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Preface

Though English is a young subject, less than one
hundred years old, its teachers have froin the beginning been leaders
in the reform of school programs. The emergence of the subject
during the 1880s and 1890s was itself part of one battle between the
“ancient” and the “modern™ subjects for control of the college pre-
paratory eurrieulum, With the position of the moderns secure by the
turn of the century, English took the lead in throwing off these
preparatory school funetions and establishing a new pattern of com-
mon school education. This was part of the first wave of the progres-
sive movement in education. and.though teachers of English re-
mained suspicious of the movement in its institutional form, they
remained true to its spirit and moved in the same directions. As a
result, the 1920s and 1930s can be seen as a grand experiment in
implementing progressive education in the English classroom, an
experiment that overreached itself during the 1940s and early 1950s,
losing sight of its own original principles. This in turn provoked a
reaction. short but intense, which brought the profession together in
support of “academic”™ goals during the 1960s: teachets from elemen-
tary school thraugh college recognized a unity of purpose that had
sometimes been- forgotten. This academic resurgence, though it
began in a rejection of progressivism, in the end led to the reestab-
tishment of the authentic parts of the progressive vision, allowing
teachers in the [970s to begin again, with new insight and new
eourage. the difficult task of fundamental educational reform.

The factors which have led to these changes in the teaching of
English are complex. Shifts in school populations. educational phi-
losophy, psvchology. and the scholarly disciplines from which Eng-
lish as a secondary school subject derives have all had a more or less
direet influence upon instructional patterns. How these interact with
one another, with goals for English teaching, and with classroom
practive are major concerns in a history such as this. Qur knowledge
of the history of the teaching of English is not yet definitive, but we
know enough to trace the broad movements in the theory and prac-
tice of the teaching of English from its origin to the present day.

‘The universe of concern in such a study is large. almost limitless.
It moves outward on the one hand through general trends in educa-
tional thought to patterns of social and moral philosophy, and on the
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other through the disciplines of English to patterns of scholarship
and definitions of knowledge. And it moves inward toward the
specific changes in classroom practice in the schools and classrooms
of the nation. The approach taken here is a compromise between
these competing demands. We will sketch enough of the general
trends to understand the forces to which English was responding,
and enough of the classroom practice to give a sense of what was
happening in the schools; bt the emphasis remains on trends and
movements in the teaching of linglish as a whole, broad strokes
rather than fine details. The universe has been simplified. too. by
feeussing on the aspect of the teaching of Fnglish that has, since the
beginning, taken up the largest proportion of the teacher's time,
energy, and enthusiasm, the teaching of literature. This focus on
literature rather than on Fonglish instruction will cause little distor-
tion in this history: the goals and emphases have moved in parallel
for the major components of the course. Where there have been
important developments which do not impinge upon literature di
rectly. I have tried to point to them at least in passing.

The general pattern of the discussion is chronological. though
more 1 a sense of “epochs” and " movements™ than a year-by-year
recital of events. This introduces another kind of distortion at some
peints in the narrative. with movements parallel in time but distant
in motivation discussed at some distance from one another: this is
especially true of transitional periods when one era is coming to an
end and another beginning. Again, [ have tried to indicate parallel
developments at least in passing. pointing the reader forward or
back to tuller discussions; but the real solution to this problem is to
emphasize that the separate chapters are not meant to be a chronicle,
and provide one only when the book is taken as a whole, For those
who want it, Appendix [ offers a brief chronology.

For the teacher of English. a book such as this is both an end and
a beginning: it gives a sense of where his profession has been in the
past, and a sense of the issues and the forces which will shape it in
the future. In offering this history in the form I have chosen, looking
at the past on its own terms rather than using it to provide *per-
spective” on contemporary issues, 1 am inviting others to use the
matvrial provided here for their own ends: preliminary versions of
the manuscript have already been used as evidence of “'elear trends™”
with which I do not agree, One point in particular that has arisen
several tiines has been an analogy between developments in Engilish
and a pendulum swing hetween student and subject. affective re-
sponse and cognitive discipline. In spite of its apparent applicability,
I think this is a misleading metaphor: Tor all of its apparent motion,
the pendulum never moves lorward, never changes. never offers us
something new. The teaching of English, on the contrary, has had a
rapid and healthy evolution. [ think it is better today than it has ever
been in the past: it is certainly different.
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Such disagreements are themselves healthy, and if this book can
serve to generate inany more of them it will have served one useful
purpose. Still, 1 have cotne away from my study of the past with a
number of quite spueific lessons which I think it has taught me.
These arise from the fabrie of the history, rather than from its
argunient: they are certainly not theses defended in the course of the
narrative. Yet b think they are important and have drawn them
together in the last chapter, '

There has been very little systematie exploration of the history of
the teaching of English, though there are a fow very uscful begin-
nings. Much of the material is velatively inaccessible, in doctoral
dissertations and out-of-print veports: this has meant. inevitably,
that vach discussion has had to begin without any assumptions of
prior knowledge. 1 hope this hook will change that, reducing the need
lor each writer tn recapitulate the universe. Fhere is much to learn: [
offer the book confident that it is accurate in its general tenor and
cmphasis, and cqually sure that it must be wrong in some of its
detail.

Many people have courageously worked their way through early-
drafts of this manuscript, pointing me in new directions and correct-
ing my errors, Farly in the project, 1 asked a group of prominent
members of the National Council of Teachers of English to list for me
titles which they felt had “significantly influenced’ the teaching of
literature in American secondary schools, 1t was a deliberately am-
biguous and ditfieult brief, but they responded generously and in
detail, Their suggestions ranged across all fields, from literary criti-
cism to educational philosophy. psychology. ind sociology. All the
references were eventually followed up, and some led me in new and
unexpected direetions, For these lists, then, special thanks to G.
Robert Carlsen, Alfred . Grommeon, W, Wilbur Fatfield, Lou L.
taBrant, Albert H. Marckwardt, Joseph Mersand, and James R
Squire,

The manuscript itself has been read in whole or in part by many
people. A few of these bave influenced it deeply., forcing me to redraft
and rovise again and again, For asking the difficult questions, then,
thanks to James R. Squive, Lou L. LaBrant, Roger K. Applebee,
amd Marein Lynn Applebee. The last of these has had the dubious
pleasure of reading eaeh of (he drafts in all of its versions.

My final debt of gratitude is to Robert L. Church. 1lis comments,
offerad as an historian rather than a teacher of English, were the
most fundamental of all, He taught ine to ask a different set of
questions than 1 had asked before, gave enough encouragement to
keep me going, and enough criticism to force me to begin again, and
vel again, :

London. Fngland ANA,
Febraary 1973
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Above all things, let the Seriptures be the chief and st frequently used
reading boule, both primary and high schools aid the very young should be
Rept in the gospels. Is it not proper aind right that every hnuman being, by the
time ke has reached his tenth year, showdd be famniliar with the holy gospels,
in which the very core and marrow of his tife is beund?

—Martin Luther!

To define a uniformily and purity of language in America—to destroy the
provincial prejudices that oviginale in the rifling differences of dinlect, and
produce  reciprocal ridicule—tlo  promole the interest of literature and
harpiony of the United Stales—is the most ardent wish of the author.
—Noah Webster, in the Preface to
his Blue-Backed Speller (1783)2

... familiarity with Greek and Ronan wrilers is especially adapted to form
the taste, and 1o discipline the mind, both it thoughtt and diction, o relish of
what is elevated, chaste, and simple.

—The Yale Report of 18284

i is not what a boy learns ot school thal makes thie man, bid how he learns
il. ... If the acquisitivn of knowledge were the chief object in education,
cory useful as en acquaintance with the dead lenguages is, indispensable in
fact to the man of lellers, one might with propriely doubt the expedieney of
spending so large a portion of youth and carly manhoud in the study. Bul the
earnes!, laborious studen! of language develops a power witich no other
{raining counld possibly give him, and in comparvison with which ali his
acquisitions of mere knowledge sink inlo wtier insignificanuce.
-Francis Gardner, Heaumaster of
Boston Latin School, 18671

Laltin has come lu be laught confessedly as a gvmnastic . ., and Latin sets the
pattern for English,
—Bamuel Thurber, Master at Girls®
Higly Schaol, Boston, 1902
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Chapter I

Early Traditions

Though English did not emergy as a majer s-haol
subject until the 1890s, the instructional tradirions whichi have
shaped it are much older. At least three traditions were already fully
intertwined in the English curriculum of 189): an «tkical trdition
which placed its emphasis on moral and cuitural ¢rvelopieni, a
classical tradition of intellectual discipline ang close 1extual study,
and a nonacademic tradition more concerned With “enjoyment” ind
“appreciation.” The interactions of thase various tradjtions in Lhe
varly history of the teaching of English reptesent less a by ttle be.
tween conflicting points of view than a web of accepted axsugrptioss.
all the more pervasive and far-reaching because they wett never
made explicit. To untangle some of this web, we will be:site with the
othical tradition, and the earliest form of systematic instiaction in
the vernacuiar—the teaching of reading,

The Ethical Tradition in Elementary Instruction

The roots of elementarv reading instruction as it develoged in the
American colonies go back at least to the Council of Namz {813},
which firmly linked religious instruction with the Leachiwy of reni-
ing. After some seven hundred years, this tradition was 2arried oyvr
into the teaching of English through the tramslation of the Latin
*Book of Hours™ as the Prymer of Salisbury Use lca. 148C). Thoygh
the primer and the ABC were initially separate, they were ¢nmbined
toward the end of the sixteenth century o lower printinz costu.

v ;
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Through this praetice the beginning reading hook aequired both a
title, “primer,” and a heritage of ethical concern.”

The typical early primer included an alphabet and syllabarium, a
ereed, a eateehism, and & eollection of prayers and devotional exer-
ctses. Though these materials were originally included simply be-
Catise they were cousidered important for the child to know, during
the Beformation they became caught up in the struggles between
conthicting faiths. As catechisms proliferated, primers multiplied
Lhage.

The New Englund Primer

In the New World the tradition of instruction through sectarian
primers continued unabated. Though at first, relving on British im-
poris. the Awerican énlonists soon began o issue their vivn editions,
culminating in The New England Frime- isstnd by Benjomin
Harvis, a Bostou printer, sometime betweco 1686 and 1690, Harris
had previously published a similar book in Londen. vunder the title
The Pratestant Tutor for Youth (1679). For the New Fangland ver.
sion he reduced the size of the book and gave it o vew title, but the
parts remained those with which the colnnists were famikar: each
hegin with the fetters of the alphabet, followed by a syllabariurt, the
Lord’s Prayer. at least one entechism, and various other rliprions
and instraetional pieces, often heavy with moral lessans. One of the
maost famous is the ehild's prayer heginning, **Now } fay mo down te
sleep,™ which appeared for the first time 9 a 1737 version of Lhe
Primer: its author is unknown.’

Little else in the Primer was as literary as this little verse. For the
maost part the seleetions were didaetie, choseo Jor the virtue of theis
dogima rather than for their suitability for chitdren learning to read.
The book had one major advantage over its predecessors. however;
as a result of the Westininster Assembly {16 13- 49, there was for thes
first time o single generally aceepted catechisn. {neorporating this
catechism in & fomiliar inswruetional format, and with a titie pitched
toward the colonists” regional pride, The Now England Primer was
an immediate success. For over a hundred vears it wae withovt
serions challenge os the instrument of beginning reading instruction
in Ameriea, and for another hindred vears it was frequently ro-
printed.

The Prirter srose out of a particular tradition of instruction Lo
lulfill the particular needs af the Awerican colonists. By ats very
suecess. it generated ehallengers and imatators, and though the first
of these soon fell away, other forees eventually reshaped the Aner-
iran landseape, demanding new materigls for use in the sehools,
Though the Primer itself attempted to refloet changing national
eoneerns in its suecessive editions, the basie character of the work

ERIC
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was inalterable. The young United States, on the other hand, was
taced sith prohlems other than those which had dominated its colo-
mid dlavs. Chiel atnong these woere problems of unity: how to provide
the disparate colonial states with a common tradition of culture and
goveznment, a common spirit of responsible republican citizenship, a
camuran language that would transeend the regional dialects. Reli-
ok dopma, which had deterinined the history of the primers and
given them their internal structure, was no longer of prime impor-
tance,

Wedhster's Grammatical fnsiitute

The heliet in the power of the primers to achieve aims far heyond
the limited goal of loarning to read, however, continued., Noah Web-
ster clearty had faith in it when as a teacher in Orange County, New
York, he compiled a spelling book designed explicitly to foster the
unity and common culture which he sensed thae the nation lacked,
Publisped in 1783 as The First Purt of u Grammatical Institute of the
Knelish Lunguage. his Blue-Bached Speller also filled a need for an
American source of books at a time when the usual supplies from
Britain wore upset by the war.” A true.descendent of the earlior
tests, Web: ter's Spelfer combined under one cover alphabet, primer,
speller, and reader, using materials which wore unabashedly adult
and didaetic. Thus a section entitled **Precepts concerning the Socia)
Rolations™ olfered advice to voung women:

He cautious inlistening to the addresses of men. 1s the suitor addieted
to low vices? is he profane? is he a gamblor? a tippler? a spendthrift? a
iarier of tnverns” sind, above ati, is he o seoffor at rel igion? - Banish
i aman from thy presenee, his heart is false, and his hand would lead
Hde te wrctchedness and vuin.

Still it was not the lessons but the spelling lists which were the most
important part of the book. Wehster set out consciausly to reform
and sineplify the ervatic American spelling system of his day. and to
impos: an order on the chaos that had previously been the rute. With
his spelier and. later, The American Dictionary (1828), he to a large
extent sueceeded. Like the Primer hefore it, Webster's Spefler be-
ame a nearly universal medium for instruetion: it was still in use in
some anas of the cauntry as late as 1000,

The third part of Webster's Grammatical Institute is also impor-
tant for our puarpases, for An American Selection of Lessons in
Heading end Speaking (1795) was much closer in format to a school
reader in the mudern sense, In this volume, Webster continued the
secularization of sehoal materials: rather than the Cathelicism or
Prote-tantism ot early books, selections were chosen for patriotic
“ontent, ethical emphasis, and usefulness in the development of the
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speaking voice. (Oratory and clocution had become important con-
corns Lo a nation newly constituted as a republic and destined to be
governed, or so it seemed, by the constant disputations of its Con-
grross.) ‘Though Webster no longer defined appropriate selections in
the rigid terms of the early primers. one of the major functions of
«hool materials. as he wrote in his introduction, remained to “'im-
press interesting truths upon youthful minds.”"! Webster's Amer-
jean Selection, together with the grammar that formed the second
part of the (Grammatical Institute, never attained the overwhelming
popularity of the Blue-Backed Spefler; nonetheless it dominated
instraction for nearly fifty years. and set a pattern which most of its
immediate successors followed.

A number of collections similar to Webster's were quite popular at
a regional level. Mogt noted were thase by Lindley Murray and Caleb
Bingham in the 1790s, and John Pierpont a few decades later. In
their editing and choice of selections, these books reflected a Protes-
tant ethic of thrift, honesty, ownership of property, love of country
and of God. and dedication to work. Though increasingly secular in
content. they continued in their own way the colonial tradition of
moral education as a primary function of reading instruction. The
Speetator papers and other works of the Augustans dominated dur-
ing the early part of the century. being in turn supplanted by the
works of the then-contemporary Romantic writers during the 1820s.
still, it was not until the 1830s that secular began to consistently
outnumber biblical selections in school readers.*

The texts which followed Wehster gave increasing attention to the
literary yuality of the selections. Lindley Murray's three books
(1799-1801) were devoted half to poetry, while Pierpont’s series
{1820-30) included, for the first time. excerpts from Shakespeare.
~onetheless there was a strong counter-movement toward “eontent”
readers in which reading exercises were subordinated to the study of
other subjects. The century produced, among others. The Christian
Roader (made up entirely of tracts and hymns) and The Furmer's
Sehool-Book. with offerings on " Making and Preserving Cheese,”
“Raising Calves,” and “The Nature of Manure.” The excesses of
these readers helped literature to emerge in the 1880s as the accepted
vehicle for reading instruction. but only after a long and often
vituperative professional debate.'!

Meliuffev's Readers

Rut before literature emerged as a school subject in its own right,
there was one more giant in the teaching of reading. This was a
six-book series by William Holmes McGuffey. the first volumes of
which appeared in 1836: as with the two earlier texts, their use was
yvirtaally universai for the next fifty years.
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The content ol this series was again decidedly moral, though not
overtly religious, advocating a stern Protestant ethie through care-
{ully chosen selections from a wide variety of American and Euro-
pean authors. Patriotistn was fostered and American productions
wiven a solid pkice, but the readers were not as narrowly nationalistic
as Webster's had been. The books were graded by level of difficulty,
with seleetions ol real literary value predominating in the fifth and
sixth readers, though all of the lessons remained short—usually a
page or two at most. And finally, the teaching materials surrounding
the seleetions placed strong emphasis on the mechanics of reading
aloud. presenting such topics as “Articulation,” “*Intlection,” *Ac-
cent,” “Emphasis,” “Modulation,” and *Poetic Pause. "'

These three early educational giants— The New England Primer,
Webster's (framomatical Inseitute, and the McGuffey readers—did
mare than just embody the changing interests and pedagogy of the
nation they served. They also provided a comman background of
culture and allusion, a common heritage for a nation too young to
have any other. The Primer spread & common catechism, Webster's
Institute advanced a common system of spelling and promoted a
chauvinistic nationalism, McGuffey's readers created a literary heri-
tage, even if one based on fragments and precis. This sense of an
othical and cultural heritage has certainly remained as one of the
major goals of the teaching of literature, though later generations of
teachers would come Lo question the kind of heritage a collection of
excerpts could offer.

The {lassical Model in School and College

Fven as the ethical tradition was developing as part of reading
instruction. other pedagogical models were emerging in the secon-
dary schools and colleges, Most of these models developed from an
analogy between the study of English and the study of the classical
languages, an analogy conditioned and reinforced by the prevailing
doctrines of "mental discipline’” and “faculty psychology.” Through-
out the period under discussion—roughly from 1750 to 1865 --the
fate of English studies in the high schools is similar to that in the
colleges. Sometimes one exerts the leading influence, sometimes the
other. but the difference between the (wo is never great.

Tlugh the roots of English studies can be traced back at least to
the Latin catalogs of John Leland and Bishop John Bale in the
1540%, it is not ill the end of the nineteenth century that there was
anything even approximating what we now roughly subsume under
the heading “the study of Fnglish.”': The pedagogical theory of
mental discipline was at the root of the long delay: it held that the
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purpuse of education was to exercise and train the mental faculties,
in particular the faculties of “memory™ and “reason.” " The valie of
amy given subjeet was direethy proportional to the degroe of internal
structure which the subjeet exhibited, the apparatus of rules and
“knowledge™ which @ student could be reqaired to master. The
complex voarabulary and rules of syntax of the classical languages
had otfered an obvious and fertile field for such training. Other
subjects could compete [or attention only as they demonstrated that
they, too, had a substance that would insure the same discipline of
the mind that the classical languages provided. Thus the problem
which Hnglish, and in particular English literature, had to surmount
was that, as far as the classicist could see, it was tao easv—it had no
substinee, no organized body of knowledge, no rules, no theory. in
~hort nothing to promote the rigorans mental training. the disci-
pline, that was the justification of an education. Only by being
gralted onto ather disciplines with more evident justifications did
litevature tind 2 place at all in the early curriculum, for it was only in
surh o torm that it seemed to offer more than the “mere chatter
aboul Shellex™ of which so many complained,

Frglish Grammar

Grammar was the tirst formal study of English to become a

“widesproad part of the currieulum, and it did so by taking up the

methods and approsches which had dominated in the teaching of the
classieal lanpuages. Grammar was an espeeially powerful model
hecause of the various traditions in its own history —once “#inglish
grammar’ had become respectable, a variety of speculative, histor.
ical. rhetorical, and textual studies that were loosely related to it
were similarly legitimized: some. like rhetoric, were so revitalived
that they beeame permanently separated from their parent subject.'

Grammatical swadies in the classical languages had traditionally
emphasized two elements; the learning of rules. and their “use™ or
practical application. An extensive methodology had grown up
arand both aspects, and this was transferred more or less intact to
studies of Fnglish grammar. ™ " Parsing ™ and analysis of sentences.
dingramming, the learning of paradigms. and the correction of
“errors” in usage all entered the carriculum through this tradition,
together with the rote memworization of definitions and rules for the
various grammatical categories. Such studies elaimed Lo be teaching
the practical nse of language. as well as to offer formal discipline in
the best classieal tradition,

The Presvrptive Tradition

The shift of grammatical studies from the classics to English
involved o shift from a method of teuching a foreign language to one
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of correcting W native one. During the eighteenth ventury this was
aceentuated by an attempt to regularize the English language on the
madel of Latin and Greek, leading, ainong other resalts, Lo Bishop
William Warbarton’s editions of Shakespeare and Richard Bentley's
of Milton. Bentley's comments on the last lines of Paradise Lost are
well known, but they are worth quoting again as an illustration of
Lthe kind of eriticism that was developing, as well as of the breadth of
interest of the studies that were then subsumed under the heading of
“grammar.” Bentley's demands for “proper” usage and his ulti-
mately specious wdherence to logical canons are typical of the ap-
proach when it was codificd, though his works were repudiz ted hy
many who shared his general point of view. Ie concludes his **New
Fdition™ of Puradise Lost (1732) with a lengthy note.

And how can the Expression be justifivd, weith wand'ring Steps and
slow? Why wand'ring? Erratic Steps? Very improper: when in the Line
hefore, they were guided by Providence < And why Sk when even
For e profess’d her Readiness and Aluerity forthe Journey . . .. And why
tiwir solitary way? Al Waords to represent a sorrowful Parting? When
even their former Walks in Paradise were as solitury as their Way now:
there bwing no Body besides ‘Thew "Twao, both here and thoere. Shall |
therelore, after so many prior Presumptions. presume at last to offer a
Distich, as vlose us may be o the Author's Words, and entirely agree-
iable to his Scheme?

THEN hane in hand with SOCIAL steps their wiLy

Through FDEN ook, WITH HEAVNLY COMFORT

CHEEER D).

When Hugh Blair and his colleagues separated rhetorical from grams-

- matical studies later in the century, they approached literature in a

sinmadar way.

The preseriptive tradition of langaage instruction became domi-
mant between 1750 and 1800, finding its way into the schools where it
has flourished ever since. Noah Webster included a school grammar
in this tradition as the second part of his Grammatical Institute
(F7%4) and Caleh Bingham prepared a similar volume as part of his
own series {1799). " Though both enjoved a moderate initial success.
they were soon supplanted by Murrav's Grammar, published in
England in 1795 and soon in use in America. This text was more
systematic inits approach than the others had heen, and virtually
dominated the fickd for the next several decades. By 1850 it had gone
through some two hundred editions.©” Lindley Murray has been
dubbed “the father of English grammar™ as a result of this text,
thowgh he is a tather figure whom many gencrations of schoolehil-
dren, and not o few of their teachers, would have been happy to do
without,

With a ready supply of texts, an inherited methodology, and a
recognizable justification in the theory of mental discipline, English

O
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prommar was oftered in most American schools by 1810, This was
acitly recognized by the College of Now Jersey {which later hecame
Princeton University), when it asked its 1819 candidates for admis-
sion to be “well aequainted”™ with English grammar: it was the first
time that competence in any aspeet of the vernaeular had been
reguived for entrance to any college in America. By 1860 most
colleges had introdueed similar requireinents.

i torie and Oratury

Groammar, however. was considered more or less a school subject,

-q prevequisite for the higher studies of the college but not, usaally. a

study which would be eontinued there, The growth of Fnglish stud-
i a1 a more advaneed level owes its first impetus to a group of
Seattish edueators who diverced the studies of rhetoric and oratory
[rom their early roots in grammar during roughly the same period
that grammar was itsell becoming an important school subject. The
group ineluded, among others. Adam Smith, David Hume, Lord
Kames. ind Hugh Blair: they argued in the decades after 1740 that
the arts of publie reading and speaking deserved an important place
in Uhe echucation of clergy and laity alike.

Logic, under which the rules of grammar, rhetoric, and Teom-
position”™ had often been subsumed, was the immedinte parent,
l'dinburgh the birthplace. Here from 1730 on, Professor John
Stevenson devoted the first hour of his two-hour-a-day logic class to

" rhetorie, illustrating the classical rules of composition with extracts

O
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[rom Drvden, Addison, Pope, and other English and French writers,
liore in 1748 Adam Smith began a series of public lectures on
rhetorie and belles lettres, the first time that literary eriticism had
heen dealt with in a separate course af lectures,”* When Smith left for
the University of Glasgow in 1751, to become like Stevensun a
protessor of fogic, the series continued under Robert Watson— who
in turn left to take up a chair of logic, rhetorie, and metaphysies at
St. Andrews in 1756, 1n 1759 Smith’s mantle descended to Hugh
Blair, an Kdinburgh clergynan and literary figure well known in his
day hoth for his published sermons and his championship of the
spurious poemns of Ossian. Under Blair, the lectures were for the first
time given within the university, rather than as part of an extra-
mural series: Blair himself became Regius Professor of Rhetoric and
Belles Lettres in 1762.

Rlair apparently borrowed Adam Smith's lecture notes, and cer-
tainly there was little difference in the approaches of this early series
of teachers. Whereas the grammarians were concerned with syntax
and motphology. the rhetoricians placed their emphasis on “expres-
sion.”” both written and eral (the latter eventually evolving inte the
separate studies of oratory}. Dietion, style, figrurative language, the
“flawers” of rhetoric — these were the concerns to which they turned
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their attention and whieh, until a new movement in the 1880s and
18905 hegan to argue that practice was more important than theory,
constituted the teaching of composition in Ameriecan secondary
schools and colleges. Like the grammarians who were their profes-
sional colleagrues, the rhetoricians were preseriptive, filling their
texts with rules to be followed. and with examples of errors of
expression as well as of the suecesses of the best writers. The main
point of referenece was the Latin and Greek tradition. now translated
into Fnglish. Blair made extensive nse of elassical illustrations in his
leetures. discussing Virgil, Cieero, Aristophanes, Tasso. and many
others. At the same time, however —aud this is the significant de-
parture which Blair shared with John Stevenson and Adam Smith—
he wanted to argue that the prineciples which they followed are
universal and could be applied to English and French authors as
well. Favorite examples ineluded Addison, Pope, Swift. Dryden,
Milton, and Shakespeare, though the latter violated many of the
rhetorieal “'laws.” (Blair explained Shakespeare's transgressions as
“blemishes™ due to"the grossness of the age in which he lived. ) It
is interesting to note that, while the “greats™ of English literature
were acknowledged, many f the most thorouyzhly discussed authors
were contemporaries or near-contemporaries of the rhetoricians.
Pope and Swift were still living when Professor Stevenson began his
fectures in 1730: the Tatler (1709-11) and Spectator (1711-12) papers
were just twenty years old. All were at a peak of popularity.

Blair published his notes as Lectures on Rhetoric and Belles
Lettres in 1783 and reured from active lecturing the following vear.
The hook quickly became a popular text in America as well as
England. Yaic adopted it in 1785, Harvard in 1788, Dartmouth as
late as 1822: during the nineteenth century it also found its way into
many sceondary school classrooms.??

Though the Seottish rhetoricians made a elean theoretical separa-
tion of grammar and rhetorie, in practice both approaches were
simultancously applied to literature, Throughout the nineteenth cen-
tury, “rhetorie,” “analysis,” and “eriticisin” usually indicated mueh
the same course of study. in which a literary text would be critically
exatined Lo insure that it conformed with the preseriptive rules of
grammar and rhetorie, all in the ultimate service of the student's
own speaking and writing skills, .

The rhetorical approach of Blair and his colleagues did not require
any literature to be read at all, but by the 1840s some schools were
supplementing the rhetorie handbooks with individual works for
parsing and analysis. This was an important shift, vet it was a
change only in the material and not in the method of instruction. The
texts were few in numnber till the end of the century, and approached
with the same exhaustive line-by-line analysis that the handbooks
had illustrated. Purudise Laxt found its way into the curriculum bv
this route in the first half of the nineteenth century. and it is not
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aecidental that it is also the most Latinate of our English classies, It
was otten juined by Pope's Essav on Man, another favorite illustra-
tion in the books of the rhetoricians.” ‘These works provided an
eseellent exereise ground for the griunmars and rhetories of the time,
and though they must be seen as the forerunners of the school
cditivns of English authors that would dominate instruetion at the
end of the eentury, it is elear that any interest in literature that
might vmerge from such studies would arise in spite of rather than
throuwgh the approach that was taken,

These studies were the first of the English studies (o win ac-
ceptance at the college lovel. though they were generally thought of
ax o rither minor aspeet of preparation for the clergy. It was under
their umibrella thut America got ity first professor of English, in the
person ol & clergyman, Ebenezer Kinnersley, Kinnersley was the
weeond head of the " #nglish School” of an academy in Philadelphia,
and was appointed professor of the English tongue and oratory when
the academy became a eollege in 1755, (Still later, it became the
University of Pennsylvania.) Kinnersley was also a scientist of some
note and 4 frivnd of Benjamin Franklin: his sueeessor in 1773 was &
lawyver by trade, Other universities slowly followed the same pattern;
Harvard, for example, established its Boyiston Professorship of
Rhetorie and Oratory in 1806, with John Quiney Adams as the first
ineumbent 11806-094, During the tenure of Edward Tyrrel Channing
{1519:51}, the work at Harvard was expanded to include individual
texts for parsing and analvsis. bat. as in the high schools of the
period, the literature was still well subordinated to the rhetorieal
stidies. ” Though Amherst experimented with a eourse in English
wnd American Literature in 1827 and Dartmouth mentioned English
lterature in 1822, belfore 1860 English studies in most eolleges
consisted of rhetoric and oratory, and nothing more. !

Literary HHstory

I3y the late 1840s. riding a erest of interest in historical and
biographical studies, literary history had also emerged as an impor-
tant aspect of Fnglish studies. This took as its model the studies of
ancient eivilization, which were a well-established part aof the classi-
cal curriculum. Though both the classical course and its English
translation began with broad and humanistie goals. an emphasis on
role mwovization md on names, dates, and places, dominated
virtually all applications.

I'he first textbook in this tradition to be widely used in America
was Fhomas Budge Shaw's Outlines of Engiish Literature, puby
lished in England in 1848 and reprinted in America the following
vear. The book was a simple narrative and included no selections
[rom the authors at all, but it was very popular and went through
many editions before the end of the century. ™ Charles D, Cleveland,
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A Philadelpbia schoolmaster, also published a history of English
literature in 1849 and followed it up with a history of American
literntnre ten vears later. hese were very suceesstul. Boston English
High School, having been content with Blair's Rhetorie for twenty
yuears, introidluced Cleveland in 1852, substituting Shaw six vears
later.

The entry for cack athor in Cleveland's series was rather similar
to an encyelopedia listing —all the dates, the books, the immediate
and historwal reavtions, Though gunerous excerpts were also pro-
vided, the ' Questions for E.amination' which conclude his volumes
reflect the real emiphasis, Of Lady Russell they ask. **Whose wife?
- - - What does Burnett say of her letters?” Of Robert Dodsley,
“What was his first publication?” Of Milton, "What is his firag
poetical work, and what its- subjeet? What the second” Third?
Fourth? Fifth? Sixth? Seventh? Eighth? Ninth? Tenth? .. . What
does brvdges say of Johnson's Life of Milton?™"" To our cves sueh
books are unattractive and even unpedagogical, but they take their
shape from 1he emp hasis on tormal diseipline already noted. If the
value of & subject Hes in its structure and in the demands that it puts
upntt memory, then pedagogically the soundest approdch is the
compendium (whether of grammar, rhetoric, or history) which pre-
sents thit structure and that material in the most elaborate detail.

Histories such as Cleveland's and Shaw's hecame very popular
during the 1850s and 1840s. and with their introduction schools for
the first time hegan to elaim to be teaching “literature” rather than
rhetorie, oratory, or reading. ™ Still, though literary historv was a
popular subject. the curriculum was very unstable; schools changoed
from one texibook to another, and then changed back again— pre-
sumably hecause none of the texts were really satisfactory. By 1870
the emphasis on information in literary studies wag well established,
with examination questions like those Cleveland had proposed facing
students throughoat the country.'” Such studies of facts about liter-
ature remain an clement in high school instruction to the present
day. though their justification has changed from mental diseipline to
knowledge of our literary horitage,

The Nonacademic Tradition

While an ethicat tradition was emerging in elementary schootl
reading materials, and a classical one in seeondary schools and
volleges, a more amorphous but equally important nohacademice
tradition of English for “appreciation™ was developing outside of the
traditional curviculum. This made no attempt to justify Eaglish as
an ircademic study, championing it instead on other, and at t he time
lesw arguable, grounds,
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The Extracurriculum

One area in which the appreciative tradition flourished was the
extracurriculum of the nincteenth century colleges, in particular in
the students’ literary and dehating socicties. The dehates and
journals of these clubs dealt with the political and philosophical
sssues of the time—issues more or less ruled out of the classical
curriculum of the colleges. In their societies, students could debate
the topics they wished, and could and did invie controversial
figures to address them. Thus Ralph Waldo Emersou. whose Divin-
ity School Address {1838) had come too close to pantheism for
conservative faculties to accept. was able to speak three times at
Williams. though the college had banned him from the campus, He
always appeared under the auspices of a student group, in an
off-campus building.™ The many literary magazines founded and
supported by the societies during this period provided a similar
forum for students to debate contemporary issues. as well as to
polish their skills in English composition; their college courses were
more likely to concentrate on improving their Latin and Greek.

Through their libraries, the societies also offered the literary fare
which the colleges themselves ignored. Throughout the country,
these libraries were the only place for the student to read con-
temporary fiction, poetry, biography. or drama: on most campuses
the libraries of the literary societies surpassed those of the colleges
themselves in both quality and number of volumes. (It would not
be until the end of the century that the great research collections in
the modern languages would be established.)™ All of the evidence
available suggests that these activities were greeted enthusiastic-
ally by the students of the time, forming an important part of their
collegiate experience, if not of their formal curriculum. As one
measure of their concern, we can tally the response of Harvard
students to an edition of Shakespeare offered for sale in 1807; of 175
students, 99 suhscribed.™

It is important to note here that these activities were usually
quite happily sanctioned by the colleges. What the colleges ob-
jected to was giving English literature a place as a subject to be
tenght rather than something to be read and enjoyed on one's own.
Most expected that students would read widely in contemporary
literature, both in secondary school and college.'' But as will
become apparent in the next chapter, this extracurriculum of the
students' creation became after 1870 a major part of the curriculuin
itself.

The Finishing School

In the early nineteenth century, students in preparatory schools
and colleges could expect exposure to English literature only
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throwgh the extracurriculum. In the fivishing schools. however.
which sought to offer a “practical” course for the student who
would uoy go on to college. Fnglish stadies and the other modern
subjects had a somewhat better time. Benjamin Franklin, for
example, in his plans for a Philadelphia academy {(ca.1750), had
seen a practicat value in English literatare as a model for writing,
as a subject for declamation and oral reading, and as a moral
exemplum’ Though Franklin's program was never implemented, ** it
was only a few years later that his friend Ebenezer Kinnersley
hecame America's first professor of any aspect of English, when a
simitar Philadelphia academy berame a college,

In the veurs that followed, the various English studies worked
their way first into the ' English”™ course that arose in opposition to
the Latin or elassical program of studies. Blair's Rhetorie, for
example, was included in the first course of study (1821} at Boston
English High School; it was never used at Boston lLatin Schoot at
all.** In the eollege preparatory cuniculum, as in the colleges
themselves, the literary interests of the student were left to the
extracurriculuin, where debating clubs and literary societies grew
up on the college model.

(iirls’ schools during this period wdéve almost all finishing schools,
and Fnglish studies did find an early place in some of them: the
belles lettres were considered an appropriate subject for polite
conversation, if nothing else. Thus it was not entirely accidental that
many early English textbooks were for " Young Ladies,” or prepared
by schoolmasters in girls' finishing schools.** Lacking a rigorous
academic cachet, these “‘appreciative’ studies of English carried a
certain stigma, an air of being a second-best choice for those who it
was presumed could not handle the rigors of classical studies. When
Oxtord, tor example, finally allowed English into its examinations in
1873, it was only for the pass degree; honors students did their work
in Latin. And as late as 1889, the U.S. Commissioner of Education in
his annual report was tallying students taking English in business
schools and in schootls for the blind, deaf, and feebleminded. but not
in public or private secondary schools. *

Reprise: 1865

BBy 1865, schools and colleges recognized a variety of loosely
related minor studies of the vernacular—rhetoric, oratory. spelling,
grammar, literary history, and reading all had their places, often
conflicting with one another for attention.'” Though many of these
studies made use of literary selections, literary study in its own right
had yet to find a place or a justification. Rhetorical and grammatical
studies often included literary texts, but instruction was designed
and carried out in the service of composition. not literature. Literary
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history, though the schools called it the teaching of literature, was
hiographical in emphasis and often involved no literature at all, Only
the nonacademie tradition stressed the reading of literature for its
own sake--and this tradition had found no place in the classical
curricnbum of the colleges or preparatory schools.

The» is another way of viewing the situation. however. which
highlights the pntential strength of the embryonic subject: this is to
recognize that by 1865, English studies had become a part of all
three major traditions. Though in each case the study of English was
subordinate to other goals, there was for the first time the possibility
that all of these traditions might be united within the teaching of a
single subjeet. And this is in fact what happened in the following
decades: English studies increasingly found ways to claim the
intellectual strength of the classical tradition, the moral strength of
the othical tradition, and the utilitarian strength of the nonacademic
tradition. It was a fruitful alliance. though sometimes a confusing
one, and led in the end to a subject whose content and goals had no
real counterpart in any of the traditions from which it arose,
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CHAPTER I NOTES

1. Quoted by Nila B. Smilh, American Reading lusiructizn (Ng):
York: Silver, Burdett and Co., 1934, p. 11. '

2. Smith, American Reading Instriction, p. 38,

3. Quoted by Theodore R. Sizer, Svcondur + Schools at the Tu=n of the
Coentury (New Haven: Yale University Press, ;964), p. 2.

4. In Awmericen Jowrual of Educution 19 (1:70): 431, Quoted in He:Lert
Galen Lull, Inherited Tendeneies of Secondar. Instruction i the o}
States, University of California Publications n Fd-reation. vol. 5. ne .
tApril 15, 1913); 199,

5. Samuel Thurber, "“Fhe English Studies ™ Fnglish Leaflet 11 (e
eember 1. 1902). Quoted by John Muth Bernd, 4 pproaches to the Feuchivg
of Literature in Secondary School, 1900-1936 (1dissertation, U niversity o
Wiseonsin, 1957 University Mierofilms No. 24,214).

6. The name eame about because the exereises begin ar “prise™ ae
sunrise, the first hour of the day. On the early history, see Ruifeipii 12
Reeder, The Historical Decetopent of School Readers and of Moaods in
Teacitiag Reuding (New York: Maemillan Co . 1900 Smith, 4oterign
Regding fastruction; and Clifton Johnson, Old Tinte Schoovls ane' Schoo
Books (New York: Dover Publications, 1963),

7. Textual variants of the Primer are disiussed at length in Pyal
Lewester Vord, The New England Primer (New York: Teachers L'olleps,
Columbia University, 1962). Ford also reprints +he 1727 edition.

8. The catechism promulgated by the Asseiatily hed both o “Poangee”
and a "Shorter” version. In America it was further abridged snd sarphifiad
hy Juhn Cotton as “'Spiritual Milk for Americar; Babes,”

%, Webster's Speffer had many titles in Liter years, inelueing THe
Awmerican Spelliug-Bovk and The Flementary Spviling Book. {1 got s
common name because it was usually bound boetween oak covers paited oswr
with blue paper. The popularity of the spelling bee in post-resuguti nacy
Ameriea was due in part Lo Lhe impetus of tais beoak. On its use, sor Rewghor,
Historical Development: Smith, American Reacing Instrection: Johnwr.
Old-Time Schools: and 1. Stephen Sherwin, Fuur Problems in Toaching:
English (Seranten, Pa.: International Textbepk Co. for the “atiea
Couneil of Teaebers of Fnglish, 1969).

10, Cited in Johnson, Ofd-Tiae Schools.

11. Cited in Smith, American Reudiny Instr.ction. p. 49.

12, See Ruth M. Elson, Guardiod 0 Tradition: Amorican Schondl joi
uf the Ninotventh Century (Lincoln: Laiversity uf Nebraska Pres., 1464
The use of Lhe various series has been discussed by several authors: Herder.
Historical Decelopimrent, pp. 33 £, Smith, Americaa Beading s treerion
pp. 51 tF Joseph Mersand, "The Teaching of Literature in Americar #lig'
Sehools: 1865-1900." in Perspoetives on English, vd. Rebert C. Posley New
York: Appleton-Century-Crofts, Inc.. 19680}, pp. 473-75: and Peter D Witr.
Tihe Boegiunings of the Tea:hing of the Vernacwlur Literature ik
Secaudury Schools of Musscchusetts (Disseraton, Harvard Uttivy-rsity
1968: University Microfilms No. 69-11.507), pp. .39 .

13, This debate was in {arge part funded by the publishers, wim hysf
obvious vested interests in the results. Speeches and articles pro and s
were eommmissioned and reprinted as sales pamphlets. The most viriolic
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tebate seems to have been between supporters of MeGutfey's and of Mareius
Willsun's Seltool apd Pamify series. On The Farnter's Schooi-Book, see
Jobnson, Old-Time Schools, p. 304,

I1. These are from the 1879 edition of the Fifth Reader and represent
iutite sophisticated stadies, ' Articulation,” for example, included attention
to the different " Voeals, Subvocals, and Aspirates™ which are the "' Elemen-
tary Soands™ of English, as well as substitutions which are permissible
from one soand to another, and **Faults to be remedied.”" This text is readily
available in Commager's reprint edition. The emphasis on oral reading is
typical; sitent reading did not beeome important until the 1920s, MeGuffey s
Fifth Eclevtic Reader, with a foreword by Henry Steele Commager (New
York: New American Library, 1962).

15. On the early studies of English, see William Riley Parker, " Where
1to English Departments {ome From?" College Engiizh 28:5 (February
1967): 339-51, Parker’s unpublished research has been extensively repartoed
in Walter Scott Achtert, A History of English Studies to 1883 Based on
the Hesearch of Willivm Rilev Parker, (Dissertation, New York University,
1972 University Microfilms No. 72.31,067).

15, These doetrines and their effects on sehool programs are discussed
at length in Luil, /nherited Tendencies. After 1835, when a translation of
Pestalozzian methods became available in English, the faculties to be
trained expanded to include aspeets of "sensation’ as well as memory and
reason.

17. The quote is from E. A, Freeman, Regius Professor of 1istory at
Oxfont, talking in 1887, To lim the proper stock to which literature should
be grafted was anguage study, The lack of substanee in literary studies
was tlso a frequent theme in America, Carpenter, Baker, and Seott in their
early textbook argued that the slow start for Eaglish at the seeondary
lovel lny “"not 50 mueh in the lack of desire for instruction as in the general
feeling that there was no general body of instruction to give.” George R.
Carpenter, Frauklin 'I'. Baker, and Fred N, Scott, Ple Teuching of Euglish
n the Elementary upd the Secondary School {New York: Longinans, Cireen,
and Co., 19030, . 45, Freeman is eited in The Hise of English Studies,
12, J. Palmer (London; Oxford University Press for the University of Hull,
tHG65), p. 96,

18, “I'he seope of grnmar is sugpested by the various topies trented in
a grammar dating fromn about 166 B.C. It included attention to aecurale
rexding, explunations of figures of speech, exposition of subjuet matter,
explanations of rare words, studies of etymology, statements of regular
grammatical forms. and critieism of poetry. Paul Monroe, e¢d., A Cyelo
pudia of Education {New York: Macmillan Co., 19i1): from the article on
“Philslogy.” o

19. The grammatical categories of traditional “'school grammars” also
derive direetly from classical models. See Sherwin, Four Problems: lan
Michael, English Grammatical Categories and the Trudition to 18049 (Cam-
bridge: The University Press, 1970} and Louis G. Kelly, 25 Centuries of
Lenguage Teaching (Rowley, Mass.: Newbury House, 1969).

20, Quoted in Sterling Andrus Leonard, The Doctrine of Correctness in
English Usage 1700-1300, Universily of Wisconsin Studies 1n Language
and Literature no. 25 11929, p. 107. Leonard’s hook is the best single
source on the preseriptive tradition.

21. This was titled The Young Ludy’s Aceldence, reflecting a division
of praminatieal studies into accidence {morphology) and syniax. That it
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was for “voung ladies” reflects the fact that English studies found an
purlier home in schools for gids than they did elsewhere, a point to which
woe will return,

22 This tigure meludes edivions derived direetly from Murray. Dumas
Valone, od.. ctionery of Anterican Biography (New York: Charles

cserhners Sons, 1957 CE Johnsen, Qld-Tinee Sehoods,

O

o Fadna Hays, Callege Entranee Requirements in Foghish: Their
Fffects on the High Schools (New York: Teachers College. Calumbia
Universily, 1936), p. 15

21, Smith's qualifications for the serivs were the same as for his work
in political seienee; a solid grounding in philasophy and in the classies at
Cambridge. and wide reading on his own. Smith's lectures, which Meikle
suggests may have been given under the auspives of the Philosophieal
Saciety, were popular enough to be renewed in subsequent years. They
were never published, but have recently been rediscovered in the form of a
student s locture notes. The history of the Seottish rhetoricians has been
recounted by Heney WL Meikle, “The Chair ot Rhetorie and Belles
Letures Fniversity of Edinburglh Jowrnal 13 (Autumn 1945)0 89-103, and
trom o slishtly ditferont perspective in the introduetion to Smith’s lecture
notes Gielam Smith, Lecetures on Rietorie and Belles Lettres, edited with
an intreduction and nates by John M, Lothian (Camden, N.oJ: Thomas
Nelson & Sons, 163, See also Palwer, Rise of English Studies, 171-78:
\lichaol, Enghish Grammatical Categories. 1970 and Parker, *Where Do
English Departments Come Frone?™

25, Keoti and Carpenter were active in this movement, as was Buarrett
Wendell at Harvard, See F. N, Seott and J. V. Denny, Peregraph Writing
(1841, and Barrett Woendell, Buglish Compasition (18981), The “flowers”
wits oF . Moennyve's designation in his Knglish Gramar (1785). Cf. Leonard,
Poctrine of Correcthess, p L1

26, 1lugh Blair. Lectures in Rhetorie and Belles Lettres, 3 vols. {Dub.
lin. 17831, Quotes are from vol. 1, p. 8.

27, Blair's baok was eventually transluted into German {1785-89),
rench (1796), Spanish (179%), Italian (1801), and Russian [1837): it was
e most saceessful of many similar texts helping to spread the rhetori-
Wims” upprooch. See Witt, Beginnings of Teeching Vernoendur, p. 36 snd
Sleikle, Chair of Rhetarie,” p. 91,

98, The course often took its Litle from the partieular text used. Later
i1 the contury. the rhetorical forms of intensive analysis were joined hy
thors deriving from philological studies. These will be dealt with in the
roxt chapter.

29, [Foru near-contemporary secount, see Anna . Brackett, *Teaching
of Lnglish Literature.” Tie Academy 3 {February 1888): 1418, See also
S, Beginnings of Teaching Vernoenlar, pp. 27, 228,

30, Adums’ Lectares an Rhetoricand Oratory 118100 were widely praised.
Chitnning was atso very popular: he numbered Dana, Emerson, Holmes,
nd Thorean amoeng his students, Parker. **Where Do English Departments
ame From?” See also Wilt. Beginnings of Teaching Vernaeniar, pp. 35, 48,

3. Grandlgent has commented on this in discussing the modern lan-
mages at Harvard: “As to Lnglish, its advance has been mare in the
auture of peaceful penctration, 1ts delay in getting started seems to have
been due, not to opposition, bul to 2 general failure Lo see in it anything
more than @ minor element in preparation for the ministry, Charles H.
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Grandgent, “The Madern Languages.” in The Development of Harvard
Uafversiey Sinee the fnawguration of Prosident Eliot 1869-1929, ed. Samucl
Ehiot Morison (Cambridgge, Mass.: Harvard University Press, 1930). .

At the secondary level the situation was ne hetter. As late ag 1876,
Uarpenter. Baker. and Svott ¢laim there “was scareely to be found in the
U nited States, any detinite, well-organized system of seeondary instruetion
in the mother-tongoe.” Hays echoes their findings, elaiming that English
was “non-existent” buofore 1870, Carpenter, Baker, and Seatt, Teaching of
Fuaglish. b, 46: and Hays, Colloge Entrance Hoquirements, p. 10,

Av. Lull, fnherited Tendencies. documents both the original goals and
the degenerste practice. .

31 Shaw was a Cambridge praduate teaching in Russia: he prepared
the boak for his students there, On Shaw's life. see Sir Lestie Stephen and
Sie Sidney Lees, eds.. The Dictionary of Nutional Bingraphy (London:
Oslord University Press, 1921.22),

. NSee Witt, Begirnings of Teaching Vernacular, pp. 173-75; John k.
Stout, The Developmout of High School Curricula in the North Contral
States from 18G0 to 1978, Supplementary Edueational Manographs, vol. 3,
no. 3 {Chicago: T'he University of Chiengo Press, June 19213, pp. 34, Wit
{found two other histories in frequent use in Massachuselts before 1870:
William Spaulding’s The Flistory of English Literature (1853), and William
Francis Collier's A History of English Literature (1862),

33. Charles DD. Cleveland, A Compendium of English Literature, Clron-
ofogically Arrenged. from Sir John Manderville to William Cowper {Phila-
delphia: 17, C & 1. Biddle, 1851, First Edition, 1849).

36, Witt found in surveying thicty-four Massachusetts secondary schools
that fonrteen begun to teach literature between 1850 and 1867, another
twelve before the end of the 1870s. and eight in the 1880s, “Literature™
usually meant one of the histories.

37, Literature remained an optional suhjeet. however; rhetorie and
grammar were required. Cf. either of the reports of an 1888 survey earried
out by the Massachusetts Teachers Association: Englisk in Secoudary
Sehools. Report of a Committee of the Massachusetts Teachers Assaciation
(Mecember 1, 1888); "English in Secondary Schools,” The Academy
tdanuary B89 503-609. Like Witt, the Committee found that a lurgoe
proportion of those tenching literature were using manuyals of “'facts about
authors.™

S s result of the same speech, he was banned from Harvard, his
alma matter, ‘or thirty yvears (Monroe, Cvelupedial. On bis appearanees at
Willinms, see Frederick Rudolph, The American College und University: A
History {(New York: Vintage Books, 1962). p. 142, Rudaiph provides an
extensive discussion of both the curriculum and the extracurrieylum of the
volleges during this period,

sthoCL Rudolph, cAmericea College and Cuicersity, p. 143: and Rend
Wellek. “Literary Seholarship,™ in American Scholarship in the Twentioth
Century. Merle Curti, e, tCumbridge, Mass,: Harvard Iniversity Pross,
BINBTY

0. Witt, Beginmings of Teaching Vernaculor, np. i,

H Thus Beers explained that Yale students were expected to have
read a0 pood deal of Foghish literature, oven as he was arguing thot this
Enowledge should not he tested sinee it would nat e needed “in the
further pursuit of the preseribud eollege studies.” Henry AL Boers, “Fn-
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tranee. Heguirements in Bwlish ot Yale,” Edoentional Review 3 {Aay
Ima2y: 12748,

420 Franklin’s proposals have been quoted by many Inter writers. He
vontinued to be an advoente af the modern subjeets, in 1789 attacking the
“unaccountable prejudice in fuvor of ancient eustoms and beliefs™ which
had led to the continuance of the elassical languages "after the eircum-
stances Which formerly made them useful cease to exist.” Carpenter.
Baker, ikl Seott, Feaclhing of Fughish, pp, 38219,

13, "English course’ in this context does not refer to the teaching of
Fnglish. but to a course of study thot usualle emerged as o nonacademice
alternative to the classical course. In spite of its vitle, the English eourse
did not wecessarily include any more attention to “nglish studies than did
the parallel classical eurriculum. See Stout, High Sclhool Curricalo, p. 4
and Carpenter. Baker, und Seott, Teaching of Kuslish, pp. 45-46.

44 The strength of such interests is clear. though there is no single
discussion equivalent to Rudolph's histary of the exteacurriculum ut the
vollege level. Sizer, for example, in his discussion of the academies notes
that many had flourishing literary and debating sovieties akin to those in
the colleges. Carpenter, Baker, and Seott, Teaching of English, make o
similar point (p. 45), Witt, Beginnings of Teacking Vernacular, provides
satnewhat more detuil (pp. 21 1), in The Age of the Academies. ed.
Theodore Sizer (New York: Teuchers Callege, Ucdumbia University. 1964).

By The beliel that » literary education was particularly approprinte tor
women wis Widespread and persistent. Paliner, Rise of English Stndies, p.
S8 notes it, and Samuel Thurber was still arguing the point in 1894,
Samuel Thurbers, “Euoglish Literature in Givls” Fducation,”™ Schoof Revjerw
2 Gune Is): 321-36. See also Carpenter, Baker, and Scott, Teaching of
Euglish, p. 45, and Wiw, Beginnings of Teacking Vernacular, p. 37

H6. Report of the Comeusstoner of Education for the Year 1889-90, vol,
2 (Washington, D.C.: U.S.. Government Printing Office, 1893). This was
the first attempt to survey the various components of the eurriculum. The
tables mentioned here e printed on pp. 139092, 1821.25, [637-58, 164112,
and 1666.69. English literature was evidently surveyed in the secondary
schools bt not eonsidered important encugh to report. On the Oxford
pass degree, see Puliner, Risc of Kuglish Studies, p. 70

47, Foran illustration of the variety af offerings in 1863, see Appendix 11,
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{The Poetf is the rock of defencc for human nalure; an upholder and
presercer, carrying vverVindiere with fim relationship and love. In spite of
dfference of soil ard climate, of language and maniers, of lawws and rusfons,;
iit spite of things s'fently gone out of mind. and things violently deslroyed,;
the Port binds together by passion and knowledge the vast empire of human

. saciely, as it is spread over the whole varth, and over alf time.

—William Wordsworth, Preface to
Lyrical Ballads, 18001

The future of poelry is inimense, because in poetry, where it is worthy of ils
high destinies, our race, as time goes 2 n, will [ind an ever surer and surer stay.
There Bs not a creed which B not shaken. nol an accredited dogma which is
wof shown to be questionable, not a received lradition which does nol
‘hreaten to dissofve. Our religion lias malerialised itself in the facl, the
«upposed fact; il has atlached its emution to the fact, and now the facl is
ailing it. But for poelry lhe idea is everything, the rest is & world of Hiusion,
of divine illusion. Poelry atlaches ils emotiou to lhe idea; the idea is the facl.
The stronger part of our religion to-day is its unconscious poelry.

—Matthew Arnold, 18802

One would hesitate to ask to dinner @ man who confessed complele ignorance
uf The Canterbury Tales.

—Arlo Bates, Talks on the Study of
Literature, 18973

Not only is it impossible for a pupil, without the study of Latin, to oblain the
discipline and culture pertaining to an English education, but it is vain fora
teacher, without a fair acquaintance with Latin or Greek. and a! icast one
modern foreign language, lo attempt instruction in English.
—C. M. Gayley and C. B. Bradley,
Suggestions to Teachers of English in
the Secondary Schools, 18944



Chapter 11

The Birth of a Subject

Before it could emerge as a major school study,
English, and in particular English literature, had to develop a
methodology rigorous enough to win academic respect. It also had to
overcome the supposition that imaginative literature posed a real
threat to the meoral well-heing of its readers. - The Romantic era
brought a solution to both problems: that of methodology through
the new techniques of the German philologists; that of moral
well-being through a redefinition of culture and of the artist’s role,
Together these two movements made it passible for English to
become a major subject, hut they did not insure the success of the
venture. This success depended upon institutional changes in the
American system of education, changes begun through the influence
of the college entrance requirements, and consolidated by the report
of the Committee of Ten. These institutional changes succeeded in
" welding the various studies of English together as a single subject
and provided it with its first, albeit rather tenuous, coherence. By
1900 the questions would have shifted from whether to teach
grammar, rhetoric, literary history, spelling, and composition, to
hoiw to teach English.®

The Cultural Value of Literature

The ethical tradition which implied that literature in school
reading maicrial could be used for moral education proved a double-
edged sword for the early teacher of English: if literature had the

21
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power to do good, it must also have the power to do evil, Well into
the nmeteenth century, imaginative literature was as likely to be
attacked as a source of corruption as to be defended as a way toward
salvation,

tHistory. biography, and travel'books had always had a certain
moral eachet, but fiction and drama, with their appeal to imagina-
tion rather than truth, were definitely susp=ct. Horace Mann was
typical of many influential educators when he argued that novels
should not be taught hecause their appeal was to emotion rather than
to reason.” When Yale's William Lyons Phelps, as a young in-
structor. instituted America’s first course on the contemporary novel
in 1895, he was forced to drop it after camments in the popular press.
Opposition Lo drama was also strong: in 1828 a Boston teacher was
dismissed for reading to his class from one of Shakespeare’s plays,
and even at the college level Oberlin refused to allow Shakespeare to
be taught in mixed classes until the 1860s.” Such incidents hecame
parer in the second half of the century, but the conviclions which led
to them were strongly held: as late as 1893, after Hamlet had been on
the college entrance lists for over a decade, the New England Journal
of Education still took time to give editorial support to a c¢lass who
had refused to read the play:

Al henot to the modest and sensible youths and maidens of the Oakland
Higrh School who revolted against studying anunexpurgated edition of
Hamiet! The indelicacies of Shakespeare In the complete edition are
brutal. ‘They are more than indelicacies, they are indecencies. They are
no part of Shakespeare's thougght  have no connect jon with the play, and
e be elisninated with as little jar as the oaths of a modern slugger.”

The editor was presumably following the lead of the rhetorieians in
attributing these “indelicacies™ to “the grossness of the age™ in
which Shakespeare had written,

The Romantic Tradition

* ‘The poets and critics of the Romantie period provided a new
justification for literature as a reservoir of cultural values and a
source of moral strength, Writing against the background of the
upheavals caused by the seientific and industrial revolutions, they
turned to the artist to provide, through the superior development of
his faculty of Imagination, the needed corrective to the intolerable
socioeconomic  conditions produced hy strict adherence to the
wrational' laws of the marketplace.’ The artist would have a dif-
forent kind of knowledge—to the Romanties usually a “higher”
Lind —which was no less essential than the rationalism to which it
was opposed. The cumulative products of this artistic imagination
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came to be identified with a nation’s culture. in the process trans-
lorming “eulture™ from a process iuto a state. a body of knowledge
and tradition to be consciously valued and conseiously studied.
{Historical studies such as those discussed in Chapter I received part
of their impetus from this aspect of the movement.)

The eonception of culture as a produet of the arts originates with
Coleridge and runs throughout the writings of the Romantics.
Wordsworth reljes on it in his preface to Lyrical Balluds (1800): so
does Shelley in his Defence of Puetry {1821). Through these and
similar writings, the status of the arts and of the artist was clevated
until, in the end, a view emerged which argued that all art is in
essence moral. “Poetry strengthens the faculty which is the organ of
the moral nature of man,” Shelley wrote, in the same manner as
exereise strengthens a limbh, 't '

Culture and Education

The educational implications of the Romantic view of culture were
formulated most fully by Matthew Arnold. In Culture and Anarchy
(1867), he provided a widely read interpretation of culture as the
eumulative vision of mankind, winnowed by time and sanctioned by
genius. Such a eulture. Arnold argued, could be the source of a new
prineiple of 2uthority to replace the eroding bonds of class and of
religion: it was the only hope of preventing the anarchy which would
otherwise surely follow. Though better remembered in America as a
peet and critic. Arnold was also an inspector of schools: it was from
this vantage point that he recognized that public education, if it were
given culture as a primary goal, could emerge as the new unifying
and eivilizing agent. Classically trained himself, Arnold argued on
behalf of culture broadly defined. and in no way asserted the
superiority of the vernacular literature: indeed he explicitly argued
the proven value of the Greeks over all who came later.'t In the
Ameriean high sehool, however, the classical larguages would soon
deeline: the main benefits of his arguments acerued to the emerging
studies of English literature.

