched
upon in all 20 Language courses, it ecan be said that the instructors followed
the syllabus. But that is about all that can be said. The instrnetors gave their
own cmphases to the course, often had quite different things to say about the
uew grammars, and cmployed their own teaching techniques, some of which
were strikingly ingenious.

When polled toward the eud of the Institute sessions, 64 pereent of over
800 participants found the objectives of the course *‘fully acceptable’ or ‘‘ac-
ceptable’’; 65 pereent thonght the organization of the conrse “excellent’’ or
““good’’; 68 percent thought the level of difficulty ‘‘about right’’; and 63 per-
cent thought the course ‘‘extremncly valuable’’ or ‘‘valnable’’ for their own
cducation. But only 35 percent thonght it *‘ extremely helpful’’ or ““helpful’’ to
them as teachers. Roughly two-thirds of the participants, therefore, approved
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of the conrse in most rvespects; the other third varied from those who were
mildly displeased to those who actively resented it.

When our Evaluators interviewed 64 of these partieipants m January aud
Febrnary of 1963, well over two-thirds had kind things to say about the course.
There was still a minority which complained that the course went so fast they
could learn nothing well. Some felt that too much time had been speut on
phonetivs, that the course was disorganized, and that the instrnetor was too
evangelical. Some were still downright resentful that the instrnetor had been
so patronizing toward them because of their predilections for traditional gram-
mar. But the great majority felt they had been given a broader and more ac-
enrate eoncept of what language really is. Those who previously had had some
expericnee with struetural or tranformational grammer elnimed that the conrse
accelerated what one liked to call his ‘“‘liberal tendencies.”” Many mentioned
their gratitunde for a sharper terminology, for excellent bibliographies, and
for a stronger lingnistic background. Most of those who still professed to he
traditionalists were apologetic, maintainimg that they were elinging to the old
concepts only until they learned more about the new, A majority of the 64
interviewed said they planned to study more in the field, cither by taking
graduate courses or by reading on their own, One said the conrse so excited
him that he might well speeialize in Hngnisties. In short, these participants
seented to give the course a heart-warming endorseiment.

When asked whether they had reorganized their conrses in any respeet as
a result of attending the Institute classes, about 60 percent said that they had.
They indicated sueh innovations as units on the history of the language, the
levels of usage, etymology, dictionary study, and loeal dialeets. Several said
they were introducing clements of structural grammar into their conrses; two,
for example, said they were placing the stress on sentenees instead of parts
of speech. One was using phonemes in teaching spelling, another in teaching
punctnation. Oune had developed a unit on the langnage strueture of a poem;
another had a series of lessons on the morphology in 1984, Several were re-
organizing their courses to acconmmodate them to Roberts’ Patterns of English.
And one somewhat dazed gentleman said that he had eliminated all the units in
his course involving a study of traditional grammar, but he wasn’t gnite sure
what he had put in their places. Most of these course changes were slight,
but it was probably too mueh to expeet general reorganizations the first year
after the Institutes,

The Composition Course. The prineipal aim of the Composition conrse was
to help the participant become a better writer himsel and a better critie of
others’ writing, Tt attempted ““to give a new experience and awaveness that will
inercase the teacher’s power to evoke good writing from his studeuts, both by
better diveeted assigmments and by more aceurate judgments of their writing,”’
Sinee the composition experts attending the 1961 planuning session eonld not
agree on a single syllabus, they created two. The first was essentially sub-
jecetive and experiential, stressing the role of the writer; the second was basically
diagnostie, stressing the art of writing. The first syllabus was employed at

Coruell, Harvard, Indiana, NYU, Peun State, Pittsburgh, Rutgers, Stauford,
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Tulane, and UCLA; the second at Albany, Duke, Michigan, Nevada, Ohio
State, St. Louis, Texas, Washington, and Wiscousin, Southern Illinois de-
veloped a synthesis of the two syllabi, It wonld be diffieult to prove that one
Composition course was more effective than the other. Qur Evaluators fonnd
the first more interesting hecause the material was fresher and, possibly, more
substantial, IFurthermore, the instructors clearly had a more messianic fervor ;
their voices were pitched a bit higher: their gestures were more abandoned ;
and their assigmnents were more ingenions, But there was no evidence that
they urged their students fo a higher piteh of creative activity or that the
students were more gratefnl. Indeed, the participants from the other conrse
seenmied later to find that its approach and materials were more helpful in teach-
ing composition in high school,

During the 64 follow-up visits, slightly over 60 pereent from the course
emphasizing the role of the writer and 48 percent from the course emphasizing
the artistic product said they had reorganized their work, at least in part,
sinee returning from the Tnstitutes. Participants from hoth groups testified
that they were placing more stress on expository and less on imaginative writ-

ing, that they were trying harder to integrate the work in composition and
literature, and that they were giving more emphasis to composition generally,
In addition, participants from the first group mentioned reorsanization in order
to wive more weight to snch matters as the speaker's relation to his audience,

“vaice,”” tone, style and definition; those from the second gronp emphasized
changes to give greater stress to sueh matters as pnrpose, introductions, para-
graph organization, transitions, and deadwood.