Americans who emhraced Arnold's interpretation of cultural
education did so in the hope of stemming the erosion of traditional
systems of values. In a very real sense, educational opportunities
were extended because schooling with its attendant “culture™ was
seen as a new agent of social control, For the definitions of the
eulture Lo be transmitted through its schools, America looked to
New England, in particular to Boston. It was a reassuring culture
that could be found there during the late nineteenth century, a
mid-Vietorian culture which avoided such problems as civil war and
industrialization by turning to a pastoral, detached {iterature.'* As
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Francis Underwooed. himself the cditor of a series of literature
anthologies, put it in 187

1n this country all things are se new, and palitical events Lave such an
imtense sipificance, that we de not look at affairs as posterity will look
at them. But who can doubt (hai, when the true perspective has been
adjusted. aurs will be known as the age of Ewerson, Irving, and
Hawthorne, of Bryant, Longfeilow, and Whittier, of Lowell and
Hobhnes?:

tlis hope and faith was that literature could gradually surpass and
suppress from memory such political events' as civil war, His
catalag of authars is a catalog of the New England literary clite as
woll a5 of the Awmerican contribution to the emerging high school
literary canon.

Hurace Scudder

The most widely quoted American spokesman for an Arnoldian
view of enltural education was Horace L. Scudder, a member of the
Cambridge (Massachusetts) school committee, chief editor for
tioughton Mifflin, and, later, editor of the Atlantic Monthly." He
tied his arguments for the teaching of literature to America’s
common-school traditions, where the place of literature “is in
spiritualizing life, letting light into the mind, inspiring and feeding
the higher forces of human nature.” Like Arnold, whom he some-
times quoted directly, Scudder cast his concern in the context of
contemporary social upheaval, of “*hands which are nervously pull-
ing at the stones of our political edifice, . . . hands that are knotted
with hopeless toil.” From this vantage point, he offered a com-
prehensive criticist of the teaching of literature at all levels of the
common school. His argument hinged on the effectiveness of the
“elassies” in engendering “spiritual grace,” on the winnowing
offects of time as the arbiter of literary merit. and on the value for
Americans of thetr own unique literary heritage. Scudder wus
retnarkably balanced in his views: he wanted such works as Little
Red Riding Hood in the nursery school, complained that school
readers had misused literature to the point that in them " Pcgasus is
harnessed Lo a tip-cart,” and recognized that the values which he
hoped to foster were ultimately larger than the Americanisn: he also
espoused. > His veews, with their essential optimism anid grand
mission for the teacher of English, carried much weight in the
debates of the 1880s and 1890s. The teacher who accepted them—
and in the end most did—could for the first time claim the full
support of the ethical tradition for all of his teaching of literature.
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Philological Studies

The cnltural value of literature provided a new and popular
motivation for the inclusion of studies of literature in the eurriculum,
but it did not provide them with a methodology. This was to come
from the historical and (extual studies of language propounded by
the German philologists and their American successors. What these
scholars offered was a scientific study of language, & methodology
equal in rigor and academic respect to any of the classical studjes.'®

Continuing the pattern of transposition from the classical to the
modern curriculum, philology has its roots in studies of classical
civilizations, transposed by the German Romantics to the study of
German and later of English. The word itself dates at least to the
writings of Plato: it was revived in 1777 by Frederich Wolf at the
University of Gttingen. Defining his task broadly as providing the
biography of a nation, Wolf included as legitimate philological study
attention to the grammar, criticism, geography, political history,
customns, mythology, literature, art, and ideas of a people, but like
carlier philologists, he was interested in the culture of Greece and
Rome. His theoretical statement. however, implied no such limita-
tions, and was eventually extended to other cultures by his fol-
lowers.,

The justification of modern language study through philology
involved a process of slowly shifting focuses of attention, The
Germanie languages were originally studied not for their importance
in GGerman culture. but because scholars hoped to find in that culture
remnants of an earlier Indo-Turopean culture and language. Grad-
ually, as a body of serious studies emerged, German, Anglo-Saxon,
and Celtic began to be studied for their own sake: later still, studies
of the Romance languages began to be approached with the same
methodology. Folklore was an especially important ground for
Justifving modern studies, for it occupied an ambiguous historical
position. it was studied originally for its presumed roots in an
ancient oral culture, yet the tales studied were also very obviously a
part of the contemporary culture in which they were collected. As
philology became more confident in its modern studies, it moved
closer and closer to contemporary literature—first the Anglo-Saxon
poeis, then Chaucer and medieval England, later Spenser and
Shakespeare, and finally, by the end of the nineteenth century, the
whole modern field.

(iiven the considerable disrepute into which philology has now
faded, it is worth remembering the high ideals with which it began.
The compilations and bibliographies, the variorum editjons and
collections of folklore, the lengthy textual notes and arguments over
seemingly minor detail had as their original impetus the Romantic
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ideal of Lhe study of a national spirit. In the hands of a few
men—Jacob Grimm is the most brilliant example—such studies
came close to realizing their fofty goals, but in the hands of most
they quickly degenerated into the mechanical and pedantic textual
criticism that has carned philology its present low esteem. In fact,
pkilology asked more than most men could manage, requiring a
systematic, analytie scholarship on the one hand and a creative,
synthetic mind on the other—for one was asked both to discover and
to recreate the cultura) history of a nation. The more limited
definition-of philology a4 a study of language was more or less forced
upon the serious stadeut, and it is this more limited definition that
has given philology its negative image.?

Philology in the University

_However much it might degenerate, philology offered the fledg-
ling subject of English the justification it needed in the colleges of
the second half of the nineteenth century, giving it the impetus to
become a major component of the emerging university system.
Before philological studies began to dominate, the professor of
Fanglish was a curiously ambiguous entity. As we have seen, in many
institutions he was simply a clergyman whose oratorical skills gave
him ficense w0 lecture on language and rhetoric. In others, English
professors were trained originally in law, in logic, or in modern
histery. A1l were expected to tutor in other subjects, ranging from
political science and economies to biology and mathematics. Neither
English aor the other modern languages produced much in the way
of indigenous American scholarship during the first half of the
nineteenth century, in spite of Emerson's famous '‘American
Seholer” address at Ilarvard in 1837. There were no producing
scholars in the modern languages, no periodicals, and no university
presses. Between 1850 and 1900, however, this changed completely,
with philological scholarship transforming the study of modern
lapguages al the same time that Germanic ideals of research were
transforming graduate education in general.™

Fruncis Jomes Child

The rise of philological studies in the United States is reflected in
the career of IPrancis James Child, who presided over the expansion
of the curriculum at Harvard to include the study of English
literature. After graduating in the Harvard class of 1846, Child
stayed on Lo tutor in math, history, and economics. Three years later
he became mne of a growing number of Americans studying in
Germany, returning to Harvard in 1851 to succeed Channing as
Boylstan Professor of Rhetoric and Oratory, During the ensuing
decades he emerged as one of America’s leading schoiars, his
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definitive edition of Spenser's poetry {1855) and his Ewglish and
Seottish Ballads {1857-88) firmly establishing his reputation. ™ Still
it was as a professor of rhetoric and oratory that he offered his’
lectures on language and literature, including three elective courses:
History of the knglish Language: Anglo-Saxon: and Chaucer,
Shakespeare. Bacon, Milton, and Dryden.* For twenty-five years,
his responsibilities for the rhetoric course prevented him from
broadening the offerings further. Finally in 1876, after a successful
serics of guest leetures brought him an offer of a position at the
newly-established Johns Hopkins University, Harvard released
Child fromn the rheteric course and made him its first professor of
English, In the same yveur Robert Grant, one of Child's students.
virned the first American Ph.D, in English literature. (It is in-
dicative of the general state of graduate education that after leaving
Harvard, Grant took a Columbia law degree and went on to a
Iterative Boston law practice. Though he later wrote novels, plays,
verse, essays, and travel books, his graduate work was clearly not
voeational )

The Spread of Philology

dohns Hopkins' contribution to Enghish studies was not limited to
forcing Harvard's hand. The ideals of specialization. of productive
scholarship. and of seientific study of the modern languages were
pursued there along philological lines, even without Child's in-
fluence.” Graduate work in English consisted of rigorous textual
and linguistie study: mastery of the carly linguages—Old French,
Md High Gorman, Anglo-Saxon, and Middle English--was an
essential part of the training. In its insistence on rigorous graduate
preparation lor studies of the modern languages, Johns Hopking
established the first model for the training of teachers of Foglish:
up Lo that point, there had been wo standards of preparation at all.
With the sanction of philology, the teaching of literature spread
quickly through the American college and university system.
Franeis Andrew March became professor of the English language
and compurative philology at Lafayette College in 1857, only six
vears after Child took up the Boyiston Professorship at Harvard.
By 1875 Moses Coit Tvler was teaching a course in American
- literature at the University of Michigan.** And by 1879, just three
years aftor Child was released from the ilarvard rhetoric course,
clective offerings there had inereased from three to seven, and other
faculty members were offering literature courses of their own.*
Though in 1883 when the Modern Language Association was organ-
ized, representatives of twenty leading colleges could talls only
thirty-nine teachers of English among their several institutjons, by
1906, major universities in all sections of the country were offering
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grachiate degrees in English literature -~ Berkeley and Stanford in the
West: Mivhigan, Chicago, Wisconsin, and Vanderbilt in the Mid-
west: Harvard, Yale, Johns Hopkins, and many others in the East.
At the undergraduate level, literature had become an almost uni-
versal offering and had assumed its still-continuing place as the
largest comnponent of English instructiun,*

In examining the role of philology in the English studies of the
late nineteenth century, it is important to remember the complex
traditions upon which it was superimposed. Much that was not
philological went on in the carly departments of English, stemming
from the earlier traditions of rhetorical analysis, from the long
tradition nf popular, nonacademic criticism, and from oratory (itself
a child of rhetovic), which placed more emphasis on sensitive reading
and “interpretation.” The interactions among such studies are
complex and have not bheen documented well enough to pursue very
tar. It is quite clear, however, that the prestige of philology served to
justifv English studies without necessarily limiting them, especially
at the undergraduate levels, A number of influential teachers-—chief
among them William Lyons Phelps at Yale, Bliss Perry at Williams,
and iliram Corson at Cornell— quite openly resisted philology. They
offered instead the goal of “appreciation,” but they lacked an
adequate methodology to offer in place of the new-found rigor of
philology. Their writings and teachings provided instead the aca-
demic roots for a dissenting tradition which would contribute in
the vears after 1400 to the rejection by the high schools of the
colleginte model.**

High School Programs

When systematic, regular instruction in literature emerged in the
high schoels, it came under the same guises that brought it into the
colleges, William James Rolfe, a prolific writer whose philological
scholarship carned himn considerable praise, is credited with intro-
ducing the first regular high school instruction in literature.? Rolfe
began teaching in Day’s Academy in Wrentham. Massachusetts, in
1%18, during the next ten years moving on to the Dorchester and
later the Lawrence high schools. His teaching of English during this
period came to Child's attention and led to an honorary A.M. from
iarvard in 1859 (before his philological studies or school texts had
been written). After a brief interlude in Salem, Rolfe became
principal of Cambridge High School, where he remmained until he left
teaching for a life as an author and editor, in 1868. By 1907, three
vears before his death, he had written or edited some 144 volumes,
ranging from Latin and science texts to two forty-volume school
editions of Shakespeare {1871-84, 1903-06). The breadth and diver-
sitv of his interests parallels that of the early college teachers of
English.




E

O

The Bivruor a4 Scgarep 29

When Rolte arrived at Cambridge Higk School in 1862, liteemtire
was already o well-established if somewhat peripheral part ¢f the
currivitlum: it had first been taught there in 1845, under the guidance
of his predecessor as principal, Elbridge Smith. Rolfe regularzed the
study and legitimized it with his philological scholarship. ke also
placed it firmlv within the classical tradition of instructicn. Formal
discipline was the basis of the pedagogy adopted, with cansiderable
stress on rote learning of rules and menwrization of isoluted facty

Cleveland's Compeadinm was a pepular text at the schosl, An
examination in Milton iven in 1866 during Rolte’'s temire at
Cambridge High is indicative of the general tenor of his eorirves:

- Give a sketeh of Milton’s life to 1625,
Gonve o bret outhine of “ToANegro”
- Give examptes of obsolete or absolescent words trom the poeras
st died.
1. Give examples of words used by Milton in a different sen-e
than thev are today. ustrate.
S write u passage fram 1) Pensorose,”
6. Indicate which words in the passage are from the Anglo-Saxc..,
which from the Latin, How do you toll?
7. Explain all allusions in the passage.
» What do the following illustrare?
o [ Here tollowed i set of examples of rhetorical figures, |
$o Write o passage rem hyeidas,
o Explun the peculiorities in the passage from “Lyeidas, "

il —

History and philology explain all ten,

When instruction based on this classical madel was joined with
the Romantie conception of culture during the last quarter of the
nineteenth century, the teaching of literature for the first tine met
all requircments that could be put upon a subject for study:
usefulness, discipline, morat value, interest, even patriotism. lany
variations would be played upon these themes. and many v riters
wotld still argue pro and con; but this new-found intellectual rigor
and cuhural strength of Fnglish literature prepared the way for its
evential acceptance as a legitimate, even a major. course f study in
the schaols,

Institutionalization

The College Entrance Reguirements

School programs have an inertia which can ercate a surpri-ingly
large gap hetween educational thought. as expressed at confennces
and in the professional literature, and educational practice as it
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actually transpires in the schools. Such a gap was undoubtedly
present in kinglish instruction in American high schools during the
late nineteenth century, Because one funetion of the high school was
preparatory, and hecause then as now the success of its preparatory
courses was niore important to a school’s prestige than its finishing
vourses, radieal change was foreed upon the schools in a remarkably
short time. In 1800 formal instruction in literature was unknown; by
1865 it had made its way into the curriculum as a handmaiden to
other studies: by 1900 literature was almost universally offered as an
important study in its own right. College entrance requirements were
the moving foree.

College admission presented rather a different problem for pre-
paratory schools during the nineteenth century than it does for
schools today. Instead of facing secondary school graduation re-
yuirements, candidates for admission were assessed on the basis of
entrance examinations set by each college. The topics for these
examinations were announced in advance and had a way of dictating
the preparatory school curriculum for the year. As the requirements
changed, the curriculum changed with them,"

Typically enough, literature gained its foothold in the require-
ments through the nonliterary uses to which readings could be put.
We have already noted the early and quite widespread requiréments
in English grammar: Harvard added a requirement in “‘reading
English aloud" in its catalog for 1865. This was expanded and
clarified in 1869-70, but the real milestone was the Harvard require-
ment for 1873-74: literature was to be studied, not for itself or even
for philology. but as a subject for composition.

English Composftion. Each condidate will be required to write a short
English composition, correct in spelling, punctuation, grammar, and
expression. the subject to be taken from such works of standard
authors as shall be announced from Lime to time, The subject for 1874
will be tuken from one of Lhe following works: Shakespeare's Tempest,
Juttus Caesar. and Merchant of Venices Goldsmith's Vicar of Wale-
ficld: Scott’s Tvanhoe, and Lay of the Last Minstrol ¥

This requirement institutionalized the study of standard authors and
set in motion a process which eventually forced Engllsh to con-
solidate its position within the schools.

Uniform Requirements

The Ilarvard model was quickly followed by other colleges and
universities; it offered an easy way to recognize literary studies
without raising difficult questions about standards and methods: the
subject tested would be composition, not literature. There was,
however, no agreed canon of texts on which to hase the examina-
tions, and the lists changed yearly. Each college set its own
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examinations, quickly confronting the high schools with a flood of
titles in which they were to prepare their students.

That the sehools soon raised an outery is hardly surprising, nor is
the movement for uniformity which followed. By 1879 the first
attempt to set requirements at a regional level began with the
organization of the Conference of New England Colleges at Trinity
College: this was followed by a succession of similar organizations in
both the northern and southern states.™ Finally, in 1893, after an
appeal from Wilson Farrand, principal of Newark (New Jersey) -
Academy . the newly formed Association of Colleges and Preparatory
Schools of the Middle States and Maryland proposed a joint con-
terenve with other associations concerned about the entrance require-
ments in Knglish. ' As a direct result, the National Conference on
Uniforin Fntrance Requirements in English met for the first time in
May 18, with representatives from the Association of Colleges and
Preparatory Schools of the Middle States and Maryland, the New
FEngland Commission of Colleges nn Entrance Examinations, and
the New England Association of Colleges and Preparatory Schools.
inlater years they were joined by other powerful groups, including
the North Central Association and the College Entrance Examin-
ation Board." The dictums of this National Conference succeeded
thuse of Harvard in shaping the teaching of literature.*

The group began by approving a list already promulgated by the
New England Commission of Colleges on Entrance Examinations, in
order to avoid disrupting work already underway in the secondary
schools. They split the list into two parts, however, one for “wide"’
und the other for “deep’” study. This was a practice that had already
developed informally in high schools faced with a proliferation of
titles and with requirements for close. analytic study which often
seemed antithetical to more humanistic goals.*® The use of two lists
offered a compromise between the two conflicting points of view, the
shorter list belonging firmly to the advocates of disciplined study.
the longer list to the proponents of appreciation,

The final separation of the requirements in literature from those in
vomposition was due to the influence of Yale University. Until 1894
the Yale faculty resisted the new requirements altogether, arguing
that entranee examinations were designed to assess a candidate's
readiness for the studies of the first vear—and the first year at Yale
included no English.'” Until the 1891-92 academic year, there were
no. required English studies at all; at that point a prescribed
half-course was added as part of the second year. During the 1892-93
academic year this was expanded again when William Lyong Phelps,
newly appointed as an instructor, offered a survey of English
literature to freshmen—the first time the first year students had had
even an elective offering available.

The emergence of literature was part of the larger struggle over
cleetive courses; when Yale finally did take a stand, the proponents
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of modern studies had- won a clear victory. Rather than a subject for
vomposition, literature would be studied in its own right; examina-
tion texts were Lo be selected “as well for their probable attractive-
ness to the preparatory stadent as for their instrinsic importance.”™
‘Fhe list for 1894 was chosen from “writers of the present eentury”
and included *“T'he Rime of the Ancient Mariner,” feanhoe, 'The
Lady of the Lake,”" The Alhambra, “Fssay on Clive,” the fourth
Canto of Childe Barold, " Essay on Byron."” The Howse of the Seven
Gables, English Humorists of the Eighteenth Century, and The
Prieess. (Though some of these are now patt of the high school
canon, it is interesting (o note that they entered the curriculum as
contemporary literature.) Yale soon found that its decision to set its
own lists was raising another outery: during the following year it
acrepted the uniform lists in -spite of their emphasis on traditional
texts, Other schools quickly picked up the new, more tiberal justifi-
cation that Yale had provided for literary study, however, dropping
the old emphasis on composition. ™

The Committee of Ten

The difficultics caused by a proliferation of entranee requirements
were nat limited to English, prompting the National Couneil of
Education of the National Education Association to call in 1892 for
the appointment of a Committee of Ten to arrange a series of
subject-area conferences to consider the whole problem of secondary
school studies. Charles W. Eliot, president of Harvard and long an
advocate of the modern studies, was named as chairman.*

The committee was unique in its composition and effects. Fuliy
half of its members were not even members of the NEA, though all
were active in the field of education. They ranged from Eliot,
president of Harvard, to William 'torrey Harris, U.S. Commissioner
of Education, and James B. Angell, president of the University of
Michigan. If this group were to suggest change, it would have a good
chance of implementation. The competence and experience of the
committee covered the full range of American education at the time:
halfl of its members had experience in the lower school, half were from
the colleges: most were from the eastern states. but they also
numbered James H. Baker of the University of Colorado and
Richard 1. Jesse of the University of Missouri among their mems-
bers. 1f the representation of the professional educators, the teachers
of teaching, was slight, it was simply because in 1892 these were not
yet of much importance,

The committee worked through a series of commissions, each with
ten members, meeting separately and submitting their reports to the
main committee. The final report was a collection of these documents
with a lengthy preliminary, drafted mostly by Eliot, which at-
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teripted to ereate a consensus ont of the often conflicting recom-
mendations of the individual conferences.

The first important decision came in November 1892, when it was
decided to call conferences in just nine fields, one of which was
English,”” Ten members were appointed in cach of the nine fields,
together with alternates. Each conference was to meet separately
and elect its own chairman and seeretary. The Conference on English
met at Vassar College, seleeting Samuel Thurber, master at Girls'
tligh School, Boston, as chairman and George Lyman Kittredge,
Child’s successor at Harvard, as secretary.*' Its report represeated a
summary and a reconciliation of the contemporary points of view
about the teaching of English. It began with a statement of the
purpose of such studijes:

The main objects of the texching of English in schools seem to be two:
t1r to enable the pupil to understand the expressed thoughts ol others
und to give expression to thoughts of his own: and () to cultivate a
taste for reading, to give the pupil some acquaintance with good
titerature, and to furnish him with the means of extending that
acguaintanee,t

This simple two-part statement presented the necessary unification
of the many disparate studies which go beneath the rubric English.
Communication and appreciation we.e the focal points, and if
tinglish in later years was to lose some of its vigor because of the
diversity of activitics which it would be forced to assimilate, in the
18905 that same breadth allowed the various minor studies to be
brought together into one far more vigorous whole,

"This unification of the many parts of Knglish was one of the most
impot .ant efiects of the Report of the Committee of Ten. The other
major effect was to accord the new subject a status at least as
important as that of the classical subjects. The Conference on
Finglish recommended that a total of five periods a week for four
vears be devoted to the various aspects of Iinglish studies, and the
committee as a whole went so far as o accept four a week for the four
years in its gencrai . ommendations, In the suggested programs of
study, however, Finglish is contracted a bit further. Qut of the four
veurs of study described for four alternate programs. English
receives a full five periods a week in only the third year of the
“Finglish” course, and is cut to three and even two at various points
in all other programs. Nevertheless, English is the only suhject
recommencded for definite inclusion in the program of study for every
student during each of the four high school years.**

The actual description of the English course by the Vassar
Conference is more of a summing up than a statement of consequence
in the future development of the suhject. The themes which were of

~importance in the emergence of the subject are touched upon, as well

O
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as  humber of issues irrelevant to the basic problem of how and why
the teaching of English literature attained a prominent place in the
American sehool curriculum,

The discussion began by asserting that *at the beginning of the
seventh school-year the reading book may be discarded, and the
pupil should her.ceforth read literature.' Literature, however, was to
include ““prose and narrative poetry in about equal parts”-—drama
was still conspicuous in its absence. Histories such as Cleveland's
Compendium were out of favor, but philological and rhetorical
studies were defended as “'necessary if  he pupil is to be brought into
anything but the vaguest understand.ng of what he reads.”** The
main report pointed out the recurrent tivugh not explicitly stated
theme of the Conference on English: the study of English could
becomne “the equal of any other studies in disciplinary or developing
power, "t

The Literary Canon

As schools and colleges increased their attentic to English
literature. in particular to the study of the complete texts required in
the college lists, publishers began te bring out annotated school
editions of popular works. These go hack at least to 1867, when
William Rolfe launched his career as editor and author with his
American version of Craik’s edition of Julius Caesar. His emphasis,
not unexpectedly, was philological; it set the pattern that would
prevail till 1900, The book vontained an Introduction, The History of
the Play, The Sources of the Plot, Critical Comments on the Play (26
pages], the play itself (102 pages), Notes (82 pages!), antl an Index of
Words and Phrases Fxplained.*

By the mid-1880s, annotated classics were in widespread use,
alongside the school readers and histories such as Cleveland's and
Shaw’s. The college entrance requirements, with their lists of
specifically preseribed texts, gave great impetus to the development
of these texty; many different publishers issued their own series
hefore 1800, generally with some reference to one or another of the
college entrance lists—presumahly a major selling point. Distin-
guished teachers and schulars were solicited to edit these editions,
providing them with copious and sometimes irrelevant notes and
study guides.'” Given the suddenness with which English literature
developed as a major school subject and the lack of teachers trained
to teach it, some such apparatus may have been a necessity at the
time:*™ eventually it was to provoke a harsh reaction,

The rise of uniform requirements as well as the appearance of
many different series of annotated texts raises the interesting
yuestion of how the high school literary canon was determined. Some
influences are relatively clear, chief among them the prestige of




Tue Biwrn oF A Semaeer 356

Milton and the Augustans from the carly rhetoric and grammar
texts, in which they had been used as material for analysis. A strong
tradition of Shakespearean criticism had also been built up, though
this seems to owe more to the recognition of Shakespeare’s merit
than to the ease with which he could he analyzed. At the same time,
the literature of the English Romantics found a place in the early
lists: such literature lirst appeared as contemporary selections in the
school readers and then worked its way into the high school.

The classical analogy which had influenced the selection of works
for analysis by the rhetoricians also continued to operate; it is
evident even in the term “elassics”™ which early came to be used to
descrihe the body of English standard authors. As the curriculum
grew, the analogy becanme if anything stronger: Jelizs Caesar was
taaght during the same year as Caesar’s Commentaries; the Latin or
Groek epic was followed by Longfellow or Paradise Lost; British and
American orators were paired with Cicero and Demosthenes. The
classical tradition had both a prestige and a met hodology which the
early teacher of English hopvd {o emulate; whether conscious of it or
not, he was quite successful in doing so.**

Another question which the emerging list of texts ralsed\ was
whether the high school or the Lollege was leading the way in shaping
the requirements. Here there is no simple answer: neither the
colleges nor the high schools reflected any sort of consensus about
the specitic works to be read. Neither, of course, have schools since,
though there has always been a good measure of agreement on which
hooks are and are not appropriate literature for the high schoal,
Rather than the schools of the 1880s or the colleges of the 1890s. the
source of the “classics™ in the school eurriculum seems to be the
tradition of belles lettres, which has never required scholastic at-
tention to survive.™ These are Franklin’s “best” and Harvard's
“standard” texts, representing the kind of unspoken consensus to
which Cleveland paid tribute as he explained the basis of his own
selections:

1 have constantly endeavored to bear in mind a truth, which even those
enguged in education may sometimes forget, that what is well known
tous, must be new Lo every successive generation; and, therefore, that
ull books of selections designed for themn should contain & portion of
surh pieces as all of any pretentions to taste have united to admire.
Mi‘ton's “Invacation to Light,” Pope’s ©Messiah.” Goldsmith®s »Vil-
lagr> Pastor.” and Gray's “Elegy™ are illustrations of my meaning, ™

The traditions on which the concept of Great Books is hased, and
which have made it so popular. run very deep. Tliere have been fow
surprises in the various lists of texts encountered so far, and there
are few in the lists which follow. The first includes all titles which
were taught in more than 25 percent of the high schools of the North
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Central region between 1886 and 1900: the second, titles used it from
10 to 25 pereent of the same schools, Both are arranged in order of
decreasing frequency,

. The Merchant of Venice

30 Julius Cuesar

3 Pirst Bunker Hill Oration

. The Sketelr Book., Evangeline, The Vision of Sir Launfal
. Snowhound

6. Mucheth

. The Latly of the Luke

8. Humnlet

O The Deserted Villnge

10, Creag's Flegy, Thauntopsis, Ax You Like It

il

1. The Conrtskip of Miles Standish -

2. H Peuseroso, Paradise Lest

. LAllegro, Lyeittas

1o Jeanhoe, Sir Roger de Corerliy Papers rom the Spectutor,
David Copperfield. Sitas Marner

5 bt Memorian. Behavior, Enovh Arden. Marmion, Tales af the
White Hitls, The Lays of Ancient Rome, A Midsummer Night's
Dream, The Vieur of Wakeficld, The Hind

G. Henry VI, Among the Hills. The Cottor's Saturday Night.
The Chumboered Nuutiins, Comus, Bryant's Favorite Poents, The
Princess, Saul, King Lear

Another two hundre ¢ titles appeared at least once in the schnols
surveyed, as indicative perhaps as anything else that the springs
being tapped in the formation of the literary canon are wide indeerd.*

English at the First Plateau

With the Report of the Committee of Ten in 1894 and the for-
mation of the National Conference on Uniform Entrance Require-
ments in English during the same year, the plaee of English studies
within the secondary school curriculum was firmly established. In
the years that followed, the question would no longer be whether but
how the subject should he taught, During the next half century there
would be many changes-—changes in materials, changes in philos-
ophy. changes in methods, changes even in students. But none of
these changes would be as rapid or as dramatic as that which
brought the teaching of literature into the curriculum in the first
place,

(€)
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We can get some sense of that change that had occurred if we
consider offerings in English in the North Central area. Between
L860 and 1900, the proportion of schools offering courses in “gram-
mar” dropped from 60 to 35 percent; “analysis’ fell from 55 to 3
percent: “rhetorie™ fram 90 to 63 percent. At the same time, of-
terings in English literature" rose from 30 percent in 1860 to 70
percent by 1890, " American literature” from zero to 20 percent, and
“literature”’ from 5 to 20 percent. After that period, the separate
components were gradually assimilated into English [, English II,
Fnglish HI, and English IV. These first appeared in the high schoaols
between 1886 and 1890 and formed the hasis for the consolidation of
English studies offered by the Committee of Ten; after their report,
thev became universal, » -

John E. Stout found considerable school-te-school variation in
ofterings in English in the North Central arca before 1900, but sug-
gests that these are due more to the size and goals of the school than to
regional differences, From the beginning, English was offered more
frequently in the large cities and in the nonacademic curriculum of
the schools studied. Peter D. Witt echoes these findings on the basis
of his rescarch on the early teaching of literature in Massachusetts,
but both of these studies focus on relatively homogeneous geo-
graphic areas. Edna Hays, studying the influence of entrance
requirements on schools nationally, found some broad differences
rooted in geographic distance from the eastern colleges, with their
rigid examination system of entrance requirements and generally
more traditional program of studies. Though she concluded that all
areas of the country were eventually influenced by the entrance
requirements. this influence was earliest in eastern secondary
sthools. and weakest in schools in the Far West.

The unnual report of the U.S. Commissioner of Education for the
vear 1900-1901 makes it clear that there were also quite substantial
differences hetween the various geographic regions of the United
States, differences that cannot be explained on the hasis of the size of
the school or community. During that year, the proportion of
secondary school pupils enrolled in literature courses ranged from 22
percent in Idaho and 32 percent in New York to 96 percent in
Washington. 1.C., 84 percent in California, and 73 percent in
Massachusetts. In general, states in the North Central area had a
lower percentage of their students in literature courses, and the
western states a higher, Private school pupils were less likely than
public school students to study literature {38 to 45 percent); girls
outnumbered boys in such studies by three to two. Even at this
relatively late date, however, more students were studying Latin
than were studying English.* Since rhetoric did not make it into the
list of subjects reported until 1894-95, and literature only in 1897-98,
the U.8. Commissioner's reports provide a convenient turn-of-the-
century henchmark but little evidence of historical trends during the
early history of the subject.
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The relative importance of the National Conferenee and the
Committee of Ten in the struggle to win recognition for Erglish
studies was deb..ed at the time and is no more ecertain todey. A
balanced view must give some credit to both—to the Ten for
unifving c¢he subject and raising its prestige, to the National
Couterenee for adding the compulsion that insured its prosprrity.
Neither alone woald have led to the teaching of English as we know it
today.

The teaching of literature at the turn of the century was still a
very new and ancertain enterprise, and most of the issues vhich
torment the teacher of English at .the present could be heard
clamoring in the near distanee. Several points were granted by most
teachers. however, and various approaches (o the subject were
coniined within these basiec premises. One was that the value of
education. of alf edueation, lay in mental discipline; thus any
proposal for the study of English literature had disciplinary value as
part of its justification.*” Another was that the unique value of
literary studies was their guarantee of a continuing cultural tradi-
tion. an extra-historical perspective encompassing and preserving
the valaes of Western civilization. Third, there was the conviction
that ull of the varied studies of language, literature, and eomposition
whirh had previously had (o fend for separate places within the
curriculam were really only different aspects of the same central
study. And finally there was the belief that this study was the ¢ne
subjeet within the sehool curriculum to which all students needed a
steady exposure.
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" CHAPTER 11 NOTES

1. Quoted by Ravimond Williams, Cultnre and Socivty  1780-1950)
{London: Chatto and Windus, 1958), p. 41.

2. A Dwight Culler. ed., The Pootry and Criticisp of Matthow Arnold
Boston: Houghton Mifflin Co., 1961}, p. 306.

3. Arlo Bates, Talks on the Studv of Literature (Boston: Houghton
Mifflin Co., 1807), p. 125.

4. C. ML Gayley and C. B. Bradley, Suggestions to Teachers of English
int the Seconcdury School (Berkeley, Calil Universily of California, 1894}. In
Some Trends in the Teaching of Literature Since 1900, John R. Searles
{Dissertation, University of Wisconsin, 1942), p. 22.

5. This chapter will diseuss the main lines of argument that won a
place for English. These arguments did not go unchallenged, hut the
eounterproposals did not become important ¢ill after 1900 they will be
toniched on only briefly here.

. Mann did approve of rhetorie, in spite of its use of literary
examples. It offered a “selentifie” rigor and diseipline. When the Mas-
sachusetts Board of Fducation announced a plan in 1840 to provide leisure
reading materials for children and adults through the district sehool
libraries, its lists included no fiction and no poetry. Peter D. Witt, The
Beginnings of the Teaching of the Vernacular Literature in the Secondary
Schools of Massachusetts {Dissertation, 1larvard University, 1968; Uni.
versity Mierofilus No. 69-11.707), pp. 10-21; 42.

7. See William Lyons Phelps, Autobiography with Letters {1,ondon:
Oxford University Press, 19:9), p. 301: Witt, Beginaings of Teaching
Vernaenior, p. 33: William Rilvy Parker, “*Where Do English Departments
Come From?" College English 28:5 {February 1967): 339-51,

8. A. K. Winship, “Unexpurgated Shakespeare,” New England Jour-
nal of Iducation 37:15 (1843): 4. As quoted by Witt, Beginnings of
Teaching Vernaculur, p. 340,

0. Adam Smith reenters the story here. His The Wealth of Nuations
(1776) was instrumental in ereating an awareness of industry as an
institution with its own ru'es and rationality. Raymond Williams provides
detailed diseussion of the interaction between the pressures of the indus.
trial revolution and eoneeptions of “eulture,” “art," and the “artist”™ in his
Culture und Soceety.

10. Quoted by D. 7. Palmer, The Rise of English Studics (London:
Oxford University Press for the Unijversity of Hull, 1965), p. 41.

11. Williams, Cud-ure and Soviety . places Arnold in the tradition begin-
ning with Coleridge. of Culture and Anarchy he writes: "“Its impact was
immediate, and it has remained more influential than any other single
work in this tradition™ {p. 115), Arnold was appointed to the Inspectorate
i 1851; he becarae Chief Inspeetor of Schools in 1884 and retired in 1886,
two years belor: his death. From 1857 to 1867 he was also Professor of
{Classical} Poetry at Oxford, See W, ¥. Connell. The Educational Thought
wrd Inflnence of Matthew Arnold (London: Routledge and Kegan Paul.
1950). On the superiority of the Greeks, see The Pactry and Criticisr of
Muatthew Aruo’d, pp. 411, 434,

12, Witt, Beginnings of Teaching Vernaculur, presents a coneise sum-
mary of the awitudes of the literary elite. both with respect to proper
stibjects for literary works and with respect to the use of the schools as
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insLrutpents ob socttd contral (pp. BHE L Wit in tuen draws on Michael 13,
Rate. he drony of Farly School Reform: Pduacationgl Innporation in
Mod Nenetventh Centiory Mussaehusetts (Cambridge, Mass.: Harvard Uni-
versity Press, H968),

13, Fruncis H. Andeswood, Buglish Literature, and 1ts Plece in Popa:
far IMdweation (Boston: Lee and Shepard, 18791, p. 1.

L The Athensic Monthiv, tounded in 1857, was the chief foram for this
sehiol of thought. It carried the word to teachers and administrators
across the nation: the soft tones it championed did much to hasten public
acerptanes ot literatiure in the schools. See Wilt, Beginaings of Teaching
Vermacaher, p. 9 and Harry B, Krouse, " History and Fvaluation of the
el Trends. Facinsive of Fiction, in the Atkeretic Monthiv, 1857 to
IRORT EDssertation. University of Wisconsin, 1972 University Microfilms
Nog T2 el

13. Horace In. Scudder, Literatare in Sehools, An Address and Tieo
Essqvs, Riverside Literature Series (Boston: Houghton, Mifllin, and Ca.,
1888, p. 3l

6. The history of philological studies has been recounted by Kemp
Malone in his presidential address to the Madern Humanities Research
Assactation. “The Rise of Modern Philology.” Annual Buelletin of the
Muoddern Humanities Resoereh Association 30 (November 1958): 19-31, and
varlier in Maul Monroe's Cvelopedie of Edwcation (New York: The Macmil.
L Co.. 1911). See alse Smnuel Thurher, “Suggestions of FEnglish Study
for Secondary Teachers of English.” Tie Academv Ulanuary 1891 2,
Thurber states that * Dhilology is simply science applied to language,” and
argzues that teachers shoald be prepared in Gennan, “the indispensable
toul of seientilic resvarch.”

17. Wellek has discussed this contrast betwern the goals and the
practice of the carly philologists. René Wellek, “Laterary Scholarship.”™ in
Awerivan Seholurship v the Twentioth Contury. ed. Merle Curti {Cam:
brichge. Mass.: Harvard University Pross, 1853}

I8, Wellek, " Literary Scholarship,” pp. 111 112,

1. Wellek, “Literary Schelarship,” eredits Child with being the only
“producing scholar™ in the modern languages in America at that time, See
also Don Canseron Allen, The P DL in Buglish and American Literatare
thew York: Tiolt, Rinchart and Winston, 19681,

20, The content of the courses varied slightly from year to year, The
list here is Grandgent 's. Charles H. Grandgent, *The Modern Languages,™
in The Decolopment of Harvard Unicersity Since the luatiguration of
President Eliot 1569-1929, od. Samuel Fliot Morison {Cambridge, Mass.:
Harvard University Press, 1930).

21, Allen. Pha D, in Enghsh qnd Jumericun Literatere, p. 7. Grant's
thesis “summarized the varions theories about Shakespeare’s sonnets.”

92 AL S, Cook was Johns Hopldns' first instracter ? o English. He had o
Ruigers A.B. and had also studivd in German,  On developments at
Jolns Hopkins, see Aew, Phod). in Euglish and Americen Literatiere, aid
Parker. *“Where Do English Departments Come Frem?” .

23 March was an Amherst gruduate whose interest in language studies
was apparently stirred by @ series of leetures given by Noah Webster. Tie
alse taught French, German, Latin, Greek, law, palitical economy, politi-
cal science. philosophy, and botany. Dumas Malone, ed.. Dictionary of
American Biographyv INew York: Charles Scribner’s Sons, 19356},
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21 Separate courses in American literature remained the exeeplion
until 1900, Usually American literature was ronsidered part of the English
tradition and taugln tugether with it. Evelyn Rezek 13ibb, Anthologios of
American Literature, 17871964 1Dissertation, ColGmbia University, 1965;
University Microfilms No. 66-1725),

200 ALK HINL AL S Briggs, and Barrett Woendell were among the early
instruetors in Knglish ar Harvard, George Lynian Kittredge began as a
sroduate student in 1884, eventually succeeding Child in the Inglish pro-
tensorship. Kittredge's studies shifted more towards literature. but he was
i diseiple of Clhild and continued the philelogical work as well. See Grand-
gent, CMaodern Languages.” and Allen, PhD. in English and Ammerican
Literature. .

26. See Parker, “Where Do Euglish Depart ments Come From?™ P34,
and Allen, PR, in English and American Literatiure, p. 11. When Ida A,
dewatt surveyed offerings in state teachers colleges in 1900, she found
literature to be the mest common offering in linglish. Ifnglish in Srate
Teachers Colleges: A Cutelogue Study, Contributions to Education, no.
286G {New York: Teachers College, Columbia University, 1927),

27, Wellek, " Literary Seholarship,” p. 117, has commente caustically
un the blengd that semelimes developed: They taught graduste students
Babliography amd sources, *Shakespeare on the graduate level (that is, the
thstinetions of quartos and folios, saurces, stage conditions). and meanwhile
they read poetry to undergraduates in a trembling or unetious voice. Sen-
timentalismn and antiquartanism are not incompatible. even philosophical-
1y But see also Wilt, Beginnings of Teaching Vernacular, p. 288; Searlp,
rends i Teaching Literature, p. 21; and Allen, Ph.1). in English and
Amierican Literatiere.

25, AMalone, Dictionery of Amorican Biography.

200 Witt, Beginnings of Teaching Vernacular, Dp- 169,

S0, This pattern was somewhat attenuated in the West and Midwest,
which after 1871 began to move towards a svstem of geereditation. The
eonflict this causetd reached a head after 1900, (See Chapter 111.)

A1 Harvard University, Twenty Years of School and Collogre English
(Cambridge, Mass.: Harvard University, 1896), p. 55, These quotations
huve been frequently reprinted. For further background, see Alfred {1,
Grommon, A History of the Preparation of Teachers of English,” Engiish
danrnal 5724 (April 1968): 484-524, The requirement for 1869-70 is of some
further interest as an example of the interaction of school and college
interests. Bt listed Jwdins Ceesar as one required text, presumably the
edition edited by Child's protege. James Rolfe,

A2 On the uniformity movement, see James Hoeker Mason, The
Netional Council of Teachers of English— 1911-1926 {Dissertation, George
Peabody College for Teachers, 1962); and dna Hays. Collvge Extrunco
Requirements in Inglish: Their Effects an the High Sehools iNew Y ork:
Teachers College, Columbia University, 1936). [Impertant mectings have
been minuted by the New Fngland Association of Colleges and Prepara-
tory Schools, Addresses ami Proveedings (1886, p. 41: | 888, pp. H3-55):
and the New Fnglund Conunission of Colleges, Thirteenth Annnal Report
{18949, pp. 9-109,

3. Association of Colleges and Preparators Schaols of the Middle
States and Maryland, Proceedings (1893, p, 108). See also Hays, Cullege
Entrance Regnirements, pp. 24 ff.
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34, 'Fhe lormation of the College Lutrance Rxamination Board was
iLsell part of the movemcht towards unilormity. In 1899 the Association of
Colleges and Preparatery Schools of the Middle States and Maryland
tound tant conditions v.ere still chaotie; Nichoks Murray Butler then took
ap a long-standing suggestion of Harvard's Llist for a joint college
adngissions hoawd that would frame questions ss well as set texts. The
CELB resalied. holding its first examination in June 1901, FHays, College
Entrenee Requdrements, p.dis.

35, The history of the eonferenee has heen summarized several times.
The oifieinl report is Albert 5. Cook's A Brief Summary of the Proceedings
uf the Conference on Uniform Entrance Requiremonts in Enghish, 18041899
in.p..n.d.l. See also Franceis 11, Stoddard’s “*Confersnce on Uniform En-
tranee Reguiremnents in English,” Edwcatione! Review {1905): 375-83: and
Ldna Hays' broader perspeetive, College Entrance Reguirentents, On the
success ol the tists, see James Fleming Hosie, Reorganization of English in
Secandery Schools, Balletin 1917, no. 2, U.S. Bureau of Education (Wash-
ingrton, D.Co Government Printing Offiee, 1917), p. 12.

A6, Seedd. G Wright, “First Year English in the High School,” School
Revive 1 (January 18093): 15-23: Gussie Packard PDubois, “Iome Reading
for the Seeondary Schaols,” Sehtool Review 3 (November 1895): 185-95: and
John 5. Stout, The Development of High Scheol Curricnht in the North
Contral States friom 1840 to 1915, Supplementary Educational Monographs,
vol. 3, wo. 3 (June 19:21), p. 140,

37. Literature was taught as an clective ofiering in the upper years.
Beers, who defended the absence of an entrance regairement, himself taught
a Shakespeare course. Yale was alone among the New England colleges in
not having any entranee requirements in English. See Herry A, Beers,
“Fntranee Requirements in English at Yale,” Educotivnal Revica 3 (May
1800 427-43: George Wilson Pierson, Yale College: An Edncational
Historv, FTS7TI-1921 tNew flaven: Yale University Press, 1952), pp. 85-Bt:
and Allen, PR Faglish and Americen Literatiare,

48, Carpenter, Baker. and Scott point out, however, that the require
ment was misinterpreted by many schools, so that "'t was not for several
vears that a study of the content of certain English masterpieces hecame an
essentinl part of the preparatory sehool curricalum in English.” George R
Carpenter, Franklin T, Baker, and Fred N, Seotl, The Teaching of English
i the Klementary and the Sceondury School (New York: Longmans, Green.
and Co., 1903), . 5. See olso Stont, High School Currienla, po 134, and
Hays, College Entrance Regrud/rements, p. 31,

39. I'he most thorough discussion of the backgronnd and influence of the
Committee of Ten is Sizer, Seeondary Schonis at the Turn of the Cettury.
On Eliot's views, see Fdward A, Krug, Charles W Ehiot anl Popudur
Fdhuenrtion (New Yark: Teachers College Press. Columbia University, 1961),
p. 7 and Grommon, “History of Preparation of Teachers of Enjelish.”

40. The full list was: 1. Lating 2. Greek: 3. English: 4. Other Modern
Lamruages; 5. Mathematics: 6. ’hysics, Astronomy, and Cheristry: 7.
Natural Flistery (Bielogy, ineluding Botany. Zoology, and Physiology); R,
History, Civil Government, and Political Economy: 9. Gengraphy {Phys-
ieal Geapraphy. Geology, and Meteoralogy).”™ Report of the Comtittee of
Ten on Secondury School Studies with the Reports of the Conferences
Arranged by the Copnnittee (New York: American Boos Company for the
Notional Fducation Association, 18H), p. &,
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1t The ather metnbers of the English Conlerence were Edward A Allan
Uneersity of Missouri), 1o AL Barbour {Michigan State Normad Sehoall.
Frank M. Blackburn tUniversity of Chicagol, Cornelius B. Bradi v (Uni-
versity of Caliternia it Berkelovi, Francis B, Gummere (Haverford ¢ ‘epred,
Fadward F Tlales, dr (University of Towa). Chares 1., Loos {Hayta  Ohio.
High Schoolr, and WL Maxwell (Superintendent of Schools. Brockivil.

12 Heport of the Conmmittoe. p. 5.

Hi Ihid.. pp. 4607

44, 1hid., pp. 89-91.

1. Hhid.. p.o2]. ]

W. Jlaseph Mersand. “The Teaching of Literature in Ameriear. High
Schools: 18631900, in Perspectives on Fuglish, ed. Rebert O Fooley,
(New York: Appleton-Century-Crafts, Ine., 1960). pp. 279-80.

W Stout. High School Curpicude, p. 1843 and Mersand, "Teaching Liter-
ature: 186519007 pp. 24092, [Tere Ameried seems to have followed the
Britislt pattern. Palmer finds over two hundred sehool editions in circulation
in England by 1857, exclusive of Shakespeare. Rise of Eugiish Studios, p. 50,

A8 Carpenter. Baker, ane Seott, for example, argued in 1903 that “cor-
tlinly half” of high school teachers of English had had no collope or
university Lraining in their subjeet, and were “'incompetent™ to teach it.
Teaching of English. p. 33,

B D wy indebted ta Lau LaBbrant tor pointing out these paralleis after
reading un varly version of this chapter,

M. See. for example, Carpenter. Baker, and Seott's definition of litera-
ture: .. that seleet body of prose and poetry which the world of cultj-
vated men nud women, untroubled Ly educational theories, is willing to eall
literatare™ {Teaching of Iuplish, pp. 1H5-56). Whether this tradition is the
proper source of schonl texts is another issue,

Al Charles D. Cleveland. A Compendinm of English Literature, Chron-
ologreally Arranged, from Sir John Manderitle to Williun Cowper (Philadel.
phis: B, C. & .1, Biddle, 1851: First Edition, 1849),

52 Stoul, {igh Schuol Curricula, pp. 137-40.

A3 These figures are from Stout’s study and are summarized in more
detail in Appendix 11,

S Report of the Commissioner of Edication for the Year 1900- 19501
(Washinglon, D.C.: Government Printing Office, 1902). pp- 1923, 1941,
1915: and Bureau of the Census, Historieal Statistios of the United Stytos:
Colonial Times to 1957 (Washingten, 1D.C.: Government Printing Office,
1960}, In 1900, 50.6 percent of public day school students in any of the four
high school years were enroiled in Latin contrses: 38.5 percent were enrolled
in Fnglish (Histarical Statisties, p. 210).

33, Even Carpenter. Baker, and Seott, who are often elearly in an
Arnoldian tradition also elpim that *'The mind grows by aequiring ideas,
by the exercise of vaemory and judgment® (Teaching of English, p. 160).
It was qaite usual for “discipline’ and “appreeiation * to he expaounded by
the same men during this carly period; after 1900 they came increasingly
to be seen as incompatible,
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Those of us who are working to bring u fuller life to the industrigl members
of the community, who are looking forward to a time when work shall not be
senseless drudgery, but shall contain some Self-expression of the worker,
somelimes feel the hopelessness of adding evening classes and sucial
enlerlainmenls as a mere frill to a day filled with monotonous and deadening
drudgery; and we sometimes feel that we have a right to expect more help
from the public schools than they now give us.

—Jane Addams to the National Education
Assceiation, 18971

_in the absence of any course of study, teachers usually elevate the college
entrance requirentents into the vacant place—a place for which those
requirements were never designed and never adapled. . .. Evidently, were it
not for the influence, whether allractive or repulsive, of the college
requirements, the high school teacher of English would be generally without
moorings.

—Report of the Standing Commlttee on
Lourses of Study, 19072

Agilation for reform in English is not unique. Il is identical in spirit with the
effort to develop a betler type of course in history, mathematics, science, and
foreign languages and has much in common with the current demands for
increased emphasis upon arl, music, physical education, manual training,
agriculture, and domestic science. After more than balf a century of struggle,
the public high school has definitely established itself as a continuation of
common-schoot education, as a finishing school (in the good sense of that
term; rather than as a filting school, and now, recognizing its freedom and its
responsibility, ii tics set (o work in earnest {o adjust itself to its main lask.
—National Joint Committee on English,
19173

The tyhole tendency of the recent movement in teaching English is awey from
the forinal. Old divisions of subject-malter are being ignured, the interests of
students are being taken more fully into account, and social demands of
various sorts are beginning to function in the selection of materials.

—John E, Stout in 1921 after a survey of
the schoot curriculum since 1860+



Chapter III

A School for the People

The Report of the Committee of Ten (1894) and
the establishment of the National Conference on Uniform Entrance
Requirements in English marked the end of the battle to win
recognition for English as a subject at all. The years after 1894
witnessed a gradual spreading and strengthening of English courses,
and a simultaneous development of a professional literature. Articles
on the teaching of English began to appear regularly in journals
concerned with high school education, and the first books designed
specifically for teachers of English were published. One of the first
American texts was written by a former superintendent of the
Cleveland Schools, now turned professor of the art and science of
pedagogy at the University of Michigan. This was B. A. Hinsdale's
Teaching the Language Arts (1898). Tt was followed a few years later
by Percival Chubb's The Teuching of English in the Elementary gnd
Secondary School (1902), and in the following year by Carpenter,
Baker, and Scott’s hook of virtug!ly the same title.” The two later
hooks were reprinted well into the 1920s.

These books and articles helped to sreate a new professional
consciousness and self-respect. For the firt time the issues raised
and discussed in detail could be methodologicsi—not generalizations
about philological or rhetorical approaches, but detailed attempts to
apply these generalizations to high school prograi:s, The dialogue
which was initiated at this time was one wit#in the profession, rather
than one between advocates of English and those of other studies.
Teachers of English came increasingly to feel that they had a
professional identity, a competence to decide what studies to offer,
and a corresponding ability to proceed without the.guidance of the
colleges. After 1900, groups of teachers in widely scattered parts of
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the country began to organize English clubs and associations to
share ideas more effectively and to speak with a more powerful,
collective voice., The New England Association of Teachers  of
English, founded in 1901. was the first; it included Wiiliam Lyons
Phelps and Albert 8. Cook among its founding memhers. During the
next ten years, similar groups were founded for English teachers in
New York City, New York State. Chicago, Illinois, Indiana, and the
North Cenzral Association; but there was little contact among
them."

This growing independence marks the beginning of the second
battle in which teachers of English found themselves—a hattle to
transfortn the high school, and with it the high schoel course in
English, from a ‘*fitting school’ oriented toward college entrance,
into a “common school,” a school for the people, whose chief
function would be preparation for life.

The pressures to create such a common school came from many
direetions. One was a tremendous growth in high school enrollment.
In 1890 there were just aver 200,060 pupils in high schools scattered
across the nation; by 1900 this ha¢ more than doubled; by 1915 it
had doubled again.? The pressures generated by these rising enroll-
ments were enormous, even more so because they were coupled with
and partly motivated by massive changes in the philosophical and
psvchological underpinnings of educational theory. Faculty psy-
chology and mental discipline were to he discredited after the turn of
the century, and the secondary schools to take on a host of new
functions which had little to do with the demands of the colleges.

Percival Chubb, principal of the High School Department of the
lIithical Culture Sehools in New York City, outlined with remark-
able insight the issues that would dominate the suceceeding
decades when he prepared his texthook on the teaching of English.
“In prescribing literature hat is to be read during the High School
period,”" Chubh wrote in 1902, “two requirements must be kept in
mind."” The first was the “characteristics, the needs, and the in-
terests of the adolescent mind”’; the second. “'the vocational needs
and social demands’' that were increasingly to b2 made upon the
high school curriculum.* Already in Chubb’s writings it is evident
that the emphasis is shifting: it would no longer be the student who
must adjust to the school, proving his competence to follow the
prescribed, academic course, but the school that must adjust to the
student. meeting his personal and social nceds. “It is at this point,”
Chuhb continued, *‘that there will be a clash— felt nowhere so much
as in the English work—between the old ideal which emphasizes
formal discipline and thoroughness in a few things. and the ncew
which emphasizes culture-content and many-sided development.”™®

The “new ideal™ which Chubh was discussing was the first wave
of the progressive movement in education, a movement with com-
plex social and political roots. Its effects on the schools in general
and the teaching of English in particular were to he far reaching.™
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New (Goals for Edueation

Changes in Philosephy

One of the major sources of change was what came to be called
Social Darwinism; this had its origins in the writings of Herbert
Spencer, who argued that the history of a culture could be repre-
sented as a process of evolution. Though Spencer was convinced that
social evolution took place only over a large time scale and could not
be speeded up, an infiuential group of his followers came to believe
that it could be guided and accelerated in the service of specific social
goals. Albion Small, head of America's first sociology department at
the University of Chicago, made the point in an address to the
National Education Association (NEA) in 1896. There he placed the
school at the center of social reform, arguing that there was “no
means for the amelioration or reform of society more radical than
those of which teachers hold the leverage,' ’

Small helped to provide a philosophical justification for erusaders
who, like Jane Addams, were coming to recognize the pragmatic
value of enlisting education in the cause of reform. One year after
Small's address to the NEA, Addams went before the same body to
talk of the problems of "“Educating the Immigrant Child.” Her
conclusions, cast directly in terms of her experience at Hull House in
Cnicago, indicted the school for isolating itself from life as her
immigrant children knew it. She argued that education must hegin
with the experience the child already has, and concluded that “the
city street begins this education for him in a more natural way than
does the school.”" Unlike earlier cultures which succeeded in glorify-
ing the place of the workingman, Addams complained, America kept
the factory worker “totally detached from that life which means
cullare and growth."** Through the active and continuing efforts of
Addams and her fellows in other reform movements, the public
elementary and secondary schools were gradually enlisted as agents
of progressive social change. Tt was a major step in the separation of
sehool and eollege funetions.!?

Changes in Psychology

At about the same time, the psychological underpinnings of
pedagogical theory were being reformulated in response to the
influence of G. Stanley Hall and, slightly later, Edward Lee Thorn-
dike."* Both had studied under William James at Harvard and
shared his interest in empiricism, but they developed this in quite
different directions, Hall became the leading American spokesman
for the child study movement, concentrating in his work on deline-
ating the characteristics of the normal stages of growth. He believed
that the life of each individual recapitulates the life of the race. and

Q
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drew fromn v~ the conclusion that the curriculum should parallel
and reflecy viwse historical stages. Hall had tremendous influence on
pedagogy and played an important part in shifting the pedagogical
emphasis toward basing instruction on the characteristics of the
student.

‘'norndike placed more emphasis on the psychological laboratory,
and in 1901, in a series of articles coauthored with Robert S.
Woodworth, published experimental evidence attacking the theory
of transfer of training. This in turn called into question the use of
“mental discipline™’ as a justification of school studies: if training in
one area was not generalizing to others, the major justification of the
classical curriculum would crumble. Educators Qquickly drew the
necessary implications, using the articles as the signal for the final
abandonment of faculty psychology. already.hard-pressed by the
shifting concerns of the school.'”

John Dewey

It remained for John Dewey to provide a unified perspectivé on
the forces of change that were developing.'® As a graduate student at
Johns Hopkins University. be had been trained primarily in philos-
ophy but had been introduced to psychology and pedagogy by G.
Stanley Hall. After several moves, Dewey arrived in 1894 as
chairman of the department of philosophy, psychology, and peda-
gogy at the University of Chicago: two years later he founded 2
laboratory school in which to test his pedagogical theories. Out of
this school, and a series of talks with parents, came his The School
and Society {1899). In this and his later writings, Dewey presented a
provocative and timely analysis of the interrelationships among
education. the community, and the nature of the child. giving strong
voice to what came to be known as the progressive movement in
education.

Among the many points Dewey made, three contributed directly
to the emancipation of the high school from the college program in
Fnglish. First was the conception of reform through education as
part of an intentionally progressive society; this had no parallel at all
in the classical curriculum of the colleges or in the Germanic
scholarship which soon replaced it. Second was the rejection of the
traditional hody of literature and history as the sole purveyors of
culture. As Jane Addams had pleaded, these were far from the life of
most students. Though in one sense this challenged the central role
which English was beginning to assume in the high school curricu-
lum, it also provided a justification for abandoning the classical
pedagogy which had cpme to dominate English teaching. Finally.
there was Dewey's conviction that democracy demands education in
the problems of living together for aff in the community; there could
be no provision for a cultural elite. To teachers who used Dewey as a



A BeHoot vor THE Prorrg 44

major reference paint, the arguments of the Committee of Ten and
the dictates of the National Conference on Uniform Entrance Re-
(uirements in English could only secem antiquated. The progres-
sives. (oo, would eventually claim that preparation for college and
preparation for life should not be differentiated, but in the new
ideology it would be the comimon-school rather than the college that
offered the pruper, undifferentiated alternative. '

High School against College

The Domination of the Uniform Lists

Even as the arguments of Dewey, Hall, and Addams were offering
new goals for teachers of English, institutional forces set in motion
at the time of the Committee of Ten seemed to be carrying them ever
further in the opposite direction. One important factor was an 1899
report from the NEA Committee on College Entrance Requirements;
this reaffirmed that there should be no differentiation of the college
preparatory from the terminal course, and then proceeded to outline
an ¥nglish program in which the lists of the National Conference on
Uniforin Entrance Reqlirements in English had a prominent place.
Instruction in literature and in composition were integrated around a
series of focuses taken directly from studies of rhetoric: narration,
description, and exposition, for example, were each given a semester
of emphasis. This was widely used as a model for high school
programs, gand eventually became a focus for the criticism of those
resisting college dominatiun.'” The method of correlating instruction
in literature and composition was especially provocative; in an ironic
reversal of earlier emphases, the course led to a long eampaign to
separate composition from the teaching of literature, so that compo-
sition would receive due attention.

Still it was the domination of the Uniform Lists that caused the
most anger. Because individual colleges and. after 1900, the College
Fntrance Examination Board. used them as the basis for their
entrance examinations, the schools had little choice but to accept the
selections, whether they considered them appropriate or not. In 1905
the lists were broadened to include two alternates on the list of five
for close study. and thirty on the list for more general reading, but
even after this expansion it was a very narrow base on which to
construct a curriculum. During 1907 the extent to which these lists
had nevertheless come to dominate became apparent in a series of
reports published by the School Review. Results of the first study
are typical of all three. Surveying conditions in sixty-seven high
sthools in the Midwest, it found that the Uniform Lists were
determining the curriculum and producing an unexpected degree of
uniformity in the English courses offered. In order of decreasing
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frequency, and with the year of their first appearance in the lists
added parenthetically, the ten most popular selections included: ™

Shakespeare  Julius Caesar {1874)
Shakespeare AMucboth . {1878)
Eliot Silus Muarnoer {1881)
Milton Minor Poems {1895)
Shakespeare  The AMerchant of Venive (1874)
Hurke Speech on Coneiliation with the Colonies (1897)
Lowell The Vision of Sir Launfal (1886)
Coleridge The Rime of the Ancient Muariner {1890)
Scott {runhoe {1874)
Macaulay Essuy on Addison (1879)

These include three of the six on Harvard's list of 1874. All ten were
being taught in more than 60 percent of the schools—Julius Caesar
in over 90 percent. The second survey, originating in the Midwest
but surveying conditions nationally, found that all seventy of the
schools replying to its questionnaire used the Uniform Lists to shape
their course.® And the third report, this time coming from more
vonscrvative New England, commented with some astonishment
that the entrance lists were being elevated into a course of study—""a
place for which those requirements were never designed and never
adapted, !

Dissatisfaction with this situation took a different form in the
East than in the rest of the country. The source of the difference was
the extent to which the entrance examinations were important in
college entrance. A system of hlgh school accreditation initiated by
the University of Michigan in 1871 had spread to almost two
hundred other western and midwestern colleges by 1898. The
difference this made was ouilined by Fred Newton Scott, whose own
professional career began at Michigan after this system was well
established. He described the system of accreditation as an “or-
ganic’’ approach which recognized the natural interdependence of the
various parts of the educational system, and which respected the
judgment of the teachers involved at each stage. The colleges, of
which he considered himself a part, were willing to give advice if
calted upon. “"But we do not prescribe.” he insisted, ‘'we do not
dictate.” The castern examination system, on the other hand, was
from Scott’s point of view “feudal’’; with it, the colleges attempted
to dictate the content of lower school programs ahout which they
knew little.**

Scott’s call was to ahollsh the lists. Teachers in the East, where
entrance examinations remained the rule, sought instead to increase
the freedom of the school within the general framework of the
Uniform Lists. The difference was fundamental, but it was sub-
merged in a general attack on the lists after 1905, culniinating in the
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founding of the National Council of Teachers of English (NCTE} in
1911,

The Founding of NCTE

The movement which led to the founding of NCTE hegan in New
York City. under the prompting of Clarence Kingsley from the
Afanual Training High School, Brooklyn, and Theodore €. Mitchill
of Jamaica High School; the former led the movement for a general
reorganization of secondary education, the second the speeific pro-
tests against the examinations in English. The situation in English
was discussed at length at mectings of the state and local English
.associations in 1807, 1908, and 1909, culminating in the circulation
of “An Open Letter to Tcachers of English” by the Executive
Committec'of the New York State Ass<ociation of English Teachers.?

"'This embodied the sense of the resolutions passed by the association
und summarized objections to the current system of examination.

Prominent members of the committee guiding the protest in-
cluded Percival Chubb, still of the Ethical Culture Schools in New
York City, and E. R. Clark of the East High School, Rochester, as
well as Mitchill. This comnmittee also took its case directly te the
National Iiducation Association at its 1910 meeting in Boston,
asking for a formal protest against the lists. Their request was dealt
with by the English Round Table of the Secondary Section of the
NEA, chaired by Edwin Miller, head of English at Detroit Central
High School. Miller was a long-standing foe of the entrance reguire-
ments, and under his guidance the Round 'Table appointed a
Committee on College Iintrance Requireinents to investigate the
New York Association’s request. James Fleming Hosic was selected
by Miller tn head the committee, and also to succeed Miller as
chairman of the Round Table for the following year.?® Hosic was
head of the Engiish department at Chicago Normal College and an
old associate of Miller's. Together they had founded the Chicago
English Club in 1905, and three years later Hosic had been among
the founders of the Hlinois Association of Teachers of Finglish. Fred
Newton Scott., under whom Miller had studied, was quickly enlisted
in the cause. as was John M. Clapp of Lake Forest College, who had
been active with Hosic in the Illinois Association. These men, all
from the Midwuest, controlfed events during the period between the
New York protests and the actual founding of NCTE.

In addition to Hosic, the Round Table Committee on College
Entrance Requirements included members from New York, Wash-
ington, Michigan, Kentucky, and California— Scott and Clapp ad-
vised but were not members. Hosic was the only college representa-
tive. and even he was from a two-year normal school.” The group
began by enlisting the aid of existing associations to survey condi-
tions in the teaching of English, paying particular attention to the
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cifects of the entrance requirements. The difficulties encountered in
coordinating this work led Hosie to secure a Round Table resolution
asking for the establishment of “'a nalional council of teachers of
linglish'';*" this was passed at the sumnzer 1811 meeting of the NEA
in San l*rancisco. As Hosic described it in announcing the organiza-
tional meeting for the new association, the intention of the Round
Table resolution ‘‘was to create a representative body, which could
reflect and render effective the will of the various local associations
and of individual teachers, and. by securing concert of action,
greatly improve the conditions surrounding English work.'"* Out of
about four hundred who received an announcement from Hosic in
early November, some sixty-five gathered at the Great Northern
llotel in Chicago on December 1 and 2, 1911. Twelve states were
represented, with high school teachers from the North Central area
in the majority. New York sent two representatives, Clark and
Mitchill from the committee which had launched the protest.

Hosic had planned the meeting carefully. even to the point of
having a draft constitution and names for committees ready in
advance. Fred Newton Scott was chosen as the first president,
giving the new organization a spokesman of acknowledged prestige
in the academic world. Scott had already been president of the
Modern L,anguage Association (1907), and later hecame president of
the North Certral Association {1913) and of the American Associa-
tjonof Teachers of Journalism (1917). Emms J. Breek. head of the
English department at Oakland (California} High School, and T'heo-
dore Mitchill were elected first and second vice presidents, respec-
tively —thus giving the National Council representatives on both
coasts. $losic was chosen as secretary, Harry Kendall Bassett of the
University of Wisconsin as treasurer. Though the officers of the
association were largely from the colleges, they were men who, like
Scott and 1Tosie, actively supported the deveiopment of an indepen-
dent high school course.

Three decisions taken during the first muetings were especially
important to the later history of the young zssociation. One was to
actively sponsor local organizations, giving each atfiliate the right to
appoint a member to the Board of Directors which governed the
Council. By the end of the first year nineteen groups had affiliated
themselves. extending the Council's reach by some five thousand
members. The second decision was to sponsor working committzes in
* a variety of areas; seven were appointed during the first year alone.
The reports that emanated from the more vigorous of these again
served to extend the Council’s influence beyond its immediate
membership.#* The third decision was to accept a proposal from
Hosic to found, at his own cxpense, a new journal devoted to the
problems of the teaching of English. which though privately owned
would serve as the official organ of NCTE. With the help of Newman
Miller, editor of the University of Chicago Press, the first issue of
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English Journal appeared in January 1912: it has been published
voutinuously to the present day.

Mitchill's selection as second vice president indirectly acknowl-
vdged the importance of the New York protests in the genesis of the
Council; that he was only second vice president symbolized the fate
of those protests in the new, largely midwestern group. Though
Mitchill and Clark offered the earlier **Open Letter” for approval on
the first day of meetings, the Council refused Lo endorse it because of
its implieit acceptance of an examination system of college
entranee. ™ NCTE chose instead to work through English Jowurnal
and its new coniniittees to develop an English program that would
not depend at all upon the guidance of the Uniform Lists. Though
teachers from the East reinained active in the Council, both individ-
ually and through local affiliates, they tended to he a conservative
influence pressing fnr higher standards ang more disciplined study. 't

The Fate of the Lists

Though unwilling to endorse the New York recommendations,
NCTE did view the Uniform Lists as an appropriate focus for
criticistit. The report of Hosic's Round Table committee was printed
in the second issue nf English Journal and distributed to all members
of the National Conference on Uniform Entrance Requirements—
which led tlie Conference to invite Hosic and three other committee
nicmbert to attend their sessions in Fehruary and again in May
1912. When new lists were prepared at the May meeting, they were
considerably more liberal—*doubtless,” Hosic claimed, much in-
fluenced by the committee report. ™ !

NCTE continued to feel, hnwever, that its most fruitful response
to the lists was to provide schools with a hetter alternative This was
the motivation behind the appointment of a Committee on J'vpes of
Organization of High-School English. One of its first undertakings
was a (uestionnaire survey of current practices. Published in 1913,
the report of the committee's survey of 307 schools indicated once
again that the curriculum in literature was “with few exceptions”
determined by the Uniform Lists; there were no separate “types’ to
investigate, !

This survey did not make much progress towards providing an
alternative program, though a later report in which the committee
was involved was very influential.* In the meantime, through an
active campaign for school libraries and distribution of book lists for
home reading, NCTE attempted to help schools broaden their
curricula. The first book list was prepared by a committee under the
chainnanship of Herbert Bates, from Kingsley's Manual Training
School. Brooklyn. Published in time for the third annual meeting in
1913, the sixteen-page list sold for a nickel. It went through eighteen
reprintings before heing expanded to sixty-four pages in 1923, Both
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edditions were widely distributed: more than one million copies had
been sold by the time a third edition was issued in 1931.%

"The Council also expended considerable energy on a crusade to
expand and improve school libraries. Presenting statistics to show
that the cast of knglish instruction was less than that of any other
subject, the Committee on English Equipment argued in 1913 that
tibrarics were the most important resource suffering from lack of
funds. Cenvention resolutions called on schools to employ trained,
professional librarians and to provide libraries within their own
buildings rather than relying on community facilities. At the same
time, English Journal provided information about library use and
organization, and called attention to especially interesting or suc-
cessful experiments.™

Though neither home reading lists nor the siress on school
libraries originated with NCTE, the vigorous support which it
offered to both gave teachers one of their first constructive alterna-
tives to the narrowly-based literature program of the National
Conference.

taced with continuing criticism, the college entrance examina-
tion in Fnglish continued to change. By 1916, the examiners were
offering two completely different examinations. of which a candi-
date would take only one. The first or “restricted” examination
contimied to be hased on a small list of titles for intensive study;
the second or “comprehensive” ¢xamination allowed the candidate
“ show that he bas read. understoad, and appreciated a suffi-
cient amount of Knglish literature” — no lists were provided at all.”
‘Fhis in theary ended the hegemony of the National Conference:
heneeforth a school could choose for itself whether to usce the
restricted lists without jeopardizing its students’ chances for college
entrance. Many schoolg did continue to use the lists, however, and
certainly the titles which had appeared on them continued to be
widely taught.

The trend after 1916 was toward incrensed emphasis upon the
comprehensive examination, until the restricted lists were finally
abundoned in 1931; at that point the College Fntrance Examination
Roard became solely responsible for the entrance examination in
fnglish. This deeision, discussed in more detail in the next chapter,
brought to an end the National Conference on Uniform Entrance
Requirements in English, and with it the last vestiges of what Scott
in 1901 had called the <feudal” system in which the colleges conld
directly dictate the pragrams of the high schools,

'l‘owm;d New Methods

The revolt against college domination of the high school program
had no clearly worked out principles for restructuring the program.
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"“A schoal for the people” was a good rallying cry, and as such it
served its purpose well; but it was singularly vague in its imptiva-
tions for the teaching of English. Many varied and interesting
proposals were made between 1900 and 1917, but as a set they
lacked unity and direction: nevertheless, they gradually led to
implementation of a progressive inethodology and thus opened tie
way for development of & more systematic and coherent program in
later yveuars.

Almost all changes offered began out of a rejection of the earlies,
analytic approach to literary studies, moving instead toward an
emphasis on the work as a whole, and of the ideas or values
embodied in it. Even during the period in which philological studies
were at their strongest, there had been a dissenting tradition which
claimed that the proper goal for the teaching of literature should be
“appreciation.” Henry Hudson, a contemporary of William Rolfe
and also an editor of Shakespeare, was typical when he argued in
1881 that "' Far more good will come, even to the mind, by fuolishly
enjoying Shakespeare than by learnedly parsing him.”™* In the
initial enthusiasm for philology, such protests were simply brushed
aside, but eventually the pedantry of the annotated texts, with
their exhaustive notes and editorial apparatus, generated a reaction
of its own. The first response was a new justification for analytic
‘techniques as a means toward fuller understanding of the text—
thus placing philology in the service of the appreciative tradition.
Proponents of this compromise tended to feel that Hudson was
wrong in thinking that students could *foolishly enjoy’ Shake-
speare without first “'learnedly parsing'' him. franklin T. Baker. in
his texthook with Scott and Carpenter, carefully pointed out tkat
“to assume that intellectual effort brought to bear on a subject
makes it distasteful is to hold a brief for the stupid and lazy.”
Puercival Chubb, too, acknowledged the need to train students in
careful analysis: he suggested that Burke should be studied for
three recitations a week over a two-month period, though not very
much literature would need to be treated in this way." This
tradition of subordinating philological and rhetorical analysis in the
justification of studies but maintaining its place in the methodology
was quite firmly established by 1900.

The Types Approuch

When the search for alternative methodological procedures began
in earnest, one of the first suggestions was to replace the study of
language characteristic of philology with the study of genres or
“types.” Till the end of the eighteenth century. types had been
studied as patterns to which authors conformed, hut during the
Romantic period this preseriptive tradition had gradually eroded;
genres came to be viewed as having a history and a pattern of
evolution which eould be a worthy object of study in itself. Hip-
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polvte Taine gave this point of view its fullest expression in his
History of Enalish Literature (18€3), which in turn influenced many
S merican men of detters. During the 1870s and 1880s, studies of
wwpes received inereasing attention in departments of English,
eniteriag he undergraduate curriculum by 1886 at Yale and 1887 at
Harvard.* *he approach was then extended to the secondary
schoel a8 nart of the attempt to liberalize the curriculum, Allan
Alboit was an especially prominent carly advocate; his description
vf *An Bxperiment in High-Schoo! English’™ {1904), explaining the
1vpes course at the Horace Mann School, was widely cited for the
next. fifteen vears, His arguinent, coming before philology had been
firnly rejected, stressed the study of types as another way to help
students overcome the difficulty of the selections. By studying the
varions geares, students would learn to solve the particular reading
prolidems which each posed.*!

Though the study of types was offered as an alternative to
philylogical aporoaches, it carried with it no very clear methodology
of its own. Like literary history, it could and often did become
nothing merc than a method of arranging the order of study of
haoks te by intensively analyzed. Though there was persistent
attention to tvpes from the time of Abbott’s article on, it remained
as o rolativels minor pare of the secondary program till the 1920s.

Concern for e Child

FEven as proponents ol the types approach wére proposing
changes in the organization of course material, the child study
movemsnt was beginning to argue that the teacher shoule select
materia's that the child would find hoth manageable and interest-
ing: these would replace the classie texts which seemed so difficult
to teach. (. Stanley Hall addressed such problems as carly as 1886
in a paniphlet entitled Houw to Teuch Reading, and What to Read in
School. Ir the program he outlined, selections were to be organized
and sequenced on the basis of the interests and abilities of the
student. Psychological rather than literary principles would domi-
nate; if necessary, teachers would haye to rewrite material “till it
really and closely fitted the minds and hearts of the children.™
{1ail relied on his recapitulation theory to determine what materials
would and would not be appropriate at a given age. Continuing the
argument in his later volumes, Adolescence {1904), he suggested
that myth and legend were the "best expression of the adolescent
stage of our race.” His specific suggestions, many of which were
taken up by teachers of English as part of the evolving high school
canon, included “the literature of the Arthuriad and the Sangrail,
the stories of Parsifal, Tristram, Isolde, Galahad, Geraint, Sieg-
fricd, Brunhilde, Roland, the Cid, Orlando, Tannhauser, Beowulf, -
L.ohengrin, Robin Hood, and Rolando.”"
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This eoncern with fitting the material to the child fed directly to
the first statistical studies of reading interests, Hall published a
number of these in his own journal, Pedagogical Seminary, but a
slightly later one in the Schoo! Review (1902) was more influential
with Fnglish teachers. As its author, Allan Abbott, explained it.
the study originated out of the belief that "It is our business as
teachers to study the lines of normal growth, and to lead our pupils
trom one interest to the next higher, putting aside the special
delights of our own libraries until our pupils also shall have reached
maturity.”'* Other teachers who followed Hall's general lead pro-
ceeded Lo produce simplified versions of Shakespeare, and even of

hiistory, in order to allow the child **to come face to face with the
masters,” "

Rather than the diseiplinary vatue of classical pedagogy, Hall
and his followers stressed the place of literature in moral develop-
ment. " Patriotism, reverence, self-respeet, honesty, industry, con-
tentment, ™ he wrote, “these I hold to be the great ethical teachings
which should be primarily sought by these seleetions.”™ In the
reaction ngainst philology between 1900 and 1917, such concerns
finally won aeceptanee as the major justification for the teaching of
literature in the secondary school program. This opened a number
of new vistas for enterprising teachers. The Bible, though banned
from the schools in some states, began to be part of the course of
study in others. Sex education-—or more euphemistically, social
hvgiene—also had some early advocates. though the suggestions
were very timid. The Lady of the Lake, “rationalizing, dignifying.
and puritying the einotions of sex,” was the choice of one teacher.
A somewhat bolder colleague suggested Irene MeLeod's " Unborn,”
a poem which, it was asserted defensively, breathes “an expectaney
of motherhood that is scareely less virginal than maternal, ' ¥?

For most teachers, an emphasis on the “content’ or “values’ of
& book becanw inextricably intertwined with response to the “whole
work™ —all in opposition to the previous emphasis on analysis and
mental discipline. This was initially a pragmatic rather than a
theoretically-based linkage, but it found powerful support in Max
Fastinan’s Fhe Enjoyment of Poetry (1913). This book argued that
poetry is tar too complex to be adequately handled through anal-
vsis, but that it has such deep psychological roots that analysis is
not needed. Children in particular could be expeeted to respond
with enjoyment, if teachers did not kill their natural enthusiusm hy
handling literature improperly.** The book had considerable influence
on secondary school teachers, helping to convince them that they
were right in moving toward less analytic approaches; it was being
cited in major reports on the teaching of literature as late as the
1950s 1see p. 168, below),

1t was partly in response to such trends that Franklin T. Baker.
speaking as second president of the Council, reminded his audience
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at the 1914 convention that English literature would acquire what-
ever status and popularity it was ever to have only when its
teachers were willing to require disciplined study.*® His position
had changed little since 1903, and though he still had many
supporters, the situation in English had changed greatly. The
appreciative and ethical traditions in the study of literature were
merging, at least temporarily, in a rejection of the classical peda-
gogy on which his remarks were based. :

Contemporary Literature

The concern with the child led almost inevitably to a new
emphasis on modern writings. If teachers were really to start
“where the student is.”” they would have to start with the dime
novel, the newspaper, and the magazine. This concern was rein-
forced by those who saw the magazine and newspaper as legitimate
genres replete with their own conventions and characteristics to
analyze and tabulate. Through most of the enthusiasm, hawever,
there ran a curiously ambiguous undercurrent: the majority of the
teachers who championed current works hoped in the end to lead .
their students away from them, toward what the teachers saw as
the real riches of the literature of the past.

Fyeil Newton Scott set off one wave of this concern with his
secand NCTE presidential address (1913). Involved at the univer-
sity level in the teaching of journalism, he was appalled by the low
standards of the mass circulation papers. He was also convinced
tkat the root of the problem lay not in the papers themselves but in
she public which was buying them; if tastes could be raised, the
newspapers would improve in their wake. Demonstrating a flair for
publicity himself, Scott used his address to call for a “*Newspaper
Week"” to focus teachers' attention on the problem; it was up to
them, he argued, to close “‘the one gate wide enough to let in all the
serried hosts of evil,” The speech generated the desired attention,
both in the public press and among teachers—so much so that it
served as the model for a “‘Better Speech Week"" a few years later."

Magazine literature was frequently coupled with the study of
newspapers, and it too was approached with a fundamental mis-
trust of the high school student’s taste. Most teaching began with
the assumption that students would have to be led to an interest in
the “better” magazines. But if tastes could be improved, replied
the opponents of such studies, why stop there? "If it is possible—
as everyone seems to admit—to pull the boys and the girls away
from Hearst's newspapers and to interest them in the more respect-
able magazines, then why, according to the same logic, does it not
follow that it is possible to lift their taste to a still higher plane,
where they will naturally enjoy the best literature?’’ It is a logical
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extension of the basic argument, but the protessor presenting it lets
his prejudices take over in the closing paragraphs:

Lot the [English teacher] popularize his course. it he must, sa that
plenty of erumbs fall to the beggars within the gates: byt let him really
spend himself in piling high the feast for the golden-brained, hungry-
souled boys and girls, 'who will be able,.if he does not stunt their
growth, to take their places finally, after toil-worn years. a: the ban-
queting tanle of life. beside the real kings and queens of the «aeth.

Most high school teachers of Engiish were inore sincere in their
support of a common-school curriculum, but most agreed that in
the end the classie texts were most important. They were willing,
even eager, to use contemporary materials, but only as a bridge
back to the works with which the curriculum had long dealt.

Vocational Education

In the concern with the needs of the student rather th.n of
subject matter, vocational education became an important «iimen-
sion of the schnol program as it developed after 1900." Many
communities began to offer special vocatienal courses, srinetimes
as an additional track within established schools, sometinsss in new
buildings devoted exclusively to commercial and industvial educs-
tion. These posed a special problem for ' e teacher ¢! English: i
the value of literature is ethical, and ir the classic» contain % -
fullest expression, then children in vocational schoczs would nesm
to have an even greater need for exposure to thur literary and
cultural heritage. It was only in the high schoo! that they ycere
likely to be exposed to it at all.

This was of course the position adopted in ihe Report of the
Committee of Ten. and in 1911 Eliot defende4 it before {hie New
Fngland Association of Teachers of English “Can anysne ques-
tion.” he asked, that the college entrance lists “vonsist ¢xclusively
of specimens, of English literature which it i~ in the higbust degree
desirable that boys and girls from fourteer to eighteew . . . should
be made acquainted with?'** It was unli-tunate fo. the business
English curriculum that Eliot put his artuments ir the context of
the college entrance lists: though in the Vew England Assoeciation
he could expect considertble support, sn the ress of the country
such arguments were nist weli receiver.. The voertional curriculum
had more pressing eotcerns chan tice classive. and coild take
comfort in Dewey's atxjuments that .l suhjests not just English
and history. had eultural value.

The changes that followed in the teachiryr =+ English may have
been more drastic than anticipate<i by thove wbo originally argued
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for a special vocational course. The programs that were developed
emphusized more busines«like skills than literature, even “voca.
tionally oriented” literature, seemed to offer: many became basi-
cally courses in composition, with units on salesmanship, advertis
inzz. and printing added for variety and breadth. When literaturs
dit enter in, it suffered from a variety of rationalizziiens thye
attempted to force a place for it within a basically alien et of gealy
*The Rape of the Lock,” for exwmple, was enthusiastically offurer
ut the University of Neveula fop its “many fsteresting hints es v
the commerce and industry of the period.” Another teacher bopsivd
of having interested her agricultural students in the study of inythe
by demonstrating to them how frequently myth-names appeaswd in
commercial advertising, ** Such enthusiasts notwithstanding. hti:in.
ture yielded before the demands for practical skitls, A 1918 sustey
of the teaching of English in schools having at least two handded
students in comnteteial courses did not even bother te ssk afstet
the teaching of literature—not an unexpected resuly whern ipe
“Ideal Course” supeested by an NCTE commitwee sncludes: tvhe
study of literature in but two semesters out of eight,™

Teaching Aids

Concern with the interests of students also developed inio a
concern with aids that would help in *creating” or “helding™ that
interest. These tosk two forms, one concentrating on oral pri:sent-
ation, the other on “visualization.”” The development of oral ¢ad-
ing as a form of literary study will be discussed in the next segiion;
the concern with visualization has roots in Sir Francis Gujion’s
argument in Inquiries Into Human Faculty and Its Develoument
(1883) that the untrained mind thinks largely in terms of pivtares.
Writers such as Carpenter, Baker, and Scatt took from this u helief
that the chief pleasure that children would get from reading would
be the result of **mental pictures of scenes and actions”; thuy also
thought that these mental pictures would be easier to remember
and more directly connected with real life than *verbal form:sias,' ™

Almost any kind of accompaniment to literary studies could be
justified with one of these two sets of arguments. The Corimittee
on English Equipment listed many items that Council wembers
would find useful, among them photographs and slide-projecting
“lanterns.” Ingenious teachers came forward with other supges-
tions, ranging all the way frcfrl;l a hatbox model of Beowulf's mead
hall to literary maps, plot diagrams, songs, and records. Always
practical, the English Journal pravided catalogs of photographs,
picture posteards, and songs for the {racher to use in assembling
his own collection.” Silent films recetved attention, too, especially
after film versions of some of the rjassic texts began to appear,
Nobody suggested film as a legitimgdse field of study —mpst consid-

)
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ered it decidedly illegitimate—but it could be used for plot analysis
or for work in composition.*

How extensive such practices were is impossible to ascertain, but
a survey puhlished in 1918 provides some clues. Although it dealt
with only the better schools in Ohio, and received a rather poor
return of only 33 out of 100 questionnaires (the majority of replies
coming from city schools), it does indicate at least = degree of
congruity between English Journal discussions and conditions in
the schools. Of the 38 schools replying, 16 used wall maps and
charts, 21 used a stereopticon and slides, 25 used pictures in
teaching, 19 used a Victrola, 19 had a school library, and 5 used the
city library. A slightly earlier Illinois survey found that 65 percent
of the schools had a map of America, 78 percent had a map of
“ngland, 20 percent used projection lanterns, and 30 percent used a
stereopticon. "

The Role of Drama

The methodologieal advances which received the greatest atten-
tion and fullest development were in the teaching of drama. Two
forces converged in drama during the years hefore World War I,
one from an academic stress on oral presentation, the other from a
progressive concern with self-expression; they elevated drama te &
position it has never had since.

The Academic Tradition

The central figure in the academic justification of drama was
Hiram Corson of Cornell University. His works, especially The
Aums of Literary Study (1895), were cited by virtually every writer
concerned with drama in education—Carpenter, Baker, and Scott;
Chubb, and Hall acknowledged their deht to him. Corson's princi-
pal concern was to free literary study from the excessive factualism
which diverted attention from the ethical value of the works
studied. His cure was oral reading, not as performance or entertain-
ment but as a means to a disciplined knowledge of the text. To read

-well aloud, Corson argued, was to make the meaning clearer and to
catch the spirit more accurately than would be possible with any
amount of analytic study.®® Other professors interested in drama
gave impetus to Corson’s argument, reinforcing the academic as-
peet of the movement. Brander Matthews, who was appointed
professor of literature ai Columhia in 1892 and moved to a chair of
dramatic literature in 1900, similarly insisted that a play is ““some-
thing written to be acted before an audience in a theatre.” George
Pierce Baker, another proiessor very active in drama, initiated a
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course in play-writing at Radcliffe in 1905 and was able to offer it te
Harvard students the next year. His ecourses helped to generate
interest in serious American drama; Eugene O'Neill was one of the
carhier and better-known students.*!

Hall, citing Corson and others, was convinced that drama had a
major role in the development of moral values, Taking up the
argument in Adolescence (1904), he joined it with his recapitulation
theory and concluded that the study of language which the anno-
tated texts emburdicd was out of place; it was only late in history—
and thus ought to be late in the life of the child—that language was
handled by the “‘eye which reads instead of the ear which hears.”
Drama, on the other hand, offered ‘‘a school of domestic. tivic, and
patriotic virtue" ideally suited to “the social nature of youth.” Hall
recalled that in ancient Grerce the theater had been ‘‘a place of
worship . . . paid for from the public treasury’: he clearly intended
it to fill much the same funciion in modern schools.®

The work of these men helped to overcome a long-standing
public ambivalence about drama. America had a tradition of stage
performance and road shows, but it was heavily commercialized; -
melodrama, eathedy, and patriotic werks predominated. Though
extremely popular, the theater was also disreputable. Very little
dramna was allowed in the nineteenth-century schools: even when
Shakespeare began to appear in the college entrance lists, it was
usually in carefully edited editions. After 1900 this situation began
to improve. partly in response to the support drama was beginning
to receive in the universities. Serious theater. sponsored by ama-
teur or noncommercial companies, became quite popular, with
several peaks of activity from 1906 until the beginning of the war.®

By 1910 the Drama League of America had been organized to
coordinate the scattered companies that had sprung up and to
compaign actively on behalf of serious theater: it paid speeial
attention to activities in schools and colleges. Wbhen NCTE was
founded the following year, it quickly appointed a drama committee
under the chairmanship of Thatcher Guild of the University of
lilinois. Guild reported that 70 percent of the freshmen at his
university had taken part in amateur dramatics in high school. A
nationul survey reported by the same committee two years later
found that 86 percent of sthools made provision for plays to be
given “regularly” by students: another 20 percent arranged for
students to attend “plays of worth.”* Such efforts were actively
supported by NCTE. which circulated prompt books, published
lists of suitable plays for the high schoels, and voted {at the 1918
convention) to ask all high school principals to engage at least one
teacher qualified to coach plays.**

Oral reading of all sorts became an important mode of literary
study at this time; teachers of the novel as well as of poetry were
asked to remember *“‘the subtle interpretation <f emotions that the
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voice alone can give." Percival Chubb became especially enthusi- -
astic about such studies, arguing in an address to the 1913 conven-
tior that “there must be a great return to the oral and the
auditory” to prevent our culture from becoming ‘‘increasingly eye-
minded.” Allan Ahbott also supported drama, placing it within the
confext of the study of types. He outlined a high school course for
Council members, following Matthews in treating drama as a
literary form meant for the stage. Play production for teachers who
approached it in this way was much more than spectacle or exhi-
hition: it was undertaken very much, as the Drama League of
Ameriea put it, in the spirit of “*sound literary and artistic effort on
the stage™ —an alternative rather than a supplement to other forms
of study."®

The Progressive Tradition

The other, sussporting stream of interest in drama came more
directly out of Lthe progressive movement, representing a blend of
Dewey’s concerns to democratize the classroom, to foster the
growth of persenality, and to promote social goals of cooperation
and group work." Self-control, presence, and ease of movement
were among the henefits students could expect, but above all they
would learn to work with one another, in the process developing
class spirit and community unity. Teachers who defended drama
from this point of view were less likely to see it as a means of lit-
erary study than as one of self-expression; the plays were often
written by the teacher or the students themselves. Pageants were
the most extreme expression of this philosophy, providing, as the
secretary of the budding American Pageant Association told Eng-
fish Journal readers in 1914, unequalled opportunity to develop
“joyous neighborhood spirit.”"*

The Effects on the Schools

The effects of the dramatic interests of this period on the schools
were varied. From the emphasis on student activity there arose a
whole series of student- and teacher-written plays and masques;
these were published regularly by the English Journa! until the
mid-twenties. when they mercifully died out. The first appeared in
1912 and its footnote—'*Written as a regular exercise in the Course
in Children’s Literature in the Chicago Teachers College”—
unwittingly emphasized the degree of spontaneity and Iiterary
merit which most would offer.* More lasting in its effects was the
little theater movement; able to justify itself hoth as literary
excreise apd as democratic effort, the school or class play became a
national vradition.™
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Emphasis on community effort in drama was itself part of a
larger concern with “socialization training.” This became especially
prominent after Dewey published his Democracy and Education
{1916). The underlying premise was simple enough: as a 1918
English Journal editorial put it. teachers had discovered that
““T'raining in a little autocracy is poor preparation for citizenship in
a democracy.” ' Students must be given a more active role in the
life of the school. and that life itself needed to have more relation to
the life of the “outside world.” Textbook summaries of materials
for study. the authoritarian stance of the classroom lecture, the
recitation of memorized lessons—all came under attack in attempts
to transform the school from “‘an intellectunl court of justice” into
an epitome of typical group life.”” In one widely quoted experi-
ment, *Readinyg Clubs™ replaced literature classes so that students
could more nearly direct their own reading. Another school brought
the “sovial agencies of society'” within its walis by staging a publie
trial of Banquo for complicity in the murder of Duncan. Still
another solved “The Social Problems of Our Little Town'' by stag-
ing a story-night in opposition to the local “picture show” —and
winning!"* Though the more extreme versions of such activitics
eventually died out. one outgrowth. the project method. grew
in influence during the postwar era: it will be discussed again in
Chapter V.

El

The Reorganization iteports

The Cardinal Principles

"he forces working to alter the basic assumptivns of the high
school program were not limited in their influence to the English
course. The revolt against the college entrance requirements, the
new focus upon the student. the concern that democratic values and
institutions be reflected within the classroom—these were to trans-
form almost all aspects of the curriculum. The National Education
Association. working through a series of committees and commis-
sions headed by Clarence Kingsley, took up the broad questions
involved in the reorganization of subject matter and instructional
procedures within the high school. The main report was issued’ in
1018 as the Cardinal Principles of Secondary Education.

This report accepted the emphases that have been discussed in
connection with the teaching of English. providing them with what
was to become their definitive statement and defense. The main
ubiectives of education. as the report presented them, were seven: 1.
Health. 2. Command of fundamental processes. 3. Worthy home-
membership. 4. Vocation. 5. Citizenship. 6. Worthy use of leisure. 7.
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Ethical character.”* These goals are a long way from those of the
Committee of Ten, and‘if they had many antecedents, they were
brought together here by a national committee of some influence and
prestige, i a concise statement that would be widely quoted and
often referred to, :

The Reorganization of English

The subject of English was dealt with in detail by a National
Joint Committee on English, cosponsored by Kingsley's Commis-
sion on Reorganization and by NCTE. Kingsley asked Hosic to
head the Joint Committee in 1911, at the same NEA convention
that directed him to proceed with arrangements for the founding of
NCTE. Thirty memhers were eventually appointed, representing
{with a few change: and additions) the NEA Round Tahle Commit.
tee on College Entrance Requirements and the NCTE Committee on
the High School Course in English. Secondary school members
continued to dominate—of the thirty, only nine had college appeint-
ments at the time, and three of these were in  teachers
colleges. Not surprisingly, there was considerable overlap between
the committee and those who were active in NCTE during the same
period: many of the convertion addresses and English Journal
articles during these years couid be seen as working drafts of
various sections of the final report.’™ The final report, Reorganiza-
tion of English in Secondary Schools (1917), was the culmination of
the revalt of the high school teacher ¢! English against the domina-
tion of his course by the college entrance requirements.

Little in the report was new. Like the earlier statement of the
Vassar Conference on English organized hy the Committee of Ten,
its value lay in bringing together in one comprehensive statement
points of view that its members had hern developing at conferences
and conventions and in the professional journals throughout the
preceding decade. Gathered together in one volume, and united by
a rommon oppnsition tn the college entrance lists, these arguments
could serve as a manifesto for reform, a convenient reference point
whose principles could be endorsed and implemented as a more or
less coherent whole. As such, and bearing the endorsements of
NCTE and NEA, its influence was considerahle, ™

Reorgamzation of English in Secondary Schools began by affirm-
ing the independence of the high school and rejecting the principle
that greparation for college was also the hest preparation for life.
However important the college entrance requirements may h e
been in initially securing a place for English in ihe curriculum, - ne
longer-term result had heen to achieve a “*“monotonous and unintel-
ligent uniformity” (p.7). Pieking up an argument the parent com-
missior would use in the Curdinal Principles repurt a year later, the
committee urged schools to provide “a consilerahle range” of
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course content to meet the varying hackgrounds of the students,
while at the same time preserving “a reasonable uniformity of aims
and a body of common culture.” In particular, “8kill in thinking,
high ideals, right habits of conduct, healthy interests, and sensi-
tivenoss to the beautitul are attainments to be coveted for all”
{p.26).

The main points discussed in the report paralleled those that had
prominence in the professional literature. The justifications for
literary studies fell into three categories—cultural, vocational, and
social and cthical. To achieve these ends, there should be {as Hall
had suggested) *Subordination of excellence of style. . . to value of
content and power to arouse interest” {p. 46). Rather than a formal
diseipline, English was to he “social in content and social in method
of acquirement.” This would he achieved by structuring the course
around “‘expressional and interpretative experiences of the greatnst
possible social value to the given class” {p. 27). As has alieady
been evident in earlier discussions, however, it was the * great
‘books.” the classics, which most successfully demonstrated that
they had this “social value.” Or as the subcommittee on literature
for the upper seconcary sthool grades put it, “Who shall say that
boys and girls of to-day will not need their [the classics'| ciear note
of inspiration and courage as much if not more than their fathers
and mothers of yesterday™ (p. 65). The subcommittee on business
English waxed especially eloguent about the virtues of literature
that 'is in the spirit of the present, that has a commercial tang,
that ireats of the problems and even of the activities and processes
that they will meet after leaving school.” Yet even this subcom-
mittpe affirmed too the values of “‘standard literature . .. well
chosen and sanely taught,”” as *a good antidote for the harmful
pleasures that invite the weary workers in our cities’ (p. 97).

The report was very specific about the works to be studied. It
provided two lists for each grade level, one of books “‘for class
work,” the other of books *for individual reading.” The distinction
was that of the National Conference on Uniform Entrance Require-
ments in English, but it served here, presumably, to provide
~common culture” and ‘“‘considerahle range.” The grade-hy-grade
distribution of literary works was carefully planned to correspond
to the committee’s conception of pupils’ emotional and intellectual
stages. For the eighth and ninth grades, they .rged “stirring
narrative, fult of movement and manly virtue. This is the place for
Homer's heroie Greeks and Macaulay's noble Romans, for the
clemental passions of ballad times, for Seott and Stevenson and all
others of their stirring company.” The tenth grade, through the use
of such plays as The Merchant of Venice and Julius Caesar, would
deal dircctly with “‘serious questions of right and wrong.” The
cleventh would be the time “frankly to discuss the relations of men
and women to each other,” but only in the context of the “high
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ideality” of Idylls of the King and Silas Marner. Finally for the
twelfth grade, the Joint Committee suggested a *'literary™ course,
organized chronologically and including both American and English
literature,™

What the committee members did not do with literatore is as
important as the lists they provided. They did not abandon the
titles used by the National Conference on Uniform Entrance Re-
quirements in English; they did not suggest overshadowing them
with modern and "'relevam ™ works, They did not propose that class
study be devoted to contemporary social commentary. While
greatly shifting the goals and much of the presumed activity within
the classroom, Liey did not shift the materials that were to he used
in attaining those goals. Of the authors on the college entrance lists
before 1900—the lists formulated before agitation within the profes-
sion hegan to force change—all but three were part of the Joint
Committee’s suggestions. Only Johnson, Dryden, and Burke fell
completely from favor.'” The concerns with social issues and with
the productions of modern writers were generously reflected in the
Reorganization ceport, but their place was clearly to be in the lists
for individual reading. For ¢lass study, the literary canon continued
virtually unchanged.

In this emphasis. the Joint Committec was not unusual, George
Counts, surveying fifteen cities “'representing progressive tenden-
evies' during the spring of 1924, found that English received more
emphasis than any other study. Half the time in the course was
devoted to literature, the other half to a variety of language
activities loosely related to composition. The most frequently
taught titles were Silas Marner, '"The Rime of the Ancient Mariner,”
Macbeth. A Tale of Two Cities, Idylls of the King. The House of
the Seren Gables, Ivanhoe, Julius Caesar, and The Merchant of
Vendce. All were in the Reorganization report lists, and all but
Idylls of the King had appeared in the entrance lists before 1900.
Counts also found that thirty-four of forty-nine specific courses
examined emphasized intensive study for at least some of the texts
required .

Continuations

War broke in upon the trends summarized in the Reorganization
reports, accentuating some and postponing the development of
others till later years. The Declaration of War in April 1917
crystallized definitions of “'needs and interests™ in terms of national
aims, and English teachers across the nation responded with enthu-
siasm. The Drama League dropped its literary emphasis and pro-
vided a play on food conservation. Decatur, Illinois, appalled to
discover that a quarter of its students never read the daily paper at
a time of history “in the making,” made newspaper study a
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required part of the English course, For all, literature became a way
to instill a sense of national heritage and to encourage patriotism,™

One of the concerns gencrated by the war, the teaching of
American literature. was among the t»w that achieved a more or
tess permanent place in the eurriculum, though it took some ten
more years before a uniform pattern for these studies emerged.
During the postwar period the North Central Association actively
supported the movement to establish such studies; its Commission
on Secondary Schools, for example, distributed a yuestionnaire
after the war to assure itself that the schools in the region were
diligently pursuing *“I'raining for Citizenship.” Other NCA commit-
tees concerned with English were similarly careful to include a
chironological survey of American literature in various alternate
positions within their recommended courses of study in 1922 and
agrain in 1930.* NCTE showed a parallel if less intense concern,
holding convention sessions on “The Teaching of American Ideals™
and editorializing that English should "“result in a finer, truer, and
Jarger Americanism on the part of those who study it.” When
these recommendations were taken up by the literary anthologies of
the late twenties and thirties, American literature was firmly estab-
lished in the curriculum, _

The real legacy of this period was inspirational rather than
methodological: teachers who had set out to build morale and foster
patriotic sentiments, and who had seen their goals reflected in the
behavior of their students, emerged convinced of the power of
literuture to effect such changes. None stopped to wonder whether
both the teaching and the response might have had a ¢ommon
origin in the wartime miheu. Teachers who sought to formulate a
role for their teaching in “*a new world. safe for a new densocracy”
were above all else enthusiastic about what they were doing:! as one
put the problem, “The first great aim in the literature course is a
training for citizenship by a study of our national ideals embaodied
in the writings of American authors, our race ideals as sct forth by
the great writers of Anglo-Saxon origin, our universal ideals as we
find them in any great work of literary art.”™!

How to translate such enthusiasm into a functioning school
program was the problem for the next generation of teachers.
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choive of "Council™ instead of the more usuel “Association” for the new
organization; this is reflected in the emphasis on representativeness in this
tuotetion, and in the later decision to govern NCTE through a Board of
Directors whose members would he appointed individually by the affiliated
organizations. Proceedings of the First Annual Meoling,” English Jour-
na! 1:1 {January 1912): 30-45,

29. Fay (Reorganization Movement, p. 119) credits the committees
with being the Council's greatest source of influence. During the first
decade ulone. there were reports an articulation of high school and elemen-
tary school English: revision of grammatical terminology; home reading;
English in country schools: plays in school and college: teacher prepara-
Ltion: spevch: labor and cost of English teaching: freshman Fnglish:
ceonolny of Lime; and reorganization —often with several reports from the
same or related committees. See “The National Council, 1911-38," pp.
816-17, :

30. “Procecdings of Lthe First Annual Meeting.” p. 37. This was
obviously an emotional issue. still being justified in retrospest in **The
National Council, 1911-36." W. Wilbur Hatfield later paid tribute w:
Hosic's “astounding” accomplishment in keeping the local associations,
with their different outlooks. within the Council. “'In Memoriam: James
Fleming Hosie,” English Journal 48:3 {March 1959); 160,

d1. Charles Swain Thomas, as editor of English Leaflet (the journal of
he New England Association) from 19091940 and as an associate professor
at ltarvard. came Lo he the leading spokesman for the New England view,
though he began teaching in his home town of Pendleton, Indiana, in 1887,
and remained for the most part in the Midwest till 1908, He did not setlle
pernanently in the East till after a spell as director of English in Cleveland
(191820, Sce Council News and Comment, “Charles Swain ‘Thomas,”
English Journal 32:7 {September 1943): 389-90; and Marion C, Sheridan,
“Here Wo Are.” English Leaffet 52, no. 507 (January 1933): 2-11.

32, JJames Fleming Hosic. " Progress in Articulating School and CoHege
English.” NEA Addresses and Proceedings, 1912 (Chicago: University of
Chicago Press for the NEA, 1912), p. 762.

33. “Types of Organization of High-School English.” Report of the
Committee, English Journal 2:9 (November 1913): 575-95,

34 The committee was one of those forming part of the National Joint
Comnmittee responsible for the Reorganization report. diseussed later in
this chapter,

45, See "'"The National Couneil, 1911-36," pp. 817-18: English Journal
18:7 {September 1929): 599; and James Mason, NCTE, 1911-1926, who
suinmarizes sales at various points in his chronology, e.g.. pp. 91, 334,
BALN

#6. “English Equipment,” Report of the Committee, Engtish Journal
2ut {March 1913): 178-84; and ** Proceedings of the Third Annual Mecting,”
Fnglish Journal 3:1 (January 1914); 54, As examples, sce Carrie E. Tucker
Dracass, "An lixperiment in Lihravy Training in the High School,” English
Jowrnaf 14 (April 1912): 221-31; jva M. Toung, A New England High-
Schoal Library.™ English Journel 1:9 (Novemhber 1915): 571-76; Fmma J,

RIC

Aruitoxt provided by Eic:



E

A Sehoot ror e Peore 74

Breek, *The Efficient High-School Library.” English Jouwrnad 5:1 {January
1916): 10-19; and Fditorial. "Go Thou and Do Likewise,” English Jowrual
G:4 fApril 1917 271,

37, Typical guestions, both from 1920, asked: “List hooks that you like
and dislike, telling why.” " Deseribe the major or minur characters from
any three novels.”” Hays, Codege Entrapce Requiremionts, p. 80.

38, Henry Hudson, English in Schools {1881; reissued 1908); quoted by
Peter D), Witt, The Beginuings of the Teaching of the Vernacular Literature
in the Secondury Sehools of Massachusetts (Disseriation, Harvard Uni
versity, 1968}, p. 2786, .

49. Carpenter, Baker, ond Scott, Teaching of English, p. 182. On
Chubb as a fusion of the older and newer approaches. see John R. Searles,
Some Tremds in the Teaching of Literature Sinece 1900 {Dissertation,
University of Wisconsin, 1942}, pp. 34 fL

40. Under E. T. McLaughlin and Barreit Wendell, respectively. For
the fullest discussion of the types approach and its historieal antecedents,
se¢ 1rvin Bhrenpreis, The “Types Approach™ to Literature {New York:
I\'ing's Crown Press, 1943).

. Allan Abbott, "An Experiment in Fhgh-School English,” Schoo!
Rm ieww 12 {September 1904); 550.58. On its influence, see Ehrenpreis.
Tvpes Approuch, pp. 1-4, 8. The earlier course at Horace Mann had been
deseribed by I*‘rnnklm T. Baker, “The Course in English in the Horace
Mann School, Teachers Colluge." Teachers College Record 1 (May 1900):
1-36. Abhott went there in 1902. Bernd. Approaches to Teaching Litern-
ture, pp. 82-86, also comments on the link between the types approach and
the liberalization of the course; he quoles Abbott to the effect that “*The
familiar doctrine of interest—in its educational seuse—-will be seen at ihe
bottom of this plan.”

42. G. Stanley Hall, How to Teach Reading, and What to Read in
School {Boston: 1. C. Heath and Co., 1886}, p. 32; similarly in G. Stanley
Hall, Adolescence: Its Psychology and Its Relation to Physiology, Anthro-
pafogy, Sociology, Sex, Crime, Religion, and Education, vol. 2 {New York
and London: D. Appleton and Co., 1914; first edition, 1904), p. 444:
“Excrescences must be eliminated, the gold recoined. its culture power
brought out.”

43. Hall, Aduolescence, vol. 2, pp. 442-44,

44, Allan Abbott, “Reading Tastes of High-School Pupils, A Statisti-
ral Study.” Sehoel Review 10 (October 1902): 585-600. See his eatiier
*Lntrance English® from the Boy's Point of View.” Education 22 (Sep-
tember 1901): 78-88. Many “studies’ of reading interest followed, though
very few were well designed or well reporied by today’s standards. As
e\amples see (‘harles M. McConn, " High- -School Students’ Rankings of

English Classies,” English Journgl 1:5 {(May 1912): 257-72; and G. W.
Willett, " The lieadm r Interests of High-School Pupils,” English Jourtal
K:8 {October 1919): 474.81.

45. Caroline F.. Britten, A Louse-Leaf Testbook in English Litera.
ture,” FKuglish Journal 2:3 (Mareh 1913): 145-50.

46, Hall. What to Read, p. 36.

47. W. R. Humphreys., “The Literary Study of the Bible in Michigan
HNigh Schools,” English Joprng® 6:4 (April 1917); 209.20: T, W. Gosling,
"How the High-School Teacher of English Can Assist in the Exploitation
of Pupils” Powers.” English Journal 2:8 {October 1913): 513-17; and Sarah
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J. MeNary, “Sex Education: ‘The Opportunity of the Feacher of English,"”
English Journal 8:4 {April 1919); 242-47. See also Teaching Sociel Hygiene
through Literature {(New York: American Social Hygiene Association,
19203, which reprints two articles on sex education from the April and July
1920 issues of Social Hygiene 5 {pp. 263-72: 391-99).

48. Max Eustman, The Enjoyment of Poetry {(New York: Charles
Scribner's Sons, 1913). For further discussion, see Searles, Trends in
Teaching Literature, pp. 48-51.

449, Franklin ‘T Baker, “igh School Reading: Compulsory and Volun-
tary,” English Journal 4:1 (Junuary 1915): 1-8.

50. I'red Newton Scotl, "The Undefended Gate” English Journal 3:1
(January 1914): 1-14. Scott is the only NCTE president to serve two
terms. The first Council committee on speech was headed by Scolt, and
later by Claudia 15. Crumpton. 1t was under Crumpton that the committee
issued a Guide to Better Speech Week {1919). This was apparently highly
successful but drew criticism from the organizations of teachers >f speech,
who thought the Council was intruding in their areas. A Better Speech
Yeur {1925) was eventually produced in cooperation with the National
Assoviation of Teachers of Speech but was less successful. See “The
National Council, 1911-36," pp. 820-21; and Donald P. Veilh, An Histori-
cal Analvsis af the Relations Between “English™ and “Speech™ since 1910
{Dissertation. Teachers College, Columbia University, 1952).

51. James Cloyd Bowman, “*The Use of the Magazine in English,”
FEunglish Jonenal 5:5 (May 1916): 332-40. As exaiaples of other views, see
William Frederick Edgerton, "A Recent Experiment with Magazine Liter-
ature.” English Journal 1:5 (May 1912): 278-83: Maurice W. Moe, "Maga-
zine Poetry in the Classroom,’” English Journal 4:8 (October 1915): 523-25;
and Allan Abbott. A High-School Course in Periadical Lilerature,”
English Journal 2:7 {September 1913): 422.27, )

52. Stout, High Scheol Curricule, pp. 207 ff., details the growing
effects of vocational programs on school organization as well as specific
subject-area offerings.

5. Charles W. Eliot, *“T'he Differentiation of the High-School Course in
linglish," English Leaflet no. 91 {June 1911): 2. In this debate Eliol was
paired with D. 0. 5. Lowell of Roxbury Latin School against Charles A.
Prosser, Massachusetts deputy commissioner of education, and Samuel
Thurber, Jr. The debate is s-mbaolic of the fate of English studies, with
Liliot froimn the first period and Prosser who in 1945 would launch the *life
adjustment” movement. For copiments on the debate, see Rosewell, His-
torfeal Suerrev of Recommy glations. p. 82; James Warren Olson, The
Nuture of Literature Anthologios Used in the Teaching of High School
English 1817-19537 (Dissertation, University of Wisconsin, 1969: Univer-
sity Microfilms No. 60-22.454), pp. 26-33; and €. 8. Thomas, * The
English Course in the High School,” English Journal 1:2 {(February 1912):
H3.94.

54. Herbert Wynfred Hill, “The Problem of Harmonizing Aesthetic
Interests with the Cominercial and Industrial Trend of Our Times,”
English Jowrnal 2:10 {December 1913} 609-12; and AMabel Fleming, “The
Myths of Commerce,” Huglish Journal 7:4 (April 1918): 270.

55. These courses were being offered in place of rather than in addition
to other Fnglish work. Leverett S. Lyon, “The Business-English Situation
in the Secondary School,” English Journal 7:9 {November 1918): 576-86;
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and Sherwin Cody. "The ldeal Course in Englishfor Vocational Students,"
English Journal 3:5 and 6 {May and June 1914): 263-81, 371-80,

56. Carpenter, Baker, and Seott, Teaching of English. p. 169. They
point out that the use of pictures in teaching can be traced at least to
fifteenth century primers, and that they are used in the teaching of
- composition as well as Iltvmturc They include an appendix, “Dealers in
Photogruphs and Prints.”

57. See for example Mary Crawford, *“The Laboratory Equipment of
the Teacher of linglish,”™ English Journal 4:5 {Mauh 1915): 145-51: Julia
Davenport Randall, “A Literary Map of London,” English Jourial 4:2
{February 1915): 125; Jeanette F. Abrams, *“A List of Published Airs for
Songs in The Golden Treusury." English Journal 4:6 {June 1915): 387-97:
Martha E. Clay. “The Hat Box in Literature,” Enghsh Journel 5:10
(December 1916): 680-83; and Cornelia Carhart Ward, “The Use of Pictures
in the Teaching of Literature," English Journal 4:8 (October 1915): 526-30.

58, There were carly silent films of *“The Vision of Sir Launfal” and
The House of = .- “even Gubles, for example. The first English Journal
article de\'oted ;v . to movies was Robert W. Neal, ““Making the Devil
Usefut,” anlrsh Jounml 2:10 {December 1913): 658-60. For a favorable
view. see Carolyn M. Gerrish, ""The Relalinn of the Moving Pictures to
Inglish Composition.” English Journal 4:4 {April 1915}): 226-30. And for a
harsh attack, see Alfred M. Hitchcock. “"The Rélation of the Picture Play
Lo Literature,” English Joumal 4:5 {May 1915): 292.98.

59. Cerile B, MLCmqu "The Administration of English in the High-
Schoot Curriculum,”™ English Journal 7:2 (Febrary 1918), 108-17. The
{llinois survey is cited in Hosic, Reurgamzanau. pp. 150-52.

60. Corson's concern with ethics is evident even in his first teaching
appointment—as professor of moral’ science, history, and rhetoric at
Girard College in 1865. He moved from there to St. Johns in 1866, and Lo
Cornell in 1870. (n Corson’s leadership and influence, see Searles, Trends
in Teaching Literature, pp. 44-47 “oe also Hiram Corson. The Aims of
Literary Study {(New York: Maer » Company, 1895).

61. Dumas Malone, ed., Dictic.  of American Biograpiv {New York:
Charles Seribner’s Sons, 1935); Kenneth Macgowan, Footlights Across
America (New York: Harcourt, Brace and Co., 1929}; and Arthur Hohson
Quinn. A History of the American Drama from the Civil War to the
Present {New York: Appleton-Century.Crofts. 1936).

G2. Hall. Adoleseence, vol. 2, pp. 416, 442,

63. The three most important peaks included 1906-07, when the New
“Theater, the Robertson Players. and a revitalized 1{ull House Theater
loriginating at Addams's Hull House in 1899) all were organized in
Chicago: 1911-12. with the organization of Thomas Dickinson's Wiscnnsin
Plavers. the Toy Theater in Boston. and the summer theater at Lake
FForest. [llinois: and 1915-16, which produced the Provincetown Players.
Boston's Washington Square Players, and Chicago's Little Theater. Al
generated publicity and interest. See Quinn. History of American Dramna;
and Macgowan, Footlights Across America.

64, Thatcher H. Guild, “Suggestions for the High-School Play,” English
Journed 2:10 (December 1913): 637-46: * Report of the Committee on Plays
in 8chools and Colleges.” English Journal 4:1 (January 1915): 34-40.
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65. J. Milnor Dorey succeeded Guild as chairman of the drama com-
mittee. The library was established under his guidance (Mason, NCTE,
1911-1926, p. 139). " The Play Producer’s Notcbook™ was an irregular but
frequent feature in English Journal from 1917 on; it was written by
members of the committee, often anonymously. For the first, see English
Jonrnal 623 (March 1917): 192-93. Dorey had also provided an earlier list in
1915 (pp. 406-07), and a separate publication in cooperation with the
Drama League ("The National Council, 1911-36,"” p. 15]. For the conven-
lion resolution, see " Proceedings of the Seventh Annual Meeting: Busi-
ness,”” English Journal 7;1 lJanvary 1918): 74,

66. Mary Frothingham Pritchard, "“The Value of Story-Telling in the
High-School Course,” English Journal 4:3 (March 1915): 191.93: Percival
Chubb. “The Blight of Literary Bookishness,” English Journal 3:1 {Janu-
ary 1914): 15-27: Allan Abbott, “A High-School Course in Drama,”
Faglish Journal 2:2 (February 1913): 93-98; and Mary Grey Peck, "“The
Irducational Movement for the New American Drama,” English Journal
1:3 (March 1912); 129-37. Peck was appealing for members.

7. The progressive's interest in dramatics is clear in Dorey’s career: he
later beeame executive secretary of the Progressive Education Association
{1928.31).

65, "Thomas Wood Stevens was one of the main organizers of this group
in 1913: he cdited its Bulfetin (1913-21), Interest in pageants declined
rapidly after World War 1. Lotta A. Clark. “*Pageantry in America,”
English Journal 3:3 (March 1914): 146-53.

69, Mary Ethel Courtenay, “Clytie: A Lyrical Play for Children,"”
English Journal 123 (March 1912); 138-45. Over a dozen more of Lthose had
apprared in the Jowrnal by 1919,

w0, A similar movement developed in England at about this same time.
Caldwell Cook's work at the Perse School became known in America after
the publivation of his The Play Way (1917): he was in the progressive

_rather than the literary tradition. “Play” in his title meant play as

(€)
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opposed to work. rather than “play™ as “drama,” though his methods
involved much of that too. e and the American enthusiasts seem Lo have
developed their methods out of similar concerns (there was an English
surge of interest in serious non-commerical drama at this time), but
without direct contact,

71. Editorial. **I'he Democratization of Method,” English Journal 7:8
{Octaber 19181: 53, Walter Barnes in his The New Dentacracy in the
Teaching of English |Chicago: Rand McNally & Company. 1923) cventually
gl_gm'v this movement its fullest expression: the hook was a collection of
pelures.

72, Bditorial. “What s Socialization?” English Journal T:2 (February
1914): 135: W. S. Hinchman, “lteading Clubs Instead of Literaturc
Classes,” Fnglish Journal 6:2 (Febroary 1917): 88.95: C. C. Certain, *“I'he
Trial of Banquo,” English Journai 4:3 (March 1915): 152-59: and Alma
Allison, “The Social Problems of Our Little Town., And How We Met
Them.” Knglish Journal 5:7 (Scptember 1916): 477-82. Allison was from
Madison, Wisconsin, .

3. Comnmission on the Reorganization of Secondary Lducation of the
NEA, Cardingl Principles of Secondary Education, U.S. Bureau of Educa-
tion Bulletin 1918, no. 35 {Washington: Government Printing Office.
191K}, pp. 10-11.
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74 The Joint Committee had its first meeting in Chieago in November
1912, ib conjuntion with the second annual NCTE convention. The mem-
Lers were Allar. Abbott, Elizabeth G, Barbour, Mary D. Bradford, Emma
4. Breek, C. C. Certain, Randolph T. Congdon, Mary E. Courtenay,
Josep!. V. Denny, Charles W. Evans, Mary B. Fontaine, Allison Gaw,
Mary 2. Hall, W. Wilbur Hatfield, Benjamin A. Heydriek, Helen Hill,
Alfred M. Hiteheoek, Mrs. Henry Hulst, Walter J. Hunting, William D).
Lewis, Orton Lowe, E. H. Kemper McComb, May MeKitrick, Edwin L.
Miller, Minnie E. Porter, lidwin T. Reed, Edwin T. Shurter, Elmer W.
Smith. Charles Swain Thomnas, and Harviett A. Wood.