Of the participants from the course emphasizing the writer, 60 pereent said
they had made changes in classroom procedures; from the course emphasizing
the written produet, almost 70 pereent said the same, Participants from hoth
groups said they were making more nse of mimeographed materials in class
and hoped to be able to nse an opague projector. Both groups mentioned that
they were having more class discussion and more elose analysis in this disens-
sion, Participants from the first conrse partienlarly mentioned experimentation
with the Socratic method, with the integration in class of work in composition
and literature, and with classroomn conference. Students from the second course
mentioned experimentation with class analysis of themes, with class themes
writien under pressure of time, and with the mrading of themes in class and by
the class.

Two-thirds of the participants from the course emphasizing the vole of the
anthor maintained that they were changing theiv assigmments; alimost 80 pereent
from ‘he course ewmphasizing the artistic prodnet said the same. The changes
attributed to the Institute comses by the two groups were almost preeisely
the same: they were assigning shorter and more frequent papers than before;
they were placing greater emphasis upon expository writing; they were trying
to foens their assigmuents more sharply and to make the statements of assign-
ments more speceifie; they were attempting to vary their assignments nore;
having experienced the agony of having their own papers red-peneiled, they
were reading their students’ papers with more discernment and compassion ;
they were reading more for the overall effectiveness and less for mechaniecal
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lapses; and they were placing more emphasis upon marginal comments and less
upon letter or nmmerical grades. One participant surely must have had his
gears in reverse when he said that sinee the Institute—and presnmably because
of it—the English department of which he is head has drafted a list of penalties
to assess in each grade level for theme errors.

As good as they were, though, the Composition conrses could have been
better. There seemed to be no compelling reason for two courses, Whatever
the issues that split the gronp in the 1961 plamuing session, there seemed to
be none dnring the time of the Institutes that was irresolvable. To the extent
that the courses differed, they were simply complementary. Each would have
heen enriched by material from the other. A good course in composition, it
would scem, shonld deal hoth with the producer i the product, as the synthesis
achieved in the Sonthern Hinois Institute demonstrated.

The standards in the Composition conrse mmst, be a matter of constant
coneern, The moment an instrnetor nodded, the conrse slipped down to the
lovel of freshiman English—or below., To decorve graduate credit, this must
he an adranced course in writing, No texthook commonly cmployed in freshiman
English courses shonld be used, Nor should assigimients eommonly imposed on
freshmen be made. The readings should be the finest in the fields of rhetorie
and stvlisties. The ficld of aestheties could contribute mueh, and so might
gonetie eriticism, sneh as that in The Read to Xanadu, The use of the Phaedrus
proved that powerful rhetorical dewmonstrations, when not made an end in
themselves, ean be nseful in a composition elass. 1t hardly need he added that
assiznments should be ones that require the highest level of sensitivity and
vefleetion of which the participants are eapable. These are obvions generaliza-
tions, but they need to be stated, There wits a serious question in the minds of
omr Bvaluators as to whether some of the CEED Composition courses merited
eraduate eredit. Even the participants sometimes complained that they were
not being pushed hard enongh,

Class meetings should be reduced snfficiently to make individual conferences
possible. Many of the composition instructors divided their class of 45 into
two seetions and met. them separately, Their argument was that they could not
handle a subjeet so intimate and detailed as composition in large scetions,

The Workshop. The workshop seemed to he a nightmare for the stafs of
most of the Tnstitutes, This was the one aspeet of the Tnstitutes that seemed
not to have been worked out with care. IMranker than some of the others, one
Direetor said he just wished the workshop would go away:.

In theory the workshiop was to be the capstone of the Tustitute. It was in
the workshop that the participants were to bring together the material from the
three courses, integrate it, and apply it in working ont lessons that they would
then test in their own classes during the following school year. These laudable
aims were achieved in substantial measure by a fair nunber of participants,
But they were not achicved generally enough for it to he said that the work-
shop program as a whole was an outstunding suceess,

It is diffiecnlt and probably not necessary to deseribe the operation of the
workshops in detail. There were 13 different workshop schedules in the 20
Institntes, varying from one that required only two rather short afternoon
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meetings a week to one that set aside two whole weeks for workshop activities.
In addition, there were at least 14 ways of organizing the workshops: every-
thing from putting cach participant on his own to dividing the participants into
three large gronps, one for cach of the three disciplines. Such diversity, to
be sure, does not neeessarily indicate weakness, but in this instanee onr
Evaluators came to feel that it did. The lack of uniformity in schedules and
organization scemed to refleet a general uncertainty abont the nature and fe-
tion of the workshop progrm,

Nevertheless the workshops succeeeded in bringing the participants together
in relatively informal gronps where they conld share experiences and disenss
their common professional problems. In the opinion of many participants, this
was their most nseful function. In addition, of course, the workshops resnlted
in the production of scores of projeets and lesson plans worked out by the
participants individnally or in groups. Many of the simpler ones had already
been tried ont in high school classes before onr Evalnators visited the schools
in Jannary and Febrnary. Among the more ambitions and yet untried were a
projeet in composition invelving a ten-unit comrse enrricnlnm and one in
langnage calling for a sequential program in high school lingnisties. Undonbt-
edly, the most ambitions. however, was the 200-page St. Louis “‘syllabus,’’ a
work whieh covered all three diseiplines and attempted to ontline a four-year
sequence of studies designed to emphasize academic interests—Dboth literary and
scientifie—and prepare the stndent for college work. IFor cach grade the syl-
labus stated aims. provided a conrse of study, listed typical works to be as-
signed, and inchided a few detailed plans with suggestions for applying the
studies of literature, composition, and lingnisties in a specific context. As the
Conunission on English had hoped, many of the workshop projeets, like the
St. Lonis sylabus, managed to combine work in two and sometimes three dis-
ciplines; that is. a project in the study of, say. Crane's “Open Boat’' might
inclnde provisions for making a lexical gloss and for writing a critical essay.