75. Rugr, “Curriculum Making Via National Committees,” pp. 44-45,
ealied the report “the most forward looking report of any nutmnul subjeet
committee up to 1920, For documentation of the extent of its influenee,
see Edna lays, College Entrance Reguirements; Fay, Reorganization
Moveienc: and Olson, Nature of Literature Anthologivs. All three, though
they come at the question from different vantage points, (.Unf.llldl' that the
point of view of the report was widely adopted.

7(1 Hosie, Reorganization, pp. 69-70.

lhommpansnn here is with Hays™ suminary lists [see Appendix H1D)
.m(l Lhe lists of speeifie titles ineluded in the reports of the subrommittees
on literature.

78. The eities were Trenton, Atlanta, New Orleans, St. Louis, Kansas
City, Pueblo, Los Angeles, Berkeley, Salt Lake City, Lineoln, Joliet,
Cleveland, Detroit, Roehester, and Newton. George S, Counts, The Senior
High School Curricalum, Supplementary Fdueational Monographs, no. 29
{Chicago: University of Chicago Press, 1926).

79, See " News and Notes,” Lngrlr-.h Jorrmd 79 (November 1918): 609;
j 0. Engleman, “Outside Re ldmg English Journal 6:1 iJanuary 1917}

-237: Clara Whitehill Hunt, *"The Child and the Book ir War Times,”
[ugh-.h Jonrnal TR (October 1918): 487-96: Allan Abbott, “The English
Teaeber and Lhe World-War,™ English Jowrral 7:1 (January 1918): 1.6
and Dudley Parsons, 'T'he English Teacher and Pilll‘l()l.l‘wm " English
Jorrnal 8:2 (February 1919): 154-63.

80, Olson. Nutnre of Literature Anthologios, pp. 57-58; 2H8-89. See

*Varth Central f\sqnumtum of Colleges and Secondary Schools: Report of
the Committee on P.t)l_,lmh anl:.-.h Jonrnal 11:5 (May 1922)¢ 307-14  ad
. L. Miller, “College Lntrance Requirements in English: A Committee
Report.” English Juumal 20:8 and 9 (Oetober and November 1931):
6:26-40, Tl«l 29,

Bl. W. Wilbur Hatfield, “Summer Meeting of the Council,” English
Jtmrmrl ‘) 6 Lhine 1920): 353: and Editorial, "What Is English?"' English
Jonrpal 9:10 (December 1920): 600.

82, Horace Ainsworth Eaton, “English Problems After the War,"
Englixh Joarpal 8:5 {NMay 1919): 30B-12: and G, Eunice Meers, '"Speeific
Aims in the Literature Course.” Enrgiish Journal 8:8 {October 1919):
AHE-E,
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Whatever exists al all exists in some amonnt. To know it thoroughly invelves
knowing its quentity as well as ils qualily. Education is concerned with
changes in human beings; a change is a difference between two conditions;
each of these condilions is known to us only by the producls produced by
it—things mzde, words spoken, arls perfornied, and the like. . . . To measure a
product well means so to define its amount that competen! persons will know
how lerge it is, with some precision, and that this knowledge may be recorded
and used. This is the general Credo of those who, in the last decade, have
been busy trying lo extend and improve measurements of educational
producls.
—Edward L. Thorndike, “The Nature, Purposes,
and General Methods of Measurements of
Educational Produets,” 19181

The standards of our day demand that our courses of study be derived from
objectives which include both ideals and activities, that we should frankly
accept nsefulness as our aim rather than comprehensive knowledge, and that
no ficlitions emphasis shonld be placed upon the vaiue of formal discipline.
—W. W. Charters, Curriculum Construction,
19232 . -

Every teacher of literature should make or edopt a salisfactory analysis of the
higher skills invelved in appreciative reeding, and should make systematic
plans for helping pupils to master these shills. Some people, il is true, are so
deficien! in the simple lechnigues of word recognilion and sentence or
paragraph inlerprelation as fo be incapable of making progress on the higher
levels. Professor Gates' book, among olhers, shows how to pich oul. these
cases, how fo diccover their difficuitics, and wha! to do for them. Most
high-sehool leachers of English can profitably give considerable time lo
helping their students learn to read in the real sense.
—W. Wilbur Hatfield, “Literature Can Be
Taught,” 19273

This duy of crisis and rhaos still finds the schools vociferously disclriming
responsibiiity for social leadership. Nol unlil educational melerials and
praclices are svslematically lesled with relation lo the needs of contemporary
life can there be any escape from the banalilics that frequently pass for
seientific contributions 1o education,
—John J, DeBoer, “Changing Objectives
in English,” 1932



Chapter IV

Science and
the Teaching of English

When teachers of literature turned to the prob-
lems of defining goals and methods in the postwar period, they
found themselves in a new and not entirely comfortahle position.
Always hefore they had had unity imposed essentially from
without: first there had been the goal of winning a place within the
curriculum, then that of redefining the subject to be free from college
domination in ‘“‘a school for the people.!’ Though they carried
through the task of generating a new framework for tkeir teaching
with considerahle enthusiasm, the lack of a single unifying principle
led to many false starts and long periods of mjsdirected energies,

Qverview of the Progressive Era

The period between the wars was a time of pedagogical innovi-
tion on a grand scale, symbolized if not always led by the Progres.
sive Education Association. Teachers of literature responded
throughout this period to many forees that were at heart progres-
sive; but they had to respond, too, to the dem.nds of their own
discipline. As a result the great bulk of teacher., and of their
leadership within the National Council, thought of their teaching as
progressive, though not of themselves as Progressives. Yet they
had the rhetoric and the enthusiasm, and moved in many of the
same directions.

Though at times during these years the subject of English would
seem to be expanding in all directions at once. two broad move-
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ments underlay the majority of changes. One was the concern with
the application of science to education, with an ultimate focus on
efficieney. The otlier was the movement toward “experience™ as the
central metaphor of the educational proeess. In literary studies,
that metaphor was realized first as simple vicarious experience
through literature, then gradually broadened to literature as “ex-
ploration™ — exploration of self, of society. of the past and present
world. The moveinent toward science and that toward exploration
were closely related; they shared roots in vhe progressive movement
as a whole and were often carried forward by the same men and
women in the teaching of English. Each is complex, however, and
will be treated separately —science in this chapter, the movement
toward literature as exploration in the next,

English in its final synthesis as “exploration” was hardly cir-
cumscribed, und the countless proposals and counterproposals that
had oceurred along the way only added to the insecurity of the
classraom teacher, One result was a growing professional-disorien-
tation by the thirties, a serious gap between educational theory and
eduvational practice that forced a retreat, a stepping back from the
ideal vision of the curriculum at whieh the profession had finally
arrived. This movement away from broad goals toward a narrow
forus for the curriculum has its beginning in the Eight-Year Study
of the Progressive Kducation Association, its middle phase in
concern with general education and language, and its end in what
has come Lo be kiown as “life adjustment.’” These final phases of
progressivism will be dealt with in Chapter VI.

During the decade following the First World War, educators in
all ficlds became enchanted with the virtue and promise of science,
secing in it the solution to many of the continuing problems of the
schools, The areas to which seience was to be applied were virtually
Hmitless: they included the determination of educational goals, the
validation of provedures, the lowering of costs, and the justification
of programs to the public. The teacher, the philosopher, the ad-
ministrator—ceach imitated the scientist; and though in faet their
science was sharply limited hy their training and the primitive state
of the disciplines to which they turned for guidance, their con-
elusians shaped - and continue to shape— mucheducational practice.

The Movement in £ducation

The-Concern with Efficiency

The application of science to educational problems tock place
mrainst the background of a widespread but loosely formulated
identification of “sewentific™ with efficient,”” largely as o result of
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the adoption of principles of “seientific management™ by Ameriean
business, Gradually, seientilie business methods had come to seem
the solution to all of the nation's ills; and schools. ever a drain on
the taxpayer’s pockethook, were always a tempting target for
reforni. After 1210 the erities beeame especially vocal, charging in
the popular press that schools were costing too much and producing
ton litthe., ‘

The office of the superintendent, the “front office” of the school
svstenn, bore the brant of the attack and was responsible for the
brunt of the professional response. Though the exact steps taken
varied lrom eity to city, the net result was a shift in the nature of
the superintendency away from that of providing philosophical
guidance toward that of educational management. This was to
some extent @ necessary shift; the rising enrollments were ereating
school systems of a size and complexity previously unknown, and
bringing with them problems of budget. staff, and erganization
that ordy managerial skills could handle. Still. the response to the
pressures for efficieney was oo extreme, carrying with it the seeds
of damage to the teaching profession as a whole. In many school
systems, efficient” education came to be identified too closely with
“good " education, and broader perspectives to he submerged in the
concern with budgets and short-term “'results,”

ODbfective Measuromoent

Closely allied with the movement for scientific management was
a new coneern with scientific measurement., led largey by B L.
Fhorndike. His motives are evident in the quotation at the opening
wi this chapter: to efleet rational change in education, it would first
be mecessary to have aecurate measures af the educational “prod-
uets.” He and his students concentrated on objective paper-and-
pencil measures of “‘achicvement” in the major school subjects.
Though the first of these tests did not appear till 1908, they were
taken up enthusiastically as the concern with efficiency mounted.®

AMeasureient got its real impetus, however, from a refated forus
on the “resourees™ or “abilities” which the students brought with
them. Intelligence tests had played a part in psychological investi-
gations at least since Galton’s work in the 1870s and 1880s. but it
was the Hinet scales (1905-08) and Lewis M. Terman’s Stanford
revision 41916) that brought the concept of "1Q™ into widespread
currency. By the beginning of World War 1. the American Psy-
chological Association was convineed enough of the value of such
measures to offer to prepare a series of group intelligence tests for
the army. The offer was accepted, leading eventnally to the famaus
Seale Alpha (for recruits who could read English) and Secale Beta
ttor reeruits who coukd net), The army's suceess in using these two
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tests to sort out their recruits provided educators with an ohject
lesson whose import was quickly realized. Whatever other issues
the data may have raised, it was ¢lear the tests were suecessful in
their original purpose of classification, Teachers realized that if the
systematie use of tests could predict performance in one or another
pasition within the army, it should also be able to predict perfor-
manee in response to one or another mode of instruction in the
schools, By using the tests to form groups of “similar” students,
the school would be able to provide instruction geared more closely
to their particular abilities. And this— as English teachers and their
more seientific colleagues all recognized— would be more efficient,.?

Rebuilding the Curriculum

(iiven a concern with scientific management, inventories of abili-
ties (the resources), and measures of achievement (the products),
there remained the problem: of deciding what should be taught (the
demand). This task was begun by the Committeée on Ezonomy of
Time in Education. Appointed, fittingly enough, by the Depart-
mnent of Superintendence of the National Education Associatian, it
published four major reports between 1915 and 1919." The reports
found three ways in which efficiency could be promoted within the
eurriculum: by the elimmnation of nonessentials, by the improve-
ment of teaching methods, and by the organization of subject
matter Lo correspond more closely to Lhe realities of child develop-
ment. The approach to defining the “minimum essentials' of the
school enrriculum was rigidly empirical; studies of life in the school
and in society would show wbat was needed and “appropriate,
Though there was some shifting of emphasis away from what s
towards what should be in the later volumes of the series, the
overall effect of the committee was certainly to focus educational
philosophy on the empirical rather than the speculative, and to
focus curriculum on functional skills rather than conceptual or
cthical goals, Iixisting school procedures and knowledge that was
obvious. functional, and casily measured both reecived a new and
impartant cinphasis, not because committee inembers felt this was
a proper shift in priorities—many explicitly argued otherwise—but
because these were the aspects of education which the developing
seiontifie methodology was best able to handle.

Franklin Bobbitt, professor of educational administration at the
University of Chicago and a former student of G. Stanley #Hall,
carried the functionalism of the Committee on Economy of T'ime to
its logical, it extreme, conclusion, His primary concern was the
specifieation of objectives through careful analysis of life-needs. As
he put it in 1924, the first task “is to discover the activities which
ought to nake up the lives of men and women: and along with
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these, the abilities and personal qualities necessary for their proper
performance. These are the educational ohjectives' {p. 9). He had
little woleranee for the traditional goals upon which educators had
relicd. pointing out that “culture.” “character building,™ or other
such “vague high-sounding hoper and aspirations’ {p. 32) would
not da. His own list of objectives —included as an illustration of the
kind of statement needed rather than as o complete set—was
nothing it not speeific. It included 821 consecutive, numbered
points. and a tinal category of “oceupational activities' which were
Lon numerous to be presented in detail. The points he did include
ranged from 1. Ability to use language in all ways required for
proper and effective participation in the community life” {p. 1) to
a series that ran: .

£29.  Ability to care for the hair and sealp.

130, Ability to eare for the nails.

L. Abkility to eave properly for the feet.~ -

132, Abii'ty to control sex-functions in the interests of physi-

cal and social well-heing (p, 14). '

Though Bobbitt's speeitic procedares for curriculum develop-
ment hinve an inherent tendeney to stress goals which can be easily
formulated, rather than those which are most significant, his own
discussions of general education placed a singular emphasis on
exactly the subjects which were least amenable to the “scientific'
analysis of life activities he proposed. Of the nine " lines of training"”
he thoyght important for all students to receive, the first three had
tong been special concerns of the teacher of English:

{1} Fnglish language: reading, oral and written expression,
123 Citizenship attitudes. judgments and aetivities. Soejst
Studies,
4} Literature: Fnglish and general {p. §9).
And Bobbitt stated, too. that of the list of 82) specific objoectives of
education, it seems that general reading, including literature, can
serve in some measure in the case of most of them™ {p. Y0},

I1eie literature and reading were funetional in the general com-
mnnily tife needed some consideration, and Bobbitt detailed seven
services they performed. The points were ather redu ndant, having
i common an emphasis on the value of experience through litera-
tare. Literature takes the reader “out of what would otherwise be
his fittle world™: he “relives the human experience’™ of other times
and other men: his thoughts are broadened and tlevated; his
responses tuned to those “who have seen most clearly. and . . . felt
most deeply ™ he gains new interests; he lres: “Life is action and
reading is one mode of action.” " Such a hroadening of life through
the vicarious experience of Hterature was as close an approximation
to o tunctional goal for literary studies as anyone would be able to
prom ide.
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Studying the Curriculum in English

The teacher of English was well protected as pressures - for
sejentific efficiency eame to bear upon the schools: of the various
school subjects, English was one of the cheapest to provide. Its
cost per recitation was low, so that other subjects (the hapless
classical languages among them) would bear the brunt of the
economic assault on the schools.'* When Bobbitt and others turned
to scientifie analysis of curriculum goals, English again came off
well: language in its variety of uses inevitably surfaced high on any
list of “universal needs.’ Even literary studies, much harder to
justify in terms of concrete life-activities, were protected by the
widespread Delief in the importance of literature in character de-
veloprient and ethies. Finally, English studies as they had been
brought tegether by the Committee of Ten were broad enough to
allow an exceedingly wide array of functional activities to be
provided within one class. with the teacher making very few
vhanges in classroom procedures for any one of them. The net effect
of the many minor adjustments, however, was sometimes of major
importance.

Minimum Essentials

Attempts to formulate minimuin essentials for literature with-
ered from the beginning. Hosic was 2 member of the NEA Com-
mittee on Economy of Time and prepared the English sections of
their reports. He managed a long and detailed analysis of *'The
Fssentials of Grammar and Composition,” but his discussion of
literature was short and ‘'confessedly inadequate.”'* Only with
respect Lo the actual act of reading did the NEA committee have
much to say about the efficiency of literary studies; here the
voncern was with size of books, length of lines, and color of paper.!
NCTE had its own Committee on Eeconomy of Time in English,
contemporancous with that of the NEA; its efforts to deal with
literature were no more successful. Of five general points in its final
report. only one dealt with literature at all. That one was hardly
radival, calling simply for **"The teaching of literature suitable to the
age and development of pupils, and the elimination of those classics
bevond their emotional and intellectual reach. The introduction into
our courses of such contemporary material us will give pupils a
better appreciation of present-day ideals.”"** This offered little chal-
lenge to the teacher of literature, and was in line with reforms
already proposed in the Reorganization report {1917).

The real effects of the movement toward essentials came in
language studices. After the reports on economy of time in English, a
new committee on “essentials” was appointed urder Sterling A.
Leonard of the University of Wisconsin. Though the committee
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never published a formal report. it had much influence through the
writings and speeches of the individuals involved. Leonard himself
was led into a study of Current English Usage, puhlished by the
Couneil in 1932, This gathered opinion on a variety of constructions
ustrally eondemned in language texts, and found that many were
judged acceptable in actual use. Followed by Albert H. Marckwardt
and IFred Waleott’s Fucts about Current English Usage (1938} and
Charles C. Fries” American English Grammuar (1941), this aspect of
the movement toward essentials eventually reshaped the teaching of
language and composition in American schools. '

The Functional Emphasis

Though the movement for minimum essentials raised few proh-
lems for the teacher of literature, pressures from other subjects
seeking to expand their place within the curriculum eventually foreed
English to defend itself as a functional study. The social studies
offered the most direct mmpetltlon and under the leadership of
Charles H. Judd launched a vigorous campaign to improve their
status, W. Wilbur Hatfield, who had succeeded Hosic as English
Journat editor and NCTE secretary-treasurer, outlined the challenge
in 1922: **Unless it can be made ¢lear, even to the practical mind,"”

. thut composition and literature achieve results “commensurate with
the time allotment,” he wrote, “they will surely be replaced by
subjects more ohviously useful.”"" .

The provision of such proof was the task of the NCTE Committee
on the Place and Function of English in American Life. Essie
Cbamberlain from Oak Park {illinois) High School gave the 1924
convention address which led to the appointment of the committee.
Her approach to curriculum construction was essentially Bobbitt's: a
careful analysis of the social demands on English, and the meeting of
those demands through methodology tested by classroom experi-
ments. ¥ Under the direction of John M. Clapp of Lake Forest
College. the committee ¢ onducted an extensive survey of the uses to
which skills learned in English class were being put hy 22,000 people
in a range of social positions. The statistical tahles of the final report
{1926) provided a profite for the English curriculum to follow—but it
was a profile in which literature had very little place. It was simply
nnL a part of English instruction about which questions related to

“practical'’ aspects of life could be easily formulated, and conse-
quently little data could be collected shout it with this sort of
approuch. Readmg was easier to deal with {one had to read news-
papers and magazines, business letters and grocery lists), but still
only one-sixth of the interview form was devoted to reading. Of that,
only two of twenty-six specific questions dealt with literary ot
cultural pursuits.**
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The Clapp committee considered its task to be one of “defining the
content, seope, aims, ete. of "English” work in schools.”” In their lists

- ol speeific reeomimendations, the first made clear the conmitment Lo

funetionalisng:

The schools might well devote more attention to n numher of the
lnguage aetivities which according to the returns are widely used by
persons of the inany eallings and soeial groups reporting. and which
are reported as giving mach difficulty. These activities in particular
are: Tierviewing: word of mouth inguiries: reports (o a superior;
instruetions for subordinates: conferenees. Conversation: with casual
acquintanees: at sovial gatherings: over the telephone. Public Speak-
ime: informal disenssion: preparing addresses. Writing: informal notes
aml inenos for one's self: formal notes of invitation, introduction, vte,
Rewding: legal documents, Listening: to an interview, a vonference, or

a public meeting (. 16,

All of these concerns were taken up by the English program.,
eventually being fused with language studies deriving from Leonard
and his saceessors as part of a “functional,” usage-hased prograin
in lunguage and comnposition.

By its very failure to deal with literature, the Clapp committee
helped Lo insulate literature from the extreme forms of funefionalism
that developed in other areas of the English curriculum. While non-
literary uctivities increasingly folowed the outline provided by the
charts of the ** Place and Funetion of English in American Life,” (he
teaching of literature continued, at least through the 1940s, to follow
a dilferent path. Indeed in furnishing objective proof of the value of
tinglish instruction, the Clapp report plaved a role much like that of
the early college entrance requirements: it gave English a solid place
in the curricnlum by casting the subject in terms acceptable to its
opponents, while in the process virtually ignoring that aspoect of
instruction which has taken up the largest amount of the teacher's
time, and usually of his interest .

The funetional emphasis of the Clapp report was characteristie of
the concerns at the time it appeared. OF the other attempts to
deline objeetives in nglish, the best known was Charles 8. Pendie-
ton’s analysis of The Social Objectives of School English (1924),
This was an extensive survey of the gouls for Fnglish study, using
a provedure suggested by Bobbitt, 1n the tinal list of 1,581 separate
“rocial gouls™ runked in order of the froquency with which they had
been eited, the highest ranking woent 1o correet spelling, the second
te the ability to speak in complete sentences. Number eight was the
lirst objeetive not related to the mochaiies of language use: *The
habit of reading for enjoyment literature of the better sort.” Pen-
tHeton’s results iHustrate a major diffienlty in any attempt to derive
a vilue ordering from # consensus of judgmoents--the top vanking
thd not result beeause spellig was the first objective of most
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adults, but hecause it apprared consistently as a minor objective. A
progrim structured around such surveys could vasily become pre-
ovcupied with relagively trivial concerns which in themselves were
not highly valued by anyone: few would argue that accurate spell-
ing was not useful, but few would want to clevate it to the central
position it carried in Pendleton's results.'

Media Study

The cmphasis upon functional activities eventually helped to
bring studies of motion pictures and radio more firmly into the
Fnglish eurriculum, One of the most important influcnces was =
series of studies sponsored by the Payne Fund between 1929 and
132, just after the intraduction of sound had radically altered Che
maetion picture experience, The studies, reported in nine voluines,
were eonceived and carried through as a related set of investiga-
tiois of the effects and importance of motion pictures, focussing
espretally an their influence on children. W. W, Charters of Ohio
State was chairman of the research committee: other members came
from six other eastern and midwestern universitjes. Their reports,
though not specifically concerned with motion pictures in eduea-
tion, clearly demonstrated the important role which they played in
the lives of children. * As Edgar Dale, also of Ohio State, put it in
sumimarizing his contribution to the series, “The effect of motion
pictures ., . is universal and this fact must be faced in a states-
nunlike manner by exhibitors and producers. by teachers, and by
pitrents,

NCTE watehed with interest as motion pictures became increas-
ingly popular, citing reports on the size of the national audicnee,
ated later of the Pavne Fund volumes, in English Journal, **
Throughout the thirties. though there were o few attempts to deal
with the movie as a literary experience comparable to any other, the
emphasis was upon raising standards of taste, much as i had heen
m carlior discussions of newspaper and magazine studies. The
Couneit’s efforts were guided mainly by Newark's William Lewin.
who owed his own interest in film studies to his supervisor of,
Finplish, Max Hergberg, In 1982, Lowin persuaded NCTE to estab.
lish a Committee on Photoplay Appreciation and then proceeded to
pive it vigorous leadership. Lists of classic films were developed,
stimdurds of appreciation outlined. and finally a nationwide eval-
uation of the effectiveness of class study in influgncing taste carried
out. " The latter was more o demonstration than an experiment, but
it showed that methods used in other Linglish studies could be
adapted for films, The name assigned 16 motion pietures —that of
“photoplay™ - was characteristic of the way in which the subject
was approached; presimably it alse reassured the teacher first
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venturing oo untamiliar ground. By 1934 the work of the NCTE
photoplay vommittee was well-enough known that Lewin could
report that “major producers”™ were “consultings us as (o forthcom-
. projected, and suggested pietuares,” offering seripts Lo the
vommitter  for examination  hefore  production  decisions  were
made. Most of this collaboration centered on producing motion
pictures based on the classic texts of the high school canon, for which
Lowin's committee then produced study guides.

Studies of other media generated comparatively little enthusi-
asm amangs Knglish teachers during the decades botween the wars,
Newspuper and magazine stindies continned much as they had been
before, thoagh with increased emphasis on their “functionalism™
atter Uwir high standing in the Clapp vepert. Methods changed
linle. tocussing cither on improving taste ar on the conventions of
journalisnr (what is the difference between an editorial and a fead
article. and so onk. Rudio broadeasting also received some atten-
tion, thongh agrain without much entlusiasm until just prior to
World War 11. At that point interest rose sharply, but it was
focussed on the effects of propagunda rather than with radio as a
meditm ol interest in its own right, * Max Herzberg, in a report
from the NCTE Radio Catnmittee, reflected the prevailing attitude
when he commented that “censorship, except of a very disereet
<ort. s much less vaiuable than the vstablishmment of a critical
attitude. in which the good will be property praised und the bad
perevived and - perhaps - avoided ™

Fralwating the Svlections fur Study

The relatively minor changes resulting from the attempt to
~pecity minimum essentials and fmnetional activities for the teach-
ing of Hteratare did not mean that it would not fecl the pressure for
olfiviency: it simply meant that efficiency in literary studies would
come tu foeus on the proper grade placement for the selections
ehosen fur study, One approach developed out of studies of reading
comprehension and will be discussed in the next section. The other
wought to treat inventories of existing attitudes as providing an
authoritative “consensus.” ) !

‘The first ol these stitdies were mentioned in the previos chap-
tet: they derived from the interest in child study and hetped to
challengy the appropriateness of the collegiate model of instruction
jor the high school course in Hterature. They were not thought of as
providing a basis for organizing the Fnglish course, though they
did have some inflacnee on the seleetions suggrested for outside
reading. Under the influence of Bobbitt, however, this changed;
student interests were elevated into a criterion for the selection and
placement of the works studied. Charles Summer Crow’s doetoral
projvet {19210 ut Teachers College, Columbia, was one of the first in
this tradition. Crow stated explicitly that he was attempting “to
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test e arrange the subject-matter in a given ficld, English
literature in the high school, in aceordance with the pupils’ judge-
ment. of its values given in terins of ends that are generally
recognized as soecially valuable.' ™ e asked 1,999 seniors to rate
seventy-four classies on five seiles measuring whether the books
were (1) interesting, (2} inspiring, (3} artistie. () desirable to own
or reeommiiend to others. and (5) sasy to read and understand.
Crow's conelusion wus that only seven of the seventy-four fre-
guently used books could be called “very effective”™ in meeting the
woals sumnarized in the five scales: many titles were nat rated as
ettective on eny of them. (Students ranked only buoks they had
studied intensively in elass.) [Hs findings, though frequently eited
by liter investigators, were hardly surprising to teachers fumilior
with stadies of reading interests. What was new, however, was the
<hift in emphasis away from discovering where children were {so
that their level eould be raised), and toward taking the judgment of
the pupil as a valid eriterion for the end point of the process (the
level it which instruetion should be geared).

Oher investigators sought their consensus of opinion from other
sotrees - ligh school teachers, courses of study, literary erities,
and college professors all had their advocates.”” The college en-
trauee lists can be recognized as an underlying influenee on many of
the results that emerged, In a 1930 survey of 44 “representative™
courses of study from different parts of the country. for exanple,
all bt seven af the 25 most frequent seleetions were from the lists

cul the National Conference en Uniforin Entranee Reguireinents in
~Faglish, {All seven exeeptions were from the junior high school
grades, where the demands of the eolleges seem more distant.) Of
1|u- same 25 seleetions, grade placenients for 10 ranged all the way
from the seventh to the twelfth vear; none of the titles had o range
of less than three years.” High sehool teachers remained Tor the
most part undisturhed by this lack of uniformity. agreeing with
Jolm Haney of Philadelphia when he asked, "Why should our
insistent standardizers demapnd  that all sorts and conditions of
Jeachers should instruet in a preseribed manner all sorts and
canditions of pupils?™ ™ !

What teachers did su-rgvﬁt in the nume of interests was the
adaptation of the ¢lassie texts to make them more palatable. Again,
this movement began in respanse to Hall's urgings during the
prewar perind. After the war it heeame move frequent, reinforeed by
an assumption that there were “essential’ and “neonessential’” parts
to literary warks. Thus a teacher from a Hackensack (New Jersey)
high schaol could urge unblushingly that the “Solution of Burke”
was to “lteduee the speech lrom seventy-eight to forty-two pages.
Burke should have done that himself,” And another from South
i’lliid(i(‘[[)hid ‘could make (‘mtnus “somewhat less of a bore and an
attliction” by reducing “the plot to its u]vnwnts—atnppod of its
philosaphy, its ethital note, its poetry. What is Comus bul the
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haldest and cendest of melodramas? ™+ Everyone knew that ehil-
dren enjoyed melodrama. The startling thing in sneh bowdler
izations was the great enthusiasm with which they were earried out;
nobody questioned svhether the skeleton remaining was really the
great work of literature that demanded a place in the curriculum in
the first place. Discussions of sueb radical adaptations were pub-
lished thronghont the twenties and thirties as practical teaching
SUELOSLIGNS, .

Reading Shills

One aspect of the study of literature which lent itself well to
seientilic study was the analysis of the functional skills involved in
reading. As part of the general testing inovement. the measurenient
of reading achievement actually began rather late: Courtis® stan-
dardized sileut reading test in 1915 was the first to appear. The
mny investigations which followed were especially important be-
cause they supvested that silent reading was more efficient than
oral reading in both speed and comprehension, This was at variance
with the emphasis which English teachers had been placing on oral
reading and oral expression, but they adapted to the new concerns
quickly. Judd and Buswell's Sifeat Reading: A Studvy of Its Var-
ions Tvpes (1922) was-especially influential, focussing attention on
the variety of different skills which a mature’ reader uses—the
difference between skinuning newspaper heaglines. reading a light
porm. and appreciating a coanplex novel. for example. ' Dovetailing
neatly with the argnments that Allan Abbott and others had heen
whvineing about genre studies, the book also helped o propel the
types approach iuto a new proaninence. ‘ '

Finally studies of reading turned their attention toward the level
of comprehension which could be expected from students reading
the currently popular selections. T'wo studies. one from Tenchers
Cellege. Columbia, and the other from Clark University, nsed
similar procedures and arvived at similar vesults. Short “represeu-
tative™ passages were taken from literary works bopular i the high
schooks comprehension yuestions were constructed for each passage:
and the tests woere administered to a sample of students, T, W, H.
Ivion completed his Peachers College study first (1925), Using
selections from The Spy. *The Destruetion of Sennncherib. ™ Julivs
Cuesar, and The Origin of Species in order to be able to compare
results frowm different literary genres. he tesital the comprehension
of ninth graders and concluded: **The average reading commprehoen-
~ion as compared with the total comprehension possibilities of the
selertions used is so medioere that it is very hazardous to proceed
on the assumption that students in the ninth grade can read well
ennugh o comprehend and appreciate literature merely by read-
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ing.”"** His results also suggested that there were real differences
in the difficulties generated by the different genres, aguin provid-
evidenee in support of the types approach,

Mary €. Burch, in a slightly later but more extensive study
{1928}, recorded the responses of students in grades 7 to 12 on o
similar test. She also concluded that the existing placement of texts
was appropriate for only 25 pereent of each grade level, but found
that the differences within each grade were greater than the dif- .
ferences between it and the five others studied. Following Crow's
lead, she used the voluntary reading preferences of the students to
determine the proper range for school teaching.

Thongh the results of these and other, less extensive examina-
tions of the correspondence between the abilities of students and -
the difficulty of conventional materials were hardly encouraging,
the result was paradoxic~lly to give teachers of literature o new
canfidence that they d  indeed have an objective, quantifiable
subject matter, just like the rest of the teaching world, This
attitude is apparent, for example, in the quotation from Hatfield's
1927 edivorial @t the beginning of this chapter: there the teaching of
literature was directly egnated with the teaching of “the higher
skills™ of reading, and both placed within the tradition of seientitic
study. _

NCTE concern with practieal reading skills continved. but ex-
cept for ovcasional and short-lived flirtations, it soon became a
separate concern from the teaching of Hierature., By, the early
thirties. with attention in reading studies shifting toward physi-
ological defects in disabled readers and that in literature toward the
provision of “experience.” the teaching of reading in the high
“school had come to mean almost exelusively remedial work, ™

The Forus on the Individual

Abdlity Groups

Demunds for efficiency and economy, “objective”™ measures of
achicvement and intelligence, and o burgeoning., heterogencous
school population combined during the tventies to create g new
awareness of individual differences. Ability grouping was one of the
tirst and most lasting responses. ‘This spread quickly after the war,
with an original vonception that was perfectly blameless: teachers
thought it would be casier to provide individualized instruction if
thelr classes were homogeneons.

From the heginning, however, the concern with grouping stu-
dents into “inferior™ and “superior” classes earried with it the
danger of paor teaching. The earlier development of business Eng-
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lish curricula had at least begun with the premise that the
students in them were interested in other work than that in the
reglar Knglish elass: the new division placed the emphasis on their
inuhiifity to do the same work. Thus a trend quickly developed in
which the gifted elasses were given an enriched curriculum. the
“slow™ groups a strong dose of drill and “minimum essentials.™
This downgrading of activities for the low group and the shift of
teacher interest is apparent even in the carlivst articles on ability
grouping in Fnglish: by the 1930s, partly in response to studies of
gifted students by Terman and others, it was deeply ingrained.*
Superjor classes clearly became the prerogative of the superior
teacher. As the head of the English department in one New York
City high school put it, “Gifted students thrive under the leader-
ship of distinguished minds.” Slow students, even to a New Jersey
teacher obviously devoted to them, “*[call] forth everything that the
teacher has to offer in tact. sympathy, and understanding.”** The
point to note is that they do not call forth interest or excitement.

The Datton Plan

Teachers of English treated ability groups as a means to greater
efficieney: they alsn thought of them as a compromise with the
ideal provision of a completely differentiated program for each
student. *T'he highest social efficiency,” wrote Hatfield in 1925, “is
evidently to be attained only by giving each individual with all his
peculiarities the training he most needs. So we have ability
grouping, which carried through to its extreme becomes individual
mstruction.”** The “Dalton” or “‘contract™ plan represented one
attempt to carry through to that desirable extreme. In essence. the
plan involved each student meeting with his teachers and making a
Teontract” to do certain work within a given period of time, usually
a week. The ternes of the contract could be varied to meet the needs
of the pupil, but its value was specified in advance so that each
student would know whether he was working for an A, a B, or a C,
and would have some measure of choice in the matter. Although the
plan was really an offshoot of work done before the war at San
Franciseo State Normal College, it was first systematically put into
praetice by Helen Parkhurst in Dalton, Massachusetts. Both Park-
hurst and Evelyn Dewey used the name of the latler town in
papularizing theé approach, thovgh the precise formulation varied
ulmost from school to school

With its foeus on individual effort. the Dalton plan was eriticized
by some teachers us violating “the soeial nature of English instruc-
tion" — being particularly detrimental in the teaching of literature. *
This objection was circumvented by including some contracted
group work, allowing students to discuss what they had read with
ot another as well as with the teacher. By the bate twenties, the
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Daltan plan was running smeothly enough to produce some rhap-
sadic evaluations, like that of a teacher from the South Philadelphia
High School tor Girls: ’ :

The recitation hus truly. but unobtrusively passed. Group work, super-
vised study, socialized study, and projects both individual and eoopera-
tive have become atomatically the meuns by which the learning
process is earried on. Learning to do by doing; learning that learning is
uslow process: learning that mastery is possible and that nothing else
idacceptable —the goals of education have come within the conscious
wrisp of both teachers and studeats. s .

In the end. the erities rather than the praponents of the contract
methad trivmphed. The early zconcern that the individually-
specitied eontracts put andue emphasis on individual work at the
expense of group activities had been ensy enough to overcome. By
the warly thirties. however, teachers were beginning to recognize
that the goals inherent in the Dalton plan were out of harmony with
the general goals of literature instruetion. The interest of a student
warking to fulfill & contract in literature would be an interest
engendered by desire to fulfill the contract: it would not be an
interest in the story itself. Teachers hegan to find that the contract
could even serve to stifle rather than arouse interest; once the
contract was fulfilled, the stident would simply stop reading,
Finally. the contract had {rom the beginning placed too much
emphasis upon quantitative rather than qualitative differences in
the work required. The differenee hetween an A and a B usually lay
simply in the amount of work done. so that an A-student would do
all of the work of the B-students, and then some. It was not enough
that he do the same work better. Proper individualization of in-
struetion, on the other hand, needed o emphasize qualitative
lifferenees in students and the work thev should be doing. Hatfield
rang the death knell in a 1932 editorial, though he econtinued to
print defenses of the method for some years following: “Let the
teacher, if he will, work oat the contract as his idea of what he
wunts the pupils to do. But let him find some more sogial and
humane method of dealing with impressionable. plastic human
buinges . '+

Unit Wark

The “mastery unit” was another approach to the problem of
individualizing instruetion that in the end developed in a rather
different direction. Henry C. Morrison popularized the term in his
book, The Practice of Teaching in the Secondary School (1926). A
“unit” to him consisted essentially of all of the activities and
materials necessary to bring about a given change in pupil hehav-
ior, to “ineuleate the ‘understanding,” " for exwnple, “‘that the
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colan is a signpost pointing to an enumeration.”™ Each student
would proceed through a unit at his own speed, moving on to the
next only after he had demonstrated mastery. It was an approach
which dovetailed neatly with the concern for minimal essentials.
but it also suffered from the problems of that approach when
applied to English: literature was not easily broken down into
“units” for mastery. at least not in the sense that Morrison was
using those terms. Hatfield. though initinlly pleased with the
implication of purposcfulness in all of the activities introduced into
the tmit. yuickly depided that though ““such notions are decidedly
comfortable,” the underlying conception of growth was inadequate.
Peopie do not grow by the accumulation of the separate. completed
units of skill that’ Morrison's analysis implied. The production
madel frgm industry could not be so directly applied to teaching. ™

The mastery unit. like the Dalton plan. enjoyed a brief vogue
and then dropped from view. “Units,” however. beecame ingrained
in the educational vocabulary. where they remain to this day with a
meaning guite different from that which they originally bore.
Instead of a diserete set of materials with a limited, specifie
behavioral goal toward which the individual student could progress
at his own pace. “unit” came to be used to deseribe virtually any
set of activities centered around one common focus. Talk of mas-

‘tery in Morrison’s sense had very little meaning with activities of

Q
I

this sort.

Leonard V. Koos. associate director of the Natjonal Survey of
Secondary Edueation carried out by the Office of Education. dis-
cussed some of the findings of the survey before the 1932 NCTE
vonvention, He pointed out~that 71 pereent of the nation's secon-
dary schools were using homogeneous grouping for English classes.
w higher percent than for any other subjeet in the eurriculum. 1Q
wis the most frequent eriterion for forming the groups. He noted,
too. that “unit-assignments™ were among the most frequent pru-
visions for individual differences. (though both the Dalton plan and
the Motrison plan “in schools reporting to use them with unusual
success” deviated widely from the plans described by the origi-
nators. Mbst such teaching. though it continued to go under a
-ariety of names, had by 1932 come to represent simply a sequence
of related activities, usually with a definite beginning and definite
end, which could be used with a single student or, more usually. with
a class,

(hjoctive Tosting

In addition to using intelligence and achievement sealos to divide
students irio homogeneous groups. teachers of English gave in-
creasing attention to the use of “'new tvpe” or ''objective’” exami-
nations for diagnosis and evaluation. Though they had difficulty in
adupting such tests for the teaching of Iterature. teachers were

‘@ 7mon won over by arguments about the reliability, fairness, and
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economy {they were easy to correet) of the objective tests," As
with nimy aspects of the movement for efficiency and scientific
methods. however, it was the “minimum essentials™ and *‘func.
tiomal ™ reading skills that ultimately received the most attention,
The history of objective testing in English during this period—
hoth in literature and in vther areas of the curriculum — is somewhat
unusual in that both liberal and conservative views of teaching
eontld unite, though for different reasons, in support of tests, To the
conservatives, testing was a way to keep up standards and insure
the place of discipline and memory work.'™ To the liberals, it
provided the teacher with a way to diagnose pupils’ weaknesses and
thus ta better meet their needs. That Hatfield undertook to edit a
series of " Practice Tests™ which were commercially published and
advertised in the English Journal is as clear -an indication as
anything of his point of view. Equally significant is a series of
“diagnostic™ tests of reading ability put together by John J.
DeBoer, the Journal's assistant editor and resident radical. His
rationale was explicit: " Teachers of English and instructors respon-
sihle for the educational guidance of high-school youth cannot

‘provide competent counsel without a fairly comprehensive knowl-

etlge of the mental and educational characteristics of the pupils
placed in their charge. ™+ :

The more conservative view of testing was represented by the
College Entrance Examination Board, which in the spring of 1929
appointed a Commission on English to undertake a major study of
the Fuglish examination. Charles Swain Thomas of the Harvard
Graduate School of Education was named chairman: his relatively
conserviative eastern college view dominates the report (though
Hatfiekl was also a manber of the commission). The tinal report,
jntblished in 1931 as Examiring the Examination in English, is a
tascinating portrait of attitudes bath toward testing and toward
seientific method in general,

The report began by dedicating itself to scientific method. The
comnmission members decided that, although they could have made
pronouncements V'ex cathedra,” that would be “wholly unsatisfac-
tory.” Indeed. they felt they were in a unique position to avoid
“suhjretive conclusions.” Not only did they have available for
study the accumulated data of twenty-cight years of testing by the

L CEEB, but also & mass of data from other agencies. And most

important of all. *“There were readily at hand methods of objective
investigation which the recent vears have refined and validated. '

Muost of the report, however, was hardly scientific. There was an
historical study of the form of the Restricted and Comprehensive
examinations over the years, and tables of the topics and options
that had been provided: old examination hooklets were informally
reviewed to ascertain that both kinds of exams had been fairly
seored: one chapter devoted itself to aims of Fnglish study; another
dealt with the conditions of administering and the details of seoring

Q
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the essays. The science in the study -consisted of questionnaire
surveys of students and teachers about various aspects of the
testing program and their English elasses, and of 4 corretational
study aof the predictive value of the Scholastic Aptitude Test
(SAT} the Restricted and Comprehensive examinations in Knglish,
and sehool grades, These scientifie analyses were all relegated to an
appendix and largely ignored: many of the results are not men--
tioned anywhere in the report. Still, they were the commission’s
clim to seienee and objectivity, and they were published in full,

Much te the chagrin of the- eommission. the results of their
correlational analyses consistently indicated that the best predictor
of college achievement was the SAT, next, the school record, then
the Comprehensive, and finally the Restricted examination in En-
glish. The problem with this in the commission’s view was that the
SAT was a mechanical examination which did not “test the candi-
date’s ability to paraphrase or to make a procis, or to interpret the
sabtler quaidities of a poem read at sight.” Faced with the evidence
that the SAT was a better predictor of college performance in
KEnglish, the commission finalty rested on its humanism: ““The
yuestion is not so much a result reducible to statistics as it is a
determination to retain in Anierican education certain factors con-
tributing to civilization and culture rather than to the mechanical
officiency of the American college student.”* In the end their
recommendations suggrested abandoning the restricted examina-
tion. hut asked only minor changes in the cherished comprehensive
essay tosg, ! .

While rejecting the objective examination for their own pur-
poses, the camimission managed also to conclude that teachers of
English “cannot afford to ignore the value of these tests in class-
roomt work.” Indeed the report devotes a whole chaptéer {written
primarily by Thomas) to the educational value of examinations in
the classroom. ~* The purposes of such a testing program (t{o be a
“recurrent’’ practice throughout the year) were several: it would
give the teacher diagnostic information: it would help *‘systema-
tize” instruction: and it would serve to motivate students by giving
them an impartial record of achievement. There was an inherent
faith that all students would achieve, and thus be able to bask in
-their own reflected grlorys the effects of such objective proof of their
own inability on students who might continually fail were hardly
considered.

Experimental Methad

Studics of reading interests and of comprehension skills were
essentiatly statie: they could say something about present condi-
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tions but were al best only soggestive about- how to make things
better, Indecd they eould even help perpetuate the status guo:
Burch, tor example, explieitly ased her discoveries about what the
students weere reading on their own as a eriterion for determining
what they should be reading in the school. Experimental studies of
alternative teae hing methods, on the other hand, did offer a way
tow artl progressive iimprovement of methodology through the ob-
jective determination of the most effeetive prm‘v(lurcs

The path toward sound experimental study in the teaching of
Fagglish was not an easy one, however: indeed, a cynic might even
wander it the number of false starts from pseudoseientific, impro-
Tperly designed “studies™ may not have done more harm than all the
rood from buetter projects, Teachers quickly picked up the terminol-
oy of science: every change in eurrieulum became an “experi-
ment™s every flaetaution in stadent behavior became “significant';
all procedures were “evaluated.” Yot only a few made even an
attvmpt to use #n experimental design, and the best of those had
serious flaws,

: The first experimental study of importance in the teaching of
literatare was Nancy Coryell's doctoral project (1927) at Feachers
College, Columbia, "' It was set in the context of a growing debate
about the most successful way to approach literary works in class.
Twa different philosophies had long been evident: on the one hand
there were teachers who laaded the benefits of allowing students to
read extensively on their own with only minimal discussion of the
works and no close textual analysis: this approach had hecome
especially prevalent among teachers concerned with socializing class
procedures and with insuring student interest. On the other hand
there were those who felt appreciation was an earned achievement,
the result of careful study and thoughtful analysis. here the empha-
sis was on extended study of a few books, with at least several weeks
of class discussion devoted to the details of cach. Intensive study

had of coarse been the approach at the énd of the nineteenth century,
where the emphasis had been philological and rhetorical: though the
form of the analysis had been much modified over the years, the
valae of some sort of careful class study was not usua.ay questioned.
NCUTE had focussed so much attention on extensive jor “‘home™ or
“independent’™) reading to bring it into wider use as an adjunct to,
not as a replacement for, class study. The two approaches were
eonsidered to be complementary, and both had had their place in the
Reorganization report. ™ 5.
As extensive reading became more and more accepted.ﬂlowwer,
and as the goals of instruction turned toward breadth of é&periency,

¢
voices bogan to be heard arguing thai extens;ve reading should "y #,

replave, not aupplement intensive study. It was this question that
Corvell addiressed in n year-long experimental-comparison of the two
procedures. As she summarized it, her extensive reading classes

.
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involved “‘the rapid reading of a comparatively large amount of
literature with general comments and discussion in class’: the
intensive reading class concentrated on “‘the detailed, analytical
study of the minimum of literature required by the syllabus™ (p. 1).
The reading for the extensive group was set up to parallel but exceed
the work done in the other classes: if the orz read four of the Idylls of
the King, the other read cleven, and five thousand more lines of
Elizabethan poetry—and so on through the syllabus. The experi-
ment involved nine eleventh grade classes in one school. including
one ¢xtensive reading, one intensive reading, ard one control group
at cach of three ability levels. Testing included a fairly extensive
battery of standardized tests of reading and comprehension, but the
major focus was on 2 final examination which Coryell constructed to
cover only the books studied by the intensive readers. Finding at the
end of the vear that the two groups had progressed equally, Coryell
drew the conclusion that the extensive readers *probably learned
five times as much again. which they had no chance to use on the
cxaminations, "™

Coryell's study is of considerable importance as one of the earliest
examples of relatively careful application of experimental procedures
to the study of the teaching of literature, The results could hardly be
ignored and prompted considerable debate between proponents of
the Lwo approaches, a dehate that by the end of the 1930s ended up
at about the point where Coryell had begun: a situation of uneasy
cocxistence, * .

It is indicative of the general level of pedagogical science that the
study was never questioned on its merits; throughout the debates
the proponents of intensive study tended to ignore rather than
challenge her results.* The study certainly could have heen faulted
at a number of points: only a few teachers and a few classes were
ipvolved. and these were obviously inore enthusiastic ghout the
“experimental” extensive reading approach; the measuring instru-
ment, though testing only content from the books all had studied,
was clearly weighted in its emphasis toward ‘the goals which had
governed the studies of the extensive readers: and the results after
all simply indicated that there was no difference. not that the
extensive readers had done better. Later studies tended to substan:
tiate these results, hut Coryell's work hy itself was not that
conclusive, ™ -

Literature was certainly the most difficult area of English instruc-
tion to investigate with ¢xperimental methods; it was simply too
difficult to measure objectively results that were framed in termsg of
“appreciation,” “attitudes,” or lifelong habits. Yet the situation in
language and composition seems to have been little hetter: there
were few true experimental studies. and those tended to have serious
faults. In 1961. an NCTE committee began a review of the entire

field of rescarch in written composition: they found only five studies
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- out of the hundreds reported that met most of their eriteria for sound
investigation. ™ The situation in the teaching of literature was
certainly worse, ‘

Settling Dawn

The twenties began with a burst of enthusiasm about benefits that
would derive from the application of science to the problems of
Fnglish, but the proffered benefits were slow in coming, and not all
to the liking of teachers. Many studies; firmly under the control of
those carry iag them out, did tend to support and reinforce tenden-
cies underway in English; Coryell's project falls into this category to
the extent that the measuring instrument was weighted towards the
procedures in her experimental group. Yet it was not too long before
Fnglish teachers began to learn that studies affecting their field
would not always be under their control. Perhaps the most effective
agent in educating teachers to the dangers of pooriy conducted
research was a series of studies of class size. in English as well as
other subjects. Comparing pupil achievement on a few easily mea-
sured variables. these studies seemed to indicate that small classes
had no distinct advantages over large: in some cases the students in
them did not even do as well. Administrators, always under pressure
to cut casts, quickly used these studies as justification for large-scale
jumps in the pumber of pupils per teacher.*

Sach studies eventually made NCTE leaders aware that teachers
of English mighit not make the world's best scientists, and scientists
might not know how to make the world’s best teacher of English.
Rewey Belle Inglis emphasized this point in delivering her presiden-
Lial address to the 1929 NCTE convention: “Say over to yourselves
the names of the really great teachers of history or your personal
experience. Did they spead hours humped over correlations? Many
of the antagonisms between the two fields could be saved if each were
given due place and recognition, and persons fitted by nature and
disposition for the one were not forced into the other.”** A year later
Hatfield, spurred by administrators’ reactions to the studies of class
size, was less sure that the current set of “scientists’ deserved such
“due place and recognition.” He granted that scientific investigation
is “obviously necessary™:

Necessary —but more difficult than educationnl *scientists™ have
usunlly realized. A few loosely-conducted. slightly supervised experi-
ments with large and sinall clisses seemed to show no great advantage -
in the smuht classes. Immediately the majority of administrators and,
we suppose. of professors of education, leaped Lo the conclusion that
classes everywhere, ander all Sorts of teachers, might safely be made
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farper. ... we do not realize the complexity of the teaching-learning
sitaation, The number of “variables™ to be controlled in the experi-
ment ol the dumiliar “parallel groups™ tyvpe is dongerously large. . .
we are credulous, vsduly eredulous. Seientitie oxperiment is o new
migie which sounds logical. 1t has nat vet been used enough Lo
produce contradictory results,

His conclusion that class size could not be studied apart from other
issues of curriculum and instruction represents the balance of
opinion Loday."!

Still the scientific orientation had been deeply ingrained: the
skepticism  that developed was really a sign of the increasing
sophistication of teachers and their leaders about sueh approaches. -
They did not reject science. but they did begin to move to control it.
A Committee on Research was organized: annual summaries of
research in kinglish studies were prepared for the English Journal,
md reviews of new studies began to point out the faults and
limitations as well as the conclusions reached.*® By the mid-thirties
science was clearly no longer viewed as che solution to all the ills of
the teaching of English, but it was just as clearly seen as one of the
tools that woukl be put to use in the search for solutions to those ills.
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CHAPTER 1V NOTES

1. Bdward L. ‘Thorndihe. “The Nature, Purpases. and General
Methods of Measurements of ldueational Produets.” in National Seciety
tor the Study of Edueation, Seveateenth Yearbook {Blsomington: NSSE,
1918). Cited by Lawrence A. Cremin in The Transformation of the School
INew Yaork: Vintage Books, 1961). 1. 185,

2. W, W, Charters, Curriculum Cotstrieetion (New York: Maemillan
Ca., 1923), . .

FWO WL Hiatfield|, “Literature Can Be Tauvght," Eanglish Journal
LS A1Oetoher 1927): 64849, The reference is to Arthur 1. Gates' The
Improvement of Reading {New York: Maemillan Co.. 1927). .

L. JohnJ. DeBoer, * Changing Objeetives in English,"” Euglish dournal
21 Ny 1982): 103-04,

4. On the efficiency movement, see especially Raymond E. Callahan,
Education and the Calt of E, ficieney {Chicago: University of Chicago Dress,
19462).

fi. National Socicty for the Study of Fducation. Thirtv-Seventh Your-
book: Part I, The Scientific Movement in Education (Bloomington: NSSE,
EOS8). p. 87, .

7 The army progeam is summarized by Cremin, Transformation of the
School. pp. 156-87, Un ability grouping in the general context of providing
for individual differences, see Roy O. Billett in Provisions for Individual
Differcaves, Marking, and Promotion, Monograph 13 of the Nautional
survey ot Secondary Edueation, Bureau of Edueation Bulletin 1932, no. 17
iWashingtan: Government Printing Office, 1933).

-8, All four were distributed as yearbaoks of the National Sociely for the
Study of Fdueation: Minimum Essentials in Elementarv-School Subjects,
Faurteenth Yearbook, Part 1 {1915); Second Report of the Committee on
Minial Esseutials in Elementary-School Subjects. Sixteenth Yearhook.
Part 1 1917} Third Report of the Commtittee on Economy of Time in
Education, Seventeenth Yearboak. Part 1 {1918); and Fourth Report of the
Committee ont Evonomy of Time in Education, Bighteenth Yearhook. Part
11 {195,

0. Franklin Bahhitt, How To Make ¢ Curricultom (New Yark: Hough-
tan Mifflin Company. 1924}, This book and his earlier The Curricnium
11918) were frequently eited by tenchers attempting to formulate a curricn-
him for literature throughout the twenties and thirties.

. 1hid., pp. 76-79.

11, Knglish was cheaper than the ather languages hecause, as a required
course, more students took it and class sizes were larger.

12, NSSE, Fourteenth Yearhook, 1 p. 147,

13, NSSE, Eighteenth Yearbook, 11; the section was by W, S. Gray.

14. **Report of Lhe Committeo on Economy of Time in English,” English
Joarnal :1 (January 1920): 32-34,

15, Fora chronicle of changing attitudes townrd language. see Raven L.
MeDavid. Jr.. ed.. An Examination of the Attitudes of the NCTE Toward
Language. Res -arch Report no. 4 {Urhana, THL: NCTE, 1965). This provides
very little interpretation ar veference heyond NCTE journals. On Leonard's
comunittee, see *The National Couneil, 1911-36," English Journal 25:10
{December 19:36): 805-29, -
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16 Challenennd!” Bditariad. English Jonrnal 11:9 {(November 1922);
IR0 See alsa U Socind Sardies as the Core,” Nows-and Notes, English
roienad 205 X ay 19200 205.96. During 1922 considerable attention was
deveted to increasing required Foglish from three to four vears. Statements
mosupport were even obtained Trom Viee President Marshall, (Max .
Herzborg, “Four Years of Foglish in Secondary Schools,™ Epglish dournal
ot fapril 1922]: 236.34) )

P Fasie Chiomberlain, Currieulum Building in Eoglish.” fonplish
Jowragd 1121 tdumuny 192000 1-120 Fourteenth Anmuaal Meeting of the
National Couneil of Teachers of Knglish.” English donrnat 1421 (January
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15, Johin Mantle Clapp. The Place of English in American Life, Report
of an Tovestigation by a Committee of the National Conncil of Teachers of
English (Chicago, 1 NCTE, 1926), Summarized s " Report of Commitiee
on PMace and Funetion of English in American Life.” English Journal 15:2
{Fubruary 19200 110-31.

19, Charles 5. Pendleton, The Social Objectives of School English
tvashille; By the author, 1924), Other investigations with groals similar Lo
those of the Clapp report included I, W, Scarson, “Meeting the Public
Premaned . English Jowrnal 10:6 (hone 19214 327231 and a report from the
Chicago Fnglish Club, "Ont of School Uses of English,” Snglish Journal
w26 dune 9330 166-T1.

20, The summary volume was W.o W, Charters, Motion Pictares and
Youth iNew York: Maemillan Company. 19331, "T'wh of the studies have
rrevntly been reprintd as part of the Literature of $he Cinema series, Fdgar
Dale. Chitidren’s Attendonce at Motion Pictares, and Wendidl 8. Dysinger
and Chrisvian AL Ruckwick. The Ewotional Responses of Clhildren (o the
Moatton Piceure Sithation ANew York: Arno Press and the New Yark Times,
1T These originally appeared in 1935 and 1933, n-s;wtli\ ey,

21 Dahe, Children’s Attendunce ot Motion Picenres, p, 73 )

230 See ' Movie Madmess, ™ l‘ngh'-h Jdowrnal 21:9 ('\muml:ur 19329
TTRTL T early htslm\' is reviewed inoa 13D editorial, “Ilow Much
Anmalysis of I‘Imlnpla_\ s Euglish Journal 24:3 IMarch 1935); 24142, The
ploncering wark was doms by Max Herzberg and FEdizar Dale.

20 Williim Lewin, Photopluy Appreciotion in Aprerican High Schools
{(New York: D Appleton-Century Co., 10340, The study was later eriticized
on the grounds that the teachers were not competent 1o econduet Tilm
studlies, judging from the vreferences U ey reported. See W W, HHatfield].
“Toachers” Literary Judgmuent ™ Engash Jdonrna! 239 (November 1034):
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C 21 Wiliam Lewin, "New l‘hum[:ld\s English Jowrnol 23:6 Glune
A M08 There was alsa some intervst in student - nmr.le films. Sev Hardy
It. Finch, " Film Production in the Schonl—A Survey.'" nglish Jonrnal
2855 (M ay 19301 36571,

25, Sve Mabel AL Bessey, Report of @ Conunittoe of the NCTE on the
{se of the Maguzine in the thgh School English Clussroom (Chiengo:
NCTE. 19350 Fleanor Tourison. "The Newspaper of ‘Voday,” English
Jontnad 1603 (March 1927): 192-949: and William W, Wattenbery, “Getling
Truth trom Your Mpwspaper,” English donrnal 26:5 [ May 1937): 363-08.

26, Thic was parth hecause radio was trented as part of the speech
curtivulum. The early work of 1the Radio Committee foeussed on arranging
broaeh-asts ol literary works, including a series. of Shakespeare’s plays
hetwien 1456 and 1938, 1n conjunction with the American Schaol of the Air,
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Hrunwr, “Determining Basic Rteading Materials Through a Study of Chil-
driit’s Interests and Adult Judgments,” Trachers Collvge Record 30:4
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0. Eroa B Conrad and Katherine {lickok. **Placement of Literary
Seleetions for Junior and Senior Iigh Schools,” Fuglish Jouraal 19:5 (May
19408 37784,

A4t dobn L. Raney, “Standardization in English.” Fuglish Jograel 11:4
tApril 19224 21421,

320 Nubert AL Wright, “The Sulutipn of Burke,”™ Eaglish Jonryel 12:5
C\Lay 1923 217-21: and Abner A. Miller, “Streamlining Comus, " English
Journul 207 (September 1935} 580-82. }

d3. Bee Nila Banton Swmith, American Reading Instruetion {New Yorl:
Silver. Burdett and Company. 19343, pp. 135.58: National society for the
Study of Edweation, Treentioth Yearbook. 1 (19211 and Charles H. Jucdd
and Guy T Buswell, Sifenr Reading: A Study of Ms Varions Types,
Supplementary Fducational Monographs (Chieago: University of Chicago
Press, 1922),

. Theo. W. H. Irion, Compreneasion Difficaltios of Ninth CGrude
Studeats i the Studv of Literature, Contributions to Fidacation nn. 189
{New York: Teachers Coilege, Columbia University, 1925, pp. 71-72. He
swnwized his results in “Feonomy in the Teaching of High-School
Literature.” Fuglhish Journel 16:2 {February 1927): 114-19.

35 Muary Crowell Bureh, “Determination of 8 Content in the Course in
Literature of o Suitable Difficulty for Junior and Senior High Sechaol
Students.” Genetic Psychology Mouographs 4 1Nos. 2 and 3): 1988,

36. One major burst of interest came in the late 19305, after the
vonclusion of a federal study of silent reading in New York City. This was
reported by Stella S, Center and Gladys L. Persons in Teaching High
School Pupils to Read {Chicago, 11.: NCTE. 1937). .

47, Seebouise Anderson, “English for the Inforior Section of the Ninth
Grade,” Faglish Jouregt 12:9 (November 1920 611-16; Corn Lebr, P En-
slisho with o High 1.Q. Class,™ English fournal 14:10 {Decomber 1925);
T12-548: Mabdl € Hermans, “Experiinents with Gifted Children.” Euglish

'—{'---nrul 20:7 {September 1931): 540-17; Prudence 7. Lanphean, “What
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Cleveland 1= Doing lor Superior Student s, Fugrdish Journal 26:9 (November
TUATY: TE5-UN,

4= leben honise Cohen, “Fuoglish for the Geifted.” Buglish Juaurnal 2423
A lareh 19350 205. 110 Ruth Axford Stewart, Dedicated 10 the Low 1Q.”
Fonedish dooeaal 2423 Odareh 19351 20407, Stewart was admittedly talking
ahout an extreme ease; her elass had an average 19 of 76. The same
attitdes wore evident in tepchers of students in the 90 10 100 range.
however. See Lou L. Lalirant, “Differentiated Teaching of Literature™
Faghish Journal 2007 {Seplembuer 19811 548-58,

38 The Socinl Coneeption,” Faglish Jonraal 165 (May 1125} 414-15,

i O the enrly work, seo Cremin, Frausformation of the Schonl, p. 296,
it was popularized in Evelvn Dewey, Fhe - Daolton Laborators Plan {New
York: FoI% Dutton, 19223, and in Helen Parkburst’™s Kducation on the
Frafton Plun 19221, Dewey's deseription was hused on observations in
Dalton and in two British sehools that had adopred the approach.

1. Marion C. Sheridan, An Evaluption of the Dalton Plan.” Fuglish
Jowrmed 13T (September 19260 507-13.

20 Olive Ely Hart, “I'he Dalton Plan vs. Individnalized Instruetion,”
Fuelish Jouraad 1522 (February 1920): 168-70,

1. Clyde Hissong and Mary Chamjpie Hissong, “English under the
Datton Pl Euglish Jogrnal 1910 (PDecember 1930): 822.24, ~Con-
trpets” ditorinl, Faglish Joprual 21:10 {December 1932): 842-43,

. “What Should a ‘Unit’ in Fnglish Be? Euglish Journal 22:10
(Heocomber 1933 544-45. Morrison himsel! addressed the 1930 NCTE
convention *The Cleveland Meoting.,” FKugtish Jonrnat 20:1 [January
1931 56). For an earlier and more favorable reaction, see ™ “Units’ in
Lesrning.” English Journal 16:10 (December 1927} 816-17,

15, Leonard V. Koos, Fhe National Survey of Secondary Edueation,”
Faglish Jowrnal 22:4 (April 1933} 303-13. The full report of this aspeet of,
the survey is in illewt, Provisions for Differences,

A6, See . OV Tresslor, ©The New l'vpe of Examination,” FEuglish
Jowrnal 9:10 (Deecember 1924): T04-15.

17, Thus Mabel 8, Satterfield and Salibelle Royster argued that pupils
wonld aain “mental diseipline” and learn "o know the events of Sifas
Margor™ by being given objective tests, “The New-Type Examination in
Fnglish,” Eaglish Journad 2006 (June 189314 490-95.

A8, John L DeBoer, A College Qualifications Test in - Reading,™
Fruglish Jowernal 21:8 10etober 19:32); 629-41 . He was given editorial support
tor the project in the same issie,

49, Comumission on lnglish, Eyamining the Examination in English,
Harvited Studies in English, vol, 17 (Cambridge, Mass.: Harvard Univer-
sity Press, 1931) p. xii.

50, tbid., pp. 15354,

51, This is one of the indieations of Haufield's lack of influence on the
report . He complained editorially Lhat the commission should have heeded
its own finclings and abandoned ary special exam in English. “College
Fntrance Fxaminations,” Euglish Jowrnal 20:9 (November 1931): 770-71.

52, See “Report on College Entranee English Bxam.” News and Notes,
Fongtish Journal 20:9 (November 1931): 774-75. This notes Thomas' chaprer
with special approval.

5%, Naney Gillmore Coryell. An Erafaation of Extensive wul Titensive
Teaching of Literature, Contributions to Edueation no. 27 (New York;
Teachers College. Uolumbiia University, 1927},
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abo One reflection ol the Joint Committee’s attitude was the fact that
CExtensive Reading™ wis dealt with in a chapter of its own, separate from
the chapters on the tenching ol literature. On the Reorganization report, see
Chapter 111,

A, This was in o report te the 1927 NCTE convention, “The 1927
Council.™ English Journal 17:1 (Junuary 1998); 57-81,

56. The extremes ol the (wo points of view were illustrated by the
debiniing positions at one eonvention. John Gelman, “The Values of
Required Reading,” Euglish Joarnel 19:8 {October 1930} 663-42: and Mary
I Lowe. “Reyuired Reading Versus Free Reading.” Euglish Journal 1$:8
{Octaber 1930 642-51. The editor suggested they be read as "“a joint
contribytion.” ‘ '

87, The Commission on English (Examining the Examination in Eng-
lish, pi. 261 was typically dismissive: " Miss Coryell's study reveals eertain
advantugres of extensive reading, but this does nat imply that a real
appreciation of literature can I secured without very close and detailed
wark npon selected masterpioces,”

S8, Other stadies supporting free reading are summarized by James R.
Syuire in “English Literature,” in the Encvelopediv of Fiducationa Re-
search, Ath e, ed. Robert L. bel (New York: Macmillan Company, 1969,
pp. Hil.73,

59. Richard Braddock et al. Research in Written Compusition (Urbana,
HL: NCTEL 1963). When Purves and Beach earried out a similar survey of
investigutions in the teaching of fiterature, they Tound flaws In virtually all
the studies examined. Alan C. Pueves and Richard Beach, Litereture eud
the Reader: Researeh in Respoase to Literatare. Roading Interests, and the
Teaching of Literatare {Urbana, 1.; NCTE, 1979).

G0, 1 is indicative of the state of affairs in literature that when (he
National Society for the Study of Education devated its Thirtyv-Seventh
Yeurbook Lo the seieatitic movement in edueation. it included chupters on
the teaching of handwriting, spelling, English usage, and rending - but
none on literature,

1. Impartant early {pre-19¢5) studies were enndueted by Calvin O,
Davis in the North Central Association and Paul R. Stevenson at the
Uiversity of Hilnois. See Callahan, Edwcation and the Cult of Effivioney.
pp. 232.39,

G2, Newey Belle Inglis, “Retrospeet and Prospeet.” English Jowrnal
1] Blanuary 1930): 11-21,

63, Fditorial, ~Pedagogical Research.” English Jowrnal 19:8 {October
HE3Th: G636,

61 See William 8. Vincent, “Class Size,” in Ebel, Euacyclopedia of
Educotional Research, pp. H1-46,

5. See Walter Barnes, “English ltesearch and the National Council,”
Erylish Jowrnal 23:1 tannars 193:0: 9-18: Committee on Research, ~The
Contributions of Research to Teaching and Curriculum-Making in English,
January, 933, through June, 1934, Englich Jonrnel 239 (Novembor
[954): T18-315 and Dudley Miles, ~Class Size in High-School English,™
Book Review, Knglish Joarnal 21:1 WJanuary 1932): 77-78. The Miles article
wirs & review of a study by Dot V. Smith (soon to be NCTE, president) in
whieh her results were attribmted to the “intelligence, vigorous personality,
and profound enthasiasm™ of Smith—and henee could not, he generalized,
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The aim of leaching lleralure is the nlnosl possible broadening and
cnrichment of yonng people’s experience, and their beiler apprecialion or
valuing of aif experience, ralher than of books alone.
—Sterling Andrus Leonard, Essential
Principles of Teaching Reading and
Literature, 19221

In the common .chools, ol leasl, 1he soctal basis of lileraiure witl beerrne
eslablished by the ‘mporinnilies of a civilizaliont on rigl . .. The inltrodoe-
tion of democracy into industry; the use of wealth for the welfare of lhe
peaple: the proteclion of womanhood and childhood against the rapacily of
individualism _gmu' mad; the final eradication ‘of mob rule and iynch law: Lhe
climinalion of brutalily and injusiice it our courls and penal institutions: lhe
growlhr of a world stale in which war will be as exlinel as lhe privale
duel—children are nol only lo nndersiand these movemenlts, they are lo learn
lo destre them wilh sindied ittensily,

—Johin J, DeBoer, “The Materials of the
English Curriculum,” 19322 -

.. OQur major task in the ordinary school is lo leach all our pupils lo read
ordinary mallers with ordinary intelligence and lo express ordinary thoughls
with reasonable clurily. This emphasis upon the praclical euforces very
direcity our respousibilily as leachers of a lool subject. ... Our English
course should cmbody experiences . . . analogous lo the expecled general
experiences of hife,
—Charles Swain Thomas, Presidential
Address to the NCTL, 19353

The state course of study in English is liberal in lendency. . . . Handicaps lo
the praclical use of lhe couse in schools tronghoul lhe siale are chiefly a
paucity of book supply, local insistence upon more formal elemenls of
instruction. lack of preparation on the parl of leachers in poinl of view and in
knowledge of Lhe kind of materials sponsored by the course, and fear that lhe
Regenls' examinations or college entrance requiremenis will differ in
emphases from the slate course of study. -
—Dora V. Smith, after surveying
instruction iu New York State, 19414
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Chapter V

A Framework for Teaching

During the decades between the First and Second
World Wars, teachers of English were searching for a new and
coherent framework around which to structure their teaching. The
concern with seientific method was one aspecet of that search. but, as
in the progressive movement in education as a whole. it was never

“the only one. In the teaching of literature in particular, the answers

which science offered wer slow in coming and unsatisfactory when
they arrived. 'The writings and speeches of William Heard Kilpatrick
of Teachers College, Columbia, provide the best single example of
the problems toward which teachers of English soon turned their
attention. Many cited Kilpatrick directly as they sought to ratjonal-
ize and defend their own approaches: others less overtly but no less
ohviously reflected his emphases and concerns. and sometimes even
his solutions. As a disciple of Dewey and student of Thorndike.
Kilpatrick was himself a blend of the forces that led to the redefini-
tion of English instruction: his concerns were scientific, philosoph-
ical. psychological, reformist. And if that blend were improbable, so
would be the blend within the teaching of Fnglish.

In this chapter, the discussion will focus on the elaboration of a
metaphor of experience and later of exploration as the heart of the
educational process. Important contributing topics will include the
project method. the redefinition of the value of literature in terms of
“vicarious™ and later of “ordered” experience, the emergence of
radical social goals in response to the Depression, and the synthesis
of all these elements in a series of *'pattern curriculums™ offered in
the late 1930s. Other important movements which began during the
twenties or thirties—in particular the Eight-Yecar Study of the
Progressive Education Association, a new interest in semantics. and
the New Criticism —¢ulminated somewhat later and will he discussed
in the next chapter.

10%
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The Project Method

The Method Proposed

The project method was Kilpatrick's methedolagical solution to
the many demands on the progressive teacher. He outlined it briefiy
in Teachers Collcge Record in September 1918, and elaborated it in
more detail in a later book, Foundations of Method (1925). Accept-
ing the progressives’ rejection of mental discipline and their concern
with moral and ethical development, he also pointed out that the
method of teaching could itself convey important lessons to the
student, lessons which have nothing to do with overt subject matter.
Since in a democratic society *“the typical unit of the worthy life’ is
“the purposeful act,”” Kilpatrick argued that this should also be the
“typical unit of school procedure.”*

Though in many ways this view of education was philosophically
‘rather than psychologically derived. Kilpatrick carefully justified it
in psychological terms. Here his analysis followed Thorndike in
stressing that learning results from the Law of Effect: *‘any move-
ment of mind or body that succeeds (or brings satisfaction) has for
that reason a better chance of heing used again.” The virtue of the
purposeful act as the basis of education is that it insures the working
of the Law of Effect; the fulfillment of *‘purpose” brings satisfaction
and thus forges the necessary honds between stimulus and re-
sponse.” '

The project method was Kilpatrick's way of institutionalizing the
purposeful act, and he described four kinds that could claim a
legitimate place in the curriculum. One was the project to embody an
idea in external form, as in writing a letter; the second, the project
whose goal was simply to enjoy something, as in hearing & story: the
third, to solve a problem, as in deciding why New York City has
outgrown Philadelphia: the last, the project to attain a skill, as to
bring one’s handwriting up to grade 14 on the Thorndike scale.” The
projeet that quickly came to dominate the literature did not really

“correspond to any of Kilpatrick's four categories; it might best be
called the project to complete a task, as to make posters for a local
show, to publish a schoul newspaper, or to build a model of the Globe
theater. _

Even Bobbitt in his functionalism had paid tribute to the value of
“experience’ in describing the uses of literature and reading; Kil-
putrick, by placing the " purposeful act™ at the heart of the educa-
tional protess. made experience and education virtually synony-
mous. As he put it, the ‘‘psychological order is the order of
experience, of democracy. and consequently of learning.” And it was
experience which would bridge the sometimes awesome gap between
subject matter and child, between the world of the sophisticated
adult and that of the naive schoolboy:
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The subjeet-matter of the corricolom is race experience, the picked
winnings of the race, the hest ways mankind has yet devised of
meeting its problems. . . . The child has experience, the race has
experience. The child's experience is. of coorse, childish: bot it is
merely sniall. the beginning, the germ; the fuller form we see in the
rage experience, :

Thus the project method, and education itself. could ultimately he
seen as the broadening of experience, opening up the child's view
until it could encompass the full “'race experience’’: “The best way in
which I can now conceive the curriculum itself is as a series of
experiences in which by guided induction the child makes his own
formulations. “Then they are his to use, ™

The Respouse

Iinglish teachers were in genoral quite receptive to Kilpatrick's
exposition of method. Hosic provided an outline of the "Problem-
Project Method™ in the November 1918 issue of English Journal
{only two months after Kilpatrick's Record article),* and the Journal
followed up with many examples of the successful use of the
approach during the next several vears, W. Wilhur Hatfield, a
colleague of Hosic's at Chicago Normal School and his successor at’
NCTE. also undertook to explain and illustrate the method; he
considered it most appropriate for the teaching of writing. however,
and did not deal with literature at all. ‘

By the end of the 1920s, the project method. the prohlem method,
unit instruction, and the Dalton plan had become, in application,
virtually indistinguishable, Yet each of the approaches had, in its
original formulation, made a unique contribution to the rapidly
evolving methodology. What the project method did for the teaching
of literature was to bring experience within the curriculum. Though
the aetivities would eventually bear little relationship to those
Kilpatrick had envisioned, they would he planned and carried out to
broaden and extend the student's range of experiences in the way
that Kilpatrick had argued. '

Toward Experience

Literature and Experience

Teachers’ first response to the emphasis on experience was to
treat literature as a "'vicarious" experience of the events described.
As Hosie described it in his doctoral dissertation (1921). in this view
literature “enlarges and enriches the experience of the reader and

O
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extends his knowledge of life.”* The roots of this emphasis are
complex— those whom Hosic cited as in essential agreenient included
Arnold, $t. Beuve, Corson, Hudson, Baker. Bobbitt, and Charters.
The change during the twenties was to shift the focus from the past
cultural experience Arnold had defended toward the prasent experi- .
ence of the child himself. Sterling A. Leonard, in a textbook
published a year after Hosic's study, gave the concern with vicarious
experience its fullest statement. Throughout, he emphasized the life
embodied in the books studied. rather than their “literary” charac-
teristics. As he wrote in his preface, the “fundamental and central
idea™ of his discussion was that “children’s reading of literature
should be slways an achievement of realized. true, and significant
experience.” He explained further on, however, that he meant *“‘true
in the largest sense, of giving a right idea of relations between people
in actual life, and between thoughts and acts and their consequences
according to natural law and sotial order.” He meant that the
vicarious ex perience offered must be a traditionally moral experience
—an assertion soon to cause trouble for the progressive teacher of
Fnglish.* . ‘ :
What Leonard was doing was fusing the emphasis on values that
had been so important during the reorganization period with the
emerging focus on experience. The underlying argument was simple
enough: if literature is moral and also provides a vicarious exper-
jence, then the morality of the literature must come from the
vicarious experience itself. Teachers fresh from the -propaganda
campaigns of the war had little doubt that literature's effects were
quite direct. Secure in this belief. an NCTE committee on interna-
tional relations attacked the *far reaching and pernicious influence’
of Tennyson’s ""Charge of the Light Brigade'’; they thought that the
unquestioning obedience of the soldiers was the wrong kind of
experience for schoolchildren to have."* A similar acceptance of the

- power of vicarious experience led to an interest in hiographical

Q

studies. As Martha Shackford of Wellesley College put it in arguing
for teaching the life of Goldsmith: **He gives balance and sanity: he
suves us from dangerous complacence. His life was touched with
pain and loneliness, but he was not dismayed. By living his life over
with him our hearts ought to he softened and purified,”"!

Yet by the middle of the decade the ethical approach to literary
experience was raising as many problems as it had solved. The carly
twentieth century had produced a host of new writers who challenged
the very foundations of literary taste as well as the conventions of
society, With the ethical orientation in literary studies, the orienta.
tion which said in effect that the morally good was the acsthetically
heautiful, there was really only one verdict which could be reached
about these writers. Harry T. Baker of Goucher College pronounced
it in 1923:
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It we know anything worth knowing about past literature, we can say
sumething sensible and often helpful abont that much' over-praised
novel, Main Street. or about the blatant produetions of the Vulgarian
School of versifiving. headed by Vachel Lindsay, Carl Sandburg, and a
few nondeseript immigrants, and sponsored by strong-minded ladies
like Harriet Monroe and Amy Lowell. . . . The most noticeuble feature
of their eurious volumes is that they need the services of a delousing
station. If there is one especially prominent “note’ in American minor
poetry at present—and all of it is minor poetry—it is the note of
complacent vulgarity.

Baker's arguments fllustrate the predicament in which the progres-
sives in English found themselves. Concern with modern authors
wias 8 basic tenet: so was an emphasis on the svstem of values
imiplieit in the work. The immediate response was o postpone
judgment. studying the new authors without attempting o intro-
duce them inta the high school curriculum. English Jouwrnal, for
example, hegan to be more systematic in its attemipts to inform
Lteachers about developments in the general field of literature. Peorey
Boynton of the University of Chicago was commissioned to provide a

_series of scholarly articles on " American Authors of Today™: the

first appeared in September 1922, Though the Journa! had published
carlier articles by literary erities, the Boynton series was the formal
beginning of a practice which continued unbroken for nearly forty
years! it eventually brought such distinguished names as Louis
Untermeyer, Eara Pound, Theadore Dreiser, Vachel Lindsay, Mark
Van Doren, Zona Gale, and J. B. Priestley to the Journal's pages'
During the Depression especiatly, when many literary magazines
went bankrupt, these were often original studies of some import
rather than simply overviews of current opinion for teachers.
Gradually the need for new technigues of eriticism began to be
clear. Llewellyn Jones, editor of the literary review of the Chicago
Evening Post, provided a lengthy reformulation in a two-part article
on aestheties in October and November of 1925, Acknowledging his
debt to Ogden and Richards, and (o Ainslie's translation of Croce, -
he defined art as “*a complete and suecessful expression ol a part of
life—perhaps a very small part—experieneed as one experience in
which all the factors hang together.” It is this coherence which
distinguishes art, not any “parochial” moralism or didacticism.
Jones proposed two standards for judging art. The first was the
extent to which the artist was “sincerely giving us experience’” —and
not “'tryving to prove a point, put over a thesis or generalization: in
short indulging in propaganda.™ Notice that what Jonos has dono
here is to continue the emphasis on experience while purging it of a
direct relationship with values. His second eriterion was whether the
work had achieved forn: “that is. whether all that is not essentiol to

(€)
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the experience, all the accidentals that surround it in real life, have
heen purged away, so that the work has unity and affects us as a
single organic whole.” Again, (his continues the concern with
experience but makes it dependent npon form rather than content.
Such an analysis destroved the basis on which literature had been
justifying its place in the curriculuin, ngt Jones presented a new
function which it might serve: . . . althongh we repudiate the
heresy that art must teach us moral lessons, we must admit -that
major art does have an educative function: it reconciles us to
existence by presenting existence in an ideal (not a morally ideal but
an intelleetually ideal) light: as something that hangs together, that
is not anarchie.”**

Thiz analysis provided teachers with the ideal solution to the

~ problem of twentieth century literature. Its emphasis on experience

(€)

continued the casy link with the methodological and philosophical
proposals of Kilpatrick and Dewey. At the same time, by substi-
tuting intellectual order for moral value it justified the approaches of
the new authors. The process of assimilation was not easy. especially
for teachers in whom the previous approaches were thoroughly
ingrained, but the direction was at least clear. Increasingly during
the twenties and throughout the thirties, diseussions of literature
were phrased in terms of the experience which the work under study
would provide. .

One should not conclude, however. that *‘experience’’ was in any
sense to beeome a developed critical approach: rather it was the
underlying zoal toward which the various approaches were oriented.
The study of types, for'example. was stressed by many of those who
wanted to treat literature gs experience. Leonard used it to structure
a high school course that would group together experiences present-
ing similar sorts of difficulties in reading and interpretation.'* After
Mubel trene Rich provided teachers with an anthology erganized by
types in 1921, complete with a laudatory introduction by James
Fleming Hosie, the study of types emerged as the first widely
aceepted alternative to the study of single classics from the college
entrance lists. " Historieal studies received support fromn teachers
who argued that in order to experience fully a work of literature, it
wis necessary o understand fully the soeial and cultural milieu in
which it originated.*' Teachers whose concerns were more direculy
pedagogical turned to the instructional unit as the major way to
insure that students would achieve a proper “‘experience.” Some
sugpested units focussed on a central reading, the experience of
which would be enhaneed by a plethora of other activities organized
aronnd it. Others focussed the experience instead on a single concept
{e.g. liberty. patriotism), often in the process revealing a continuing
eoncern with the inculeation of a very particular set of values.
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( ‘ountercurrents

The movement toward literature as experience remained a move-
ment away from the formal study of literature, even after the
structured nature of the experience became central to its justifica.
tion. Throughout the period of concern with experience, however,
there were strong countercurrents urging other emphases. One such
voiee was raised by Joseph M. Thomas of the University of
Minnesota, seventh president of NCTE, In his address to the 1919
convention, he paid full tribute to the criticism that had been
direeted toward early forms of literary study; but he went on to
argue that the abuses of the past were no cause to abandon the great
tradition. He had only caustic comments for Iinglish teachers who

... have given up Leving to interest the student in what they Lhink he
ought to be interested in, and are experimenting in a vain effort Lo find
what he witl like. They have not foeresworn English, but have definitely
ubandoned literature. Instead of the Spectator. they read the Literary
Digest: the local newspaper has replaced Lincoln and Franklin. Milton
and Tennyson have been given up for something “peppy "' in the way of
new poetry. And ! even hear of schools in which the Saturday Evening
‘Post is studied in English, They have sold their birthright for o mess of
Potash and Perlmutter.

‘The major point that Thomas and others who sounded the same call
were making was that while the goals of those seeking to reconstitute
the literature curriculum were laudable, the direction that had been
taken in search of those goals was doomed to fail. Martha Shackford.
another unconvinced college professor. made her point in the process
of deseribing the properly educated *“freeman’ in another article. In
her view it was necessary to enforce a discipline and concentration
that the high school lacked: . . . until a child learns intellectual
courage, the necessity of hard work, the fundamental significance of
attacking and overcoming difficulties, he will never progress from
the amaoeba stage of intelligence.” )

This was un argument for mental discipline, dressed up in the new
vocabulary of “intellectual courage,” *'responsibility,” and progres-
sive social orientation. Tt is thus especially interesting to note that
tribute is paid to the experience approach in its manifestation as
cultural history: the discipline Shackford advocated was to come
from viewing literary works as *products of a very comprehensible
social and political condition in each age, interpreted by individuals
with imaginative insight, yet deriving much from the tendencies of
the previous age, '™

Another major voice of reaction was that of Harvard's Irving
Babbitt, chief propanent of the American humanists. His emphasis

(€)
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was much the same as Matthew Arnold’s, placing in literature
functions previously assumed by religion, family, and social class.
PPointing out that *‘the old education was partly humanistic, partly
religious; the new education is humanitarian, concerned, that is, less
with making wise individuals than with improving society as a
whole,” he asserted that teachers must decide whether “our educa-
tion, especially our higher education, is to he qualitative and
intensive or quantitative and extensive.” Babbitt opted for. the
former alternative. asking teachers to “ignore certain equalitarian
fallacies that are now being preached in the name of democracy.'*
T'his social conservatism, coupled with a lack of interest in modern
studies, prevented Babbitt and the humanists from being widely
accepted in the schools or the universities: but they kept alive a
tradition of attention to great books and great ideas that eventually
reemergoed in the writings of Mortimer Adler and others in the 1240s.

C'oncern with student interest also continued as an element of the
experience approach, though Kilpatrick found it necessary to draw a
distinetion between "a state of interest’ in which children would "*be
always and merely” amused, and “'active interest” which would be
conducive to growth on the part of the child. A similar distinction
prompted Lou 1., LaBrant to protest against *'the practice, much
more cotnmon than our puhlications would indicate, of using the
carving of little toy boats and castles, the dressing of quaint dolls,
the pasting of advertising pictures, and the manipulation of clay and
soap as the teachizg of English Hterature.” If such devices were
really necessary to insure interest, ' The remedy would seem to he in
changing the reading material rather than in turning the literature
course into it ¢lass in handicraft.”” Hatfield followed LaBrant's article
with an editor’s note suggesting that there were "“two modern points
of vicw,"" and pointed to another article in the same issue supporting
such activities.?* It would be a long time before teachers would
willingly give up the “aids"” they had developed.

Another part of“the experience philosophy that provoked reac-
tions was a concern with guidance™ through literature which some
teachers, especially in the juni(‘)r\i‘figh schools, used to replace their
earlior cancern with ethies. This was already evident in articles on
sex education ut the end of the reorganization period, but reached its
height in the Iate twenties. [t was put into perspective by Howard
Mumtord Jones in 192%:

I meet Susie and Willie seriously debuting with all the carnestness of
their naive voung souls the question of whether a nice girl can afford to
stay away from a petting party: and [ wonder whether the experiences
of Maggie Tulliver in The Mill on tie Floss will guide them in their
solution: T do not recall that she petted. though she seems to have
gutten herself even more seriously involved than de modern girls who
pet; and 1y mind gous back to the AManual of Courses of Study which .
declares in all seriousness Lhat the study of the classies will help Sugie
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and Willie in the interpretation of problems nf thinking and conduct
that meet the individual in his daily life. . . And with Susie and Willie
hefore my mind. 1 am tempted to murmar. in the luyruage of Al Smith.
*Bologny!' e

Jones argued instead for starting with the child, not with the
literature, choosing Kipling and Sherlock Holmes. if that would
inteiest them, rather than Milton and Jefferson.

The Social Perspective

As the forces of fascism began to stir in Europe, and the pangs of
Depression began to be felt even in America, literature again found a -
didactic function. One strong influence was the vigorous school of
Marxist and left-wing writing and eriticism which flourished inter-
nationally, and which was led in America by such men as John Dos
Passos, Michael Gold, and Joshua Kunitz. For many of these men,
content, rather than form, again became the only criterion of
exvellence. In the words of V. F. Calverton., editor of Mudern
Quarterly and a leading spokesman of the left, the goal was to build
““a new society which will embody, like Soviet Russia today, a social,
instead of an individualistic, ideal.” English Journal, in keeping
with its policy of informing teachers of all aspects of the current
literary scene, assiduously brought these men to its pages—earefully
vounterposed with editorial comment and more eonservative points
of view, but there nonetheless for all to read and ponder.*?

Most teachers of English were ready to heed the implicit social
orientation that these writers were offering. In a time when estab-
lished institutions did seem to he faltering, and just distant enough
from the previous world war for the disillusionment it had generated
to have faded, the original progressive concern with social progress
could reemerge. if anything more radical for its long suppression.
One focal point for the social theorists was Teachers College,
Calumbia. There a group of educators under the leadership of W. H.
Kilpatrick eventually forged an unusual measure of intellectual
cohesion, The fullest statement of their creed was The Educational
Frontier (1933), a yvearbook produced for the National Society of
Coltege Teachers of Fducation by a committee dominated by the
Teachers College group. The task of education as it was presented
there was “ta prepare individuals to take part intelligently in the
management of conditions under which they live, to bring them to an
understanding of the forees which are moving, to equip them with
the intellectual and practical tools by which they can themselves
enter into direction of these forces.”* In such a program the focus of
study would be upon current social issues and problems: in many
ways it was a return to Dewey's earliest coneerns.
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T'he social perspeetive so evident in The Educational Frontier was
not limited to the Teachers College group, even though it is usually
identifiicd with them, Indeed, Lthe basis was quite broad, reflecting a
strong national movement towards socialism in the late twenties and
early thirties. The President’s Committee on Social Trends, set up
by Herbert Hoover in 1929, placed a similar stress on the need to
reconstruct society’s value system:

I'he clarification of human values and their reaffirmation in order to
give expression (o them in terms ¢f today's life and opportunities is a
major task of secial thinking. ‘Uhe progressive confusion created in
nien's minds by the bewildering sweep of events revealed in our recent
saeig) trends must find its counterpart in the progressive elarifivation of
men's Lhinking .nd fecling, in the reorientation to the meaning of the
new Lrends,

To the American flistorical Society’s Commission on the Sacial
Studies in the Schools (1934), it was the public schools which should
ease the birth pangs of socialized society. educating its students for
the end of the “"age of individualism and laissez-faire.” Even the
NEA was willing, as it viewed the national situation in 1932, to
endorse a commitment to social reconstruction through education,®

The reconstructionist point of view took as its starting point
Dewey's observation that “education is the fundamental method of
social progress and reform™; its end point was radicalism. George S.
Counts challenged the Progressive Education Association in a 1932
address. " Dare Progressive Education Be Progressive?” in which lLe
argued the need for education to emancipate itself from the middle
cluss. reaching for political power to lead the nation to socialism. He
argued. too, that indoctrination of students would be a necessary
part of the struggle toward the desired goals. The Social Frontier,
the major journal of the reconstructionists {with Kilpatrick as
chairman and Counts as editor). dealt squarely with the ideological
issues raised by such approaches. Founded in Octoher 1934 to give
more effective voice to the group, its pages chronicle the increasingly
radical rhetoric that eventually split the movement and helped to
plunge progressivism as well as the reconstructionists into disfavor,
By February 1936, the journal had turned to the rhetoric of class
warfare as the means to the collectivism which was the major social
gaal. In so doing it lost many of its supporiers; this was further than
even most of the Teachers College group were willing to go.™

The social reconstructionists, whether laying out hasic tenets in
The Educational Frontier or arguing on the pages of The Social
Frontier. had a strong sense of mission and a fervent helief in the
power of education as an instrument for good. Though the group to a
large extent centered around Kilpatrick, they gave little attention to
the specifics of curriculum and method that would have been needed
to direetly influence current practice. Their accomplishment was
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instead indirect: they reawakened the social consciousness of the
progressive teacher. the belief in reform and progress that had
originally given progressive education its name. Certainly the rhet-
toric of the social reconstructionists was accepted by teachers of
Iinglish during the early 1930s. Stella Center. of John Adams High
School in New York City, assessed "“T'he Responsibility of Teachers
of Fnglish in Contemporary American Life” in her presidential
address to the 1932 NCTE convention. The responsibilities were
broad:

It aritf walls mount to incredible heights and our political leaders
pursite i poliey of eighteenth century isolation. it lies especiplly in the
province of English instruetion, by a program of reading and discus-
siof, to develop a feeling of world solidarity and to ereate better inter-
national understanding,

Why this was “especially the province of English instruction” was
not guite clear; presumably the answer lay at least in part in the long
ethical tradition which had most recently heen reflected in the work
of K. Estelle Downing's NCTE Committee on International Under-
standing. This committee was reorganized at the same convention
and the cause of peace was taken up with renewed zeal. The Council
announced that together with the NEA it was “officially sponsoring
the peace movement in the schools.” Journal articles, convention
sessions. and--a major first for the Council—official resolutions
were culisted in the. crusade on which “the future of the world
depends, ™ :

Yet at the same time teachers of English rejected the call for
indoctrination. When George S. Counts challenged the schools to
build a new social order, Hatfield agreed editorially that there would
indeed be great changes in society during the lives of the students:
the proper way to prepare them, however, was hy training them to
think—not by imposing thoughts upon them. And when a few years
tater a language workbook included zn advertisement for a telephone
company, John J. DeBoer, assistant edjtor of the English Journal
and long a backer of the peace movement, editorialized on the
dangers of propaganda in the schools: *“This propaganda in behalf of
a private utility is so obvious it would not be alarming were it not
typieal of other influences more insidious. Pressure groups of various
kinds constantly besicge the school and frequently invade the
classrooms with viewpoints inimical to public welfare.” His answer,
like Hatficld's to Counts, was to point out that **Not suppression but
exposition should be the guiding principle of American education. ™

Ultimately, teachers of English rejected the plea of the social
reconstructionists because they saw other values implicit in their
subject matter. Thus Oscar J. Campbell warned in his 1934 NCTE
presidential address that *“The greatest danger in such a time as ours
is that one’s mind may be completely captured hy the immediate and
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pressing, Values which are not obvious are in danger of hecoming
abseured vr Jost. Qur duties in a rapidly changimg world can best be
discharged if we remain cognizant of the nature of our subject and of
those deeper regions of personality to which it bhrings life and
energy.’” And two years later Dora V. Smith, addressing the same
body in the same capacity, felt it necessary to ask. " Are we willing to
pive boys and girls a share of the attention we have devoted to
nglish as a subject and to the indisputable claims of the social
order?”™ Tt was time, in other words, to return attention to the
children who had heen somewhat out of view since the Depression
had begun. .

Patterns for the Curriculum

An Experience Curriculum

In November 1929, at the instigation of the new president, Ruth
Mary Weeks, the Executive Committee of NCTE appointed a
Cutriculum Commission to develop a “pattern curriculum™ that
would illustrate the hest current practice and thus provide a stable
reference point in the midst of the rapidly shifting instructional
coneerns. Over one hundred Council leaders served on the commis-
sion’s fourteen subcommittees, together with representatives from
the N1A, the American Association of Teachers Colleges, the
National Association of Teachers of Speech, the National Associ-
ation of Journalism Advisers, the North Central Association of
Colleges and Secondary Schools, and the Southern Association. of
Colleges and Secondary Schools. :

I'he undertaking was in many ways more ambitious than any of
the earlier efforts ta define the scope of English instruction, for what
the commission had in effect to attempt was a new synthesis. The
carlier reports on English-—from the Vassar Conference of the
Cammittee of Ten and from the National Joint Committee on
English—had gathered together a consensus of contemporary opin-
ion; the new commission had to forge such a consensus where none
existed, to plan a new and largely untested shape for the teaching of
English.

The task was carried through with enthusiasm and a certain
measure of suceess. Responsive to the many different forees that had
been reshaping instruction, and aware that there had been few
systematie attempts to embody the emerging principles into eoher-
ent practice, the Curriculum Commission made no pretense that the
restilt was in any sense a national prescription for English instruc-
tion; indeed the Cammission thought it abundantly clear that any
“attempt to create a single curriculum siited to pupils in environ.

RIC ‘



E

A Framewonrk FoR TEacame 119

ments so different as are to be found in the United States would be
follv.™* The final report, An Expericnce Curriculum in English
(1935), was rather intended as a pattern that other groups could take
as a starting point in developing a curriculum to fit their own partic-
ular circumstances.

The report began with the premise that “*Experience is the hest of
all schools. . . . The ideal curriculum consists of well-selected
experienices.” The process of selecting those experiences was the
process Bobbitt had outlined and the Committee on the Place and
Function of English in American Life had illustrated: it was to
“survey life, noting what experiences most people have.” And it was
one step more: it was necessary to look, in these same surveys of life,
for the “desirable possible experiences they miss” {(p- 3). En deriving
this no longer strictly empirical display, the commission was break-
ing no new ground: their unique contrihuiion was an attempt to
weave the selected experiences into a coherent curriculum stretching
from kindergarten to college.

The “radical progressive unit” was taken as the basic element
around which to structure the curriculum, This was the commis-
sion’s attempt to revitalize and focus the somewhat nebulous unit
that had emerged from the blend of Morrison units, projects, and
contracts. As they put it, a unit **means an organie whole which is at
the same time both a structural and a functional part of a larger -
organic whole™ (p. vii. fn. 1).% Units lasted anywhere from five to
fifteen days, and were themselves organized into what the commis-
sion termed “experience strands.” each of which was a series of
similar types of experience “arranged like broad easy stair steps in a
reasonably steady progression of intellectual difficulty and social
maturity* {p. viii).

The final report divided the various experience strands into
several sets. including Literature Experiences, Reading Experi.
ences, Creative Expression Experiences, Speech Experieneces, Writ-
ing Experiences, Instrumental Grammar Experiences, Correetive
Teaching. and Electives. These were in general the work of different
subcommittees working under different chairmen. and were quite
varied in the extent and direction of the changes they embodied.
Probably the most progressive—and most widely attacked—stand
taken in An Experience Curriculum was the abandonment of formal
grammar in favor of functional instruction. The point was made
bluntly: “There is no scientific evidence of the value of grammar
which warrants its appearance as a .prominent or even a distinct
feature of the course of study.” The only concession made at all was -
the inclusion of the study of grammar as a formal system among the
suggested electives for high school seniors (pp. 228, 489), "

The curriculum in literature was equally liberal in conception,
placing its emphasis upon pupils’ experiences, upon informal discus-
sion. upon ‘broadening horizons and refining perception. Experi-
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ences which might be “harmful” were to be carefully excluded,
including “*such horror or sex experiences as the immature cannot
sustain without shoek and warping of their natures,” as well as
“sentimentality, glamorous presentation of evil-doing, inconsistent
characterization, misrepresentation of moral cause and effects, and
vontravention of natural laws.” With these exceptions, individual
experience would be enlarged in as many directions as possible,
allowing no one concern, however ardent its advocates, to circum-
seribe the literature eurriculum: *‘the ineuleation of knowledge or
ethienl ideals, the posing of social problems. the cultivation of the
power to perceive beauty, or the mere provision of an escape from
trying actuality are, all of them, too narrow objectives™ (pp. 19-20).

Yet when faced with the task of providing a pattern curriculum in
literature, the conimission found itself subverted by the very con-
ventions it had established for the final report. The chief reforms it
was advocating for literary studies {unlike those in grammar) lay in
the way each work was to be studied; they did not involve the
sequenee or, to nny large extent, the works that would be used in the
first place. The ideal classroom approach was seen as one of wide
reading and little discussion—much like the method Coryell had
userd with the “experimental” group in her recent and controversial
dissertation, Faeced with the need to provide a sequence and organi-
zation {and little elsed, the report showed no clear preference for any
of the various methods of organizing materials, and no clear concep-
tion of how the “experience units'” differed from any other approach.
‘I'hus the major experience strands were an astonishingly traditional
blend of currently popular approaches:

A. Enjoying Action
3. Exploring the Physical World
C. Exploring the Social Workd
D). Studying Fluman Nature
2. Sharing Lyric Emotion
F. Giving "aney Hein
G. Solving Puzzles {e.g., mystery stories)
H. Listening to Radio Broadeasts
1. Enjoying Photoplays

Within these strands there are sample units on animals, heroes, and
humor; en allegory, epic, and myth: on the origin of man, the effect
of inventions. and industrial expangion; on rhythm, figurative
expression, and characterization; on patriotism and brotherhood;
and many, niany more. ,

In spite of the rhetoric, the units do not in any significant way
load to—and were not meant to lead to--important experiences
through literature. What they do attempt is to provide the funetional
skills that were considered prerequisite to the actual experience of
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literature. The experiences that are offered, on the kindest judg-
ment, are better than the earliest philological approaches; but they
are artificial and lifeless in their own way. Thus the final unit in the
strand Enjoying Action has as the Primary Objective (the “ultimate
goal” of such study), "To enjoy adventures which are more interest-
ing because their backgrounds are so different from our own environ-
ment.” For Enabling Objectives, it offers *"To visuaiize clothing.
weapons, houses. and other details of the background. To note
peculiarities of speech and social customs, if there are any. To catch
some of the attitudes and wuys of thinking which are different from
ours” (p. -M). Even the list of Typical Materials is traditinnal,
including among others novels by Scott, Cooper, Dickens, and
Stevenson that had been on the college lists at the turn of the
century. Or again, we can take a unit that sounds more promising,
Number 6 in the strand Exploring the Social World. This offers as its
Primary Objective, "To observe the effects of widening trade
horizons on our daily lives”; for Enabling Objectives: “To see how
new frontiers and new enstoms were the direct result of the desire of
man to inerease his trading area; to cateh some idea of the need for
invention, investigation, and discovery: to note the organization of
big business and the resulting efficiency and economy which it
implies” {p. 49). Here the materials are less traditional, including
Whitman's 1 Hear America Singing,” Andrew Carnegie’s Own
Story. and Norris’ The Octopus. Yet even in this unit, among the
best in the series, the concept of experience seems completely
unrealized. 'The student will, if the objectives are successfully
pursued, gain a certain measure of knowledge: he will not, however,
have been given any inkling of the peculiar virtues of literature in
conveying that experience. {One might question whether, given
these particular objectives, literature really has any peculiar vir-
tues.}

Conducting Experiences in English

Fiven as the final report was being presented to the November
1935 convention, some of the problems were recognized. Dora V.
Smith, not herself a member of the Curriculum Commission, noted
that method and content had not heen clearly synthesized in the
literature sections. Two years later, the Couneil saw fit to organize a
new committee under the chairmanship of Angela M. Broening to
provide illustrations of how the materials in the first report could be
translated into action. The focus of the problem was clear in the title
chosen for the second volume, published in 1939 as Conducting
Experiences in English.**

By the time Corducting Expericnces was puhlished, An Exper-
fence Curriculum had been widely emulated. Textbooks were already
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purporting to embody the approach, and courses of study across the
country had been modified in keeping with its principles.* in the
new publication teachers were shown how to put the materials {o
work. In literature, the connection between method and content was
tightened by recognizing the centrality of the reader’s response: ' He
takes as much of the book as he can. rewriting it, as it were, in the
imagery of his own experience.” The goal of the teacher in this
proeess would be to foster a “natural. vital discussion of the
experienee shared by the author.”™"

The heart of the book. however was again the specific illustra-
tions of “vonducting experiences.” These were, as in the earlier
report, a mixture of approaches ranging from the excellent to the
banal. One of the best of the literature units was the first offered: it
outlined a sequence of lessons following a heavy storm. during which
eighth grade students discussed their reactions, read poetry, and
eventually wrote their own poems. But most of the literature
activities, like those in An Experience Curriculum, failed to make
clear how experience with was leading to the desired experience
through the literature being studied.

A Correluted Curricubem

The Curriculum Commission attempted to formulate a program
for English that could function within schools as they were preseritly
organized. It lauded experiments designed to end “the artificial
separation of one subject from another.”* but left the full exposi-
tion of such a program to a subcommittee which became virtually
independent. This committee produced a separate report, A Corre-
lated Curricultem, in 1936,

Rather than presenting ¢ curriculum, the committee analyzed a
spectrum of programs ranging from partial to total correlation. The
general approach was cautious: faults as well as virtues were noted
at each stage of the continuum. Unlike An Experience Curriculum,
which was presented as a successful pattern to be emulated, A
Correlated Curriculum was seen as deseribing an experiment—one
deserving widespread testing to answer the questions it raised. hut
one whose generalizability still needed to be evaluated. The commit-
tee was especially careful to preserve the traditional virtues of
Iinglish instruetion; indeed. among its lists of criteria for evaluating
attempts at ¢orrelation was one that asked if the tested values of any
subject would be lost, and another that asked if the degree of
subject-area competence hrought about by departmentalization
would be reduced in the new program,**

The movement toward correlation gained its support from the
most progressive schools and will be dealt with in more detail in the
next chapter. Among its many roots, one of the most important was
the growing influence of the Gestalt psychologists. These empha-
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sized the importance of the total pattern or ‘gestalt’ in psycholog-
ical processes. a concern which teachers generalized into a concern
with “world pattern™ and *unified experience.” To provide this total
perspective. teachers argued, it would be necessary for the curricu-
lum itself to be unified through integration or correlation of the
traditionally disparate suhject areas. The NCTE committee gave
another reason for correlation in its discussion. The exigencies of the
Depression economy had forced cuts in school budgets: it was hoped
that “‘curricular consolidation™ through correlation would circum-
vent “eurricular curtailment” (p. 11).

Initial reactions to the report were not favorable. Franklin Bob-
bitt. in a review for English Journal. attacked A Correlated Curricu-
fum Jor a “dislocation in the order of investigation.” *We helieve,”
Bobbitt wrote, "'that the department of English must take care of
matters more fundamental than correlation before it can he ready to
prepare anything more than a merely descriptive account of relative-
Iy unevaluated practices, such as the present investigation.” It was
the ““basic assumptions of the department, as ably represented by
the committed,” that needed ‘‘re-examination. reorientation, and
careful reformulation.” Perhaps surprised by Bohbitt's reaction, the
English Journal solicited a second evaluation, this one from L. T,
Hopkins of Teachers College, Columbia. "The second review, though
considerably more favorable, found the same problems with the
reflort that Bobbitt had delineated: the starting point remained
English, and correlation remained a device to aid in the learning of
that subjeet. There would he no fundamental change in the educa.
tional process. Indeed, Hopkins questioned the basic assumnption
that “synthesizing parts or elements into a complex whole will
satisfy the needs of pupils for wholeness or unity in their exper-
ience.”! And if that assumption could be soundly questioned, the
approach would have little left to recommend it.

Literature as Exploration: The Final Svnthesis

The many different forces which had been shaping the teaching of
literature were in the end successfully synthesized not by NCTE, but
by Louise M. Rosenblatt writing for the Commission on Human
Relations of the Progressive Education Association. In contact with
leaders of the Council but drawing more heavily on leading social
scientists, her magnum opus. Literature us Exploration (1938), dealt
at length with the proper role of and approach to literary studies.

Like the Council’s Curriculum Commission, Rosenblatt recog-
nized a distinction between experience through and experience of or
with literature—and like them also she considered the experience
through literature to be of central importance. But she did not aceept
the premise, stated explicitly in An Experience Curriculum, that the
teacher’s attention would focus primarily on the experiences with,
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literature, since these could bhe manipulated in a way that the others
vould uat. Indeed, Rosenblatt concluded that none of the currently
popular wayvs of wsing literature—whether to increase social
awareness, broaden the range of information, or develop sensitivity
to literury form—were likely to lead to an “intimate personal
response” {p. 70). Rosenblatt had no illusions that such a response
vould be easily aroused; it would reguire an approach infinitely more
complex than any of the approaches teachers were accustomed to
taking. The complexity. in her view, stemmed directly fron the fact
that “There is no such thing as a generic reader or a generic literary
work; ... there are only unnumberable scparate responses to
individual works of art” (pp. 32-33).

Thus it is the response of the student rather than the content of
the work of literature which becomes the object of the teacher's
attention. It is this response which must be challenged, refined,
enlarged —by the process of reflection upon the response and upon
the eleuents in the work which provoked it. In the end it is not
impertant that a student be able to distinguish among the various
literary forms: it is important that he learn to respond maturely to
progressively more complex writings. Literature as Exploration is
not a pattern curricalum in the sense of the Council publications, and
in many ways the approach outlined does not lend itself to formula-
tion in those terms. What emerges, finally, is the picture of qguiet
discussion, “'a friendly group, come together to exchange ideas” (p.
83). This group. much more than the materials they use, is the heart
of the educational process.

The importance of such an exchange of ideas was also dealt with
at length by Rosenblatt, Though discussed from a number of
different perspectives, the goals offered were essentially those of
scculturation, the development of socviallv accepted and socially
valuable miodes of thought and patterns of reaction. ** Any individual
born into a socicty must somehow . . .’learn not only its language,
its gestures, its mechanies,” she wrote, “but also the various
superstructures of ideas, emotions, modes of behavior. moral values,
that that particular society has built up around the basic human
relationships™ (p. 223). A pluralistie, democratic society such as the
United States can offer, of course, no one simple pattern, but neither
does literature. Indeed one function of literature would be to
illustrate the many different ways of life open to any individual.

Hosenblatt was careful to point out that what she proposed was
not simply & continuation of “the old notion of ‘character building
through literature” " —a tradition to which her concerns are obvious-
ly related. That older tradition, however, had been prescriptive,
providing **a series of models of human behavior to imitate™ {p. 294).
The new view of the teaching of literature would help the student to
experience many models, good and bad, and to learn to deal critically
and intellectually with the emotional reactions they would necessar-
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ily arouse. It was truly to be. in the terms of her title, an exploration
of the reader’s own nature, during which he would gradually
“hecome aware of potentialities for thonght and feeling within
himself, acquire clearer perspective, develop aims and a sense of
direction.” Viewed in this way, literature had a “very real, and even
central” role in the “'social and cultural life of a democracy '; it was to
engender the cultural paiterns and modes of behavior that would
control that socicty’s future.*»

The Effect on the Schools

The Course of Study

For some direct evidence of the extent to which classroom
procedures were changing in response to these new concerns, we can
turn to Dora V. Smith's monograph Instruction in English (1933).
prepared as part of the National Survey of Secondary Education.**
Smith analyzed 156 courses of study from 127 cities in 35 states, and
visited 70 schools that presented *“unique features of content or
method.” Her findings indicate that while some of the changes in
cducational theory were carrying over into the schools, others
certainly were not,

Methods of instruction at the time of this survey reflected a mix of
traditional and progressive approaches. Smith noted with approval a
widespread provision for individual differences, either through pro-
viding for separate tracks or by varying the work around some
central core. The unit method of instruction had also become
widespread. and seemed to have furthered progressive teaching.
Smith claimed that it Kad been “exceedingly beneficial” in helping
teachers concentrate on the literary work as a whole, leading to
“broader discussion, to less emphasis upon meticulous detail. and to
the seeking of wider relationships both in literature and with other
formis of expression™ (pp. 59-60). Though lengthy philolegical analy-
sis of texts was no longer common, too much time continued to he
devoted to single works. As much as nine weeks was given over to
the study of a single text in some classes, with a mode of four weeks
lor such selections as Julius Caesar, Macbeth, and As You Like It.
While noting a general policy of promoting wider individual reading
and a definite trend toward so-called ** Free-reading™ programs in the
western states, Smith offered little evidence that such programs
were in widespread use.

Moare positively, the time had clearly passed when the yearly lists
of college entrance texts could dominate the course, Rather than the
uniformity of earlier surveys, Smith found only eight texts common
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to the courses of study of;evt‘n one-fifth of the schools. The use of
literature anthologies, which will be discussed in more detail in the
next section of this chapter, had also become common, forming the
basis of the required course in 50 pereent of the junior high schools.
At the senior high schonl level they more often served as supple-
ments to the study of separately bound elassics. This reflected the
continuing legacy nf the examination syllabus: 50 pereent of the
schools had found nn other organization for their course. continuing
to present “mere lists of classics for study™ (pp. 47-49). Of the thirty
most frequently used texts, none were contemporary. Comparing her
results with an earlier survey of ¢nnditions before 1900, Smith fnund
that nnly the Bunker Hill Oration had vanished from the course:
"Otherwise the lapse of 25 to 40 years has made little change in the
requirements except to add a few more titles in kind plus the
nineteenth century novel™ (pp. 50-52). Yet this lack of change should
not have heen surprising. given the conservatism in this respect. of
the recommendations of the National Joint Committee on English.
The only other majnr change was the .appearance of American
literature courses as part nf the elgventh grade program in the
majnrity of schools.

‘The main alternative to the organization by lists of classics was
the study of types or genres. With its roots in “appreciation’ and
new impetus from studies nf reading, this had heen adopted hy 47
percent of the high schools and 22 percent of the junior high schools.
While Smith noted nptimistically that there was “‘evidence in
rlassrnom practice that some teachers are able to follow a course of
study organized by types without undue stress on form and tech-
nigue,” it was clear from her comments that such stress was a very
real danger (pp. 47-49}. :

Finally, Smith found that the real or imagined strictures of the
college continued to have a pervasive influence upon the literature
curriculum. Though preparation for college was at the very bottom
of the list of objectives presented in the courses of study, in practice
teachers were conditioning their teaching tn the college demands:
**No impression remains more vivid after conference with hundreds
of teachers throughout the country than the fear under which they
labnr because nf the requirements (real or imagined) of the institu-
tion higher up™ (p. 74). One must wnnder, however. about the extent
tn which this *“fear’ gained impetus frnm the comfnrt nf teaching the
old and familiar. The process of change is never easy. and the

- demands upon the teacher during ‘these decades were many and
complex.

Just a few years later, Dr. Smith again had the opportunity for
intensive assessment of the program in English, this time as part of
the Regents’ Inquiry Into the Cost and Character of Public Educa-
tion in New York State.*’ A representative sampling of fifty-one of
the state’s communities was selected for extensive achievement
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testing in the spring of 1936; schools in slightly more than half of
these communities were then visited during 1937, This investigation,
relving less upon courses of study and more upon the results of
actual testing and classroom visitations, was even less encouraging.
Although New York had a recent and liheral statewide course of
study, some 60 percent of the teachers reported that it was the
texthooks available, not the course of study. that determined what
went on in the classroom. And the book supply, though varying
considerably from school to school, was in general quite limited:
most programs made use of a single literary anthology for each
vear's course. Indeed, the movement toward wide or extensive
reading (one of the hopeful ““trends’ in the earlier study) was one of
the major casualties of the intervening years of depression. Schools
with curtailed instructional programs could not afford the invest-
ment in new materials that any substantia]l broadening of the
literature program would have implied. 7

Smith did find a “wholesome emphasis upon the reading of
literature selections themselves and not upon facts ahout books,
their authors, and the literary periods from which they come.™ New
instructional approaches--the project method. socialized class pro-
cedures. small group work— had not fared well, however. Intensive
reading of a single selection by the whole class was the usual
situation. and the approach hardly progressive: “Question and
answer procedures with the teacher in command, and recitation
around the room of sentences written out at home the night before
represent by far the most common activities of the average high
school English class in New York™ {pp. 2561-53). Indeed, the study
raised serious questions about the individualization of instruction.
Attention given to individual differences had become *‘largely ad-
minjstrative.” with materials and activities tending to differ *in
amount rather than kind."" **Attention to individual need had very
little place in the classrooms visited.” Smith complained. *General
regimentation of pupils was the rule; individualization, the excep-
tion" {pp. 154-57).

The study pinpointed teacher training and teacher load. in
addition to inadequate bark supplies, as the most important obsta-
cles to implementation of an effective English program. Though the
majority of teachers in New York schools had completed at least a
B.A., the programs they had gone through seemed in many ways
inadequate. Most had emphasized “academic English,” with little of
the breadth necessary to implement a progressive program. Anglo-
Saxon and Middle English, rather than contemporary literature,
speech, library training, or literature for adolescents, were the sorts
of college requirements the teachers had had to fulfill.

'The extracurricular progranmis presented another real obstacle in
some schools, absorbing so much of the teacher's time that formal
classes were devoted to ‘‘deadly and uninteresting routine.” With
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some understatement, Smith pointed out that such a situation
"sugpests the need of reconsidering the areas in which it is desirable

-for teachers to spend their best energies,” especially since the

Q

“ideal” fusion of extracurricular and eurricular activities was “far
from realized.” Though many schouls visited had flourishing pro-
grams in drama. journalisin, and debate, these were carried on for
the most part in isolation from the English: class, ¢ven when run by
the same teacher (p. 227),

The Literature Anthologies

Swith’s studies suggest that by the end of the 1930s, the teaching
of literature was to » large extent dominated by the literature
anthology rather than by statements of goals or courses of study.
Anthologies produced for the general reading public rather than for
the sehools date from the first days of the republic but reached a
peak after improvements in printing methods in the nineteenth
¢entury, These were often “gift books,” elahorately bound and
ithustrated, and presenting quite extensive—sometimes exhaustive
- eullections of complete works. Almost all forms of organization for
modern school anthologies had their forerunners in these early
commerical books—some were organized ¢hronologically, others by
Lypes or themes; still others presented the works of a single nation,
region, period, genre, or author,**

As long as the college entrance lists dominated the teaching of
linglish, however, there was little room for a school anthology. The
carefully annotated editions of the set texts reflected the demands on
the Finglish course more adequately, and they were also more
economical: with the lsts changing regularly, these editions allowed
the school to buy just the newly-appearing selections and to continue
to use texts held over from previous yvears. About 1920, however,
this situation began to change. The progressive emphasis on wider
reading made it more important to increase the number of selections,
while the gradual adoption of the comprehensive examination of the
College Board freed the schools from the domination of the Uniform
Lists. Clussies continued to be taught, but instead of changing the
titles euch year. a school could add an anthology to supplement and
broaden. the course. The leaders of the progressive movement in
English supported this emphasis; for example, Walter Barnes,
twenty-first president of NCTE, defended the “"book of selections™
as an economical way of offering many satisfving experiences close
together. Af least thirteen of the twenty-two .Council presidents
between 1917 and 1936 helped to edit the anthologies of one or
another major American publisher; so did Hatfield, never NCTE
president: but sccretary-treasurer for most of this period.* In
involving themsclves in these projects, they were giving tacit
support to thce use of these hooks in the schools. Finally. the
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restrictions on budgets brought about by the Depression propelled
the anthology from an increasingly important supplement to the
separatelyv-bound classics into the very center of the literature
program —with whatever classics were to be studied bound within
the anthology covers. In this way a single purchase could provide
materials for the whole eourse, materials that could he used over and
over again with new groups of students.

These collections were at least a moderately progressive foree
throughout the twenties and thirties. They were responsive to the
broader movemelits for reform and provided teachers, in the absence
of any other widely aceepted formulation, with a set of materials
arranged in a coherent order for use with their classes. Publishers
began by experimenting with a variety of formats for their collec-
tions. 'The L. W, Singev series (1927-31) was at the conservative end
of the spectrum, offering essentially the College Board texts conven-
iently bound in one velume; Scribner's Literature and Living series
{1925) was at the other extreme, giving a prominent place to modern
writers and social values. Most, however, tried to strike a commer-
cially more profitable balance between these extremes, so that
teachers with a variety of views could comfortably use them. One
Houghton Mifflin text went so far as to include selections and study
aids for two completely separate courses, one “general™ and progres-
sive in orientation, the other “‘college entrance” and decidedly
academie. ™

The most suceessful collection was the Scott, Foresman Litera-
ture and Life series (1922-1924), which managed to synthesize these
two points of view. It carefully included all the required college
entrance texts, but “*woven into the great Book of Literature itself™
was abundant material for the study of contemporary literature and
for the study of prose reflecting current thoughts and problems.”
Two devices were used to foster the synthesis. One was the rather
obvious exped’ent of including both “academic” and experience-
oriented questions for each selection (without dividing them as
such). The other was to organize the selections in order of increasing
difficulty and sophistication. The net effect was to increase the
traditionat emphases in the last two books, the functional or socially |
oriented sclections in the first two.™ .