Despite their evident aceomplishments, the bulk of the evidence indicates
that the workshops fell far short of the hopes that the Commission had for them.
The points of weakness were not hard to find ; indeed, most of them were singled
out for onr Evalators by the participants and by staff members as well. It
should not be inferred from the following list of partienlars that all of the
CEEB workshops were weak at all of these points. Far from it. These were
points of weakness, however, found commonly enough to bear mention. They
should serve as warnings to supevvisors of future workshops.

1. Omaecrives. The resnlts of the attempt by the Commission on Bnglish to
nse the workshops primavily for the amassing of teaching materials were
not altogether fortunate. The objeetives of a workshop shonld he less eon-
cerned with production and quantity, more concerned with the critieal

: examination of coneepts and procednres.

: 2. Lreapersmre. Much too often the CEEB supervisor was grossly un-
sophisticated about high school English. ITis sentiments were sonud, but
his adviee was impractical. Datently, the supervisor of the workshop
should be someone who is at once sympathetic with the philosophy and
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objectives of the Institute and yet knows high school teaching, the prob-
lews of eurvienlum making, and the technigues of dealing with high
school administrators.

3. Scuvepure. Many participants complained—and our Evaluators agreed—
that when the eourses and workshop operated coneurrently, the schednle
beeame mueh too heavy, even for the best students. Furthermore, the
conrses had far too little impact npon workshop projects when these
projects had to be scleeted and organized while the courses were just
getting under way. The worksho)p should follow the courses, not operate
coneurrently with them,

4. Oraanization. What the CEEDB participants complained about most
hitterly was the lack of organization in the workshops. Much too often,
they did not elearly know where the workshop was heading or what their
partienlar obligations were. The resnlt was that individually or in
groups they themselves too often had to try to make sense out of what
one participant ealled *‘chaos.”’

But the last word should be a tribute to the vision and wisdom of the members
of the CEEB Conmission on English who planned these Institntes, financed
them, and saw them through to completion. Their format was sound in prin-
eiple; their staffs were dedieated and hard-working; and their participants,
whatever the weaknesses of particular Institutes, were mmensely bhenefited.
What is possibly most impressive is the continuing influence of the Institutes,

‘ not only in the elassrooms and school systems of the 1962 participants, but also
l in the universities that have imitated the CEEB program in 1963—and doubt-

less now in the classroom of fheir participants. Such influenee deserves to
. spread. For while onr evaluation has stressed—possibly overstressed—eertain
; of the operational weaknesses of the CEEDB Institutes, it has not eriticized their
basic principles or the overall organization. Taken as a whole, the program
is both eomprehensive aud intelleetually respeetable, 1f the general competence
: of high school teachers can be substantially improved within a summer session,
; fustitutes modelled on the CREB plan seem to be the most promising means for
doing it.
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THE CASE FOR AND AGAINST THE THREE-COMPONENT
CURRICULUM IN ENGLISH

Lennox Grey, Teachers College, Columbia University

Onc of the most important services to teachers of English in omr time has
unguestionably been that of the recently retired executive seeretary of the
MLA, George Winchester Stone, in initiating, scenrving 'ord Foundation sup-
port for, and condneting the Basic Tssues Conferences of 1958 (which brought
together sonie twenty-cight representatives of the American Studies Association,
the College English Association, the Modern Langnage Association, and the
National Conneil of Teachers of English) and avranging for the publication of
The Baste Issues in bulletin form in 1959 ! and in paperback book in 19G1.%

From those couferences have come stimunlating and challenging develop-
ments.  Among the most challenging is Professor Stone’s “An Artienlated
English Program: A Ilypothesis to Test,”” urging radical concentration on a
writing compouent, a literature component, and teacher training clements
foctsed on these two components? Iew college teachers have taken such pains
to think through the cumulative development of these components from the
clementary to the graduate school. This thinking-throngh has been followed
by the challenging spousorship of the proposal by the Commission on English
of the College Entrance Exmmination Board in a sevies of smnmer workshops
for teachers which have not only stressed the literature and composition com-
pouents but appear to have lifted linguistics from the status of a subcomponent
to that of a main component, and literary criticisin to the status of a fourth
component, Simultancously, on a still wider front vanging from the develop-
ment of local programs to the national Projeet Inglish, one ean sce responses
to hoth the Basic Issues Report and the Articulated English Program. On the
whole, there has probably bLeen a more clearly identifiable rvesponse to the
Articulated Euglish Programm than to the 35 tough basie issues. It is im-
mediately reassuring or comforting to turn to the neat comparative simplicity
of a two- or three-component eurriculum,

The casc is strong and cogent, particularly as a matter of educational states-
manship, for a concentration on needs in literature and writing at this time,
and even more for an improved program for preparing teachers, enlisting
the fullest possible range of academic and professional resources for the task.
Literatnre and writing ave components which members of the several associa-
tions have in common and cun come together on. They are fields in need of
attention and ready for development on several counts. Literary and linguistic
selwlars ave developing exciting new knowledge and methods in literavy criti-
cism and the study of langnage that promise mueh fov teachers too heavily
loaded to keep abreast of the growth of literature itself. Some of these develop-