Most of the carly anthow- jies emphasized the study of types or
chronology, but this began to change as teachers became more
concerned with “Cexperience.'’ One of the corollaries of the experience
approach had been the need for greater breadth and variety in the
selections presented, and as the scope of the anthology increased, the
use of types as a method of organization offered a less and less
coherent focus, By the mid-thirties, thematic units organized around
important personal or social goals dominated the seventh to tenth
grade anthologies, while formal and historical studies continued to
be the rule for the last two years. It was common, however; to find
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the various approaches nested within one another—a thematic unit
in which the materials were all of one type, or a genre study in which
the selections were presented chronologically.** {Many of the
illustrative units in An Experience Curriculum represented exaetly
such a blend.)

In addition to the shift toward thematic units, the anthologies
clearly did respond to pressures for more and more modern litera-
ture, even eroding the dominance of the CEER selections, Of the ten
most frequently anthologized authors in the period from 1917 to
1934, for examplé, all had been represented on the CEEB lists
between 1917 and 1934; but between 1935 and 1945 the CEEB
authors yielded four of the top ten positions. The newcomers— Walt
Whitman, Carl Sandburg, Robert Frost, and Emily Dickinson—re-
flected the growing interest in Amnerican literature and its institu-
tionalization as the eleventh grade course.

More important than the slight changes in emphasis in the
selections was the major shift in breadth. The highly conservative
Singer series provides a dramatic illustration of the anthologies’
response in this respect: the first edition of the tenth grade volume in
1928 had contained only ecight selections; the 1935 edition of the
same volume offered seventy-nine. Though few others shifted quite
50 rapidly. most series did increase both the number of selections and
the number of authors represented. However these works were being
handled by the classroom teacher, their mere presence in
the course represented a significant change in the program in litera-
ture.™ -

Perspective: The Years between the Wars

The decades that fell between the two world wars were a time of
change and experiment within the teaching of English. The period
began with the liberation of the subject from overt control by the
colleges; but that very liberation, as the leaders of the profession
came to realize, raised prohlems of even greater magnitude than the
ones it solved. When the teaching of literature had first come into the
schools, it had had a coherent—if somewhat circumscrihed— func-
tion, and it had had 2 methodology, albeit a borrowed one. that had
given it the aura of a systematic study. Indeed. without this
demonstrable function and method it is doubtful it could have won a
place as more than an ancillary part of the curriculum.

But the function was artificial and the method was borrowed, and
both were cast off when the teaching of literature hegan to assert its
role as a high school subject. The search for a new function arid a new
method was begun in the rhetoric and enthusiasm that marked the
Progressive Era in education. and if the leaders of NCTE were only
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oeeasionally themselves conifortable in the company of the leaders of
the progressive movement, preferring in general 2 more moderate
und subject-oriented position, they were buoyed by the optimism
amd sense of mission that pervaded the movement as a whole.™
Whether arguing the values of science or elaborating the details of
the experienee eurriculum, they rarely questioned the intimacy of the
relatianship between educational theory and educational practice.

Yot it was in the very nature of the task they had set themselves
that a gap should develop. The teaching of English had become a
natiotial enterprise, involving a multitude of teachers, each of whom,
if change were to be effective, would have to be not only convinced
that the change was workable. but also taught how to implement it.
But the leaders in the teaching of FEnglish had no panacea to offer to -
the teacher of literature; they were themselves engaged in the often
painful proeess of reformulating goals and methods, and trying to
reestublish meaningful limits to the universe of English instruction.
Asoften as not. the limits proposed broadened rather than eircum.
scribed that universe, moving the boundary ever outward through
socialization to social understanding and finally to acculturation. As
Robert C, Pooley put it in 1939:

Within twenty years we have had to meet, study. and assimilate
several new psychologies, at least one new sociology, and a score of
isms. We have had Lo grapple with such coneepts as “the ehild eentered
school,” the activity program, the socialized reeitation. the projeet
method. integration, correlation. two- and Lhrec-track plans, and the
unit plan. The progressive movement has waxed fal in the last two
decades. All these movements and schemes have added immeasurably
to Lthe seience and art of teaching. But they havealso bred doubts, fears,
and insecurity where onve there was confidenee.™

The insccurity expressed itself in many ways. only one of which
wus the reliance upon the argument that “the colleges require it™ to
justify continuing with old methods of teaching. Indeed, as the
Engiish Journal and the CEEB did their best to point out, the
colleges did not require the kind of preparation that was being
justified in their name, in general accommodating their requirements
to the changing philosophy of secondary instruction. Still, reaction
set in us the thirties waned: Dora V. Smith's 1936 presidential
uddress to the Council was even challenged by an Ohio teacher
protesting against **the forcing of the liheral methods on entire city
school systems. ™™

By the end of the thirties such protests, coupled with the sobering
findings of empirical studies of carrent practice. hrought a new and
more realistic perspective on the problemis of teaching literature.
Rosenblatt’s study helped too. for it presented the coherent and
systematic explanation of the place and function of literature in
American life that had heen lacking: and the expertise and knowl-
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edge that would be required to carry out her program were all the
more evident for the competence with which she had treated the
issues. ™ As carly as 1936, Dora V. Smith, writing for the Ninth
Yearbook of the Department of Supervisors and Directors of Instruc-
tion of the NEA, provided one description of the task that lay
ahead. ™ *'T'he fundamental question,” she noted. is "'what are the
chanees of suecess in the schools of our country today™ limited by
“narrow preseriptions in the curricula, with methods conditioned by
desks nailed to the floor, and with an examination system which
takes cognizance chiefly of faets and skilis?”

. . we ean begin by determining to approach literature as i ii ap-
proached by intelligent, cuitured people in everyday life. W& can
~ut pleasure in reading first: we can aim constantly at enjoyment
.~ « the development of hunger for more. We can test the success
ol our program by the desire of boys and girls to continue more reading
of the same sort under their own direction. We can associate books with
ever-widening interests and inereased understanding of human nature
and experience. . . . we ean at least begin to break with the traditional
pragram of literary chronology and technique . . . and relate literature o
the limitless interests of life itself (pp. 165-6Y).

Foven at that, the task that remainedfwas large,
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No one presen! at tha! first conference [of the Eighi-Year Study] wiii ever
forget the houes! confession of one principal when she said, "My teachers and
{ do not mow what to do with this freedom. [t challenges and frightens us. 1
fear that we have come to love our chains.™ .. . No one of the group counld
possibly foresee all the developinenls ahead, nor were all of one mind as lo
what shonld be done. :

—The Story of the Eight-Year Study,

19421

Neither this book nor any other can say how a page should be read—if by that
we mean Ihat it can give a recipe for discovering whal the page really says.
All it couid da—and tha! would be much—wouid be to heip us lo understand
sonme of the difficulties in the way of such discoveries.
—I1. A. Richards, How to Read a Page,
19422

Contmunication is one of the five or six most crucial services of war. It is one
with which a half-dozen major agencies in Washinglon are now urgently
concerned, for home fronl and baltie front alike, foliowing the first
imperative concern with military ntobilization and war production. 1t is
plainly {he oue in which onr seventy-five thonsand teachers of English can
make the special war contribution we have been looking, hoping, waiting for.
—Lennox Grey, NCTE second vice
president, 19433

The field of literalure pas! and present is a vast one, ahnost as large in scope
as occupalional, health, and contmunily living areas. The besic-course teacher
wonld have to become familiar with &s malerial in order lo weave ihe
reading (poetry, plavs, novels, biographies, essays, elc.) into the current areas
of concenlration.
—English Journal review of Education
for All American Youth, 19454

One of lhe Jovs of teachiug is the opporiunity lo influence the developmen!
and growth of the young sindent. There are few experiences lhat cvole the

- glow the teacher feels in seeing @ young person malure in language power, in
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himan relalions, in the personal satisfaclions which may be derived from
increased good taste in reading and listening, and in lhe power to use words
orally and in wriling so as lo achieve adequate adjusiment for himself and lis
teen-uge friends.
—Commnission on thie English Currleulum,
1956%
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Chapter VI

Narrowed Goals

The expansion of the English curriculum around
the metaphors of experience and exploration was followed by a
conscious narrowing of the scope and goals of instruction during
the ensuing decades. Much of this occurred within the context of a
movement toward “‘general education’ that came to prominence
simultaneously in the colleges and secondary schools of the late
thirties.® In part hecause the Depression left them with little else to
do. students who would previously have dropped out early were
remaining through the high school and even into the college years.
This created a new band of students for whom neither vocational
nor college-preparatory training would be appropriate; for these
“general” students a new kind of education was needed. As the
Progressive Education Association’s Commission on Secondary
School Curriculum put it, this would be “‘general education"—

education of post-elementary grade intended to foster good living. It
rules out conventional planes of professional preparation and scholar-
ship for its own sake when these prove extraneous to the single
purpose of helping the student achieve a socially adequate and per-
sonally satisfying life in a democracy.?

How to educate for this “socially adequate and personally satisfy-
ing life in a democracy” was the major problem faced by the
progressives during the 1940s and 1950s. Two major, complemen-
tary responses developed. The first involved a narrowing of the
initial progressive concern with the social needs of the student into
a concern with adolescent problems, in particular the problem of
adjusting to the demands of the adult world. This narrowing will be
the subject of the first part of the present chapter.

139
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The second and complementary response was to focus on lan-

puage and communication skills. This also developed as part of the
general education movement, but it had deeper roots in academic
traditions of language study. in particular in the general semantics
movement and the work of the New Critics, Both of these-the one
originating in response to the use of propaganda in the First World
War, the other in the complexities uf twentieth century poetry—
‘emphasized the difficulties inherent in skillful use of language,
with a concomitant need for close, analytic study if the reader or
listener were not to be misled. The entry of the United States into
World War 11 hrought the functional aspects of such language
studies once again into the foreground, relating all of them to a
central concern with “*communication skills.” As a War Depart-
ment spokésman explained the army view over NBC radio.

By Fnglish, the Army means skill in reading, writing. speaking, and
listening, and above all, understanding what ss read. written, spoken,
and heard. Army men and women must he able to communicate clearly
and accurately by any media: they must be ahle to understand the
orders they give as well as the orders they receive.*

Under the pressures of war, such a drastic reduction in the scope of
instruction generdted little rebuttal. Even the American Associ-
ation of Colleges agreed that “educators are not prepared to assert
to military authorities that the ‘intangible values’ of a liberal arts
education would make soldiers better fighters.”™ Under such pres-
sures, spelling lists and vocabulary exercises proliferated. and
reading skills became again an important cencern of the secondary
school teacher of literature.

Even as the new and narrower focus of instruction was develop-
ing. it generated a reaction among those who favored the tradi-
tional educational emphasis on intellectual training and cultural
heritage, Critics of the progressives provided a discordant under-
current from 1940 on, laying a foundation for an academic revival
which eventually wrested the initiative in educational reform away
from the progressives and returned it to college faculties of liberal
arts, This academic revival will be discussed in Chapter VII.

Progressivism as the Conventional Wisdom

The Eight-Year Study

During the 1940s and 1950s, the educational policies of progres.
sive educaticn were widely accepted by American educators. The
most highly publivized working out of these principles within the
context of general education was the so-called “life adjustment
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movement”; during this tiine the center of educational innovation
shifted from the Progressive Education Association (PEA) itself to
the National Education Association (NEA) and the U.S. Office of
Education ({USOL). Still the origins of the movement can be traced
directly to the experiences of the thirty schools involved in the
Eight-Year Study of the PEA. [t was in these schools that the
educational experience was gradually redefined in the terminology
of mental hygiene and personality development.

The genesis of the study was the 1930 convention of the PEA.
during which it became apparent that the major impediment to
wider experimentation with school curriculum was fear that gradu-
ating students would not be able to fulfill college entrance require-
ments. 1n response to this concern, the association appointed a
Committee on College Entrance and Secondary Schools, later re-
named the Commission on the Relation of School and College. It
was this commission, under the chairmanship of Wilford M. Aikin.
director of the John Burroughs School (Clayton, Missouri), which
proposed that students in a group of leading secondary schools be
exenpted from the normal entrance requirements, so. that the
schools would be free to reformulate their programs. Over three
hundred colleges, including many of the nation's most prestigious,
accepted the proposal: supporting funds were provided by the
(ieneral Education Board and the Carnegie Foundation. '

Thirty schools were eventually invited to participate. Though
they included a disproportionate number of private and laboratory
schools, such large city systems as Denver and Los Angeles were
also part of the group. The study began in 1932 and ran till 1940,
with the commission from the beginning providing counsel and
comfort but- conscientiously avoiding preseribing specific curricula,
Indeed until 1936, when a staff of three curriculum consultants was
appeinted, the schools had to rely entirely on their individual and
pooled resources in developing new approaches, A series of five
reports issued in 1942 presented the results of a major follow-up
study of eollege performance as well as extensive descriptions of the
problems that had arisen and the attempts that had been made to
solve them. Perhaps in part because, as one of the reports described
it, “"the problems of mastering and using this new freedom
straightway turned out to be so difficult. complex. and engrossing
that the original problem of college entrance requirements was
almost lost sight of and forgotten,” the reports provide a detailed
picture of the evolution of the courses of study in the schools,

Though the individual schools began and ended their curriculum
reform at very different points, there were certain common threads
of considerable interest. The most important for English involved
experiments with “fused” or "core” or "correlated” courses—the
kind toward which NCTE had turned its attention in its 1936
volume {(discussed in the previous chapter}. Almost all of the thirty
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schools experimented with a combined social studies-English
vourse. almost always organized chronologically, and all abandoned
the attempt after a few years of experimentation. The initial fused
vourse at most of the schools attempted to juggle and reorder
traditional content in the two subjects, bringing the topics covered
into line with one another. Social studies tended to dominate, and
many of the values of both subjects as traditionally taught seemed
—as the NCTE committee had worried—to be lost. Rather than
returning to the traditional organization. huwever, most schools
reorganized the core sequence around topical focuses. This “core”
tended to be somewhat eclectic: at one of the schools it embraced
such diverse topics as Vocational Guidance, War and Peace, and
International Literature. This mixture served as a transitional
stage in which the old and new concerns stood side by side; it
moved from there to what became in a great many of the schools
the final focus of the core: the life problems of the adolescent.'?
The transition to adolescent “*needs” as the organizing principle
was aided by the work of two derivative PEA commissions: the
Commission on Secondary Schoo] Curriculum, organized as an
offshoot of the Commission on the Relation of School and College in
1932. and the Commission on Human Relations, itself a 1935
outgrowth. of the Commission on Secondary Schocl Curriculum,
The individual reports of the Thirty Schools make clear that the
work of these commissions provided the impetus for the jump from
a focus on important themes to a focus on themes important to
adolescents. One influential document was a summary of “Typical
Points of Focus of Concerns of Adolescents” prepared by the
Commission on Human Relations and reprinted in the final reports
of the study. Six main topics.weré outlined: Establishing Personal
Relationships, Establishing Independence, Understanding Human
Behavior. Establishing Self in Society. Normality, and Under-
standing the Universe. All but the last (which was usually ignored
as programs evolved) dealt with very specific adolescent problems:
typical topics included “Longing for more friends of own age';
“l-Iow late to stay out”; **Shame over lowly origins'': and *'Bully-
ing." Altogether there were over 40 topics and 140 subtopics in the
outline—and these were presented only as a typical, not as an
exhaustive list."?
~ The Commission on Secondary School Curriculum translated
these concerns into specific programs in a series of publications
between 1938 and 1941. The first., Science in General Education
{1938). was important in the transition from ‘‘fused” to ‘‘core”
courses. Offering a broader base than English and social studies
_alone, the science report generated courses such as “Everyday
Problems™ as the last stage of the evolution. The sophomore course
in the Altoona (Pennsylvania} schools was typical of the sequence
that evolved: it included Orientation to the New School. Family
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Relationships. Consumer Problems, Communication, and Conser-
vatior: of Human and Natural Resources. By this stage of their
evolulion, very few of the tore courses in the more experimental
schools showed any concern with the personal and social reform
that had been so important in earlier stages of progressivism.!*

The reports of the Eight-Year Study were published in the
middle of the war and were largely ignored. That is not to say,
however, that the study itself was without impact on teachers of
English. It was simply that that influence came from the separate
writings of the teachers in the various schools, working on commit-
tees and writing for journals throughout the period of the study.
Most of the concern that had prompted the NCTE report on
correlation, much of the emerging focus on adolescent needs— these
tirst appeared in articles noting authors’ affiliations with one or
another of the schools of the Eight-Year Study. (it is an interesting
aspect of the general disteust of the progressives in the Council
leadership that, while other projects were often noted, the partici-
pation of these schools in the Eight-Year Study ‘was rarely ac-
knowledged.)*

Life Adjustment

The view of education that was emerging from the Thirty
Schools and from the various commissions of the Progressive
Education Association became during the 1940s the conventional
wisdom of the professional educators—of the “educationists” as
they would be called by their critics in the early 1950s. The
Educational Policies Commission of the National Education Associ-
ation, created in 1936 to speak with an authoritative voice on
important educational issues, fell firmly in line with the PEA's
focus upon the adolescent in a series of reports in the mid-forties:
Education for All American Youth (1944), Educational Services for
- Children (1945), and Education for All American Children (1948).
The first of these became the chief statement of the life adjustment
movement. '

The commission used the device of sketching the educational
programs in the mythical communities of American City and
Farmville to present their proposals. They foresaw a much closer
integration of school and community than has ever been attained,
with national, state, and local programs supplementing nne another
to provide a full panoply of educational and health services. The
curriculum itself centered on a “‘commeon learnings"’ course running
throughout the secondary school program, and even somewhat
bevond, providing a core of general education that followed the
pattern that had emerged from the Eight-Year Study. Rather than
a simple fused or correlated course, “‘common learnings” repre-.
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sented a-complete restructuring of subject matter to focus {mostly
through science and social studies) on topics such as choice of
vocation and problems of family living. '

The dominant concern with adolescent problems was finally
taken up by the U.S. Office of Education and given the ill-chosen
name hy which it has since been known: *“life adjustment.” The
USOE became involved in January 1944 when the Vocational
Division began a study entitled **Vocational Education in the Years
Ahcad.” The 150 vocationalists who carried out the study recog-
nized a fundamental unity of purpose with the general education
movement. as it had been working itself out in terms of the life
experiences of the adolescent student. Charles Prosser used the
final conference of the USOE study to offer a resolution that read in
part:

It is the belief of this conference that . . . the vocational scheol of the
cominunity will be better able to prepare 20 percent of the youth of
seeondary school age for entrance upon desirable skilled occupations:
and that the high sehoal will continue to prepare another 20 percent
for entrance to college. We do not believe that the remaining 60
percent of our Youth of secondary schonl age will receive the life
adjustment training they nced and to which they are entitled as
Amcrican citizens.\? ‘ :

This led to a scries of conferences between representatives of
general and of votational education, to formulate an approach to
the problem of educating the neglected 60 percent. Eventually a
Commission on Life Adjustment Education for Youth was estab-
lished to carry out a vigorous "action program.” Its focus remained
-on what the earlier conferences had called **functional experiences in
the areas of practical arts. home and family life, health and physical
fitness. and civic competence.” In spite of ocecasional disclaimers,
the emphasis in hoth name and activities was on “adjustment,”
“conformity,” and a stable system of values. The traditional con-
cern of progressive education with the continuing improvement of
both the individual and his society was submerged and ultimately
lost'in this formulation.

The Rejection of Correlution

The response of English teachers to the “life adjustment” move-
ment was a paradoxical resistance to the outward form and capitu-
lation. at least by a hroad segment of teachers, to the underlying
emphases. The genuine distrust of the <ore curriculum so evident in
the report of the NCTE Committee on Correlation in 1936 was
maintained from the first experiments with a fused social studies-
Iinglish course to the final *‘common learnings™ of the Educational
Policies Commission. Again and again, when the teacher of English
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attempted to go that route he found the peculiar virtues of his
subject matter being quietly subverted—and it hardly mattered
whether he defined those virtues as 'practical English skills,”
““liberal education,” or “exploration of self and society.” Though an
occasional teacher of English reflected the enthusiasm of the thir.
ties, no one during the decade of the forties managed a convincing
description of a working program that circumvented the prohlemq
- that the Committee on Correlation had foreseen.'*

The objections to the core course were suceinetly summarized in
a 1946 response to Education for All American Youth {1944)
prepared by Muark Neville, second vice president of the Council.
Neville was English department chairman at the John Buiroughs
School in Clavton, Missouri—the school which had provided the
initial impetus for the Eight-Year Study as well as its director,
Wilford Aikin. Nevitle's review, presented as a sharing of exper-
iences with farmville, outlined the evolution of experiments with
- fused and core courses at the Burroughs School. The major experi-
ments had involved a fused course and a scecond series called the
“Core Course and Broad Fields” in which the broad fields were
l¥nglish, social studies, science. math, foreign languages, and the
fine and practical arts. in the end it was the relatively traditional
hroaet fields that came to dominate the curriculum: the core wuas
gradually rejected by teachers, students, and parents alike. ‘The
most important objections involved some large gaps between the
theory of correlation and its actual working out in practice. English
skills, the responsibility of all teachers in the core curriculum, were
hard to emphasize as they developed during the content work:
teachers found that rather than achieving the integrated and com-
prehensive view that was sought, the program became stilted and
artifical. Students in the course rejected it as “"too broad in scope
and too shallow in depth™: they preferred the broad field courses
and eventually the core was reduced to an elective. Looking back on
the whole experience, Neville concluded that the real accomplish-
ment of the years of experiment had been to revitalize the individ-
ual subject areas. Though there were many cases in which English
could be improved through discussion of content from other fields,
the gaal of developing **pupil personality, thinking processes, group
adjustments. and concepts of living™ could not be reached simply
by correlating.

Other reactions of English teachers to Education for All Ameri-
can Youth were equally firm in their rejection of its major curricu-
lum implications. They attacked the lack of explicit provision for
literature {as Marion Sheridan noted, depending on one's predispo-
sition, literature could cither be read into the report or out of the
course):-the neglect of subject matter {that is, language skills and
knowledge of literature); and the reliance on the artificial unity of
subject matter instead of the real unity of the teacher who has




E

O

146 “Iraprrion asb Reronrm

successfully integrated his own knowledge. In general such attacks
on the core were successful: a study at the end of the decade by a
USOEK worker quite sympathetic to the movement found that
nationally only 3.5 percent of the course offerings in the junior and
senior high school represented even the least ambitious forms of
correlation. and these were concentrated in a few geographic areas.
Over 90 percent of the core courses she did find, however, involved
some blend of English and social studies.*

English as Adjustment

Meeting Adolescent Needs

Even as they were vigorously resisting the curriculum proposals
of the “life adjustment’” movement. teachers of English were em-
bracing rather indiscriminately the new foeus on meeting the per-
sonal and social needs of adolescence. Teachers were already well
conditioned to the implied empiricism, the inventory of activities
now redefined as psychological conflicts or needed “‘vompetencies.™
They were ready too for the reestablishment of boundaries for their
subject; the almost universal perspective of the previous decade no
longer seemed feasible. Finally, by aceepting adolescent needs as the
focus of the curriculum. teachers were continuing their tradition of
concern that the school serve the child, not the subject- oriented
demands of the college.

“Needs” as they came to he defined by teachers of English
covered & wide spectrum that began with problems of family life
and ended in international relations. The characteristic concern at
all points of the spectrum, however, was with the solution of
practizal problems of living. When the focus of instruction was
shifted in this way, English at the personal end of the spectrum of
‘needs became guidance, This had antecedents in programs sug-
gested at the end of the reorganization period, and again in the late
1920s, hut those carly attempts had failed to win many converts.
T'eachers had recognized that the early proponents were naive in
their choices of materials, and too limited in their goals for an age
in whieh “experience” and “exploration’ were central. By the late
19305, however, the limited, antiprogressive goals of adjustment
were very much in keeping with the emerging spirit in education,
while the materials and methods could claim—not always accurate-
ly —support from neo-Freudian psychology.

Sarah Roody, department chairman at Nyack High School, New
York. was a leading advocate of this approach Describing it in
1947. she began by asserting that the “lessons” to be taught
through “‘true-to-life” literature were very simple_and could he
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expressed “chiefly in nontechnical terms” —~implying. of course,
Athat there was a more esoteric body of knowledge hehind her
suggestions. The lessons she had in mind were really a catalog of
psychoanalytic explanations of behavior: students would learn’
about the “fundamental motives from which the actions of all
humun beings spring.” about the “‘ways in which many pceople try
to evade reality.” about “life-problems,” normality. and maturity.
And finally. of course, they would learn “how to develop the kind of
personulity one would like to have.”** If such a program sounded -
more like a course in psychology or guidance than one in English,
that was the intent. Article after article proclaimed the special need
for the teacher of English, particularly the teacher of literature, to
provide guidance through the emotional conflicts of the adolescent
vears. As a librarian fromn Baltimore described it, the job of the
teacher or librarian was one of suggesting stories “very much as
physicians preseribe sulfa drugs, by familiarizing herself with old
and new productions in the field, hy prescribing as best she can,
and by keeping a sharp lookout for reactions.

Human Relations

The sovial end of the spectrum of needs was dealt with under the
general rubric of “human relations.” The common thread in such
studies was a concern with the smooth functioning of the various
groups which make up the world: the focus of any given discussion
ranged anywhere from the adolescent clique to international rela-
tions. This movement, too. had antecedents, all loesely related to
the carly progressive concern with education as an instrument of
social reform. This concern had been carried through the years
between the wars in the work of groups such as the NCTE Commit-
tee on International Relations and, later, in the arguments of the
social reconstructionists. But it was Hilda Tuba who gave the
movement a focus and brought it to its fullest expression during
the mid-forties. To understand the sorts of activities that emerged,
it is useful to look first at her Dynamics of Education {1932}, which
can be seen as the revision of Foundations of Moethod (1925} that
Kilpatrick never undertook. Taba buased her arguments on the
Gestalt psychologists’ explorations of the structured nature of
pereeption and cognition, abandoning Thorndike's behavioral ap-
proach. This, as Kilpatrick noted in an introduction to Taba's book.
allowed the purposeful act to be joined in the serviee of “un
all pervasive structure building.” This structure building was ¢ru-
ciak it enabled Taba to conclude that education should be con-
cerned with these grander structures rather than with the sorts of
hehavioral units that Bobbitt, among others, had attempted to
detail. Instead. education would “endeavor to reach. through the
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specific. and by the immediate qualitative context of the specific.
the general. and the fundamental.” In a sense, it was “‘the great
idea” which she stressed, the idea which would provide a superor-
dinate structure capable of subsuming ever-wider ranges of concrete
experience.*! _

Racial strife, which produced the Detroit riots in July 1943,
provided the immediate context for the application of Taba's gener-
al ideas to a major project in human relations.’ The National
Conference of Christians and Jews, concerned hy the increasing
evidence of intolerance and the lack of coordination among existing
groups, provided funds to the American Council on Education to
support a Project on Intergroup Relations, with Taba as director.
The project staff—-which for the first months consisted of Taba
alone but later grew to eight—were clearly in the tradition of
Kilpatrick and the social reconstructionists. though milder in their
rhetoric and more temperate in their goals. {Taba herself had
worked with Counts as well as Kilpatrick during the thirties.) As
Taba and her staff described it in the summary volume {1952). their
project offered a model for the development of educational solutions
to social ills.**  When the project hegan, the lack of methods and
materials for dealing with problems of human relations made
schools reluctant to undertake such studies even when they were
convinced of the need. Much of the effort during the two and a half
years of the main project was therefore directed toward filling this
gap. with cooperating schools deliberately chosen to provide a
heterogeneous sample of lo¢al and regional problems in intergroup
understanding. In all, some 250 projects were undertaken in 72
individual schools in 18 school systems. In keeping with Taba's
concern with conceptual structures. however. prohlems in human
relations were approached preventively. by attempting to develop
general attitudes that would, subsume and prevent more particular
prohlems of intergroup relations. Rather than studying minority
groups. for example, the project staff decided to focus on what they
called “common areas of living"' —family. community, American
culture. and interpersonal relations. Within these familiar areas.
more powerful concepts could be generated through studying such
recurring phenomena as “acceptance and rejection. inclusion and
segregation. prejudice and discrimination® {p. 72). Taba consistent-
ly emphasired the importance of process in learning. in particular
that the nztural progression in discussion or other learning activi-
ties should he from the toncrete and specific toward the abstract
and general.*® .

The Project on Intergroup Relations did not develop a specific
curriculum in human relations. Its focus was instead on *“action
projects” organized at a local level, with the project staff helping
schools to devise materials and activities related to their own
particular social prohlems. To train as many teachers as possible in
the techniques necessary to develop and test their own materials, a
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series of summer institutes was organized; one was held in 1945,
three in 1946, and onge each in 1947 and 1948, Some 260 people were
involved in these summer sessions where, as the project staff
summarized it, they “prepared instructional units, worked out
methods of studying children and communities, drew up plans for
student guidance and for school activities, and prepared strategies
for community action” {p. 3), The wark of these institutes, of the
project staff, and of the cooperating schools led to a long series of
publications on human relations and intergroup education; these
presented teachers throughout the country with practical, school-
based approaches for all age levels and in many different curriculum
arcas, v

Nevertheless there were major difficulties in the approach Taba
and her staff advoeated. The fundamental problem was naivete—a
national nuivete. not Taba’s alone—which saw racial problems in
the limited context of attitudes and dispositions rather than as
manifestations of deeper institutional and economic forces. The
coneern was real enough, but the methods and assumptions were
but a mild prelude to the eivil rights movement which began almost
ns Taba’s project finished its work. Simply to make people aware of
the problem, to bring it out into the open as an issue to be dealt
with rather than ignored, helped ereate an atmosphere in which the
real roots could eventually be discovered and attacked. More imme-
diately, there was too much similarity between the project’s list of
“"eommon areas of living” and the lists of adolescent needs that
were simultaneously emerging in “life adjustment.” While this
correspondence eertainly made it easier for human relations studies
to be taken up by the schools, it also made it easier for Taba's
underlying coneern. with social reform to be short-circuited: the
broader coneepts she songht were often submerged in the speeifics of
present needs. S

The pressures to preserve a limited and detached perspective
were real and strong. George H. Henry, a Delaware English teacher
turned principal, illustrated both the inherent reformist tendencies
in human relations and the contravening community pressures in a
1947 article describing “Our Best English Unit.” Students in his
school, prompted to reveal their real areas of interest and “need,"
had turned to “‘the colored question' as a prohleyn of considerable
magnitude in their lives, The teacher and Henry had supported that
interest, allowing the students to begin for the first time to explore
the implications of racial attitudes and policies in their community.
They never finished the unit: it was brought to an end hy the school
board after a torrent of public resistance.’” That there were not
more such conflicts was due simply to the reluctance of teachers to
deal at all with ethical questions, especially in the atmosphere of
suppression and censorship that developed as the Cold War began
to capture the national imagination,
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Organizing a Curriculum around Immediate Needs

_The rejection of the core curriculum left teachers of English with
the question of how to organize a curriculum designed to meet the
new demands. One of the earliest attempts to solve the problem
wils that of the Stanford Language Arts Investigation, {1937-40),
carried out under the guidance of the Stanford University education
faculty with financial support from the General Education Board.
H. ). Roberts, 1937 president of NCTE. was senior author of one
of the reports, English for Social Living (1943). As he put it in the
overview, "' In the approach and throughout the work emphasis was
given to teaching the language arts as a vital part of human living,
and to the consequent replacement of routine and traditional teach-
ing programs with those designed and tested to meet specific
personal and social needs,”*

The report suffered from the faults that would plague virtually
all attempts at curriculum reformulation during this period. The
guiding philosophy of meeting needs was so oriented toward the
immediate school situation that it provided no guidelines for se-
gyuence gr scope in the curriculum. Rather than an outline of a
program, English for Sociul Living was primarily a collection of
activitics undertaken in different schools by different teachers,
grouped together under such general areas of concern as “*democrat-
ization of the classroom.” “‘building of personality,” and the need
to “study and serve the community.” Ultimately this focus on
general problems ran the danger of ignoring the particular strengths
of the subject area which it was attempting to revitalize. English
for Social Living, like Education for All American Youth. gave
precious little attention to literature.

Lacking any external principles by which to determine scope and
sequence, the accepted practice gradually deteriorated into a “mul-
tiple approach™ in which the only criterion was that studenis be
kept interested. Though virtually any method might be of use, the
materials theinselves were determined on the basis of the particular
needs manifested by the class. These were to be determined by a
process that represented an unsystematic revival of the child study
movement. usually invelving a simple report from the class to the
teacher. Dwight Burton, for example, in an carly article presented
the results of asking his students to write about the problems they
were having. Like most of the products of the life adjustment
movement. his inventory of needs was both specific and lacking in
emphasis on the moral and spiritual side of life. He ended up with
six major categories: relations with parents, relations with other
adolescents, problems of personality, school problems, relations
with brothers and sisters, and “miscellaneous.” The first of these
was illustrated in detail, with examples ranging from 1. Father
‘horns in” when friends gather at the house,” to “30. Home respon-




Narrowsl Goals 151

sibility with father dead causes unhappiness.” The **second step’” in
curriculum c¢onstruction. gs Burton presented it, was the selection
of a “basic list" of novels “closely attuned to real adolescent
problems. "+

Though Burton's article was one of the first by a teacher of
Linglish presenting such an inventory of needs as an_explicit basis
for sclecting the themes to be studied in the literature program, it
was by no means a lone example. During the next ten years English
teachers would be offered many similar inventories, from other
teachers as well as from such professionals as the chief of children’s
service at the University of Michigan Neuropsychiatric Institute,
Implicit in these surveys was a new stress on the use of themes
instead of chronology or genres to organize the course of study.
Thematic organization did not originate during *life adjustment’";
it had been a minor part of the experience approach throughout the
previous twenty vears. Under the pressure of meeting adolescent
needs. however, themes shifted from a convenient organizaiiona)
device leading to units providing similar experiences (about boats.
sy, or animals or regional literature) and became instead the focus
of instruction: students needed to learn about family problems, the
generation gap. or hrotherhood. Thematic organization in practice
differed little from earlier approaches, hut it became the favorite
method of organization in “life adjustment” ¢lasses and produced a
few methodological variants of its own. Bertha Handlin, head of
tinglish at the laboratory school at the University of Minnesota,
wrote in 1943 of themes as a way to allow members of a class to
read different hooks and yet all be ahle to contribute to the same
class discussions. Dwight Burton's suggestions, based on his teach.
ing at the same school, were similarly focussed on selecting books
whose themes were clearly related to important issues in the [ives of
teenage students. Although organization by chronology and by
types dominated the high school course in the late 1930s, by the
1950s organization by themes or topics {which in practice became
indistinguishahle) had relegated hoth to a less important role, !

Selecting Materials )

In a curriculum based on immediate needs. the teacher served ag
a4 resouree center, providing the bhook to meet the need of the
moment. One way to accomplish this was to redefine the values of
the traditional works in the jargon of “life adjustment,” just as
carlier they had heen redefined in terms of experience. As usual,
there was no end to the flexibility of any given work: Macbeth was to
be taught as an example of what happens when we are “willing to get
our desires at all costs™: the object lesson provided would help
students “begin to achieve self-control and self-direction.”™ Up from
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Staevery was presented as a good way “to understand how people
with handicaps feel and [to} stimulate us to face our own handicaps
be they large or small.” ""The Ransom of Red Chief” was paired
with Tom Sarcyer in a unit to help students “understand them-
selves and the younger members of their family better.”” **Love”
became “a natural subject for discussion™ after a elass had read.
“The Courtship of Miles Standish.” Silas Marner offered a "store-

‘house of information necessary for understanding friends, family,

and one’s self,”"

Teachers more fully committed to general education and *life
adjustment” provided bibliographies organized around the major
focuses of adolescent needs: The Reader's Guide to Prose Fiction
(1940) was the earliest and most comprehensive. Produced for the
{‘ommittee on the Function of English in General Education of the
I’EA Commission on Secondary School Curriculum by Elbert Len-
row, head of the English Depurtment at the Fieldston School, New
York City, the book was u topically.arranged bibliography with a
lengthy introduction setting forth the author's view of literature in
the secondary school. Lenrow’s emphasis was very close to Rosen-
blatt’s, and he abbrevinied his own discussion somewhat by refer-
ring the reader to Literature as Exploration (1938), He was, how-
ever, more congerned with elassroom procedures— with the question
of which books to 182 with whom, and to what end. Aceepting the
general principle that literature was a means by which the student
could explore both hitnself and his society, Lenrow noted that “the
novel is par excellenee the medium for the artist who would portray
with amplitude both the macrocosm and microcosm of modern life."”
He aceordingly limited the sclections in his bibliography to prose
fiction, quite a common approach throughout the period of “life -
adjustment,”*! ' _

Lenrow assumed that students would “‘idéntify” with literary
charaeters, manipulating their identifications “in such a way as to
derive uneonscious satisfactions, either of deprivations and inhibit-
ions, or of goals, aspirations, ideals, and the like.” 1t was only
through such identifications that adolescents could “carry on those
attendant and subsequent processes— exploration of self and form-
ulation of attitudes and goals and outlook on life.” To facilitate
identification. Lenrow suggested books corresponding to the stu-
dent's own situation. Contemporary works were more likely to show
such a correspondence, but classic texts were allowed some place if
taught by a skillful teacher.™ His concern with presenting realistic
life gituations led Lenrow to confront “‘the troublesome guestion of
how much trankness in books is appropriate for adolescents.” Here -
he presented three major arguments against censorship. First, if
the reader is really unsophisticated, he will not react to the implica-
tions of the “realistic elements.” Second, if he does understand, it
is better that his questions be answered “'through serious literary
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works rather than through devious and possibly distorted sources.’
Finally, adults usually underestimate the amount of knowledge
adolescents already possess: “Those whom sentimental people are
anxious to “shield’ could often turn about and give instruction.”
Lenrow wus well aware, however, that many teachers.and schools
would reject his argument that adolescents should have free or
nearly free access to mature books, Even one of the librarians who
worked with advance copies of the bihliography had been ohliged to
note that many of the titles listed were prohibited in her Lihrary
because of “Frankness or ‘ohscenity’ ™ (pp. 47-48).

The bibliography itself was an effective working out of the
principles laid out in the introduction, Some fiftcen hundred novels
were included, with annotations designed to give a student or
teacher a quick idea of whether a book would he interesting or
appropriate. Only 17 percent of the titles had been puhlished before
19001 a third were classic texts “which have stood or are standing
the test of time.” There was a great range in number of titles listed
under the categories; some such as “*Birth Control” had none:
others like " Family Life™ had fifty to sixty. Adhering to his belief
that the books included should be appropriate and worthwhile, even
it not classic, Lenrow made no attempt to “fill in” under-repre-
sented categories; indeed, the entire list of hooks was chosen hefore
the topical arrangement was hegun.

The resulting bibliography was a valuable reference work for
teachers who accepted its general principles. Like no other source
that grew out of “life adjustment,” it offered an extensive list of
materials organized according to specific topics of instruction. All it
lacked was sequence, but that was deliberate since sequence was to
come from the problems of each student at a given point in time. In
spite of its thoroughness the book was not widely used by high
school teachers, largely because its annotations and classifications
were frank and direct. dealing with questions that were usually
edited out of school editions. The seemingly safe topic, *'Adoles.
cence,” for example, included Gide's The Counterfeiters (annotated
as an examnination of "“the young Olivier and his delicate lover
IBdouard™) as well as Tarkington's innocuous Seventeen (p. 119}
More dangerous topics such as “Psychology of Sex™ were not less
explieit,

Of considerably more influence was a later bibliography, Reading
Ladders for Human Relutions {1947).°% This was a product of a
committee of school librarians working under the general direction
of Margaret Heaton, one of Taba's staff members. In retrospect,
and in comparison with The Reuder's Guide to Prose Fiction {1940),
the eriginal editions of this pamphlet seem slender and unimpres-
sive: but it represented a coherent application of Taba's general
principles. as the introduction pointed out. Three points about the
book are important. First, the hooks chosen for inclusion, though
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few in number, were standard school texts: hence they were accept-
able and accessible to a majority of teachers. Second, the topics
under which they were organized were related to the general topics -
that the Intergroup Relations Project had chosen to emphasize, so
that though not particularly impressive on their own they could be
seen in the perspective of that larger framework: typical lists were
hased around Patterns of Family Life, Differences hetween Genera-
tions. and Rural-Urban Contrasts. Third, and probably most im.
portant, the selections were organized in “ladders” of ascending
difficulty. Though strongly reminiscent of the “broad easy stair
steps’ of An Experience Curriculum {1935), these ladders were
derived directly from Taba's theorstical concerns. She had argued
earlier (1932) that education should be a continuing process of
reconstruction of experience.*” a principle that found expression in a
stress on the importance of a cumulative program achieving its
purpose through reconstructing experience at ever more advanced
levels, rather than through a concentrated but short-term effort.
The reading ladders. though they involved relatively fetv selections
and even fewer levels of maturity, did imply that a curriculum
could be constructed out of familiar materials that would be rele-
vant to the'new demands and still be coherent and sequential. It
was this implication of sequence that virtually all other attempts to
place personal or social needs at the center of the curriculum had
lneked, and which teachers of English took from Reading Ladders.
The success of this pamphlet, which has continued to be -revised
and expanded to the present day, i+ perliaps the best testimony to
the wisdom of Taba's approach to curriculum reform.

- Studies of reading interest, with their roots in the child study
movement, also continued to be used to select teaching materials.
This approach was more tolerated than motivated by life adjust.
ment theory, but it culminated in George Norvell's definitive sur-
vey, published in 1950 as The Reading Interests of Young People.™
As supervisor of English for New York State, Norvell systematical-
ly eollected students’ responses-to works studied in class. Qver a
. twelve-year period he gathered data on 1,700 selections taught to
over 50.000 students by 625 teachers. Each book was rated on a
three-point interest scale; 1,590,000 such reports were gathered.
tabulated. and used to calculate “interest scores.”

The tabulated data. in addition to providing an authoritative
reference about the interest level of individual titles, allowed a
number of generalizations about taste in literature. There was very
iittle shift in interest levels between grades eight and eleven, only
two percentage points for most selections. One of the most impor-
tant—but neglected—discoveries was that there were few differ-
ences between the reading interests of superior, average, and weak
pupils. Content, rather than reading difficulty. seemed to be the
major determinant of interest: neither age notr 1Q made a marked
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difference, though sex was an important factor. Norvell described
the content factors he found:

The special factors which arouse boys' interest in reading materials, as
revealed hy the current study, are: adventure {outdoor adventure, war,
scouting), outdoor games, school life, mystery (including activities of
detectives), obvious humar, animals, patriotism, and male rather than
fomale characters. Unfavorable factors for bays are: love, other senti-
ments, home and family life, didacticism, religion, the reflective or
philosophical, extended description, *nature” {flowers, trees. birds,
bees), form or technique as a dominant factor, female characters (p. 6).

A simuar list was provided for girls, together with the suggestion
that the points of overlap be used to restructure the program of
common reading around topics that would be of interest to both,
Norvell himnself used the results to compile a series of anthologies
for . C. Heath.® :

Literature for the Adolescent

It was almost inevitable that the focus on narrowly defined
adoleseent needs would soon prompt and cultivate an extensive
body of literature dealing thematically with the specific problems
toward which. teachers were turning their attention. The first ser-
lous professional attention to “adolescent’ or “transitional" litera-
ture stemmed from Dora V. Smith's concern that the literary-
preparation of teachers gave too little attention to the literary
interests of high school students.*® By 1930 she * :d organized one
of the nation's first courses in literature for adolescents as part of
the teacher training program at the University of Minnesota. Her
program generated only moderate interest, however, till adolescent
needs began to emerge as a focal point. of the curriculum during the,
1940s. Though Smith’s original emphasis had been on’ good hooks
suitable for children, the forties saw the development of a new
literary. genre with its own authors and highly specialized audience
of “adolescents’ as defined by the *life adjustment” educators.
Dwight Burton was one of Smith's students and became a leader in

" the movement to legitimize these works as part of the program in

Q

literature. Beginning to write ahout them in the late forties, he
continued his interest after moving to Florida State University and
assuming the editorship of English Journal in 1953. Under his
guidance, the Journa! devoted considerable attention to such works.
Bibliographies were offered on *‘Books to Promote Insights Into
Family-Life Problems"; the lead article of literary eriticism was
replaced onee or twice a year with an article dealing specifically with
adolescent literature; reviews of new titles were included as a regular
feature of the ‘*Books" section. *!
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‘The results of this attention were decidedly niixed. On the one
hand a number of good books did begin to receive serious attention
from teachers, especially in the junior high schools. The Yearling
(1938), The Diary of Anne Frank (1950), and The Catcher in the
Rve (1951) are among the better examples of what came to be .
considered appropriate adoleseent literature. The problem in the
movement was the rigid definition of books that would be interest-
ing to adolescents as books that dealt with the specific (and often
rather superficial} life problems reported when students were asked,
“Now, what is bothering you today?” As Richard Alm of the
University of FHawaii noted in a sympathetic review of the move.
ment. **The last twenty years have seen not only the coming of age
of the novel for the adolescent but alse a flood of slick, patterned,
rather inconsequential stories writtsn to capitalize on a rapidly
expanding market.”* Since the interest in such literature was
formulated exclusively in terms of the problems dealt with. there
wus nothing to caution the teacher against bringing such formula
novels into the curriculum along with others of some independent
merit. Indeed. because justifications were formulated in terms of
the problem rather than its sofution. there was little attention to how
the popular adolescent novels solved the problems they posed. As a
much later analysis pointed out. the formula-plots had a nuniber of
common implications:

{I) Immaturity . .. is somehow to be equated with isolation
from the group. .

(2} Ail prohlems can he solved and will be solved successfully.

{3} Adults cannot help you much. . .

{4} Solutions to problems are . . . either brought about by
others or discovered by chance.

{(5) -Maturity entails conformity.*!

Such implications. which were shared by many other activities
suggested at this tirwe, eventually engendered the violent and.
effective reaction against the "life adjustment” philosophy which is
discussed in Chapter VII.

Develnping Cnmpetence in Language

Language and Communication

1f one aspect of the general education movement was @ concern
with adjustment, a second sought to insure that the general stu-
dent would have the "competence’” necessary to meet the varied
‘demands of life. As this emphasis was worked out in the teaching of

&
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literature. it merged with studies of semantics and, ultisnately, with
the principles of the New Criticism to provide a broader definition
of reading skills. Carried to their logical conclusion, the principles
of this movement implied the study of literature as form quite
divarced from experience or adjustment, but at least until the
mid-fifties such broader implications were carefully ignored.

Most discussions of the experience approach to literature had
assumed that students, if given the appropriate book, would in fact
be able to understand what they were reading. Rosenblatt’s discus-
sion in- Literature as Exploration {1938) had questioned that as-
sumption by posing the task of the teacher in terms of helping the
student reflect upon and thus refine his responses. The discussion
she provided, however, had few examples of how this would be
done; what she did offer— the example of sophisticated adult con-
versation about books—implied quite a high level of initial re-
sponse, .

The twenties and thirties, however, also saw the beginnings of a
aew body of scholarship concerned with language as a vehiele for
conveying meaning. Originally prompted by the use of propaganda
during World War 1, the wark of I. A. Richards. C. K. Ogden, and
Alfred Korzybski sought to explicate how systems of meaning
operate and, as a corollary. how meaning ean be distorted.* In the
late 1930s. with war drawing near, Americans becane especially
interested in such studies, especislly as they related to newspapers,

_radio. and filin. An Institute for Propaganda Anzlysis was set up

which took an active interest in school programs: later a Harvard
Committee on Cominunication provided more sophisticated sug-
gestions for school work. 1. A. Richards, both through his writings
and through his work with teachers the was involved in the
Harvard Committee. for example) had by far the greatest influence
on schaol programs, but other forces also contributed to the meth-
ods that evolved. 8, 1. Havakawa's Language in Action (1941} was
especially influential in bringing the term **semanties™ into popular
parlanee; through his work semantics became a topic in its own
right in the English curriculum. often as part of the analysig of
propaganda or advertising. " :
The carliest full exploration of the implications of these new
language studies for the teaching of literature was provided by the
sume PEA commission that had sponsored Science in General

. Education (1938) and Literature as Exploration (1938). Its Com-’

mittee on the Funetion of English in General Education understood
its charge to refer to the nonliterary aspects of language studies,
putting its work in the traditions of grammar, rhetoric, and com-
position rather than of literature. The final report, Language in
Genergl Education (1940). was nonetheless to share the fate of
earlier studies in these traditions: though conceived and presented-
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as a separate discipline, it was taken up by many teachers as a
useful technique for the study of literature.*

The report began fully in harmony with the concerns of ‘'life
adjustment,” It talked of achieving *‘optimum development of per-
sonality’’; of helping the student *“*find his place and his direction’’;

“of providing the general education **that alone could be justified in
the schocels of a democracy.” For this committee, however, such a
charge implied that all children must be given the necessary tools
for successful living; and the prime tool, that without which all
others would be useless, was language. As the opening paragraph
put it, the committee centered its work “around a concept of
language as an indispensable, potent, but highly fluid set of sym-
bols by which human beings mentally put. their feelings and exper-
iences in order, get and keep in touch with other human beings, and
- build up new and clearer understanding of the world around them"
(p, 3). This would be studied as a system of oral and written
communication, requiring the techniques of “critical thinking'":
“classifying, sorting, ordering, clarifying experience’ (pp. 61-63).
The sorts of activities which the committee envisioned were
.illustrated at a number of points, though no attempt was made to
offer a pattern curriculum in the various semantic concepts. Though
there were some inconsistencies in the report, the committee clearly
did not think that the techniques of reading could be developed
incidentally. At one point they even described the language ‘“‘text-
book of the future” as a series of graded exercises (p. 156). A few
pages later it was suggested that such teaching could instead arise
naturally in the course of other studies. One suggestion pointed out
that when a class "'runs across the sentences: ‘His whole life was
devoted to one cause. . . . His devotion ultimately proved to be the
cause of his death,’ '’ the shift in meaning would be easily recog-
nized (p. 161). Though one would be hard pressed to defend such an’
example as improving the students’ reading of that particular
passage, it does illustrate one way in which semantic studies were
absorbed into the curricutum. .

Richards himself provided more convinecing illustrations of the
usefulness of close and rigorous scrutiny of the semantics of a text.
He was careful to put the emphasis on the act of reading, however,
rather than on such generalizations as ‘‘meaning shifts™; as he
pointed out two years after the report of the PEA committee, ‘“T'he
belief that knowledge of linguistic theory will make a man a better
reader comes itself from . . . a misunderstanding." In How to Read
a Page (1942}, he illustrated at length the techniques involved.
One example came from R. G. Collingwood's Metaphysics, the first
line of which read **Among the characteristic features of a pseudo-
science are the following." Richards’ reading began:

Line 1. The unpleasant flavor of pseydo spreads to make charaeteristic
features and among reek with the same scorn, Charactoristic is very
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ready to tuke it. Nine times out of ten when we say “characteristic of
her, isn't 2" we are not admiring. Feateres when they cegse to be
portions of the face or of a landseape, and hecome abstract, tend to
suggest a sort of nondeseript, what-you-may-call-'em character. If we
were favorably inclined we would be more likely (o say characters,
dquulities, attributes, or marks. Among, of course, reflects the tmplica-
tion that there are any number of gther nasty fegtures {pp. 59-60).

After ecarefully dissecting the rest of Collingwood's argument,
Richards concluded that in fact it did not hold together.

Teachers of literature immediately grasped the implication that
reading is hard work, full of obstacles to be overcome on the way to
appreciation and enjoyment. As the head of the English depart-
ment at Metamora (Illinois} Township High School put it in 1944,
“The act of reading occurs when the reader surmounts the ohstacles
in his way": his solution was to use a reading program to replace
that in literature **which the majority of the students could not
read.” Most teachers were not so ready to abandon literature
altogether, preferring instead to replace talk of “experience’’ and
“breadth™ with “'small, intensive studies . .. that can operate to
make all reading more meaningful” — the justification, incidentally,
that Richards used for the exaggerated detail of How to Read a
Page. :

Such an approach to the teaching of English won immediate
favor for the same reasons that the principles of “life adjustment”’
were so quickly adopted: the goals were precise and limited: the
content was clear: and the pnilosophy indicated a continuing con-

cern with the needs of the student. These reasons alone would have ---

insured that some such attention to language became important
after 1940; the exigencies of war speeded up the process. When an
NCTE committee working in the months just hefore American
entry into World War I prepared a list of **Basic Aims for English
Instruction in American Schools.” its first point was that language
““is a basic instrument in the maintenance of the democratic way of
life.” Though it also included attention to other goals, the NCTE
committee followed the lead of Language in General Education
(1940} in placing the emphasis on the '‘four fundamental language
arts: reading, writing, speaking, and listening.”*

This emphasis on the unity of the language arts was furthered by
programs set up in some colleges to meet the problem of illiteracy
in the armed services. These programs usually united departments
of speech and of English under the blanket term *“‘communications.”
Lennox Grey of Teachers College. Columbia, helped to popularize
this term amoeng secondary school English teachers. Outlining the
background in “*An Urgent Letter” (1943) published while he was
second vice president of NCTE, Grey found antecedents for com-
munication studies in prewar concern with propaganda, in studies of
the mass media. in the work of Edward Sapir and of George Herbert
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Mead, and in courses in conununication that had appeared in
experiments with a core curriculumi, But the real imnpetus came from
the importance of communication in a nation at war. Grey suceess-
fully forussed NCTE’s efforts around communication, even securing
a Board of Directors resolution to that offect at the 1942 convention.
When the USOE {with NCTE prompting) later called a two-day
conference on English in the Victory Corps, the list of goals that
emerged placed effective communication ahead of all other con-
cerns '

After the war, the concern with communication and with the
“four fundamental language arts” continued as a separate. though
tot a conflicting, emphasis from the concern with adjustment. Both
movements could and did point to Literature as Exploration as
pmviding the fullest expression of their philosophy: the difference

:as in which chapters they chose to stress—the goals of accultura- *
tmn or the techniques of careful refinement of response. The rap-
prochement. hetween linglish and speech. however, was less suc-
cessful, though NCTE continued to emphasize speaking and listen-
ing as part of the Lm_,hsh program. After a 1947 meeting about
communications programs in the freshman college course was jointly
sponsored by NCTE and the Speech Association of America, the two
organizations .lg.nn went their separate ways. The Speech Associa-
tion founded a National Society for the Study of Communication
during the following year, and NCTE countered in 1949 with a
permanent Conference on College Composition and Communication
as part of its own organizational structure,

Reuding =
During the 1940s. teachers of English as well as of reading began
to take a new interest in the problems of the relatively mature
reader. Propelled in part by the new evidence of how difficult
accurate reading could be, this concern’ led eventually to the’
inclusion of developmental reading programs’™ in many secondary
schools,

The methods adopted inthese programs were strongly influenced
by the remarkably successful training units set up during World
War I to teach illiterate inductees to read. " In these programs,
instructional materials were based primarily on the adventures of
“Private Pete’” and his friends, who were introduced in carefully
graded films, comics, and basic texts which kept as closely as
possible to the experiences and vocabulary of army life. Postwar
schools attempted the same sort of match by selecting materials to

* meet life needs (sometimes reconceptualized in Robert Havighurst's
terms as “developmental tasks”) and by grading the selections
" using statistical measures of “readability.” These measures derived
from studies by William S. Gray and Hernice E. Leary (1935} and
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seemed to offer a seientifie precision of the highest order,

Fven before the wartime programs, Reader's Digest encouraged
a simiilar approach. To many secondary school teachers it seemed to
provide contemporary writing on topics of general interest while
insuring that the materials were of an appropriate level of difficulty,
Though for adults habitual reading of Reader's Digest might be a
rather limiting experience, for children in developmental programs
it offered just enough challenge and diversity to insure continued
growth of skills. In 1941 the Digest issued a school edition with a
supplement of suggested questions and activities prepared by Stella
Center and Gladys Persons, hoth of whom had been very active in
NCTE. Initial experiments comparing classes using these materials
with others not using them scemed to bear out the elaims which
had been made for the program and certainly helped to bring the
materials into wider use,™ .

The Digest edited its materials to a standard format, simplifying
and clarifying as it thought necessary to “get the message across.”
A similar motivation led to a revival of interest in simplified
editions of popular novels. As one summary described them, *Long
expository passages, tedious deseriptions, and turgid narrative
stetions have been telescoped. The impatient reader may now get
on with the tale.” The “seientifie” readability indices were of
considerable importance here, the object being to produce texts
appropriate for a given grade level. Still, the list of books that were
eventually offered teachers in “simplified™ cilitions is rather aston-
ishing: Black Beauty and Pinocchio stand with Teanhoe and Les
Miserables among those submitted to the editor’s blue peneil. ™

The other aspeet of the army programs which had considerable
influence on schools was the concern with careful specification and
orderly sequencing of component skills. Reading was broken down
into such factors us “word attack,” “'sentence comprehension,
“reading speed,” “phonies,” and “*voeabulary.” each of which could
be separately drilled through workbooks and study exercises. Dean
William 8. Gray of the University of Chicago, long a leading figure
in the field of reading. was coeditor of Basic Reading Skills for
High School Use, a workbook covering such topics as phonices,
vocabulary, and dictionary use. Many other publishers offered
materials following a similar format. At a somewhat less mechani-
cal level, Reader's Digest extended the editorial approach of its
magazine Lo a series of Lexts, Reading Skill Builders and Seerets of
Suecessful Living, Science Research Associates later used the same
concept of controlled level of difficulty and accompanying compre-
hension questions to stricture its Reading Lahoratory, a kit of
individualized reading lessons. Such materials found quite wide
aceeptancee, especially in the junior high school and with lower track
students. : '
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In spite of their popularity, such approaches failed to recognize
certain limitations in the science” which supported them, In
purticular they tended to ignore two important lessons that carlier
experience should have taught them: (1) the range of ability within
a given grade level is as wide as the range between the high school
years, so that a difficulty index ot, say, "grade 6" has very little
meaning, and (2) interest level is of more importance than the
linguistic and syntactic elements that were used in arriving at
measures of “readability.” ’

The New Crities

Changes in Literary Theory

The concern with language and "meaning which led the high
schools to emphasize communication was part of the development
of a new school of literary criticism with many of the same
antecedents. The "‘new criticism™ (as John Crowe Ransom called it
in 1941) was a general reaction against the impressionistic and
sentimental criticism that prevailed during the early twentieth
century. it was simultancously a movement that attempted to
provide technigues and a rationale for discussing the modern poets—
Eliot, Auden, Yeats, and Pound, among many others—who seemed
to violate the now traditional Romantic and Victorian literary
precepts. ™t

To deal with the new poets and to escape from the impressionis-
tic focus on “message,” the New Critics turned to studies of the
language and form of literary works, especially of poetry. How a
poem means, rather than what a poem means, became the first
question to be answered: questions of meaning were held to he
inextricably intertwined with questions of form. These critics
simultancously excluded from the area of primary concern ques-
tions of history, biography. or ethics; their special task was to
explore the structure {and hence meaning) and the success (snd
hence worth) of a given piece of literature, with the success itself
being judged on the basis of structural principles.

The men who can be grouped together as the New Critics range
from 1. A. Richards and T. S. Eliot to Allen Tate, Cleanth Brooks,
and Rolert Penn Warren; they differed markedly in the details of
.their approaches and in the general evolution of their points of
view., Nonetheless they shared the initial focus on the work itself
and owed allegiance to the same intellectual and critical traditions.
T, 8. Eliot is generally viewed as the forefather of the New Critics,
and his was the first strong voice urging that attention be turned
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back upon the poem itself. 1. A. Richards, with his semantic and

psychological interests, is primarily responsible for the methods

that were taken up to carry out Eliot’s concerns. His Principles of
Literary Criticism (1924) and Practical Criticism (1929} tied the

evolving critical theory into the broad stream of concern with .
semintics and language studies, a natural and fruitful union,

The twenties and thirties, however, were years of development in
which the New Critics were evolving techniques and experimenting
with approaches; academic scholarship remained dominated by
other approaches. The late thirties and forties saw the flood of
influential books that eventually moved the New Critics into the
dominant pesition which they have held since. Cleanth Brooks®
Modern Poetry and the Tradition (1939), John Crowe Ransom's
The New Criticism (1941), Rene Wellek and Austin Warren's Theory
of Literature (1949), and Brooks' The Well Wrought Urn (1947)
provided a theory and technique which gradually replaced the
carlier emphases. Though Brooks could write in 1943 that the New
"Critivs “have next to no influence in the universities,” by 1953
“Wellek was observing that such interests completely dominated the
younger staff members and would inevitably come to dominate
graduate training,> ‘ .