* The Basic Issues in the Teaching of English, supplement to the English Journal, Septem-
ber 1059,

?George W. Stone, Jr., (ed.), Issucs, Problems, and Approaches in the Tecaching of
English (New York: Ilolt, Rinchart and Winston, 1961).
8 George W, Stone, Jr., Supplement to PMLA, September 1959,
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ments promise mueh for teachers who lack hours enongh in the day and night
to read and correet as many students’ writings as seem desirable aecording to
the older handbook grammar and usage practices. Other important matters
have beeu getting a larger share of attention—particularly the context of the
student’s experience, the context of liberal or general education, of whieh
English is a part, and the context of modern communication that is affeeting our
work in many ways. It is high time, then, that there be some concerted fresh
work on these two components with which English began as a school and college
subjeet just about a eentury ago.

Onmissions in the Three-Component Program

Any potential case against the two- or threc-component eurrvienlum is not
so likely to be against what is ineluded as it is likely to point at what may he
iguored or scemingly rejected. Ameriean and British literature, the Bible, elassie
and Nordie myth, and writing are all good. 1, for one, have devoted most of
my life to them and do not propose to ‘‘make a case’” against them. But any
responsible designer of graduate programs to prepare English teachers must
cousider actual and potential cases for and against any proposal as he has
had to consider them for other proposals of the past thirty years aimed at
mifying and focusing the English program—such as the unifying concepts of
the comprehensive humanities programs, or experience curricula, or correlated
curricula, or communication-communication arts componeuts, or American
studies as American humanities, or English language arts in a ‘“‘human-growth-
and-development’” and ‘‘arcas of living’’ context. In my opinion these have
not been ‘‘driftings’ but alternatives and possibilities in the dialectic essential
to any professional field,

How well, we must ask ourselves, does the newest two- or three-component
program answer the well-stated question in Basie Issue 20—

Can the English profession define its function narrowly enough to promise a really

good job of what it tries to do, yet broadly cnough to encourage the most fruitful
cooperation with other studies and with the whole educational enterprised

Hasn’t the emphasis in ““ An Articulated English Program?’ fallen too much
on the “‘narrowly’’ and not enough on the ““broadly’’? What of the humanities,
to take the most conspicuous example of a broader coutext, the hard-won
unifying context for English which has been provided over the past thirty
years by humanities programs at Columbia, Chieago, Harvard, Stanford,
Florida, to name only a few, aud their extensions to high schools through the
John Ilay Whitney programs and the new Eueyclopacdia Britannica ITuman-
ities films? In ‘“An Arvticulated Buglish Program’’ T find reference to
“humanistic values’’ hut only a little of hwinanities breadth. Is “An Articu-
lated Euglish Program,’’ with its ciphasis so far on American and British
literature, open then to the charge of being an isolationist program? We all
know, of course, that skillful teaching can reach out to the whole world from
Ameriean and British literature. But will we, and will other teachers, if we
do not make that possibility more explicit than T have heard it made so far?
And finally, won’t a good many of us be troubled, in time, by what may he
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considered also an isolationist non sequitur between the Basic Issnes and the
three-component cnrriecnhim—with the latter appearing to answer by ediet
rather than by inguiry or actual testing of the ‘*hypothesis’’ the many un-
resolved points in the Basie Issnes? Consider this one, concerned with the
broader study of the hnmanities, Basic lIssue No. 25: **Ideally, how mnceh
college study of language and literature is desivable for the secondary school
teacher?”’—which reads as follows:
English teachers should kuow their English. But their teaching of Fnglish is likely

to be sounder if they also know at least one foreign language, other humanitics, sone-
thing of the social sciences and mtural sciences.

Actnally, T have not been fearful that English would become generally
isolationist as a resnlt of the two- or three-component proposals, whatever the
narrowness of the starting point. I have been confident that English teachers
coming together in smmuer workshops and other conferences would sooner or
later reach ont to the larger questions of context, reintrodneing the larger
considerations of the hmmanities, of whiech American and British literature are
important parts. But there is a question of sooner rather than later, and a
danger of misleading onr colleagnes in other fields and the public as well as
teachers who have had narrow training and will here feel they have justjﬁcntidn.

Effect c;n Graduate Education

The effeet of ““An Artienlated Program’ upon the graduate department of
which I am a part (which I like to think of as offering one of those “‘well-
established fifth-year programs . . . found in some states where a master’s
degree or cquivalent is requnired of secondary teachers’ mentioned in Basie
Issne 27) will probably be to increase our cmphasis npon the humanities while
we also continue to emphasize the three components which we have concen-
trated upon since the 1940’s in three basic conrses: (1) The Reading and
Criticism of Literature (recently expanded a little under the title ‘‘Literature
and the Literary Audience’ in order to help English teachers gauge and cope
with our Dwight MeDonalds who are beating up or whipping up an unhealthy
clite-mass issue) ; (2) The Study of Lmngnage; and (3) Communication and the
Communieation Arts in the Modern Community, in which teachers get insight
into the problemns of commumnication context they face and the resources they
may use from cultural anthropologists, from philosophers concerned with
conmmunications, from artists inn varions fields concerned with their conmmmnica-
tion role, and others. These are followed, of course, by more advanced studies
in Awmerican literature, British literature, and world literature, by studics in
classieal influences on literature, by more advanced stndies in literary criticism
and linguisties, and by other relevant courses in other graduate faculties of the
university. Onr own courses in American, British, and world literature and
in lingnisties, and onr seminars, are largely coneerned with the scholarly snb-
stance and method of these ficlds as they can be drawn on for teaching. In
stndent teaching and internships we seck to make the applications, with
attention to the varying contexts in which English teachers teach.

A word or two should Dbe said about “cmmnunicntion”6'11 relation to
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English and the hnmanities. Let me say in all friendliness and frankness
that 1 do not think an ** Articulated English Program™ or a three-component
literatnre-writing-lingnistics enrvienlum will acecomplish by such easnal rewd-
ing what is snggested about the modern communication context in the opening
pavagraph on writing in “An Articulated English Program®’

The writing-component of ** Euglish”’ is cqually sequential and ineremental amd ex-

citing, involved as it is with the development of a critieal sense and organizing

ability. One function of good reading is to provide a context for relating and palting

into perspeetive the many things that bombard the mind of the student daily in the

press, motion pietures, television, aud radio (including the mixture of fact, prop-
aganda, advertising, and disjointed conmunieation).

If teachers are to cope with the contemporary conmnnication context, they
must wive concentrated attention to it somewhere: to the very considerable
aud vespeetable scholarship that has been developed in it in the past thirty
years and to its application in the context of English teaching, In our program
we learned this the hard way, and yet in a very rewarding way. Detween
1938 and 1941, members of the Barnard College, Columbia College, and
Teachers Collegge English and foreign langnage facultios earvied on a seminar
for liberal arts eollege graduates in langnage arts and humanities. The 15 to 17
student members cach year were teaching while they were studying, in ways
anticipating the Master of Arts in Teaching. They studied the new linguisties,
the literature of Ameriea and the British Isles, and literature ineluded in the
new humanities programs. In the first year we offered a literature component
of the Great Books type, with great pleasure but with very little apparent
transfer from the seminar to the high school classroom. In the second yvear, in
those days of the first ‘‘good ncighbor’’ policy with Latin America, we made
comparative studies of the literature read in North America and that rvead in
Latin Ameriea. There was more transfer but not cuough. That was before
the days of the IPuerto Rican migration. In the third year we coneentrated on
the literary humanities with exeursions into the other arts, currently evident
in New York City as a eultural eapital. We included filhm and radio programs.
Immediately there was cffective transfer, starting with the familiny film and
radio experienees and continning natwreally as we moved to literature and the
other arts, old and new.! We did not publicize our findings. We hoped to
carry on another threc-vear trial and demonstration. But the war blocked
both publication and further rescarch at that time. At times it threatened
to blot ont the humanities, English, and much besides that we value in liberal
and professional education. Bnt in the name of communication and the com-
munication arts we were able to serve hoth an acute wartime need and the
interests of English and the humanities through these communication arts
as a kind of contemporary applied humanities, put to test on a national and
cven international seale. And from what we saw tested and were swre of we

‘Columbia Universily Cooperative Program for the Pre-Serviee Education of Teuchers:
A Staff Report of a Three-Year Demonstration Conducted by Buarnard College, Columbin Col.
lege, and Teachers College in Cooperation with the Commission on Teacher Education of the
American Council on Educeation, E. 8. Evenden and R. Freeman Butts, editors (New York:

. Teachers College Bureau of Publieations, 1942), ppgzi.’).
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developed our three components of literature, hinguisties, and communication
arts. Of course, we were aceused of going overboard on ‘‘conmnunieation,’’
when actually our single graduate communication course was only one ot three
basic components, and not more than a tenth ordinarily in an 18- to 24-
semester-lour Bnglish component in our waster’s program.

Tn the 12 or 14 or 16 or 19 years at our disposal for the teaching of linglish,
is it “feagmenting,’” ““drifting,”” or “crowding’ to make a place for the
eomprehensive humanities, and for some other reinforeing compouents hesides?
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COMMENTS AND REACTIONS

Dora V. Smith, Professor Emeritus, University of Minnesota

We have enjoyed a stimulating and profitable conference, considering to-
gether the problems of English edneation. T know you wish me to express our
thanks once more to those who have worked with vigor and with foresight
to make onr gathering here a memorable one.

We have agreed nnanimonsly on the importanee of an adequate backgronnd
in academic subjeet matter for those who are to teach English in the junior
and senior high schools of this conntry. Such a program, we believe, should
inclnde (1) knowledge of Bnglish, American, and world literature; (2) an
introduction to the historical development of the English language and under-
standing of the present status of strnctural linguisties; and (3) at least one
course in composition beyond freshman English, which should help prospective
teachers to understand and to practice the principles of expository and per-
sonal writing which they will teach to high school pupils.!