The single most important influence in transforming such critical
theory into classroom practice was Understanding Poetry (1938),
an introductory anthology for college students compiled by Cleanth
Brooks and Robert Penn Warren. The book was a thorough ilius-
tration of the implications of the New Criticism for instruction in
literature, and was carefully designed to insure that its purposes
could not be subverted. The opening “Letter to a Teacher' directly
attacked previous methods of teaching:

This book has been econceived gn the assumption that if poetry is worth
teaching at all it is worth teaching ag poetry. The temptation to make a
substitute for the poem as the object of study is usually overpowering,
The substitutes are various, but the most common are:

. Paraphrase of logical and narrative content;

2. Study of biographical and historical materials:

3. Inspirational and didactic interpretation.

In place of the three “‘substitutes™ for a poem, the editors offered
their own list of principles that “a satisfactory method of teaching
poetry should embody™:

L. Emphasis should be kept on the poem as a poem.

2. The treatment should be concrete and inductive.

3. ‘A poem should always be treated as an organic system of relation-
ships, and the poetic quality should never be understood as inher-
ing in one or more factors taken in isolation.
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Brooks and Warren were well aware that such an approach was
not common in the colleges, and hence gave their anthology a
highly unusual form. Instead of & collection of poems with perhaps
an introduction and “questions for study.” they presented clabo-
rate, illustrative analyses of the way a poem should be read. One
inight say that the book provided hoth the materials for study and
the leetures on them—lectures which would have the effect of
oducating the teachers as-well as the students {a fact which Brooks
and Warren were diplomatic enough not to point out). Selections
were arranged in a rough scale of complexity that began with
simple narrative and ended with complex studies in metaphor and
ambiguity. The analyses focussed on each poem as a whole, how-
ever, taking inte consideration all of the various elements that
together made up the structure. Brooks and Warren explicitly
rejected carlier attempts to concentrate on literary form through
such studies as **figures of speech’ or “metrics.”’ arguing that the
effect of a work “can only be given accurately by a study of the
relations existing among all of the facrors'’ {p. xiv}. The book was
widely used. and was soon followed by companion volumes, Under-
stancding Fiction (1943) and Understanding Drama (1946},

The New Critics and School Programs

The first use which high school teachers would muke of the New
Criticism was foreshadowed by Allen Tate in a 1940 review of
Modern Poetry and the Tradition (1939). One of the major conclu-
sions whicn he drew was that “modern poetry is difficult because
we have lost the art of reading any poetry that will not read itself to
us.”" The implication that literature offered special problems of
reacing, that indeed it required close study before one can expect,
to appreciate it, was of course directly parallel to the conclusions
that were being derived from studies of semantics, and served to
reinforce them, .

This concern with reading techniques was not in conflict with the
concurrent stress on adolescent needs, but by the end of the forties
it was gradually becoming clear that there was a fundamental
antagonism between the basic principles of the two movements. As
long as teachers responded only to the concern with the full range
of meaning, they could apply the techniques of the New Critics with
little problem. When they also took up the criteria of value based
on formal coherence, the doctrine of needs (with its stress on
content} and that of the New Critics were in serious conflict. Even
here, however, the full extent of the incompatibility was somewhat
ameliorated by the fact that one was primarily interested in prose,
the other in poetry.

If there was any doubt in teachers’ minds about the true import
of the concern with form, it must have been thoroughly dispelled
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when the Bolingen Prize “for the highest achievement in American
poetry in 1948”7 was awarded to Ezra Pound for his Pisen Cuantos:
the resulting controversy was covered in detail in (he English
Journal. The Bollingen Prize was awarded by the Fellows of the
Library of Congress in Anwrican Letters, with money provided by
the Bollingen Foundation. In 1948 the Fellows included Leonie
Adams, Conrad Aiken, W, H. Auden, Louise Bogan, 'T. S. Eliot,
‘aul Grreen, Katherine Anne Porter, Karl Shapiro, Allen Tate, and
Robert Penn Warren—a highly respected group dominated by
proponents of the New Critics. Although Pound was an expatriate
American under indictment for treasen, the jury coneluded that

.« to permit ather considerations than that of poetic achievement
wouldt destroy the significance of the award and would in principle
deny the validity of thit objective pereeption of value on which any
eivilized soviety must rest.

“uch a statement was a clear and direct challenge to any theory of
literature which granted a place to what was said as well as how it
was said in establishing a hierarchy of literary values. It provoked
an angry, even savage, reaction led by the Pulitzer Prize-winning
poet Robert Hillyer: his first articles—“Treason's Strange Fruits”
and "Poetry's New Priesthood”—were published with editorial
endorsements in the Saturday Reviow of Literaturo.

Hillyer's attack charged the New Critics with sterile pedantry™*
and o “blurring of judgment both aesthetic and moral'': he prophe-
sied that the award had "rung down the curtain on the inglorious
Age of Eliot with all its coteries and pressure groups.'™? .

Rather thiin the end of an era, however, the award of the
Bollingen Prize to Pound marked the emergence of the New Criti-
vism as the established and vonventional wisdom. Hillyer's vilifica-
tion. though initially tapping a current of uneasiness about the
award,was soon criticized by such varied sources as the New York
Times, the New Republic, the Hudson Review, and the Nation. The
men he had been attacking were now the grand old men of letters:
Eliot, Pound, and Ransom, for example, were all in their sixties.
“"Modern poetry,” voncluded a December 1948 article in Poetry, “is
in fuct in secure possession of the field, and its heroes are aged men
with a long public eareer behind them.

Though the New Critics were heginning to dominate scholarship
and eriticism during the 1950s, the rhetoric of “life adjustment”
dominuted the high schools. Though - younger teachers trained in
the New Criticism in their college programs were beginning to come
inty the schools. the much earlier report on Language in General
Fducation {1940) represented the most extreme statement of their
views that received anything like widespread support. Critical
theory which emphasized form as the essence of literature, and

(€)
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which derived standards of value from the coherence of that form,
* had no place. It would not be until the early sixties, when the life
adjustment movement had been thoroughly discredited and a new
generation of teachers had assumed control of the English prograia,
that the iniplications of the critical theory as well as the reading
techniques of the New Critics would begin to affect high school
programs."?

The Changing Curriculum

The NCTE Curriculum Studies

The most elaborate attempt to outline the form and substance of
un English curriculum to reflect postwar concerns was that of the
NCTIE's Commission on the English Curriculum. Organized in 1945
under the general direction of Dera V. Smith, the thirty-one-
member commission worked through a series of subcommittees
involving some 150 other teachers and scholars to produce a series
of five reports. These illustrate both the implications of “life adjust-
ment” for instruction in English and the striking inability of the
movement to provide a coherent set of principles to give order and
structure to the curriculum.*

The first report of the commissior, issued in 1952, presented an
overview of the eurriculum from preschool through graduate school,
- as well as an outline of the general approach to curriculum study
which had been adopted. The commission’s deseription of how to
make a curriculum is interesting for what it says about the func-
tioning of the commission itself: most of the emphasis is on
insuring a wide representation of the various interest groups in the
comniunity, and of having them arrive together at a mutually
acceptable consensus. It is interesting to note in this description
how much the process has changed from its earlier formulations.
Though the Clapp report is mentioned briefly, there is no serious
attention given to empirical specification of life demands. Indeed,
the “desired outcomes™ of the prograin have become part.of the
process of consensus in the first stage—part of the “platform” of
the Currieulum Commission itself. It is probably inevitable with
such an approach that the goals arrived at will be both global and
unsystematie. And as Bobbitt had pointed out many years before,
imprecise formulations of what the schools were trying to accom-
plish would be of little value in organizing a eurriculum. Even the
illustration of the process provided by the commission shows these
problems. A goal such as "' Personal Values™ is given such "specific""
subtopics as *I. Developnient of personality —a sense of belonging
and of being accepted,”™ and 6. Establishment of enduring and
worthwhile personal interests. '

+
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The empiricism which in earlier curriculum discussions had fo-
cussed on the list of goals was now turned toward the description of
characteristics of the students, Such an approach was essentially
static: it provided a description of a given point in time. and very .
little else. If such a description were the most that could he °
available. then' the teacher would have to be constantly and indi-
vidually making siinilar assessments—learning the characteristics
of each student so that he could define the “needs” toward which
instruetion should be directed,

The activities suggested as relevant “experiences” to be included
in the curriculum would then be those which could be seen as
refleeting the specified goals at a level of difficulty suitahle to the
outlined characteristics of the student. Given the global nature of
the goals and the statie nature of the description of the students,
virtually any kind of activity could find its place as a wvalid
“experience” in the curriculum, and the expericnces themselves
could in turn serve as the setting for any numher of practical
English skills. Thus, for example, “Correct usage” and “Forms of
Introduction™ were both listed as incidental learnings derived from
the outeome **Development of personality’ {p. 62).

The task given Volume I was global; later volumes were to give
practical guidance at cach curriculum level. Angela M. Broening,
who had edited the carlier report, Conducting Experiences in Eng-
fish {1939}, was head of the Production Cominittee for Vohune 111,
the secondary school report. This volume {1956} had the benefit of
several more years of life adjustment theory, and is even maore
explitit in its aceeptance of the general philosophy. The Production
Committee for Voluine 111 saw students as shaped by two sets of
forces. The first was cexternal, and embodied the demands that a
complex and rapidly moving modern world made upon its citizens;
the second was internal,-reflecting the changing physiological and
psychological nature of the organism. These were explicated with a
detailed list of characteristies, subdivided into one section of Physi-
cal, Mental, and Emotional Characteristics and another section of
Language Characteristics. Physical characteristics reflected recent
attention to growth curves and physiological influences on hehavior.
Twelve- to fifteen-year-olds, the committee noted, “undergo internal
changes involving the heart, gland. and bone structure; the heart
grows faster than do the arteries, thus causing strain on the heart
and often confliets and emotional upsets.” The list of “language
charaeteristics™ treated language as an incidental activity: the first
characteristic listed, for example, is “Desire to have fun. a fact
which manifests itself in language expression related to sports,
amusements, and humorous situations.’'ss

When the committee turned to the problem of appropriate activi-
ties for the curricutum, it hecame clear that incidental teaching of
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the language arts really justified virtually any activity with which
the teacher might feel comfortable. The committee emphasized unit
tvaching as the best approach to building up a curriculum, but their
definition of unit was rather all-encomipassing: “All that is meant
by the term here is that varied activities in the language arts are
developed around a central therne or purpose, clear and significant
to the student™ (p. 69). The Preduction Committee and the Curricu-

um Commission itself, becaase they stressed needs narrowly de-

finul as immediate problems and left the language arts as ineiden-
tal. never did attenipt to limit what wouid be “clear and significant.”

Literature was dealt with in two sections whose differing titles
emiphasize the twin strands of psychological needs and essential
skills that were part of general education. One section was called
“Meeting Youth's Needs through Literature,” the other, "Develop-
ing Competence in Reading.™ Neither section offered much more

“than a series of cchoes of the fuller discussions in Literature as

Q

FExploration, An Experience Curricalum, and the professional liter-
atvre during the ensuing two decades. Literature was to be taught
for "“discovery and imaginative insight”; it would “'meet the necds
of vouth and promote growth’: *general traits as well as individual
characteristics must be taken into consideration®; “students dif-
for': literature can provide “broadened thinking and experience’: it
is a “source of pleasure” and can aid in forming *‘moral values, "™
The phrases are glib and are offered with little elaboration or
defense, '

The section on reading skills is striking in its disregard of the
kinds of skills which the New Crities were stressing. The important
skills it did list for reading literature were “Fvaluating truth te
human experience’: “Discovering theme or central purpose”: " Re-
lating detail to central theme or purpose of the selection”; and
“ollowing different types of plot structure.” Points of importance
in the reading of poetry included rhythm, rhyme, “word color.”
figures of speech, and “mechanies.” The general level. of instruction
is indicated by the final sentence: **Practice and group reading and
discussion of poetry will make the inverted sentence pattern famil-
jar.”7 It is indicative of the gencral emphases that Max Bastman is
cited in the bibliography for the literature section: W. S. Gray
jextensively) in the bibliography for reading: Richards, Brooks, and
the other New Critics in neither.

The ultimate difficulty was that the curriculum specified by the
commission lacked a set of structuring principles. The members
found their metaphor for education in the ¢oncept of “growth.”
which involved “'a definite sequential pattern™ whose dimensions
were clear enough: ““The normal child grows.constantly more com-
plex. more offective, and more mature in each of his patterns™ (p.
31). Yot they had no theory of cognitive or moral development

. which would allow them to state any more specifically the nature of
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the “growing complexity,” the changu; involved, or even the
natural next stage of development. Instead, all they could offer was
the static delincation of what the child is like at a given point in.
time so that activitics could be structured to change him. Any
number of activities, unfortunately, could be justified as “more
difficult.” “more complex,” or “meeting a need,” and all kinds of
aetivities were offered, ™ :

The Course of Study

In 1954 Arno Jewett, English specialist at the U,S. Office of
Fducation, published a survey of 285 courses of study from 44
states, the District of Columbia. the Canal Zone, and Hawaii. His
findings suggest that such guides reflected the emphases evidenced
in the work of the Commission on the English Curriculumn, though
he felt that the guides described programs that were *'less tradi-
tional, more flexible, and more closely geared to local needs" than
those of schools not engaged in curriculunm work .

Jewett fonnd that “almost all” of the courses included in -the
survey provided a definite sequence for the curriculum, with topical
or thematic units alinost totally replacing lists of classics as the
method of organizing the work. Units often cut across the language
arts, attempting to provide {as the Curriculum Commission had -
suggested} a wide base for incidental teaching of language and
communications skills. Topics varied greatly, but “the importance
of student interest as a means of facilitating and strengthening
learning™ had been “generally accepted.” The junior high years
tended to stress thematic units organized around the interests. and
nceds which various traditions of research on adelescents had
delineated --animal stories, adventure, and mystery from reading
interest studies. for example, and family life, growing up. and
making friends. About half of the junior high curricula included
developmental reading programs.™

In ‘the upper grades, Jewett found a inuch more traditional
pattern. but most programs had been modified to include several
different approaches. The most common pattern in grade 10 was
the study of types; but in grade 11, with its now-traditional course
in American literature, a wide variety of units were being taught:
“Chronological, thematic, regional, literary, works of famous au-
thors, American ideals and principles, and various others™ (pp.
G5-66}. In the twelfth grade program the traditional course in
English literature had begun to lose ground and was being replaced
by a variely of electives. The most frequent substitute, however,
was a course in world literature in which English literature played a
substantial and usually predominant role. Some 13 percent of the
courses of study included a required world literature course in grade

O
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12. and another 10 percent offered it as an elective. Smith in 1932
had found virtually no attention to such studies.

Jewett also found that schools were incorporating the concern for
language and communication that had developed during World War
I1. Over half of the courses of study that he examined included
- such studies, those published earlier focussed on propaganda analy-
sis and critical thinking while later courses emphasized semantics
and the nature of language.

The Anthologies

Jewett's findings indicate that those in charge of the courses of
study—in general the inore active and dedicated teachers in a given

community — were responding to the emphases in thé professional
" literature. Courses of study. however, are only one of the factors
influencing what actually happens in the classroom; in this period
as in the previous one, the literary anthology is at least as impor-
tant. Two detailed studies of anthologies are available, one in
general sympathetic and the other part of the reaction against the
program of secondary education that developed during the postwar
period. Together they provide quite a complete picture of the
program in literature which the anthologies represented,

The more sympathetic distussion is James Olson's summary of
trends between 1946 and 1957, He found a gentle evolution rather
than a major skift from the pattern that had been deveicped during
the 1930s. Those series that had not yet reorganized their ninth and
tenth grade texts around thematic or topical units did so; and the
topics themselves were shifted toward the more immediate needs
and interests of adolescents. In the eleventh and twelfth grade
volumes, the major change was the introduction of a thematic unit
in contemporary literature at the beginning of the volume before
returning to the standard chronological presentation for the rest of
the text.™ : _ ' '

The inereasing concern with practical problems of living was
evident in both the organizing themes and the editorial apparatus
provided. The 1950 Singer anthology dropped its opening unit on
“The Short Story,” replacing it with one titled “*Understanding
Qurselves and Others'’; a subtopic covered “‘Family- Portraits and
Problems.” The parallel Scott, Forr=man text introduced a unit
titled “Families Are Like That™ in an edition issued the following
year. [lven the anthology titles began to reflect the new orientation:
‘Harcourt, Brace and Co. started a Living Literature series in 1949:
[olt followed in 1952 with one more explicitly titled Read Up On
Life.™! :

Responding to the concern with human relations, the anthologies
also hegan to give attention to world literature. Some combined it
with the study of English literature in the twelfth grade; others



= ) " Namrroweb Goats 171

issued separate volumes. An ungraded Harper and Brothers text,
World Neighbors, illustrates even in its title the limitations on the
goals for such studies. The preface emphasized world peace and -
domestic harmony, and the selections themselves were surrounded

with “practical” study questions. After reading Bernier's **The

Divided Horsecloth,” for example, students were asked: *‘Besides

teaching married couples how to treat their parents, what does the

story teach parents concerning their money?” Synge's Riders to the

Sea demonstrated the “comfort™ of religious faith but also illus-

trated “stupid beasts who allow a w.alignant nature to dominate

their lives, "™ .

As in previous periods, there was considerable difference in
emnphasis from series to series, with those collections designed most
specifically for upper-track and college-bound students maintaining
the most traditional focuses, and those for vocational students or the
lowest tracks going furthest in the direction of “life adjustment."

One can conclude from Olson's survey that “life adjustment'”
brought no major change in the organization or content of high
school anthalogies. They continued to exert a inoderately progres.
sive influence on the curriculum through beth their increasing
attention to modern literature and their continuing de-emphasis of ’
studies of form and technique. There is no indication that the
anthelogies—any inore than the Commiission on the English Cur-
riculum of the NCTE or the state courses of study—had responded
to the implications of the New Criticism: even the conservative
editions for college-bound and upper-track students emphasized
older methods of scholarship: biographical and historical studies,
the characteristics of genre, and rhetorical devices predominated.

A trenchant and detailed critique of the anthologies by James
Lynch and Bertrand Evans documents exactly what was happening
to literary values. As a status study rather than a history, it treats
the form of the anthelogy as a given in need of change, rather than
as an evolving set of materials. To choose texts for study, the
authors solicited information on state adoptions, surveyed practices
in two hundred cities, corresponded with publishers, and checked
their results with practicing teachers. They concluded that their
final list of seventy-two texts represented all of those in major use.
‘The sample overlaps Qlson's but includes only five from the forties
and some fourteen editions published hetween 1958 and 1962 most
‘of these were minor revisions of earlier texts, however, so that the
Lynch and Evans statistics probably provide an accurate picture of
the texts Qlson surveyed.™ :

Their report, High Lchool English Textbooks (1963). is a good
illustration of the fundamenta) antipathy between the emphases
that had been developing in the secondary schools and the em-
phases of the New Critics. The task of the English teacher as Lynch
and Evans saw it was “the teaching of the reading of literature"




172 “I'rammios asp Revors

(p.5). Their emphasis was firmly on literature as literature: anthol-
ogies ““should be the reposifories of the very best ever thought and
written in the spirit of the humanistic tradition and the Anglo-
American heritage; whatever does not fulfill these criteria has no
place in an?untholog_v. regardless of grade level or the kind of reader
to whom it- might be directed” {p. 409). Given the professional
emphases over the preceding fifty years, it was inevitable that the
anthologies would not fare well in their eyes. Literary values had
not been the primary emphasis in the selection of materials; much
of the "very best ever thought and written” had been deemed
inappropriate; the second best had often been found useful.

Lynch and Evans made a number of major criticisms of the
anthologics, docuinenting each point somewhat repetitively as they
took up each genre in turn. Their major charge was that the
selections were inadequate and “‘second-rate,” placing too much
emphasis on such “currently popular topics as the space age,
clectronics, travel, and communication’"; attention to “information,
‘real-life’ adventure, and social behavior™; selection for *'sociologi-
cal or historical reasons.”” To these considerations Lynch and Evans

- counterposed “ideas and the exercise of thinking logically and
critically,” “literary quality,” and "promise of permanence” (pp.
64-73). :

In the anthologies’ treatment of cach genre Lynch and Evans
found a core of "‘respectabie quality” which filled out the lists of
“most frequently printed selections.” These, however, were a very
small percentage of the total: the frequently anthelogized short

" stories. for exumple, made up only 4 percent of all short story
selections, Observations of the remainder led Lynch and Evans to
conclude that “the short story is not commonly regarded as a
sorious literary genre, but rather as an attractive short picce casily
handled by the teacher and ‘appreciated’ by students with a mini-
mum of teaching.™ The mést frequent sources of the stories were, in -
descending order, The Saturday Evening Post. Collier’s, The New
Yorker, Scholastic Magazine, The Adantic Monthly, FHsquire,
Cosmopolitan, This Week, Story, Boy's Life, Seveuteen, Harper's,
American Girl, and Ladies' Home .Journal. Seventy-three percent of
the selections appeared in only one anthology and were “'commer-
ciai"’ or “formulary.” To Lynch and Evans the results were a
disaster: - .

.. . the principal criticism to be made is not that such stories are not

worth reading but that as entertainmem they do not deserve a pliee in

the textbooks prepared at considerable expense for high school class.

ronins. To give sueh stories as much space as more enduring works of

genuine literature is at ence to blur distinctions between thepreataml——
the medioere (thereby frustrating the development of taste). {pp. 38-

Jh.
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Their parenthetical note is of particular interest, since it is a direct
contradiction of the assertions of the experience approach. The
question of the processes involved in the development of taste is the
central pedagogical issue, but it has never been successfully ad-
dressed by proponents of either point of view.

Their second set of critivisms dealt with alteration of selections,
a practice that had reached such proportions that nearly half of the
selections in some texts were not presented in their original form.

. Many of the alterations represented unacknowledged *‘silent edit- -

ings"’; others involved major omissions noted with a simple ellipsis
or misleading footnote (p. 442). Such changes were a source of
continuing irritation to Lynch and Evans, who contended that they
violated the duty of the anthology to present “the work as the
author wrote it ”—a necessary first step, of caurse, if the techniques
of the New Critics were to be applied in teaching.

Another gencral point of criticism was the domination which the

"system of organization spenied to have over the selections included.

As many as three-fourths of the volumes seemed to have been
organized before the selections were picked. Topical (thematic) and
chronological patterns of organization were the chief villains here,
because hoth imposed a sct of extraliterary considerations on the
materials to be used. The study found too that such topical and
chronological anthologies were the dominant forms, the first in
grades 9 and 10, the second in grades 11 and 12. Lynch and Evans
hlamed the overemphasis on *“‘miscellaneous nonfictjion™ directly on
the use of topical units, which led to collections “‘that are more
accurately described as socially therapeutic than personally and
humanely educative” {pp. 79-80. 410). Again. of course. what
they find offensive is a result of the success of the anthologies 1n
responding to the coneerns .f the secondary school.

Lynch and Evans also criticized the fact that over half of the
selections were from the twentieth century; literature written bhefore
1800 was hardly represented at all. Looking for a reason, they
found that the “‘correlation hetween the topical organization and
proportion of recent literature is obviously very high,” from their
point of view providing another bit of damning evidence against
this approach. Their worry about the displatement of ‘‘major
authors in the Anglo-American tradition"” also led them to object to
the emphasis upon world literature in some collections: “It is at
least questionable whether a high school student inadequately read
in the poetry of his own culture is prepared to undertake the study
of another” {pp. 113, 150-58), -

The last general criticism that Lynch and Evans had to offer
dealt with the tone adopted hy the anthologists: in particular the
“fear of difficulty” and the "deliberate catering to the adolescent
mind even to the point of embarrassment.™
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Pieces are chosen because they lie within the narrow boundaries of the
teen-age world, and their heroes and heroines are Dick and Jane just a
fow years older. now dating instead of playing, gmng to a dance
instend of the local fire station. saying “round, round. jump the rut,

round, round. round, jump the rut, round, roundu instead of **Jump.
Spot, jump.” but otherwise hardly different. The “image™ of the
American Boy that emerges is of a ¢clean-cut. sotially poised extrovert,

an incurious observer of life rather than a participant, a willing con.

former, more eager to get than Lo give, a bit of a hypocrite but a rather
dutl companion—a well-adjusted youth not much above a moron. And
the “image’” of the American Girl? She is the one who likes the
American Boy (pp. 412-13).

It was to end the catering to ‘that moron, to restore the anthnlngies
to the state of “textbooks. to be studied in and taught from," that
the eriticisms of High School Enghsh Textbooks were ultimately
offered.

It should be clear that what Lynch and Evans were challenging
was not the anthologies’ success at the task undertaken, but the
definition of the task itself. In a sense the fact that their study
needed to be conducted at all is the strongest testimony to the
domination that had been achieved by the progressive movement.

Summing Up: Literature in the Progressive Era

Lymh and Evans conducted their study in the early sixties,
safely in the midst of a vigorous collegiate reaction against such
trends: they were professors at Berkeley themselves. The attacks
were on “life adjustment’” and the narrow focus on adolescent
needs. but since these were the final stages of progressivism it was
the movement as a whole that was eventually discredited. The loss
of the impetus toward reform and progress, with its concomitant
de- cmph']SIb of academic achievement. provided the rallying point
for a variety. of forces to unite against the unfortunate image of a
brave new world filled with legions of school children in gray flannel
suits, an image which “life adjustment”™ managed—not without
justification—to bring upon itself.

The attack on “life adjustment' would simultaneously end John
lewey as the basie reference point for educational thought: he and
his followers became the villains instead of the heroes in the new
educational rhetorie. Yet though the name was discredited, the
progressives made many solid and eontinuing contributions to the
teaching of literature in Ameriean schools. Any list will of netessnty
be limited and thus misleading, but the followmg points give some
sense of their accomplishment,



{1)

{2)

3)

(4}

{5}
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They cffectively ended the limitation of the literature curric-

ulum to the nineteenth century canon of classic texts, open-

ing the way for the inclusion of ‘more, and more modern

selections as well as for important examples of world litera-

ture.

They documented the wide range of individual differences

in ability and achievement that could be expected within

any high school classroom, and experimented with ways to
provide a meaningful program in literature for all students.
They recognized the importance of student interest in any

successful program in literature; they developed a wide
variety -o1 techniques to insure that interest would be pres-

ent; and they described patterns of interests in children and
adolescents that remain valid today.

They began the debate about the nature of the development
of taste and discrimination, recognizing that it is the essen-
tial question which should shape the curriculum in literature.

They gave English a place at the heart of the curriculum
and defended literary studies as a part of English even when

unable to define their values precisely or well in the face of
demands for social relevance, efficiency, or adjustment to
life, ' . '

The failure of the progressives were also major and contributed
to the rapid rate at which their views of the curriculum would fall
from favor. : .

(1

In turning from literary scholarship toward the relationship
between the student and literature as the basis for the cur-

. riculum, they abandoned the old pattern before they had

(2}

(3)

developed a new set of practical criteria for determining the
relative value and the proper order for classroom studies.
They sought growth in response without a useful phi-
losophy of what growth entailed.

In part because of their Jack of structuring principles, they
allowed the program ip literature to be dominated by per-
ipheral activities often having little to do with “literary
values'": in the end the rhetoric, at least., gave literature a
function which other activities could and did fulfill as well.
In their concern with general ¢ducation for the general stu-
dent. they adopted a condescending position that removed
virtually all “‘striving” and challenge from the activities

suggested; especially for the nencollege-bound students.

* They allowed their empiricism and pragmatism to narrow

their definitions of needs to the point that they were trivial
and dull.
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{(4) In their fear of college domination they lost touch with
scholarship in their field, thus setting the stage for con-
frontation with the New Critics, rather than the reconcilia-
tion and accom'nodation that might have revitalized the
movement. ) :
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in their false Iiberalism, the progressive educators eonfused discipline with
regimentation, and forgol thal wue freedom is impossible without mituls
madle free by discipline, .
-7 —Aortimer Adler, How to Read & Boolk,
- 1940!

The fssue i American education today is not drawn betwween hose who
belicre in scholarship but are indifferent to good teaching, and those who
belicee in good teaching but are indifferent to schoturship. The issue is drawn
between those whe belicve that good teaching should be direcled to sound
intelieotual ends, and those who are conlent lo dethrone educalional values
andd endtivate the techniques of teaching for their own sake, in an intellecetual
aned cullural cacraumn, ‘
~—Arthur E. Bestor, Educational Wastelands,
19532

The witimelte resull of these pressures—ihe grealer heterogeneitly of pupils, the
increasing complexity of our socicly, the development of modern media of
contmwrication, the proliferation of responsibilities of the English teacher—is
that English as a subject is in danger of losing still more its central focus. In
too many locales English hes become qlf things to all students, The dnes of
the discipline have blurred, and the proper path for preparing its teachers has
faded, '
—NCTE Committee on National Interest,
19613

it is obcious that random patching of the existing curricula, though it may
have a practical look, is no longer practical. The only thing thal is practical
now is to gain e hew theoretical conveption of fiterature. Most of our
difficultivs in the teaching of English result from an inimature scholarship
that has not properly woerked oul its own teaching prineiples.
~Northrup Frye, in an address to the
Modern Language Association, 19634

. . . the primary motivation for this curricahum lies in the fact that the English
program in most Nebraska schools lavks e rlanned, sequential, developmental
pattern. Too frequently vne leacher has no notion of what her students have

" done i English in previous years or whal they will be expected lo do in
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sueceeding vears. Consequently, each teacher feels that she must edurale her
students in every area of English al once. . ., She cannhot possibly de so,
—Nebraska Cugriculum Development
Center, 1965



Chapter VII *

An Academic Model for English

The excesses of the “life adjustment” movement
ceventually provoked a reaction wihich questioned the most basic
principles of progressivism in education. if concern for the child led
to school programs with no clear purpose or structuring principles,
then perhaps these principles could be reestablished by returning
attention to the subject matter. This was the underlying premise of
the acudemie resurgence which-dominated secondary school instruc-
tion from the late fifties till the late sixties. This resurgence,
though limited in its own way and relatively short-lived, forced
both progressives and their apponents to formulate their goals and
niethodologies with a rigorsand ‘precision that had been lacking
throughout much of the “life adjustment ™ period. As ont result, the
study of education became pnce again 4 respectable endeavor, one in

-which academics jas well as educationists were willing to engage
themselves.

Crities of the Schools

The Academic Critics

Fundaniental criticism of the progressive movement was begin-
ning even as the movement hit its zenith in the late 1930s; the
sources were primarily university scholars concerned about what
they saw as a lack of intellectual rigor and historical perspective in
the evolving school programs. Maintaining the distinction made in
the previous chapter, these eritics were the proponents of “liberal™
as opposed to “general” education. One of the earliest influential

~critics was Robert M. Hutchins, inaugurated as president of the
University of Chicago in 1929, [n a series of lectures at Yale in

185




-
. T

186 Tramrion axp ReEForm

1936, later published as The Higher Le&rning in America (1936},

Hutchins outlined a program which placed its emphasis on disci-
pline and culture as a prescribed body of knowledge, summed up as
the “*Great Books.”™ This was in turn popularized by Mortimer
Adier in his somewhat polemical How to Read a Book (1940). A
professor of law rather than of literature, Adler first taught with
Mark Van Doren at Columbia and later with Hutchins at Chicago.
Blaniing the progressives in general and John Dewey in particular
for what he saw as “the almost total neglect of intelligent reading
throughout the school system,' Adler is interesting for his funda-
nmiental unity of purpose with most of the progressive movement.
To him, too, reading was '‘a basic tool of good living."” one
“intimately related to the art of thinking well—clearly, eritically,

w

freely.” Education in general and reading in particular were “‘a

“means toward living a decent human life.” Even the list of ques-
*tions that Adler thought should he asked by a reader were hasically

commpatible with progressive doctrines: ““What in general is being
satd? . . . How in particular is it being said? . . . Is it true? . .,
What of it?"?

Adler in the end differed from the progressives he was criticizing
on only one important point: what should he read to achieve these
gouls. And his answer was simple: the Great Books, and only the
Great Books, were worth spending time on. They alone would teach
the reader to read well, and until he could read well there would be
no sense in reading widely. Adler was well aware that the Great
Books (he included a lengthy list in an appendix) were considerahly
more difficult than the standard school fare, but he defended this
difficulty as providing the necessary discipline without which true
freedom of the mind could never be achieved. :

Van Doren, whom Adler acknowledged as a shaping foree in his
own education, was himself commissioned by the Association of
Amcrican Colleges to prepare a diseussion of liberal education
during the midst of World War . His book, far more scholarly and
reasoned thah Adler’s popularization, recognized the fundamental
unity in goals with the progressive educators, hut like Adler split
with them: on what it was that should be studied. As Van Doren
put it. progressive education failed at being ‘“perfect’ precollege
education by neglecting two things: *'Fhe deep resemblances be-
tween human beings. calling for a fixed program of learning which
no child may evade, and the importance of the past.” And like
Adler, Van Doren pointed to the Great Books program as a good
madel to follow.*

Two Harvard committecs appointed hy president James B.
Conant provided similar discussions of secondary school programs:
first The Traiving of Secondary School Teachers Especially with
Reference to English (1942), and later General Education ina Free
Society (1945). Both reflected an awareness of conditions in Amer-
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ican secondary schools and a healthy appreciation of the progres-
sive efforts at reform; both, however, came down squarely in favor
of a more acadentic and intellectually rigorous curriculum than
seemed to be emerging. The NCTE in particular was castigated by
the Committee on the Training of Secondary School Teachers for
having “‘ended whatever monopoly the classics still enjoyed"™
through a series of reports that exhibited “a decreasing power of
discriminating between books of permanent worth and books of an
ephemeral nature.” Rather than a leisure time or recreational
activity, the committee saw reading as a difficult and disciplined
subject, one that would *“‘challenge” the mind.and thus make it
terow. ™ ’ :

Both Harvard committees traced the ills of education to the
expanding school enrollments of the early twentieth century, enroll-
ments that had grown so fast that the liberal arts faculties hud
gladly relinquished their traditional responsibility for teacher train-
ing. The result, inevitahly, had been a widening chasm between
school and college people, the one poorly trained in subject matter,
underpaid, and without time to pursue their own continuing educa-
tion, the other isolated from the schools, unconcerned with meth-
adology. and {until much later in the century} safely protected from
the problems of “mass'" or “general” education. As a result of this
split, education lost touch with its earlier humanistic ryots, though
these continued to flourish {the Harvard committees hoped} in the
university liberal arts faculties. The goals of secondary education,
in this view, were now too oriented toward practical and vocational
ends: there was a need to re-emphasize the ethical and cultural
heritage through a return to “great authors"” and *‘great books.""

The implicit and explicit criticism of progressive education of-
fered in the early forties hy proponents of liberal education set the
stage for the later and more volatile criticism that would in a
remarkably short time make progressive education a term of deri-
sion, and John Dewey a scapegoat. Lack of intellectual rigor,
neglect of common culture, avoidance of questions of values, and
the control of the schools by an isolated and ingrown school of
cducation—these would he the rallying points for critics who would
fail to recognize any fundamental unity of purpose with progressive
education. Much of their criticism simply missed the point, contin-
uing a long tradition of talking past one another that had grown up
between the schools of education and the liberal arts faculties.' The
Gireat Books course is itself the hest single example of this: critics
of progressive education claimed that such books were heing ne-
glected, while in fact the progressive theorists could claim self-
righteously that they had already learned that the way to full
appreciation of these classic texts was indirect, through the lesser
and more ephemeral works that they had been assiduously hringing
into the curriculum. In fact the progressives may have been in
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danger of losing sight of their ultimate goal, concentrating on the
ephemeral as an end In itself, but since the issue was put not
pedagogically but on the basic principles, neither side benefited
from the wisdom of the other.

A Crists of Confidence

As "life adjustment’” became more popular, such criticism in-
tensified. Some hint of the changing tone is evident in the titles
chosen—they progressed from Van Doren’'s simple Liberal Educa-
tion {1943) to Bernard 1dding Bell's Crisis in Education {1949) and,
in the same year, Mortimer Smith's And Madly Teach. By 1953 the
transition from criticism which acknowledged many points of con-
tact with the progressive movement to outright confrontation was
nearly eoniplete; that year produced Albert Lynd's Quackery in the
Public Schools, Arthur Bestor's Educational Wastelands, Robert
Hutchins's The Conflict in Education, and Paul Woodring's Let’s
Talk Sense ubout Our Schools. Rudolf Flesch's Why Johnny Can't
Read with its subtle linking of progressivism and communism
followed soon thereafter. Such efforts were eventually institution-
alized through the Council on Basic; E(fucatlon, founded in 1956
with Bestor and Smith among the directors.'?

The major charge which the critics brought against the progres-
sive movement was anti-intellectualism; all of the other points they
would make could eventually be brought back to the fear that the
progressively-educated child would not be the intellectual equal of
his forebears, his mind weakened by “‘lollipops’ instead of “‘learn-
ing,” the "discipline” of content replaced by the triviality of “life
adjustment.’’ Here was the heart of the loud protests that would be
made about the “educationists,” who progressed in the rhetoric from
an innocent {if unfortunate} product of the rapid expansion of the
schools to an interlocking and self-serving directorate with a strangle-
hold on the system of public education,'’

The harsh rhetoric of the academic critics opened the way for a
varied and unlikely coalition of forces. Conservatives seeking ways
to reduce school budgets, superpatriots outraged by the social
reconstructionists and fanned by McCarthy, parents disturbed by
the implications of *'life adjustment.” old-line teachers who had
never embraced progressive doctyines in the first place. and young
teachers to whom progressivism meant resistance to new modes of
&.Lholarshipw-dll came together in their criticism of the schools. The
sins of the progressives had been many, and as the attack gained in
intensity the tendency to look at their virtues ‘grew weaker and
weaker,

The final blow was Sputmk Launched in the fall of 1957, it
became a symbo! of the falfure of the schools aridd a mllestonc
marking the end of one era and the beginning of another.!* It also
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provoked its own period of national soul-searching, summed up in
Vice-Admiral H. G. Rickover's Education and Freedom {(1958). * Life
adjustment” and John Dewey were his Scapegoats, cngineers and
*talented youth™ his Chosen People, and high academic standards
the road to salvation. *'Only massive upgrading of the scholastic
standards of our schools,” Rickover wrote, "will guarantee the
future prosperity and fréedom of the Republie.”" Congress followed
with a new infusion of federal funds through the National Defense
Edueation Act of 1958—an act which carried in its title an ever-
present reminder of just exactly what it was that had prompted
_ federal concern.

With the passage of the NDEA, English found itself taking a
definite second place to math and science, the new “core’ curricu-
“ lum for producing Rickover's nation of engineers. It was a sobering
‘experience, but one that gave the many factions within the teaching
of English a common cause. '

In their attempts to reassert the values of English, however,
teachers of English did have some powerful allies. One of the most
important was Harvard's James B. Conant, who returned from a
sojourn as ambassador to Britain to provide a series of trenchant
critiques of the schools. The first of these, The American High
Sehool Today (1959), examined the comprehensive high 'school, an
institution which Conant viewed as the proper embodiment of the
American commitments to excellence and to democracy. After
visits to a_selected sample of schools, Conant offered twenty-one
“Recommendations for the Improvement of American High
Schools.” These were designed in large part to improve the prepa-
ration of the academically talented students by substituting a more
rigorous program in the basic subjects, including English. He
asked, among other things, for subject-by-subject ability grouping
linstead of the atross-the-board tracking that then predominated},
the use of an academic honors list, advanced courses with specified
prerequisites. special classes for the highly gifted, more emphasis
on composition, and four years of English for every student. The
general implications of Conant’s recommendations for English were
clear; an important place in the curriculum. but.one requiring some
substantial changes in approach.'

English as a Discipline

Concern for the Talented

Though Sputnile in 1957 crystallized public opinion and thus
serves as a convenient enchmarlk for the beginning of reform, in
fact the underlying reemphasis of academic achievement was al-
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ready well underway. One of the early forces was a revival of
interest in special programs for “academically talented* students in
reaction against the preoccupations of the progressives with the
“general” courses and “life adjustment.” Coneern for the academ-
icallv talented was given considerable impetus by experiments
sponsored by the Ford Fund for the Advancement of Edueation.

Established in 1951, the Fund for the Advancement of Education
experimented with two approaches to break the lockstep progres-
sion through the secondary school grades. The first, early admis-
sions, received considerable publicity during 1951 and 1952 but
never hecame very popular: high schools protested that they were
being stripped of student leaders, and colleges worried about the
social maturity of the carly admittees. The second experiment,
advanced placement, was initiated in 1952: it became popular with
lvy League schools and their prep school feeders, insuring steady if
not spectacular growth, By 1955 it was well enough established tq
be taken over by the College Entrance Examination Board, with
the first exams under CEER auspices being given in the following
year.'7 ) :

The Advanced Placement program was simply a series of exum-
inations: there was no syllahus or prescribed course of study.
Nonetheless, like all examinations, it developed an established form
and series of emphases that could not help but shape high school
teaching. Indeed. its influence often extended lar beyond the lim-
ited number of students directly involved, leading to changes in
methods and materials at all levels of the curriculum.' From. the
beginning English was gne of the most popular advanced placement
subjects., and the emphases in its examination 'vere those that
characterized the next wave of reform. Textual analysis and literary
eriticism on the model of the New Crities was the most important
aspect of the exam; very little attention was given to the philo-
sophical or ethical dimensions of literatyre.

The advanced placement model of special attention to intellecr
tually gifted students offered the public schools one relatively direct
way to respond to the growing criticism of progressive education.
Arno: Jewett, USOE specialist in language arts, told the NCTE
tonvention in 1952 that neglect of the fast learner was “‘the hasis
for much of the honest criticism of our educational efforts” To
demonstrate a lowering of the average instructional level, he used
statistics on the increasing proportion of children of high school age
remaining in school until graduation.' Jewett was tapping such a
general concern that the Council's Executive Committee voted a
few months later to estahlish a Committee on English Programs for
High School Students of Superior Ahility to help teachers provide
for these "neglected™ studentsy. The final report of the committee
did not appear until 1960, when it was brought put as a joint

(€)
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publication of NCTE and the NEA's Project on the Academically
Talented Student, but its emphases are those of the mid-fifties
when the committee was most active.?® The report makes it clear
that the teacher of the academically talented should have a special
status within the high sehool facuity. The arguments paralle! those
that had arisen during the initial enthusiasm for ability grouping
during the twenties: the students are brighter than the average;
therefore the teacher must be brighter than the average, with a
better preparation in literature and a broader cultural background.
As a corollary, he would need a lighter teaching load and extra
financial support for advaneed preparation.

The special competence of academica'ly talented students was
generalized to all aspects of school life. In addition to advanced
placement exams, accelerated or “‘enriched” classes, and early
admissions, they would be encouraged to make reports to the
class. to serve as chairmen of student committees, to conduct hook
fuirs. to do creative writing—to do, in fact, vlrtuaily anything out
of the ordinary. It is very difficult, however, to understand the
peculiar qualifications of the academically talented to read an-
nouncements over the loudspeaker system, or why f[amilies of
superiur students—and not of all students— were to he given advice
on activities to broaden a student’s interests (visits to places of
historical or cultural interest, trips to museums, or evenings at the
theater). Most of the activities suggesied for these students were
exactly the kinds of undertakings that the progressives had urged
for erervone,

'The third point thai emerges from the report is a direct con-
sequence of the extent to which the concern for the academical-
ly talented pupil was motivated by criticism of their acadeniic
preparation: the model for academic work was the college curricu-
lum. so the proposed changes in high scheol programs followed
very closely what went on—or was thought to go on—in college
classrooms ""Advanced work’ was the single answer to the prob-
lemy of what to offer the academically talented, and this meant
intensive reading, the Great Books, and literary rather than per-
sonil focuses for the curriculum. Often the courses simply adopted
one of the introductory college anthologies.

A New Curriculum Model

The programs which began te appear for academically talented
students differed fundamentally from those developed by the “life
adjustment” movement. Where the progressives had come to stress
immediate needs and the characteristics of the student, the new
programs placed their emphasis on long-term goals and the nature

3
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of the ‘alll)jt’(t.. At the same time, liberal arts facultics became
involved in curriculum reform in a way unparalleled since the late
nineteenth eentury. when the college had also served as the model
for the high sehool program. As early as 1951, the University of
[llinois Committee on School Math set the pattern that later efforts
would follow: scholars working to develop new programs that would
stress concepts fundamental to the subject area-—or the “disci-
pline’’ as it eame to be called. Though educators were usually
involved at various stages of curriculum development, it was sub-
ject area rather than educational prineiples which determined the
scope and sequence of the new curriculum, The University of
[Hlinois preject was tollowed by the Physical Sciences Studv Com-
mittee {1956), the School Maths Study Group (1958}, and by
various other efforts in science and math.? At the same time, the

~ National Scienee Foundation (NSF) developed a modetl for inservice
education based on summer institutes, Founded by act of Congress
in 1950 as an independent body to oversee rpsearch and training in
seientific and mathematical areas, the NSF funded a series of
institutes for college teachers during the summer of 1953. These
were extended to the secopdary school level the following year,

“agrain direetly Snvolving liberal arts departments in problems of
teacher training and curriculum development.

Interest in academie reform in English—aside from the initial
response to the problems of the academieally talented —began more
slowly. On a regional level, a series of annual conferences on the
teaching of inglish grew out of the Yale Master of Arts in
Teaching program d'uring 1955. Under the direction of Edward
Gordon and Edward $. Noyes, these conferences offered an aca-

“ demic view of English and stressed three separate components:
language, literature. and composition. This “tripod” became the
major metaphor for English during the ensuing period of academic
reform, Literature at the Yale conferences was dealt with using the
approaches of the New Critics. with Cleanth- Brooks: and other
dlqtmgumhed faculty members helping teachers assimilate the new
point of view.’* Of more significance nationally, the Modern Lan-
guage Association (MLA) hecame involved in secondary education
for the first time since the turn of the century, as a result of the
Foreign Language Program (1952-58) funded by the Rockefeller

uloundatmn Under the direetion of MLA Executive Secretary
MWilliam Riley Pagker, this program led to many reforms in foreign
Yanguage teachitg and eulniinated with the inclusion of funds for
foreign langnages in the National Defense Education Act of 1958,
Parker's suecessor at MLA, George Winchester Stone, Jr., turned
MILA efforts toward the teaching of English at about the same time
that the leadership of NCTE, with J. N. Hook of the University of
11line. » serving as its first full-time exe¢utive secretary, began to
rea .« 'he principles on which English programs were based.

ERIC
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The Buste Issues Conferences

The first important manifestation of renewed scholarly interest
in secondary school English was a scries of “Basic Issues’™ confer-
ences held during 1958 with funds from the Ford Foundation. In
the atmosphere of mistrust and suspicion that had developed
between academic and education departments. MLA initially pro-
posed to sponsor such a series without directly involving other
professional organizations who might have been presumed to have
an interest. After NCTE protested that MLA, with its college
orientation, lacked the competence to deal adequately with secon-
dary school teaching, the conferences were eventually funded under
the joint sponsorship of the American Studies Association, the
College English Association, MLA, and NCTE: the series brought
together twenty-eight teachers of Bnglish for three three-day and a
final one-day mecting to consider and define the basic issues in the
teaching of English. The conferences reduced the initial mistrust
among the leaders of the orgahizations involved and produced two
short but important reports that were widely distributed: ‘“The
Busic Issues in the Teaching of English' {1959), and 'An Articu-
lated Finglish Program: An Hypothesis to Test” {1959).**

The first of these reports was presented as a “*sharpening’’ of
points of disagreement within the profession, but'a clear point of
view radieally different from that of the progressives emerges from
the leaflet as a whole. The most important assertion was that
English must be regarded as-a “fundamental liberal discipline,” a
body of specific knowledge to be preserved and transmitted rather
than a set of skills or an opportunity for guidance and individual.
adjustinent. As such. the importance of specific works, of the
technical vocabulary of the literary critic. and of sequence deter-
mined by the logic of the subject matter could be opened for
debate in a way that was impossible when the subject was defined
in terms of the needs or interests of the student. College professors
of English rather than of education or psychology became the body
of expert opinion of most importance-in curriculum development,
and national leadership Lhrough the professional organizations
berame the natural way to bring such scholars into the process of
curriculum development. Because the basis of the curriculum was
felt to lie in the subjeet matter, such experts could pravide guidance
of a nearly universally applicable sort—in contrast with the dictum
of the NCTE Commission on the English Curriculum +hat the
curriculum must emanate from the needs of the Studest in his
particular local community. »

The Basic Issues conferences, not surprisingly, tarned to' the
programs for the academically talented to sharpen some of the
issues they presented. To the extent that there was any evident
concern for individual differences, the paradigm usually folowed
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wus quite consistent: “What can we do with the best students? If
such an approach is good for them it must be good for everyone.
How should we modify it so we can use it with the less gifted
also?"#* It was a very handy model for the academics to follow,
since with it pedagogical issues could for the most part be ignored.
Whawever sequence and manner of presentation were chosen., the
academically talentel) student would be able to handle it; thus the
construction of a functioning inodel of the academic curriculum was
not an insurmountable problem. When it came time to modify the
curriculum for the less able, however—a process that was really
neglected for most of the sixties—it would take radical reform
rather than simple modification to produce a viable structure:

The most important issue in the minds of the conferees was that
of providing a currleulum that would be "sequential and cumulativa
from the kindergarten through the graduate school.” Such strue-
ture would be the key to insuring that English-the-school-subject in
fact remained English-the-discipline. Without the structure. there
would be nothing to prevent a return of ““the present curricular
disorder™ with its ad hoc activities and. even after the advent of life
adjustment,” its virtually unlimited scope.’* The conferees were
uncertain about the proper basis for the sequence they hoped to
develop. presenting their own conception in the second leaflet, “*An
Articulated English Program: An Hypothesis to Test.” Echoing
the Yale Report of 1828, they portrayed the literature component of.
the English program as “'a continuous furnishing of the mind."" The
skeleton course they provided was distinctly traditional, beginning
with the simple literary forms of folklore, legend, and fairy tales in
the early elementary years, progressing through myth and legend
in the upper elementary grades, and the backgeaunds of the Wes-
tern cultural heritage (through. for example, selcctions from Homer
and from the Bible) in junior high school. The high scnool would pe
the place for.an emphasis on intellectual development. and “mastery
of certain blocks of knowledge™ important to the literary heritage.
Though the conferees stopped short of proposing a return to set
books {calling it “'probably inadvisable’}, they proposed that the
curriculum introduce all students to certain specific varieties of
literary experience, Thus for the novel, they deemed it “necessary
and practicable to insist that novels of the following kinds must be
read™:

Simple narrative {e.g.. Robinson Crusoe)
Picaresque novel (Lazarillo de Tormes)
Historical novel (4 Tale of Two Cities: The Great Meadow)
Novel of manners (Pride and Prejudice)
Bildungsroman (David Copperfield; Janc Eyre)
Novel of ideas (The Scarlet Letter; Arrowsmith)
. Psychological novel (The Red Badge of € ‘otirage)
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The same years would also be used to introduce the student to
Plato, Lucretius, Cicero, Augustine, Dante, and Montaigne. “What
a foundation for students entering ecollege!’ the conference ex-
claimed, “And what a challenge to those who are not.”* The
cnthusiasm was high, and only time would temper it with reality.

The Spiral Curricalum

The most influential discussion of séquence again came from the
sciences, this time from a ten-day conference called at Woods Hole
by the National Academy of Sciences, Under the chairmanship of
Harvard's Jerome Bruner, the conference brought together physi-
cists, biologists. mathematicians, psychologists, educators, and
“historians “'to consider anew the nature of the learning process, its
relevance to educstion, and points at which carrent curricular
efforts have raised new questicns about our conceptions of learning
and teaching.” .

Bruner's final report as chairman, The Process of Education
(1960), presented a detailed and lucid argument for a curriculum
that concentrated on providing a sense of the structure of the
discipline {that is, subject) under study; it also developed a concept
of sequence through a “spiral” curriculum. As envisioned by Brun-
er, the curriculum would be based around the central ideas of the
discipline. ideas which would be returned to again and again at
successively higher levels of complexity. In such a program, the
student would progress from an initial intuitive knowledge to an
eventual explicit formalization of basic principles. In keeping with
the academic und intellectual nature of the reaction of which Woods
Hole was a part. the emphasis at all levels was on *‘scrupulous
intellectual honesty,” which as developed by Bruner implied a
discovery or inductive appreach to learning. The child would learn
physies by doing the kinds of things a physicist does, being faced
with the same sorts of choices and learning to make those choices

“by the rules of inquiry that govern physics. at ever more complex
levels. "We begin,” Bruner wrote in the most-quoted line from his
book, “‘with thr hypothesis that any subject ean be taught effec-
tively in some intellectually honest form to any child at any stage
of development™ (p, 13}. Though the Woods Hole Conference hegan
as a project in science teaching, it attempted to deal with the full
range of humar learning: Bruner carefully interspersed examples
from the study of English in his final report. He talked explieitly of
building “an ever more complex and mature understanding of the
literature of tragedy.” for exazmiple. and of “‘the great themes.”
Many of the later attempts to build an academic curriculum in
English would try to implement Bruner's ideas.
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The Commission on English

The first major formulation of an academie curriculum in English
was provided by the College Entrance Examination Board, which in
the fall of 1959 appointed a Commission on English to *“propose
standurds of achievement” and *“‘to suggest ways of meeting them.”
The commission—which like the Basic Issues conferences was
dominated by college teachers—was active over approximately a
five-vear period and set the tone of reform during the first half of
the decade. With only sixteen members and two full-time execu-
tive staff, it was a small enough group to deliberate effectively;
with James R. Squire from NCTE, George Winchester Stone from
MLA, and the prestige of the College Board behind it, it was also
destined to be heeded. ' : '

The tullest expression of the commission’s point of view was its
fina) report, Freedom und Discipline in English (1965). This indi-
cated very little development since the Basic Issues conferences.
" ‘Fhe commission continued to use the tripod of language, literature,
and composition as the basic image of the English curriculum, and
though the legs of the tripod were weakened by attention to oral
language activities, the discussions and recommendations in the
final report were presented separately for each of the three original
“legs.” The discussion showed the same lack of clear structuring
principles that had weakened the earlier conferences’ attempt to
outline a sequence for English, indeed bearing a striking though
certainly unintentional resemblance to the earlier NCTE curriculum
commission in its reliance upon a “‘consensus’ curriculum.®*

Given that the report was the work of sixteen people, the striking
of some sort of consensus was probably inevitable. Still it stands in
rather disturbing contrast to the emphasis on an intellectual and
academic approach to English as a diseipline—and thus presumably
a study governed by more rigorous principles than consensus
implied. The commission was in fact able to formulate language
studies in somewhat more rigorous térms, but literature as a
“liberal diseipline™ lacked an organizing theory. Here the commis-
sion proposed no more than reliance upon the teacher as a “'profes-
sional”—that is, as one who had himself through long exposure
come to “know*' literature, and thus who, because of the depth and
rigor of his training, would be able to select appropriate works and
discuss them in appropriate ways. (Here lay one of the motives
behind the choice of title: the teacher would be free to choose what
to teach, but his choices would be governed by disciplined train-
ing.)

‘Though the commission was not able to deal with the problem of
wkat to read, it had little doubt fow that reading should be earried
out. The New Critics were fully and uncompromisingly adopted in
the commission’s distussion, which included an outline of “*funda-
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mental guestions the teacher must face as he prepares for class and
then must teach his students to face as they study the work with
him™:

1. Questions abput the text itself
A, Questions of form
I. What is its kind?
2, Whit are its parts?
3. How are the purts rofated?
B. Questions of rhetoric
l. Who is speaking?
2, What is the oecasion?
3. Who is the audience?
C. Questions ahput meaning
1. What meaning has each word in its particular context? )
2. Whalt do the diction and grammar of the text tell us about
its purpose?
3. What is the paraphrasable content of the work, its “stute-
ment""? .
4. Whal intention -—-high seriousness. irony. comedy. and the
like— is apparent and how is it made apparent?
5. What part of the meaning is saerificed by paraphrase, by
substitution of woerds other Lthan those used by the author?
li. Questions of value

AL Questions about personal response
B. Questions of excellence {p. 58)

‘The majority of the guestions hinge around close, analytic attention
to the text; only one topic deals with personal response, and it
shares the general heading of “Questions of value” with a second
point, “Questions of excellence,” which before the writings of the
New Crities had rarely been seen in the school syllabus.

Because it had to place such a heavy emphasis on the profes-
sionalisin and training of the individual teacher, the Commission on
English devoted a considerable part of its endeavor to improving
the training and working conditions of teachers of English., Of the
[ourteen specific recommendations in the first chapter of the report,
for example, all but three dealt with certification requirements and
teaching conditions; most were quite specific, urging that the

“teacher “"be assigned no more than four classes a day™ or that his

O

preparation include as a minimim “one course in the psychology of
learning™ (p. 11).*"

The commission’s greatest success, however, came not from its
recommendations in Freedom and Discipline, but from a series of
insiitutes during the summer of 1962. The twenty institutes fol
lowed the model of Taba's human relations work and of similar
institutes in other diseiplines, providing B68 secondary schaool Eng-
lish teachers with a six- to eight-week program of graduate work in
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language, literature, and composition. The guality of the institutes
was, s the commission itself noted., inevitably uneven, but they did
succeed in involving o number of distinguished university faculty
members directly in the problems of school curriculum. as well as in
reinvigorating the teaching of many of the participants. The model
set by the institutes was widely followed, with many of the original
host institutions coutinuing the program on their own i later vears,
and others beginning. them. Finally, the model they provided was
taken up by the U.S. Office of Education when government funds
hecame available three years later, ™

Heeopnizing that the institutes could at best reach a small
minority of practicing teachers, the ¢commission found other ways
to attemnpt to reeducate more substantinl numhers. Freedom and
Discipline was of course one such effort, and it was unusual as a
curricilum: statement in that well over a third of its pages were
devoted to " Examples of Criticism™ that would demonstrate directly
how useful the suggested eritical approach could be. A somewhat
carlier report (1963) had taken much the same tack hy providing a
set of sumple questions for end-of-year examinations in English,
together with carefully graded student responses. Teachers were
invited to foeus attention on the questions as illustrations of *the
skills and understandings”™ that ought to be required. and on the
annotated compositions as a way to improve their own theme
grading. Like all of the work of the commission, the questions and
answers emphasized close analytical reading and writing. Finally,
the commission prepared a series of kinescopes which were eircu-
lated free to interested sehools and professional groups, iltustrating
“tested classroom procedures.”™!!

\
Federal Support for Fnglish

The Struggle for Funds

The Commission on English began its efforts at a time when
national curriculum reform had largely neglected English. {The
commission was appointed just as the earlier College Board Com-
mission on Mathematies was completing its work.) By the time its
work was done, a massive infusion of federal funds was in the
process of effecting reform on a broader basis than even the College
Board could have managed. The funds did not begin spontaneous-
ly. however; they were the result of a vigorous and sustained effort
by a number of national organizations.