Dr. Robert Pooley has revealed to us a dearth of research which should
undergird our program of teacher preparation in English, IHe has also pointed
ont too gencral inadequaey among us in understanding the techniques of re-
search neeessary to intelligent reading of studies by others and to effeetive
designing of our own. We who teach English have seldom enjoyed an innate
capacity for mathematies. Fortunately, we have men and women on our staffs
in edreation and in mathematies who ean help us. Would it not be profitavle
for us to set up sewminars for ourselves to which we might invite our colleagues
wlho are proficient in research to explain to us the terms neeessary for efficient
reading of signifieant studies? Then out of sueh a conference might come a
permanent liaison between these experts and our graduate students and us
whereby we might depend upon their help in setting up research of our own,
A major castern university employs a full-time research direetor who does
nothing else but serve this funetion for all eoncerned with earrying on research,

Of speeial interest to all of us is the summary and evaluation of research
in composition about to be published by a Council committee, chaired by
Richard Braddock of the Department of Rhetoric at the University of Iowa.
It opeuns with a section setting forth the flaws comninon to studies exeluded
from the report, followed by a list of practices used in experiments whieh were
counsidered aceeptable.® The committee hopes the report may be useful as a
guide for those engaging hereafter in studies of the teaching of composition.

Back of research are always a questioning attitude toward glib generaliza-
tions on how best to teach various clements of the Eunglish program and a
constant scarching for problems which need to be studied next. The habit of

1Sce The National Interest and the Teaching of Inglish (Champaign, I1l.: National Coun-
¢il of Teachers of English, 1961), and tho report of the NCTI: Commission on the English
Curriculum, The Education of Tcachcrs of English for Amcrican Schools and Collcges (New
York: Appleton-Century-Crofts, 1963).
3 Richard Braddock ct al., Rescarch in Written Composition (Champaign, 111: National
Council of Teachers of English, 1963).
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questioning can be instilled in students very early in their preparation for
teaching. TFor cxample, some vears ago a book on the teaching of reading
reproduced a letter from Sir Winston Churchill to the king of England con-
cerning who should sneceed him as prime minister if he shonld be killed on a
projected visit to Irance. The letter contained thirteen adverbial clanses.
*‘No one can read this letter intelligently,*” said the author, ““unless he can pick
ont these adverbial clanses and explain their funetion in the sentence.”’

Nothing could be casier than to test the validity of that statement, A
graduate stndent drew up both a reading test and a grammar test hased on
the letter. Iventnally, the passage becmne one of many tested in her doctoral
stndy involving tenth grade students from widely separated seetions of the
United States. The letter proved to be the casiest reading item in the entire
study and the most difficult one in grammar. Tt was Dr. Ingrid Strom, our
hard-working local chairmman of this conference, who made the stuwdy.

Some months ago, Ievisited with a graduate student from a distant uni-
versity, who told me she had completed her conrse work for the Ph.D. and
planned to devote the spring term to her dissertation. ‘1 think 1 will write
on creativity,”” she said. 1f doctoral theses in the teaching of English are
allowed to degenerate into glovified term papers, there will be no impetos for
the researeh necessary to intelligent tenching of English methods,

Who Should Teach Methods?

There has been some disenssion in varions seetions of the conference con-
eernimg which department of a college or university should offer the course
in English methods. To me this question seems relatively immaterial though
it may be of interest to note that a resolution passed jointly hy the College
Scetion of the National Council of Teachers of Tnglish and the Conference on
College Composition and Commmmication in 1962 recommended that ‘“the
course in methods of teaching English, ercdited as work in cducation and
taught by a qualified teacher aceepted by the departments of English and
cducation, be an integral part of the professional sequence of the English
major, and be included among the requirements for certification of English
teachers,”’ 3

What matters most, it seems to me, is that we should keep the qualifications
for the position high.

1. The person offering the course in English methods should be more
thoroughly prepared in English than the English majors he is teaching. Al-
though this secems a modest proposal, the requirement is not always adhered
to in the colleges of this country,

2, He should have qgualified both in English and in professional education
for the certificate for which he is preparing his students,

3. IIe should have tanght Eaglish in high school a goodly number of years
so that he may understand thoroughly the problems of prospective teachers.

4. Since he is the college or university’s contact man or woman with the
publie schools, lie should have kept close to those who are teaching in the high

* Copies are available from the office of the National Council of Teacliers of English, 508
South Sixth Street, Champaign, Illinois,
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schools of his stute and should have attended their state and local meetings
regularly. In short, he should be intimately related to the teaching of English
in the high schools which his students will serve.

At the University of Minnesota, we have found espeeially helpfal for hoth
college and high school instructors through the years an annual campus con-
ference on the problems of teaching Iinglish in secondary schools. A committee,
chosen by the instructor in English methods and ealled by the dean of educa-
tion, prepaves the program. This committee is composed ol representative
members of the academie departments of Inglish in literature, composition, and
linguisties and professors of speech, journalism, and dramaties. the head of the
department of English in the University High School, and a professor of cur-
rienlum and one in reading. Off-eampus representatives include the presidents
of the Minneapolis and St. Paul BEnglish elubs in each of the academic arveas
mentioned above and the state presidents of similar organizations, state and
Twin City supervisors in these areas, three representatives of small town
Euglish departiments, and the university, state, and Twin City school library
associations. These committee members talk over together the problems facing
teachers of English at the woment, plan the conference, and suggest speakers.
After that, the chairman, who is the instrnetor in English methods, with any
needed assistance from campus members of the committee, invites the speakers
and arranges for meetings and meals. The dean of education sends out the
invitations to teachers of the state and pays the bills, Nothing clse we have
done throughout the years has given both eampus and off-campus teachers so
great a sense of mutual need and mutnal helpfuluess as this eonference,

Relation to Methods of Other Courses

We have covered fairly well in the last two days the relations between the
methods course and the offerings of the English department. It may be
useful at a futire meeting to consider the relationship of the course in English
methods to what has preceded it in the program in education. The courses
wmentioned in the various sectional meetings have bheen Foundations of Ldu-
cation, including educational philosophy and the functions of secondary edu-
cation in this ecountry, the Psychology of Lemrning and of Adolescence, and
General Prineiples of Teaching,

Surveys of students’ evaluations of comrses in cdueation alwavs place
Student Teaching first in value and Eunglish Methods and Literature for Ado-
leseents sceond. Literature for Adolescents is the only course which 1 have ever
seen superseding methods in the rating of individual teachers exeept the ex-
perienee in teaching. The courses in foundations, in child development, and in
learning always rank lower on the seale of values. I wonder if this results
beeause their relationship to methods and teaching is not made sufficiently elear
to prospeetive teachers during their course in English methods. Tfor example, in
philosophy and in purpose the secondary schools of the United States differ
markedly from those of most European countries, 1 remember vividly accom-
panying a small cousin of six to his secondary sehool in London, where he was
to spend all his sehool years until he passed a final school-leaving examination or
the matriculation examination for college. It was a hm‘.(IBxB red briek build-
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ing, over the gate of which was inscribed the name, Wilson’s Grannmar School
for the Sons of Gentlemen. Avound it was a high wall, also of red brick, on
fop of whieh were pieces of glass and nails so that the sons of gentlemen conld
uot climh over to mingle with the vest of the population.

Some years after World War 11, my sister and | were wandering in omr old
haunts in southeast London, when we came on a battered red brick huilding
with a broken wall falling into the school yard. Over the gate, which was still
upright, was a simple sign: Wilson’s School. This is what two world wars
did to British edneation. Thomas Mann, in a Phi Beta Kappa address in
Berkeley in 1941, attribnted the holocanst in Germany to the fact that her
“doers’ and her “thinkers’” had been educated separately St. Augustine,
the old capital of Spanish Florida, prondly displays to visitors the oldest
school building built on this vontinent. Behind it is a *“grove of edueators, ™
onc from ecach conntry of the Western hemisphere, Who is it that represents
the United States? TInterestingly enongh, it is Hovace Mann, who gave up his
law practice in Boston to stump the state of Massachusetts on hehalf of a single
school system for all the children of the nation. Baltimore already had its
Benevolent Society for the Edueativ: of the Female Poor. i Philadelphia,
its Society for the Establishment and Support of Charity Schools.  Thanks
to Iforace Mamn, we developed in this conntry a pattern of our own, adapted
to the ideology and conditions of a new nation.

What does sueh a philosophy do to the range of individual differences in
our classrooms and our wmethod of dealing with them? Does the question have
any ecouneetion with the methods course? Tutnre teachers need to face this
problem in specific relation to the teaching of Tnglish.

Jerome Bruner, in his thought-provoking hook on The Process of Education,
deals not only with ““the strncture of the snbject’” but with the processes of
growth in children. ““One must respeet the ways of thought of the growing
child,’” he says, and likewise the ways of feeling and of imagining. One mmst
clarify for him the personal significance of what he is learning. Ouly in this
way will he be led to assmme responsibility for the pursnit of new knowledge.
We as teachers, he believes, must pursue crcellence while honoring the diversity
of talents® Such principles have been the subjeet of study for many years.
The prospective teacher has heard wmeh abont them in the courses which
precede Euglish methods. It is the business of the methods course to relate
them all to the hwproved teaching of English. Ways of organizing the program
so as to bridge this gap between educational philosophy, priuciples of learning,
and the growth of children and young people and what is taught in English
methods are being experimented with throughout the country., A group like
ours has much to offer to the movement and mueh to learn from it. The stimula-
tion of such meetings as this should help us on our way.,

In some of the seetional meetings of this conference we have heard reports
of Willimn II. Evans’s survey of programs of teacher edueation in English.

¢ Thomas Mann, ‘‘Thought and Life,’’ The Xey Reporter, 6 (Autumn 1941), 1 and 5.
® Jerome S. Bruncr, The Process of Education (Cambridge, Mass.: Narvard TUniversity

Press, 1960), pp. ¢7-80. W
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is results show that in one-third of the 376 colleges or universities responding
to his questionnaire, teachers of English graduate withont a specific course in
methods of teaching their major subjeet. 1 believe that a gronp such as onrs
should investigate this sitnation and speak out in relation to it.

All of the aspects of the preparation of teachers of Inglish discussed
this conference are examined in Volume V' of the Curricnlnn Series of the
National Cowuneil of Teachers of English, which will be available before the
San Franeisceo ceting of the Conncil next November. 1t will be called The
Education of Teachers of English for American Schools and Colleyes.”

Alfred Grommon of Stanford University and his co-workers at cach level
of our educational system have produced a book of which we may well be proud.
It deals with the philosophical and praetical problems of cur specific task of
preparing English teachers for American schools, bringing constauntly 1o hear
upon it the evidenee of + seaveh already available in our field. What better
preparation could we have for the next conference of this group to which we
al! look forward in 19647

® Mimcographed report of the Committee on Secondary Mothods Courses of the Nutional
Council of Tenehers of English by William II. Evans, Associate Chairman—to be inelnded in
a fortheoming prumphlet of the Council ealled The National Interest and the Continning Ednea-
tion of Teachers of English (Champaign, 111.: National Council of Teachers of English, in
preparation),

Tap. eit.
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CONFERENCE ON ENGLISH EDUCATION
Indiana University
March 28-30, 1963

First General Session
Presiding: Dwight L. Burton, Florida State University; General Chairman
Greetings: David II. Russell, University of California; 'resident, NCTE
Announcements: Ingrid M. Strom, Local Chairman of Arrangements
Adddress:
Robert ¢, Pooley, University of Wisconsin
“The Scholarly and Professional Role of the Speeialist in the Teaching of English??

Second General Session
Symposivm: The Methods Course
Moderator: Sister M. Sylvia, S.S.J,, Mount Saint Joseph Tenchers College
Discussants:
George IT. Ilenry, University of Delaware
David Stryker, University of Florida
Joseph Mersand, Aeting English Specialist in the U, S, Oftice of Edueation

Third General Session
Presiding: Jumes R. Squire, Exccutive Seerétary, NCTE
Address:
David I Russell, University of California
““Research: A Priority??
John C. Gerber, University of Towa
“The Evaluation of the CEEB Institutes: A Preliminary Report??

Fourth Guneral Session
Sympusium: Graduate Programs in English Education
Moderator: William E. Hoth, Wayne State University
Discussants:
Richard Meade, University of Virginia
Robert Shafer, Columbia University
Stanley R, Kegler, University of Minnesota

Fifth General Session

Symposium: Project English Curriculum Centers and the NEA Projeets
Maderator: J. N. Hook, Coordinator, Project English

Discussants:
Arno Jewett, NEA, Cowmporition Project
Lois Josephs, Carnegie Institute of Technology
Stephen Dunning, Northwestern University
Silvy Kraus, University of Oregon
Frank Rice, University of Nebraska
Stunley Kegler, University of Minnesota
Marjorie Smiley, TTunter College
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Sixth General Session
Presiding: Dwight L. Burton
Reports from Each Discussion Group (10 minutes for cach gronp)

Reactions: Dora V. Smith

Seventh General Session
Presiding: Ingrid M. Strom, Indiana University
Address:
G. Robert Carlsen, University of Iowa
¢* The Future of English Edueation??

Discussion Groups
General Consultant; Dora V. Smith, University of Minnesota (Fmneritus)

Group I, Scetion 1
¢¢Improving the Methods Course and Other Specialized Undergraduate Courses'?
Chairman: William 11, Evans, University of Iilinois
Co-chairman: Thelma MeAundless, Eastern Michigan University
Consultants:
Donald Emery, University of Washington
A. K. Stevens, University of Michigan
Wilfred Eberhart, The Ohio State University
Secretary: Agnes V. Boner, Montana State University

Group I, Scetion 2
““Twproving the Methods Conrse and Other Speeialized Undergraduate Courses’’
Chairman: James E. Cochrane, State University of New York (Albany)
Co-chairman: Jean 8Sisk, Baltimore County Schools
Consultant::
Dorothy Whitted, Ohio Wesleyan University
Virginia Burke, University of \Wisconsin-Milvaukes
Alfred Crabb, Jr., University of Kentucky
Secretary: Jean Sisk, Baltimore Public Schools

Group 11
¢¢Condueting and Supervising Researceh’’
Chairman: Margaret J. Early, Syritense University
Co-ehairman: John 8. Simmons, Florida State University
Consultants:
Osear M, Haugh, University of Kansas
John Browuell, Claremont Graduate Sehool
Lon LaBrant, Dillard University
Sceretary: Royal Morsey, Ball State Teacliers College

Group IIT
¢¢Tmproving Linison Between Departments of Eunglish and Departments, Schools, or Col-
leges of Education’?

Chairman: Foster B. Greshanm, Tongwood College
Co-chairman: Dorothy Monlton, Bowling Green State University
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Consultants:
Johin R, Searles, University of Winconsin
Roy Ludtke, University of Colorado
Darothy Miller, University of DPittshburgh

Secretary: Maurice Y. Brown, Florida A & M University

Group IN”
S Designing Gravduate Programs in English Education’?
Chairman: M. Agnella Gunn, Boston University
Co-chairman: Mark A, Neville, Indiana State College (Terre Haute)
Consultants:
Louise M. Rosenblatt, New York University
Paul Scheild, Auburn University
Robert Shater, Columbin University

Seeretary: Rohert Shafer, Columbia University

Group 1”

Developing Programs to Prepure Junior Iligh School English Teachers?’?
Chairman:  Marie D, Bryan, University ot Maryland
Co-chairman: Arnold Lazarug, Purdue University

Consultants:
Geneva Hanng, University of Texas
Lizette Van Gebler, University ot Kentueky
Howard Vander Beck, State College of Towa

Seeretary: A, Stephen Dunning, Nerthwestern University

Group 1'1
SDeveloping Programs in Small Colleges for the Preparation of Inglish Teachers??
Chairman: Albert W. Vogel, ood Cullege
Co-chairman: Charles Weingartner, State Uuniversity College (New Paltz)
Consultants:
Loren Grissom, Northeast Missouri Teachers College
Eugene Slaughter, Southeastern State College, Oklaloma
Gertrude Stearns, Plymonth Teaehiers College

Seeretary:  Virginia Alwin, Arizonn State College

Informal Question-and-Answer Sessions with :
James R, Squire, NCTE
Floyd Rinker, Commission on English
J. N. Nook, Project English
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