Most of the battle involved the simple need for publicity. Though
NCTE had had a Committee on-Public Relations since immediately
after the First World War. during the ensuing deeades the major
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Council efforts had been directed toward other members of the
Lnglish teaching profession; very few of its publications were
meant for the general publie, or even for the rest of the educational
community. Under J. N. Hook (appointed in 1952}, the Council
began to explore more dirert means of generating publicity and
improving the professional standing of the teacher of English,
One of the most obvious publicly-oriented programs was the Achieve-
ment Awards, begun in the 1958-59 academic year. This sought to
identify outstanding high school English students, honoring hoth
the student and his school with publicity in local papers and
announcements to college admissions and scholarship offices. The
Council also began a drive to increase the size of its membership,
taking public stands on issues such as teaching load. It document-
ed its position with studies which seem=d to prove with scientific
rigor that it was physically impossible for the English teacher
udequately to teach the number of pupils he could ordinarily expect
to be assigned.®  Yet such activities were lost in the tide of
national reaction to Sputnik, a point painfully demonstrated when
Congress approved the National Defense Education Act of 1958
without including any funds for English. A dramatic presentation
was clearly needed, and two years later it was offered by an NCTE
Committee on National Interest chaired by Hook's successor as
exccutive secretary, James R. Squire.* Produced in a record-break-
ing twelve months, The Nuational Interest and the Teaching of
English (1961) was a direct and shrewd presentation of the impor-
tance of English to the national welfare, coupled with a startling
documientation of instructional inadequacies. The report made no
attemnpt to discuss the sometiines subtle issues of concern to the
profession; it was enough to define Fnglish as “language, literature,
and composition” and to delineate the twin issues of articulation and
teacher preparation as “so important and so lurge that they can be
undertaken only by a nationally supported program.”

The committee defended its assertions with a carefully prepared
array of facts, some previously availahle and others gathered
specifically for thé report. The important position of English in
high school programs was easy enough to demonstrate; over 90
percent of all pupils were enrolled in one or another English course,
and graduation reqairerments in the majority of states demanded
four years of study. At the same time the demand for teachers was
outrunning supply by some 27 pereent. with school populations
expanding while the number of prospective English teachers gradu-
ating each year was holding at a level below that of the early fifties. ¢

How well were teachers being prepared to carry out the task set
them? The committee's surveys found that between 40 and 60
percent of teachers in junior and senior high schools lacked even the
minimum level of preparation required for a college major. Nearly
half the college programs did not require a course in methods of
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teaching English: only one-fifth specified a course in contemporary

literature or in literary criticisin. One-fourth of all elemnentary
schoot teachers — the first and perhaps most impottant teachers of

‘English—were not even -college graduates, Other.seetions of the

report concentrated upon such crueial problems as workload, book
supply. und the high cost of the remedial instruction which colleges
were foreed to provide. (The conunittee's estimate: 510,114.736.62 a
vear

This first National Interest report generated widespread national
atteniion: Look magazine for one commented approvingly and
called it a rallying cry for reform.” It was distributed —together
with a strategically brief overview —to all members of Congress and
to other influential governinent figures, Still, Congress continued to
resist placing English on an equal footing with the “defense”
subjects of the earlier bill, though during 1961 it did open up some
sources of funds for research and curriculum development in Eng-
tish under an amendment to another act. ¥ ‘Thus the Committee on
National Interest was forced to continue its work, producing anoth-
vr major report. The National Interest and the Continuing Educa-
tron of Teachers of Inglish, in 1964,

‘This second National Interest report followed the same general
format as the first, with data organized and presented to generate
support for reform. While the first study had concentrated upon
preservice training, the second emphasized continuing education;
again the findings were startling. Only 50 percent of the English
teachers surveyed in a national sampling had majored in English: a
third liad not majored in a subject even related to English. Over 45
porcent were required to teach at least one other subjeet; one-fourth
met 150 or more students cach day. Only half the teachers felt
comfortable with their own preparation to teach literature, a third
with their preparation to teach composition. and 10 percent with

their preparation to teach reading, Yet 30 percent had not taken a

O

course in English in the last ten years; over half worked in school
districts that required no evidence of professional .growth in their
subject area; most had never had the opportunity to confer about
their programs with a college specialist in English or English
education, with a trained local supervisor, or even with a fellow
teacher. Only 800 Fnglish teachers a year were receiving any form
of tinancial assistance for graduate study. whereas during 1962 the
National Science Foundation alone had supported institutes for
40,800 teachers of science and mathematics, 90 percent of them
from the clementary and secondary school. To comhat these defi-
ciencies, the Committee on National Interest again called for a
massive program of federal aid. coupled with supporting activities
at state and local levels. ™

With strong support from the U.S. Office of Fducation, the
Commission on English, the Modern Language Association, and
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other profvssional groups, the National Defense Education Act was
finally broadened in October 1964 (o provide funds for English and
reading, as well as for wany other previously excluded subjeet
areas. In recognition of NCTE's long and active campaign for such
legislation, both Squire and Couneil president Albert Kitzhaber
were invited to witness the signing of the amended legislation into
law. In one sense the ultimate expansion of federal support to other
subjects —or its withdrawal from those alrendy being funded —was
probably inevitable, Education, even in a defense-minded Congress.
could not long be defined primarily in terms of technology and
svivnee, #nd when the trauma of Sputnik began to recede in the
national consciousness, the limited view of education iniplicit in the
original NDF.A was bound to be challenged. In the end the greatest
benelit of the battle for federul funds was probably not the funds
themselves but the spirit of professional unity which the fight tself
produced. Teachers from school and college, specialists in edueation
as well as the liberal arts, worked together toward @ common goal
in & wuy they had not done for many years: it produced at least
within the national organizations a sense of profession and of the
ability to bring ubout change that was sorely needed and that
would help them maintain control over the massive influx of funds
that would saon be fortheoming,

The Firct Programs

In September 1961 Congress outhorized the expansion of the
Cooperative Research Program of 1954 to include limited funding of
projects in English, thus initiating the flow of federal funds.
conference called by the USOE the following February outlined the
seope of activities of the new program, which became known as
Praject English: J. N. Hook wuas named as first coordinator. The
jinitia efforts followed closely the suggestions of the Busie Issues
conferences and of the National Interest reports— Hook acknowl-
edged bath of them as shaping forees on his own thinking. Agtivi-
ties fell into three somewhat different categories: basie and applied
research {over thirty projects were funded in the first year alone);
curriculunm study eenters to produce new materials for classroom
use: and conferenees and professional neetings designed in general
to inerease prolessional involvement and in particular to outline
nevded arcas of research to guide future funding. During its first
year of operation, Projeet English expended some $400,000 of
tederal funds, and the figure grew spectacularly thereafter, *

Though a number of highly significant rescarch studies were
supported by Project English, none during the early years eon-
cerned themselves nwore than peripherally with lterature. Composi-
tion, reading, and language skills were the primary foeuses—partly

O
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beeause of congressional restriction, but more importantly because
response Lo literature remained a difficult and intractable arca of
research,'’ The curriculum study centers, however, were a different
matter. Virtually all gave at least passing attention to literature:
many based their major efforts around it. The over two dozen
centers that were ceventually funded operated independently and
with diverse emphases: there are certain generalizations, however,
whieh can safely be made ubout most of them, with the realization
that there were important exceptions,**

The majority of the centers epitomized the “academic™ approach
to eurriculum eonstruction outlined at the Basic lssues confersaces
and aguin in Freedom and Discipline in English. They were staffed
with a eombination of liberal arts and education specialists: subject
mnatter rather than methodological concerns predominated. Most of
the centers did not attempt to develop a radically new curriculum,
instead elaborating established conceptions of English into fully
developed eurriculum structures. The main issues which cach cénter
had to eonfront were thus organization {or “focus”) and sequence.

The yuestion of the organization of the course of study was
substituted at most centers for the first of the basic issues from the
1958 meetings: “What is English?” hecame in practice “What
structure can best hold the legs of the tripod together?” As in the
contemporancous Freedom and Discipline report, language, litera-
ture, and composition were the major elements of the programs
developed at most centers, though the interrelationships might be
strisssed in the “overview™ and other dimensions of English studies
given some passing attention. A few centers moved one or another
of the studies to the center and treated the remaining “‘legs” as
concentric, relst-d studies, hut whatever focus was chosen, the
unvarying point of view was that such studies were carried gn for
their own sake, not for any presumed utilitarian values. Viewing
the subject as a set of basic principles with their own inherent logic
and sequence, it followed that the curriculum in English would have
the same form and structure for all students. As G. Robert Carlsen
put it in a review of some of the materials produced, the work of the
centers reflected *“The original meaning of the word curriculum as a
ruce track having a single beginning point. a single course to run
for all racers, and a single outcome.’!

For answers to the problem of sequence, the centers turned
preeminently to the work of Harvard psychologist Jerome Bruner
and Canadian literary scholar Northrup Frye. Bruner's work offered
hoth the pedagogical justification for building a curriculum around
one or another conceptualization of English as a discipline, and an
angwer {in the "“spiral curriculum™} of how to address the questions
of sequence. What Frye offered was the conceptualization of Eng-
lish needed (o fit it into Bruner's mold: a series of basic structur-
ing principles that could be discussed at increasingly complex

Q
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levels. Frye's own attempt at a synoptic theory. of criticism, out-
lined in most detail in The Anatomy of Criticism (1957), stressed an
analysis of conventions and archetypes: in particular he presented a
theory of "'pre-generic modes™ within which. he argued, all works of
literature took their place. His four modes--Comedy, Romance,
Tragedy, and Irony — were taken as important structuring elements
by many of the curriculum study centers, often serving as umbrel-
las to justify thematic units. None of the centers heeded Frye's own
suggestion that if our “immature scholarship™ worked out its own
“elementary teaching principles,” the proper sequence would in.
volve a shift in the center of gravity from one school of criticism to
another as the child progresses. Frye postulated that the insights of
the liuguists would be most useful in creating kindergarten and
first grade programs; the New Critics would dominate the upper
high school and lower college years; and his own concern with myth
and archetype would gravitate toward the junior high school
grades. " ‘ ‘

Frye recognized much more fully than those who turned to his
writings for guidance that English lacked the kind of comprehen-
sive theory required for an effective use of Bruner's principles, and
that any attempt to base a curriculum on one of the less compre-
hensive bodies of theory that did exist would be too narrow for a

~ kindergarten through college program. The curriculum study center
at Florida State was one of the few that came to such a realization
early in its work, abandoning Bruner as “too hazy''; mest simply
used the haziness to find support for their own particular positions,
thus delaying till the late sixties serious attempts to redefine the
structuring principles of the discipline.’s

Anyone looking at the final products of the two dozen centers in
the hope of finding in each a new conception of English would be
disappointed; but such an expectation would be unfair as well as
ill-founded. Federal funds were approved in September 1961; by
April 1962 the first six centers had been funded; the rest followed
quickly. All were conceived of as three- to five-year projects. Com-
ing into existence so rapidly, the centers inevitably were established

~ at universities where interest was already high and, often, where
programs were already underway. What the new funds did in most
centers was allow them to more thoroughly and more quickly
develap curriculum models that had already been formulated. There
was no time for the fundamental rethinking or even the basic
research that might have generated radical change. Yet what the
centers did accomplish was important enough—they produced the
first sets of academically oriented material for the high school
course, involving university professors of the liberal arts once again
in the process of curriculum development in English.

The process of developing the courses of study was in the end
probably more important than the materials themselves. A few
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ceoters— Nebraska was the prime example—plaoned their work as
part of statewide curriculum revisioo, so that some programs
fuoctiooed 0o a wider basis withio cireumscribed geographic areas.
Stitl, maoy centers simply closed their offices at the completion of
their work, filing the requisite reports with the U.S. Office of
Education. Others offered their materials to commercial publishers,
from whom thev gradually became available. By the time they
hecame available, however, the academic course in Eoglish was well
established aod the focus of professiooal concern was moving in
other directioos. The specific approaches developed by the various
ceoters were no looger oceded because the general poiot of view had
already beco assimilated by most teachers, (The two centers whose
work was an exceptioo to the geoeral academic approach are
discussed in the oext chapter.) St ‘

Changing Programs

_Literary Values and the Threat of Censorship

Ooe of the major shifts brought about by the first wave of
acadeotic reform in English iovolved the basis for selecting mater-
ials. Literary values were to prevail over all other considerations,
leading to the use of selections far more sophisticated than the
usual high schoal fare. 'This in turn created new pressures for
ceosorship of school materials.

(Censorship in programs in literature usually focussed on one of
two issues: political ideology or sex. The first hecame a problem
during the late 1940s, when the first major gaps were opeoing up
hetweeo the values of society and those of the progressive educa-
tors. The threat of communism, exaggerated by the tactics of
Seoator Juseph McCarthy aod the House Committee on Un-Amer-
ieno Activities, becaoe the excuse for a widespread wave of re-
striction of instructional materials. Mark Van Doren, a Romao
Cutholie. fouod his books hanoed as communistic from the library
of Jersey City Junior College; some NCTE members lost jobs in
Califoroia for refusing to sigo a loyalty oath: Senior Scholastic was
banned from Birmiogham, Alabama, The Nation from the schools
of New York City: and the American Medical Association attacked
the schools for haviog “cooducted an active, aggressive campaign
1o indoctrioate their students . . . with the iosidious and destruc-
Live teoets of the welfare state.”” Such pressure prompted reactions
from maoy professional teaching organizations; NCTE weot on
record as carly as its 1948 coovention with a resolution urging that
“the priociples found in the Constitution of the United States
should be completely practiced in every classroom in America.” Tt
set up its first committee on ceosorship at the same meeting. "
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As the wording of the 1948 resolution suggested, initial reactions
to censorship relied simply on the extra-professional considerations
of the constitutionally ‘protected freedom to dissent. This was
because until the late fifties and carly sixties, English teachers used
very little that could be found objectionable, When they did, they
were rebuffed by their seniors in the teaching profession before the
public had much chance to object. As late as 1936 a student of
Charles Swain Thomas at Harvard offered an article on literature
and sex in which he urged the teaching of such “advanced” novels
as The Scarlot Letter and Woimnen in Love, only to meet a stiff wave
of rebuttal from professional leaders across the nation.'” And even.
the 1956 report of the NCTE Commission on the English Curricu-
lum earried a cautious note about book selection, urging teachers to
avoid works that might disturb vouthful minds."* Elbert Lenrow's
arguments in The Reader's Guide to Prose Fietion some fifteen
years. before had obviously made little impression.

Attitudes did change, however, stimulated in part by the land-
mark 1933 Suprenie Court decision in the Ulyvsses case, the rising
sales of "pocket’ books with their often explicit stories, and the
streant of ““frank™ war novels that emerged from World War I1. As
the New Critics became the acknowledged literary authorities, and
a8 the writers of the carly twentieth century gained too much age
and respectability to be ignored, professional leaders began to urge
the inclusion of more and more works that could be expected -to
provoke unhappy reactions from some elements of the commurity,
‘Feachers as insecure in their own professional preparation as those
surveyed by the Committee on National Interest were hardly pre-
pared to resist the direct personal attack which often followed; the
first reaction of many teachers and librarians was simply to remove
a challenged book as quickly as possible, : ‘

Yet capitulation to the censors could only go so far, and some
dedicated teachers resisted the pressures from the beginning—
though they sometimes lost the battle anyway. A 1963 survey of
the schools of Wisconsin found that the list of censored books—with
a few exceptions—**would make a relatively good [reading list] to
recommend to high school juniors and seniors.” Specific titles
brought under attack during a two-and-a-half:yecar period included
the Bible, The Cunterbury Tales, The Catcher in the Rye, A
Dictionary of American Slang, Fail-Safe, and A Tree Grows in
Brookivn—seventy-eight titles in all from 606 returned question-
naires, During the same period, seventeen magazines were the
subject of censorship attacks, and in cight cases—including Life and
The Atlantic Monthly—the magazines were removed from eireula-
tion,

Such pressures led the professional organizations mast directly
involved {in particular the NCTE and the American Library Asso.
ciation} to take steps to protect and educate their members, In
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addition to a continuing series of resolutions on freedom-to-teach
and freedom-to-read; NCTE committees prepared a number of more
extensive discussions, including procedures for English depart-
ments to follow to guard against such attacks, cvase studies of
specifie incidents. and lengthy discussions of the values of some of
the particularly vulnerable works.*® Defenses against censorship
during the sixties still cited the issues of liberty and freedom of
thought that had marked the first reaction, but two new arguments
were addad out of the changing professional orientation. One fo-
cussed on literary values and principles of criticism, the other on
the professional nature of the judgment of whether a hook should or
shauld not be used with a given child at a given time.

The literary arguments were based on the importance of context
in evaluating any given phrase or incident; according to the New
Critics. a literary work was an entity unto itself, one that eould not
be legitimately fragmented nor its pieces individually examined.
Thus Holden might visit a prostitute in The Catcher in the Rye,
but the incident was moral rather than immoral because of the part
it played in the total meaning of the work. A second part of the
literary argument focussed upon the place of each work within the
literary tradition. Thus the NCTE Committee on the Right to Read
could protest indignantly that

Because of outside pressures many English teachers cannot carry out
their central responsibility: teaching the cultural heritage of Western
civilization. Hawthome, Thoreau, Whitman, Twain. Hemingway.
Faulkner. to take just a few American examples, either are omitted
comnpletely or are inadequately represented in the high school curricu-
lum {"The Students’ Right to Read,” p. 10).

The decisions on whether or not a book was a legitimate part of
the cultural heritage and whether objectionable elements were in-
deed redeemed by context were ultimately professional decisions.
Confidence in the teaching profession would have to be quite high
to accept Wayne Boeth’s argument, for example. that “The skill
required to decide whether a work is suited for a particular teaching
moment is so0 great that only the gifted teacher, with his knowledge
of how his teaching aims relate to materials chosen for students at a
given stage of development, can be trusted to exercise it.”"*'

Creating just such trust in the professional competence of the
teacher of English was a major goal of the period of academic
refori. but the pressures of the late 1960s and early 1970s insured
that censorship remained a continuing professional concern. In-
creasing student unrest, with a concomitant assertion of student
rights. liberal treatment of controversial political and sexual topies
in hooks and popular media, and the continuing agitation for the
rights of minority groups made it inevitable that the selections hy
teachers who wished to remain topical and current would risk
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offending one or another segment of the community. Claude
Brown's Manchild in the Promised Land as well as Joan Baez's
Daybreak have been among recent targets, Some of the most
effective censorship in fact comes from within the school. The -
Wisconsin' survey found that a high proportion of the incidents
were initiated by fellow teachers, librarians, or supervisors. And
even a 1969 English Journal article written in mild *'jive" provoked
a nuinber of angry letters., Whether because they wish to protect
the school from any possibility of public pressure, or because they'
personally object to vertain political or moral viewpoints, people
inside the school as well as from the community at large seem
destined to continue their efforts at censorship. *

Other Materiuls

The academic approach of the early sixties also led to a redefini-
tion of what could legitimately be considered to be literature in the
first place. Lynch and Fvans were not alone in their outrage at the
travesties (as they saw them) committed in the name of “life
adjustment.” Both the adolescent novel and the anthology had
come under attack by the end of the 19505, The common objection
wias that these books, in attempting to serve nonliterary goals, had
abandoned literature altogether; they lacked the “flesh and blood"
of the classic, as Stanley Kegler put it in discussing the related
genre of “simplified” works. In place of anthologies, most authors
urged a curriculum based around the increasingly popular paper-
hack books, ' -

The revival of interest in paperbacks dated to the “guarter
books" of the early forties, but during the fifties and sixties their
popularity amoeng teachers rose sharply. One reason was the found-
ing of a series of hook clubs like the Weekly Reader Children's Book
C'lub (which began in 1953) and the Teen Age Book Club, which hy
the 1956-57 academic year could boast sales of six million volumes.
The availability of standard literary selections in paperback edi-
tions made them a natural resource for the academically oriented
teacher, with a corresponding shift in emphasis from tbeir value in
outside reading to their use in the program for direet class study.

Finally. tiie emphasis on literature as a matter of form and
technique led.to a redefinition of the role of the “public arts” {as
they came to be called). Throughout the period of “life adjust-
ment,” studies of radio, movies, television. and journalism had
followed more or less the lines of the rest of the curriculum in
literature and reading. Units were offered that were to help “devel-
op maturity,” ineeting the needs of youth exactly as would the
units of more standard selections. Other teachers, responding to the
skill emphases, would attempt to “raise standards of taste,” to
make students “better” or “more intelligent” consumers of the
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products of the popular media. Soap operas and pinup girls simply
had to be suppressed. ‘

Gradually, however, as the emphasis in the teaching of standard
" fiterature shifted, so did that with the public arts. The film in
particular begun to be presented as a legitimate discipline, with its
own rules and conventions quite distinct from other art forms. As
one author protested, to apply strictly literary modes of analysis to
motion pictures was like talking about the “musical qualities of a
statue.”™ Though Max Herzberg und a few others had presented
such afguments many yvears before, it was only as the academic
emphases began to he apparent in other areas of the English
curficulum that the study of film, radio, television. or journalism
began (0 emerge as important in its own right. .

One of the strongest proponents of the academic view of popular
culture was Patrick Hazard. Radio-TV editor of Scholastic Teacher
and a teacher himself, he initiated a column, “"The Public Arts.™ in
English Journal in 1956. This presented trenchant critiques of
current programing. bibliographies of materials for teachers, and,
always, an emphasis on the artistic successes and shortcomings of
the several media. His columns kept the media firmly in perspec-
tive; at the same time, he urged their fuller consideration hy
teachers of English. By the mid-1960s NCTE could point to a series
of publications dealing with most aspects of popular culture, each”
treating its suhjeet as a legitimate field of study rather than simply
as one of the utilitarian chores that Engiish teachers had ever been
willing to shoulder.™

The Humanities Course

Most of the changes discussed so far were the result of the work
of academie scholars. with assistance from teachers.only to the
extent that the teachers were convinced of the value of the aca-
demic point of view. A second and quite different “academic’
tradition was more directly related to the teather's as opposed to
the scholar's view. 'This was the so-called “humanities course.™

In general. these courses emerged out of a much earlier concern
with world literature as part of the “total heritage' of the American
student; in the earliest forms it reflected the desire to build the
friendship with which the early NCTE committee on international
relations had been eoncerned. In 1926 the Lincoln Schogl at Teach-
ers College, Columbia University, introdaced a world literature
course that can be seen as a forerunner of present programs; in 1931
the English committee of the North Central Association recom-
mended the teaching of some literature from other countries. Inte-
rest remained low, however, till the concern with human relations
during the forties and fifties led to the introduction of such courses
in a number of s¢hvols. Often, the evolution of the course of study
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was strongly influenced by Mortimer Adler and the “liberal educa-
tion™ eritics, i whose lists of Great Books translations of classical
texts figured prominently. Throughout. the fifties an early form of
humagnities class as workl literature held its own in the schools:
Jowott reported it in 20 percent of the programs he surveyed, ™

Two forees assisted in transforming these courses into their
present form, and in popularizing the label “humanities™ in place of
the varlier eourse titles.” One was the John Hay Fellows program,
after 1958 under the directorship of Chartes Keller, chairman of the
History Department at Williams College. (Kéller had also directed
the Advaunced Placement program during its first two vears under
Coltege Board auspices.) The John Hay program, which provided
yvear long fellawships for a carefully selected group of high school
teachers to continue their stadies, produced a high proportion of
the teachers who popularized the humanities approach, experiment-
ing with it in their elasses and discussing the results in journals and
at professional meetings. The second foree was the Council for a
Televisiom Coarse in the Humanities for Secondary Schools, formed
in 1957 by a group of teachers from the Boston area. With Floyd
Rinker as executive director, and with funds from the Ford Fund
for the Advancement of Education, the group enlisted the aid of an
impressive sories of scholars and performers to prepure a series of
television programs on the humanities. The programs that resulted
were widely distributed by Eneyvelopaedia Britannica Films, becom.-
ing in this form rather than their televised versions the core of many
new programs. '

There was little uniformity in the outward shape of the humani-
ties programs of the sixties. Like the correlated and fused courses
that preceded them. some were organized chronologically, some
around “cultural epochs.” others around themes, “Great Works,"
or—in a newer development—around elements of artistic form {(with
an emphasis on a'variety of media). In spite of this variety, most of
the programs had roots in the ethical tradition of English study—
with a “soeial eonscience’ rather than “scholastic competence” was
one way Keller phrased it. Almost inevitably the programs were
interdiseiplinary, often involving a “team™ of teachers from several
subjoct areas, in particular from English and the social studies.*”
Hoth of these aspeets have deep roots in earlier progressive pro-
grams, a parallel that has hoen noted by some eritics.

The chief difference from the earlier programs--and it is an
important one— was the level at which the humanities courses were
pitched. Though virtually all of its proponents talked of the impor-
tance af such studies for all students, the practitioners {with a few
vocal exceptions) directed them at the college-bound classes—a
trend readily explicable by a look at the proposed content. Though
the length and organization of the list varies greatly. the titles
included would usually be quite secure on any list of *'Great
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Books™; sometimes it was from exactly such lists that they were
originally chosen. Emphasis. as in all other parts of the academic
reform, was on subject matter first, with virtually no attention to
the characteristics of the student. {(Such characteristics were of
course being given a kind of backhanded acknowledgement by
limiting the course to advanced students, usually college-bound
seniors.) On the other hand, the academic emphasis insured that
the courses remained very much within the humanistic tradition:
they were as a whole less subjeet to the practices of using the art
forms studied as vehicles for historical or sociological studies.
{(Whether the history teachers found their conception of historical
studies being subverted is another and quite different matter.)*!

Almost all humanities courses have relied on paperback books as
the core of materisls for study; there were no humanities antholo-
givs, Very often {again on the college model) students were asked to
purchase their own paperbacks, filling them with notes and mar-
ginal comments as they wished. A high proportion of the schools
invoived also used the humanities sequence as a megns to introduce
film studies into the curriculum, a trend more ewident in those
courses that focussed around themes or elements of art than those
that chose some version of the chronological or cultural-epoch
appreach.

The dangers in the humanities course were exactly those of the
integrated curricula of the thirties and forties: superficial coverage,
“intellectual indigestion,” negleet of important skills, and a broad-
ening of the course beyond the competence of the teacher. Criticism
on all these grounds was leveled against one or another of the
humanities courses of the sixties, together with new charges that
they used works too difficult for the high school student to discuss
meaningfully —that many, indeed, provided littie time for any
discussion. Both charges were at least indireetly the result of the
extent to which the humndnities course took college programs as a
model. offering the same works for study and using the same
lecture mode of presentation. The latter trend was fostered by the
enthusiasn for large group instruction and team teaching as a way
to meet the multidisciplinary demands of most humanities courses;
the simplest way to insure adequate treatment of history, for
example. was to ask a history teacher to lecture all the students
about the particular topic under study. (And similarly for art,
music, religion, philosophy, or whatever.) Though such lectures
were an interesting reinforcement of the image of teacher-as-
scholar. some critics have questioned whether they serve any other
useful funetion.*?

The National Study of High School English Programs

The forment of the carly 1960s also led to the National Study of
High School English Programs, directed by James . Squire and
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Roger K. Applebee. This study was designed te be an examination-
in-depth of 138 schools selected because of their outstanding pro-
grams in Knglish: the usual questionnaire data was followed up
with extensive classroom observation, interviews with staff, and
talks with students. Teams of observers from the University of
Ilinois were trained for the visits, which usually lasted two days
and included observations of as many as twenty classes dt a single
school. School visits for the study proper were spread ovar two and
@ half years: the academic years 1963-64, 1964-65. and the first half
of 1965-66. Initially designed as a means to “ascertain the ways in
which stronger schools are alrcady achieving important results in
Fnglish,” the study in the end became an extensive record of the
initial stages of the academic approach to the teaching of English.*

To summarize the complex and detaited findings of the project as
brietly as possible. teachers in the outstanding schools ‘were profes-
sionally oriented. Some 72 percent had a major in English {the
figure rises to 82 percent if related fields such as speech and drama
are included): another 19 percent had minored in the field. Fully
half had master’s degrees. Compared with those in the slightly
earlior National Interest surveys, the stafl in the project schools
were more likely to belong to professional organizations, more likely

-to subscribe to English Journal, and more likely to he provided
opportunities and incentives for continuing education. ully 20
percent of the teachers received locally sponsored aid to continue
their studies. The organization and supervision of the English
department as a whole also had a strong influence on resulting
prograins, so much so that the project staff calldd two special
conferences on the role of the department chairman and published
the ensuing recommendations in u separate report.*'%

The classroom visitation yielded a2 numher of tresults which
startled the project staff. One was the finding that aj average of 52
pereent of actual class time was devoted to the study tof literature —
rather disturbing in the age of the tripod but quite $ line with the
previous history of the subject. In general, Kterature received
slightly less attention in the carly years of high school, and
considerably less in courses for terminal as opposdd to academic
students. but even with these students over 40 percent, of the time
observed was devoted to literature. In the traditionally more aca-
demic private schools the figure reached 83 percent. The lack of
attention to other aspects of English was especially disturbing to
project observers, because they found little real effort to relate the
-arious aspects of Knglish studies one to another.

As Dora V. Smith had found in her far less extensive visitations
during the thirties and carly forties, classes were overwhelmingly
teacher-dominated. Though teachers professed to emphuasize dis-
citssion, observations of tnore than 1,600 classes showed that recita-
tion and leeture dominated: discussion and Socratie questioning

ERIC

Aruitoxt provided by Eic:



Q

ERIC

Aruitoxt provided by Eic:

212 TramTion axp REFousm

together accounted for only 23 percent of class time observed.
Observers also found virtually no evidence of group work or the use

“of audiovisual aids. A slight increase in discussion was evident

between the tenth and twelfth grades, paralleling an increase in
attention to literature and a shift away from formal studies of
grammar and usage: classes for terminal -students, however,
showed higher percentages of recitation, lecture, and silent work.
with corresponding decreases in discussion or other student activi-
tics. Such findings, though the staff of the National Study found
them distressing, were fully in accord with the academic model for
Iinglish instruction, with its glorification of the college classroom
and lack of interest in most aspects of progressive methodology.
The course in literature directly reflected the academic emphases
of the yvears immediately preceding the study. Though use of the
single anthology was still the most frequently observed practice,
anthologies were liberally augmented by supplementary texts, es-
pecially paperbacks. Over 50 percent of the teachers rated close
textual study as of *"great importance” in the teaching of literature,
though observers were distressed to find that many teachers were
having difficulty translating these beliefs into successful practice.
The specific selections chosen for study were in general more
distinctly literary than during the “life adjustment™ period, but the
effeets of censorship—real or only threatened—were very evident;
as one result, observers found evidence of a deliberate de-emphasis
of major twenticth century works. Using a checklist of fifty titles
that had been reported as significant high school reading exper-
iences by gifted college students, augmented by a few others whose
appropriateness had been questioned, observers used card catalogs
to cheek whether or not they were available in 84 of the school
libraries. Only two-— The Scarlet Letter and A Tale of Two Cities—
wore available in all of the schools. Exodus was available in only 83
percent: The Grapes of Wrath and The Ugly American in 75

~percent: The Once and Future King in 65 percent; and The Sound

and the Furv, A Portrait of the Artist as a Young Man, Franny
and Zooev. and The Stranger in less than half. Though it had heen
expected, the preponderance of modern fiction among the books of
limited availability was nonetheless disturbing. In one of the more
memorahle collections an observer found six biographies of William
I‘aulkner but not one of his works! In large part because of such
limitations, nearly three-fourths of the students found the school
librury inadequate for their reading needs, turning instead to the
publie library or paperbacks.

The National Study, designed to discover the strengths of on-
going programs, also highlighted their weaknesses: foremost
among these were the provisions for terminal students. Whatever
critorion was chosen. the lower tracks were being shortchanged in
these academically oriented schools. The teachers assigned to the
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slow sections were often among the least adequate in the depart-
ment; the materials were of lower quality: the teaching technigues
less varied: the amount of time spent on worksheets and seat-work
greater. The extent of the neglect of the Jower tracks, though again
a natural result of the emphases of the preceding years, became
clear during the course of the study in a way that had not vet really
surfaced in the professional literature. Though 86 percent of the
schools used one or another farm of tracking which affected the
composition of classes in English, very few had even begun to face
the problem of what to do with their lower tracks.*

In general, then, the National Study of High School English
Programs suggested little in the way of radical change in profes-
sional orientation, though it did make clear the need to direet
attention to instruction in the lower tracks. The image of the hetter
programs that emerged from the study was the image which the
NCTE and other groups had been offering since the Basic Issues
conferences in 1958: well-prepared teachers confident in their sub-
ject ‘Tatter: a sotid departmental organization giving scope and
direction to the program as a whole; generous supplies nf hooks and
materials: reasonable teaching loads. Indeed, after expanding the
study to a number of schools which had been attracting national
attention for their experimental programs, the study staff felt it
necessary to include a *Cautionary Note'' that warned that much of
what they had seen was mere administrative innovatinn. Though
occasional programs seemed to offer the germ of an idea that would
lead to useful change, the challenge to the academic ideal of the
English program was nnt destined to develop from within these -
onguing clforts,

High Points and Lnw Points

As has been hinted several times in the course nf this chapter,
the major accomplishment of the period during which the English
course was remolded on the academic model wuas the sense of
profession gencrated among teachers at all levels. The battle for
federal funds, the attempt to prnvide an academic curriculum
through the work of the various curriculum study centers, the
summers of study in the CEEB and NDEA institutes, the renewed
cooperation between NCTE and MLA—all contributed to the sense
that teachers nf English at all levels shared common problems,

Concurrent with the new sense of prnfession was a new stress by
NCTE on upgrading professional standards.* Some of these activi-
ties have already heen mentinned in the discussion of the struggle
for federal funds, Others included statements on the workload nf the
college teacher (1966) and nf the elementary teacher (1967); an
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ltonor ltoll for schools reducing the workload of the secondary
school teacher was established in 1962, Preservice training was also
of concern. Agitation for improvements in state certification re-
quirements began during the 1950s under the prompting of Eugene
Slaughter, Robert Tuttle, and others, and was carried forward in
the much-delayed fifth volume of the Commission on the English
Curriculum series, The Education of Teachers of English for Amer-
ican Schools and Coffeges (1963). 'This in turn was a major reference
point for an linglish Teacher Preparation Study begun in 1965
under the joint sponsorship of NCTE, MLA, and the National
Association of State Directors of Teacher Education and Certifica-
tion. Before they were published in 1967, the resulting guidelines
went through some twenty drafts and extensive discussions at
local, regional and national levels.*?

All of these activities contributed to the teacher’s sense of
self-esteem, and with it his confidence in his own competence to
effect change. Here the developments in English paralleled a grow-
ing militancy within the teaching profession as a whole, highlighted
most sharply by the numerous and unprecedented teachers” strikes
which closed schools in many of the nation’s cities. Such improve-
ment in the caliber of the profession was desperately needed:
certainly the lack of it contributed to the failure of the progressive
framework for English during the 1940s. It seems likely that the
teacher of English in the years to come will remain a well-trained
professional. since recent changes have been institutionalized through
the system of state certification requirements.

The durability and importance of the academic model for English
instruction is more in doubt. In their disgust with the excesses of
“life adjustment” and the isolation of the *‘educationists” from the
rest of the academic community, the academic reformers ignored
some important lessons that the progressives could have taught
them. The programs that emerged were developed with little refer-
ence to the characteristics of the student or to the important issues
of interest and relevance, about all of which the progressives had
learned so much. As will be clear in the next chapter, the attempt
to provide programs that would be viable for nonacademic students
eventually posed basic questions about the curriculum for the
academically talented too.

. ‘The other major lesson which the progressives could have taught
the academic reformers was the need for careful and scientific
evaluation of results. Subjective impressions of teachers involved in
curriculum reform are almost inevitably highly positive; the excite-
ment and stimulation inherent in the process of change itsclf
insured that the programs of the curriculum study centers would
be successful at at least this basic level. Unfortunately (and again
with a few exceptions) any evaluation beyond this simplest level
was ignored by most of the centers; the kind of careful documenta-
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tion of long-term results that had marked the Eight-Year Study was
simply beyonct the ken of most of the staff involved in these efforts.
The result was a mountain of essentially untested materials which no
one really knew what to do with, Very few of the centers admitted to
any failures, but very few carried on the kind of studies that would
have told them if they had failed.”™ With federal support turning in
other cirections. and with leaders of. the profession once again
heginning to recognize the importance of the student in the educa-
tional process. it is highly unlikely that there will be any major effort
to evaluate these curricula now.

. It is because of these failures that the attempt io upgrade
professional standards looms so large. The period of academic
reform produced no curriculum materials comparable to the PSSC
physics course or the UICSM math curriculum; the shape of
English continues to be very much a private thing, governed by the
extent to which'the individual teacher responds to changing empha.
ses in the professional journals and among his colleagues. To the
extent that his professional competence and self-assurance have
been strengthened, the curriculum will continue to develop at a
fairly rapid rate; to the extent that the teacher remains unsure of
his own professional skills, he will probably continue to cling to
those methods and materials with which he is most familiar,
leaving professional leaders to protest as in the past at the slow and
difficult pace of change.
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I2nglish guickly realized the implications of Bruner's arguments. Ruth G,
Strickland, writing as NCTE past president, asserted that the report “is
as applicable to our teaching of English as il is to the teaching of svience
and mathematies.” (“Counciletter,” English Journal 50:4 [April 1961]:
2RT-BH.} . :

24, The discussion of “‘Literature™ hegan with a section titled "A
Curriculum Arrived at by Consensus™ (pp. 42 ff.). Only three of the
sixteen members were high school teachers. Commission on English,
Froedom and Discipline in English (New York: College Entrance Examina-
tion Board, 19645},

29, Commissioner of Education Franeis Keppel credited the work of the
commission with improving certification requirements in over half of the
states as carly as 1963, two years before the final report was published.
Francis Keppel, "Who 1s to Speak for English?" PAMLA 79 (May 1964):
7-10.

30. The use of the three legs of the tripod to structure the institute
course of study is one of the more direct hits of evidenee of how thoroughly
the commission aecepted the tripod metaphor for English studies. See
Commission on English, Freedom and Discipline, p. 141 and John C.
Gerber, "The 1962 Summer Institutes of the Commission on English:
Their Achicvement and Promise.”” PMLA 78 (Sepiember 1963): 9.25.
(ierbor was chairman of the commitiee of twelve evaluators commissioned
by the USOIL.

31. Shugrue, in English in a Decade of Change, p. 174, commented,
“The enthusiasm of the lecturers and the quality of their commentary an
literature, kanguage, and rhetorie almaost redeem the painful inadequacies
of the camera work and editing,” The kinescopes were low-buldget produe.
tions. and showed it. See also Freedom and Discipline, p. 162; and
Commission on English, End-of-Year Examinations in English for College-
Bound Students Grades 9-12 (Princeton: College Fntrance Examination
Board, 19631,

32, took suceeeded Hatficld on Qetober 1, 1953, giving the Council the
kind of full-tine leadership that Walter Burnes had urged as early as 1833,
In a sense Hook's appoiniment marked the beginning of the Council’s
attempt to regain control of curriculum development in English, See
“Report and Summary,"" English Journal 42:9 {Decemher 1953): H14-16:

in Stone, Issues,
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and J. N. Hook. “The National Couneil Looks Ahead." English Journal
+4:1 LWanpary 1955): 1.9, X

33. NCTE passed a resolution on the workload of the secondary school
teaelior in 1957, the first since the reorganization period. A study by
William J. Dusel, sponsored by the California Council of Teachers of
English, was widely quoted and distributed. 1t paratleled the Hopkins
report, alsa distributed by NCTE but not originating in it. William J.
Dusel, “Determining an Ffficient Teaching Load in English.” [Hinois
English Bufletin 48 (October 1955): 1-19; and E. M. Hopkins, Report on
the Cost and Labor of English Teaching (For MLA and NCTE. Lawrence:
Journalism Press, University of Kansas. 1913).

4. Squire sueeeeded Hook on September 1, 1960, after spending a year
as associale executive secretary. Squire provided NCTE with a dynamic
and personal leadership through  period of change as significant and rapid
as the first vears under Hosic.

35. Committee on National Interest, National {nterest and the Teach-
ing of English, pp. 8. 1821, ,
46. Given the general tenor of the report. one must suspect that the
decimal point was used Lo make the number look larger, rather than for Lhe

scientific preeision of the estimate.

37. The book was reprinted in full L1 the valume of congressivnal

.testimony on the extension of the NDEA. The Senate, in fact. included

English in the revised hill, but this was deleted in the House. The funds
made available came under the Cooperative Research Act of 1954. James
R. Squire, “Counciletter,” English Journal 5016 (Seplember 1961} 433-37;
Harold B. Alen, "Counciletter,” English Journal 50:8 (November 1961}
572.75; and J. N. Hook, “Project English: The First Year,"" PMLA 78
(September 1963): 33-35.

38, The activities sugpgested parallel the earlier MLA Foreign lan-
guage Prugram. Committee on National Interest, The National Interest
and the Continuing Education of Teachers of English: A Report on the
State of the Profession, 1964 (Urbana, 1lL.: NCTE, 1964). Sve especially
pp. 16.27, 4850, 68-69.

39. Squire commented on this aspect of the activity of these years in
his final reporl as executive seeretary, paying tribute as he did so Lo the
offorts of John . Pisher. his counterpart at MLA. James R. Squire,
Eight Year Report of the Executive Secretary 1960-67 (Champaign, L.
NCTE, 1967),

40. Project English was shaped by the leaders of MLA, NCTE, and
relatecd organizations through cxtensive informal contacts with USOE
plersonnel after the enabling legislation had been passed. These contacts
were formalized through the February conferenee.

Of the vonferences, one of the most important was held at Allerton
House at the University of Hlinois in December 1962. [t resulted in the
founding of the Association of Departments of English. to which more
than half of the English departinents in the U.S. belong: The department
chairmen present at Allerton declared their “willingness to share in the
responsibility for the teaching of English,” and many changes in programs
at thelr respective colleges followed. On all these developments, see
Shugrne, English in a Decade of Change, pp. 38 ff.. Hook, *Project
English: The First Year'; James R. Squire. “English at the Crossroads:
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tember 1962): 381.92: Ralph Flynt, "The U.S. Office of Education Looks
al Project English,” PMLA 78:8 {September 1963): 30-32; Robert W.
Rogers, “Articulating High School and College Teaching of English,”
English Journal 5.5 (May 1965): 37094 + .

41. The congressional appropriation imnplied primary concern with read-
ing. composition. and other English skills, but the announcement of the
pragram made clear that the USOE would “respect the unity of the
discipline in selecting proposals to support.” “Praject English: An An-
nouncement from the Office of Education,™ English Journal 51:2 {Februy-
ary 1962): 14952, See Shugrue, English in a Decade of Change, pp. 41 ff.,
for a summary. of important projects in other aspects of English instruc-
tion.

42, Two of the most important exeeptions were the centers at Hunter
Collegze and at the University of Michigan. Both belong to the second wave
uof reform rather than to the initial academic emphasis and will be dis-
cussed in the next chapter.

43. On the work of the conters, see in particular Shugrue, English in o
Decade of Change, pp. 50 ff.; and G. Robert Carlsen and James Crow,
“Project English Curriculum Centers, ™ English Journal 56:7 {October
1967): 986-93. Status reports prepared hy the directors of each center were
widely distributed: Erwin R, Steinberg. *Research on the Teaching of
Bnglish.” PMLA 79 (September 1964): 50-76; Michael F. Shugrue, “New
Materials for the Teaching of English from the English Program of the
USOE." PMLA 81 {September 1966): 1-36: and Robert Bennett, ed.,
Summary Progress Report of English Curriculum Study and Demonstra-
tion Centers (Champaign, IH: NCTE, 1966).

44. Northrup Frye, Anatomv of Criticism: Four FEssavs (New York:
Atheneum, I19€7: first edition.” Princeton University Press, 1957); and
I'rye, “Elementary Teuaching and Elementa! Scholarship,”

45. As they finished their work, some of the other centers arrived. at
the same conclusion. As Stoddard Malarkey of the Oregon center de-
seribed it in a 1966 address, “"Agreement as to what constitutes the ‘great
and simple strueturing ideas’ of literature seems impaossible of achieve-
nient."” “Sequence and Literature: Some Considerations, ™ English Journal
Hd (March 1967): 394-400+. See Carlsen and Crow, "Project English
Curriculum Centers. ™

46, John DeBoer introduced the topic; Lou LuBrant proposed the
motion. Sce “Report and Summary,” English Journal 38:8 (June 1949):
3a3; “The Chicago Convention." English Journal 38:2 {February 1949):
105-08; “*Report and Summary." English Journal 40:4 {April 1951); 232.
37; “Report and Summary.” English Journal 40:5 {May 1951);: 285-86; and
“Report and Summary,” English Journal 41:1 (January 1952): 42,

47. Hosic commented that “his conception of what constitutes whale-
some reading for adolesconts djffers markedly from my own''; Altan
Abbott suggested teachers should “move rather slowly": A, P, Boas
commented that Prescott was talking of “works of post-war disillusion and
psychopathic maladjustment which already . . . are going out of fashion.”
Walter Barnes, however, urged “Three loud huzzas.” The point is that
though there has always been censorship of schoal materials, until recently
teachers supported it. Joseph ' Prescott, “Sex in Literature,” Engiish
Leaflet 35 {May 1936): 65-82.

48. The commission worried that “young people . ., will not see as
unsatisfactory (both individually und socially) the pathological or sordid
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hehuavior with which such books deal.” Among tht spocific titles nwen-
tionedl were The Grapes of Wrath, Mr. Roberts, and from Here to
Fternity. Commission on the English Currleulum, The English Language
etrts in the Sevondury School (New York: Appleton-Century-Crofts, 1956).
pp 184-85. .

19, Lee A. Burress, Jr., How Censorship Affects the School, Special
Bulletin no. 8 {(Wisconsin Council of Teachers of English, 1963},

5. See, for example, Censorship and Coutroversv: Report of the |
Cotmmiittee on Censorship of Teaching Materials for Clussroum wnd Li-
brary (Chicugo: NCTE, 1953); Committee on the Right to Read, The
Students” Right to Read {Urbana, 111.: NCTE, 1962): John P. Frank and
Robert K. Hogan, Qbseenity, the Law, and the Englisk Teacher (Urbana,
L NCTE, 1966): and John Hove, chairman, Meeting Consorship {n the
School (Urbana, [l- NCTE, 1967), :

hl. “Censorship and the Values of Fiction,” English Journgl 53:3
{March 1964): 155.64. The NCTE Commission on Literature has recently
cchoed this: "No work is in itsel{ proper or improper for the schools. Ity
suitability must be judged in terms of its development of the student's
intelligence and eritical sensitivity, and the effect on the student of the
book as & whole.” “This World of English.” English Journel 57:4 (April
1968); H83-86.

p2. See "Riposte,” English Jowrnel 58:6 (September 1969): 938.40;
Judith I, Krng. “Growing Pains: {ntellectual Freedom and the Child,”
English Jowrnel 61:6 (September 1472, 805.13; and Kenneth L. Donelson,
“While Walls and High Windows: Some Contemporary Censorship Prob-
lems,” English Journel 61:8 (November 1972): 1191-98.

5. Stanley B. Kegler, "The Simplified Classic,” Euglish Journal 44:8
iNovember 1955} 475-76. OUne of the first attacks on the anthologics was
John I Warner, Jr., "Anthologies in the High School Classroom? — Nev-
ert™ English Journal 48:7 (Oclober 1959): 382-87. Many teachers vigorous-
ty defended the anthology, prompling a second article from Warner, *“To

the Gallows with You, Miss Zilch,"” English Jonrnal 499 {December 1960):

627.29, .

34, SeeJohn T, Frederick, " The Quarter Books,” English Journal 37:5
IMay 1948); 215-21; Max J. Herzberg, "Down Publishers’ Row,’" English
Jograul 46:6 (Seplember 1957): $62-65: and Sister M. Harriet, ""Let's Use
the Paperbacks.” English Journal 46:4 {April 1957} 202-04.

5%, See Helen Fox Rachford, "Developing Discrimination in Radio
Listening, ™ English Journu! 33:6 (June 1944); 315-17; Sarah Roody, **The
Effect of Radio, Television, and Motion Pictures on the Development of
Maturity.” IEnglish Journal 41:5 (May 1952); 245.50; and C. G, Hedden,
"The Pin-Up (Girls at School: What Lo Do about Movies in the Cluss-
room,” English Jonrnad 35;1 (January 19496} 41-43,

56. Richard G. Lillard, “*Movies Aren’t Literary.” English Joyrnal 29:9
{November 19401 735 . A brief summary of the changing attitudzs from
1912 to 1960 has been provided by Henry B. Maloney. *'Stepsisters of
Print: The Public Arts in the High School English Class,” English Journal
19:8 {November 1960): 570-79. .

57. See Patrick D). Hazard, “The Public Arts,” Eaglish Journal 45
(September 1956): 367-69: G, Howard Potect. “Film as Language.” Ln-
glish Journal 57:8 {November 1968): 1182.86: Robert Meadows, "Get
Smart: Let TV Work for You." English Journal 56:1 (January 1967):
121-24; Neil Postman, Television and the Teuching of English (New York:
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Appleton-Centurv-Crofts. 151); and Marion C. Sheridan, The Motion
Picture und the Teach ing of English (New York: Appleton-Century-Crofts,
1065).

58. Sce The Course of Study.” in Chapter V1. For some discussion of
carly approuches, see H. A. Domincovich, *On Literature Considered as
One of the Fine Arts.” English Journal 30:5 (May 1941): 387-91; Lawrence
I'.‘Shehan, “*Senior Humanities at Hanford High School.” English Journal
54:9 {Docember 1965): 836-38: and Irving Marks, “The Great Books
Course,” English Journal 56:3 (March 1967): 447-49. Domincovich was
Chairman of the NCTE Committee on International liclations and head of
English at the Germantown Friends School in Philadelphia.

59, A 1964 survey found that over half of the teachers describing
humanities projects were former John Hay Fellows. Robert W. Horner and
Socrates A. Lagios, “An Qverview of Humanities Programs throughout
the Country.” English Leaflet 63 (Fall 1964): 39-57. English Journal
discussions of humanities programs were dominated by John Hay Fellows.,
dating at least to Sarah M. Bush, “A Humanities Program that Works,"
Engiish Journal 40:4 (April 1959): 208-10. In a 1967 index to humanities
programs. over 40 percent used the Encyciopaedia Britannica Films.
Junathan Corbin. comp.. Annotated Humanities Programs (Champaign.
Fil.: NOTE. 1967}

60. The rationale for team teaching is presented in James L. Stafford.
An Exploretion into Team Teaching in English and the Humanities,
sponsored Ly the Southern California Councit of Teachers of English
{Champaign. Ill.: NCTE, 1963}.

61. Humanities Programs have been discussed in several places, Eng-
lish Journal published a serics of articles. “[{umanities in the High
School.” in March 1965: English Leaflet, Fall 1964, was entirely devoted
to humanities, Jonathan Corhin prepared his annotations in 1967, and a
gimilar pamphlet was prepared the following vear by Richard Adler and
Arthur Applebee (Annotated Humanities Progrums [Champaign, 1l
NCTE. 1968]). Sheila Schwartz has provided a- collection of relevant
readings in Teaching the Humanities (New York: Macmillan Co., 1270).

62. See John R. Searles, “Are Humanities Programs the Answer?”
English Journal 54:3 (March 1965): 175-81; Fred H. Stocking, “High
School Humanities Programs: Svme Reservations,” English Leaflet 63
(Fall 1964): 31-38: and Bell. Reforming of General Education. pp. 227-28.

63. James R. Squnire and Roger K. Applebee, A Study of English
Progryms in Selected High Schools Which Consistently Educate Out-
standing Students in English, Cooperative Research Project no. 1994
{Urhana. IlL.: #Iniversiiy of Illinois, 1966). An edited and abridged edition
of this report is more easily availablé as High School English Instruction
Tuduy: The National Study of High School English Programs (New York:
Appleton-Century-Crofts, 1968). The study included two main samples
selected on differing criteria. Because no differences emerged between the
two samples of schools, for the final report results were pooled and
discussed as a whole. :

64. James R. Squire. Roger K. Applehee, and Robert Lacampagne,
High Schoal Departments of English: Their Organization. Administration, -
and Supervision, A Report of the Urbana and Cleveland Conferences,
October-November 1964 { Champaign. 1ll.: NCTE. n.d. 11965)).




(€)

ERIC

AN Acapemic Moorl For Encrsu 223

#5. Comunents on the lower tracks were scattered throughout the
report. See Squire and Applebee, A Study of English Programs, pp. 91,
324, 345 ff.

6. Thougb these activities have been discussed only as they most
directly affected the teaching of literature, they represented a major NCTE
offort throughout Squire's term s executive secretary. The Council’s role
was vigorous and effective, See Squire's Eight Year Report and Shugrue's
English in a Docade of Change for a fuller account.

67. English Teacher Preparation Study, “*Guidelines for the Prepara-
tion of Teachers of English,” reprinted from English Journal 56:6 {Sep-
tember 1967): Elempntary English 44:6 (October 1967): and Coliege En-
glish 29:1 (October 1967), The project is discussed at length in Shugrue,
English in g@_Decade of Change, and in a special issue of English Journal
157:4 [April 1968]).

68. See John Maxwell, “Readiness for New Curriculum Materials,”
Englisk Journal 56:9 (December 1967): 1338-41.



Perhaps more than anything else, the disadvantaged learner needs to find his
ot fldenlity and to relale himself o the larger sucial communily. Where
betler than through lilevature can studenls learn to rise above lhemselves and
lo extend the range of their intellectual gnd emolional powers?

—Task Force on Language Programs for
the Disadvantaged, 1965!

Response §s a word thal reminds the teacher that lhe experience ofart Is a
fhing of our own making, an gofivity in which we are onur piwn inlerpretive
arlisl. The dryness of schematic imagery, symbols, myth, structural relations,
el al. should be. passionately avoided al school and often at college. It is
literature, not literary eriticisin, which is the subject. -
' —Anglo-American Seminar on the
Teaching of English, 19662

Anxious to palidate onr subject, we have clgimed for':'l a place among the
exacling studies presumably stabilized in a realm mnore secure thign Itwnan,
Bul we may have lo geeept the idea that the human experiences that get play
in literature provide its only validation,

—NCTE Commission on Literature, 19673

Educationul objeclives pinned fo predictable, measurable student perform-
ance would offer a nmich-needed pasis for measuring program cost againsi
-Programn effectiveness. Sueh cost aecobinling, in turn, would promote more
effective allocation of existing resources among compeling educational
programs.
~Leon Lessinger and Dwight Allen,
19694

From these considerations we derive gnolher concept: accounlabilily. School
administralors and school fegchers githe are responsible for their perform.
ance, and il is in their interest as well as in the inlerests of their pupils that
they be held accountable.

—President Richard M. Nixon, 19705

Bul the lechnology changes the valies, and diclales some of ifs own; no

lechnology is ever neunlral, . . . Our most pressing educational protiem, i

short, is not how to increase the efficiency of the schouls; it is hot fg creale

and maintain a humane society, A sociely whose schools are inhumane is not

iikely to be humane itself. _

—Charles E. Siiberman, Crisis in the
Classroom, 19706
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Chapter VIII

Winds of Change

Earlier chapters have traced the evolution of the
teaching of literature in American schools from its beginnings in
the reading texts of colonial days into a major subject involving
some 10 percent of the nation's instructional effort. During that
time professional leaders turned away from the colleges at the
beginning of the twentieth century, and swung back toward them
during the early 1960s. This is as far as the history of literature as a
school subject can he traced with much historical perspective—
with, that is, the vision of hindsight to protect our prophecies, Yet
the issues which have been faced in the past continue into the
present, generating during the last few years a debate which if it is
not hotter in its own right, rages more fiercely for those whose
interests are ultimately in the teaching of English in schools today.
This chapter discusses three major challenges that have been
offered to the academic model of English in the last few years, and
looks briefly at the curriculum that is emerging in response, The
closing chapter examines the unanswered questions which will
continue to shape this history in the years ahead.

The Other Half of the Curriculum

Fven as professional leaders were attempting to formulate an
academic program for English, other forces were at work that
would ultimately offer an instructional model more in keeping with
previous progressive theory. The counter-movement began in the
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nation's slums, where teachers quickly found that the academic
approach had little relevance. James B. Conant, whose study of
The American High School Today (1959) was one of the more
important documients in the development of the academic model,
also provided an early and widely heralded perspective on the
problems of urban education. His Slums and Suburbs (1961) drew
together observations of astonishing inequities in the quality of
edueation for urban and suburban youth. Conant worried that the
problem of the cities was more than just an edueational issue—in
fact. “social dynamite™; he tried to convey his sense of concern:

For without being an alarmist, | must say that when one considers the
total situation that has been developing in the Negro cily slums since
World War i]. one has reason to worry gbout the future. The building
up of a mass of unemployed and frustrated Negro youth in congested
areas of the cily is 4 socigl phenomenon that may be compared to the
piling up of inflammable materials in an emply building in a city block.
Patentialities for trouble—indeed possibilities of disaster—are surely
there.’

He documented his observations with details of Negro migration to
the northern central cities, of unemployment, and of dropout rates
and absentecism. _

Conant found that these social pressures were coupled with
educational inadequacy. The schools which had money, stable staff,
community interest. and relevant materials were those in the sub-
urbs, The urhan slums suffered with antiquated buildings, over-
crowded elassrooms, and inappropriate courses of study. His rec-
ommendations were a remarkably accurate delineation of the direc-
tion that inner-city education would move during the ensuing
decade: he argued for meaningful courses, adequate financial sup-
port, involvement of parents in educational reform, and school
decentralization. Battles. over each of these were fought in the
headlines of the sixties.

Young authors added a personal and anecdotal dimension to
Conant’s observations by recounting their own experiences in urban
schools. Herbert Koh!, Jonathan Kozol, James Herndon, and Nat
Hentotf, among others. echoed the frustration of many young
teachers who had taken up urban education as part of a nationwide
concern with the welfare of Black America. This frustration among
a highly vocal group- of teachers, coupled with a new militancy
among local community groups. put great pressure on city school
systems to alter their materials and approaches.*

National leaders in Fnglish did not respond to such problems
until the middle sixties, when the forces unleashed by the 1954
Supreme Court decision on segregation began to culminate at the
federal level in the Job Corps {through the Economic Opportunity
Act) and the Civil Rights Act of 1964, NCTE. prompted by an
cloquent address from its incoming president, Richard Corbin, took
official note of the problem by using its own funds to establish a
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ask Foree on Teaching English to the Disadvantaged in 1964,
Twenty-twe experts in teaching and in the problems of the dis-
advantaged were charged with surveying efforts throughout the
nation. In a ninety-day effort beginning in -March 1965, they
ohserved 190 programs in 115 school systems of sixty-four cities, in
general following the lead of the National Study in scheduling pairs
of observers for two-day visits to each program. The final report
was released the following fall (1965), with extensive discussions of
programs from preschool to adult levels.”

The Task Force attempted to dispel a numher of “widespread
beliefs affecting the education of the disadvantaged’’: their com-
ments implied that the educational prohlems of the disadvantaged
differed in amount rather than in kind from those in any classroom.
They found that the subeulture of poverty was just as diverse and
varied as the parent culture: that there was need for a variety of
language experiences. not simply drill in standard English: that the
children were not apathetic and did not offer unusual discipline
problems: that inductive teaching could be used just as successfully
with these children as with any others: and that the teacher of
English needed to be just as well prepared in his own subject area
to teach disadvantaged children as to teach any others.

When they looked at secondary schoel programs in literature,
the Task Force found it resting on “‘a shaky foundation™ {(p. 109).
T'he two most prevalent patterns were an emphasis on reading skills
and workbook exercises. with a consequent neglect of literary
materials. and slavish adherence to inappropriate courses of study.
In one memorahle class, the teacher was carefully reading Silas
Marner aloud to a group of students who could not read it them-
selves, beeause it was “required” for all students in their grade.
‘I'he Task Force's only recommendation on the teaching of literature
was "‘that at all levels of instruction the English curriculum for
disadvantaged students include appropriate imaginative literature
chosen and presented with these students in mind™ (p. 273), but
this was a radical shift from the concerns of the period of academic
reform.

Two of the Project English curriculum study centers focussed on
similar prohlems. and ultimately produced the most successful of
the new programs. One, under the direction of Marjorie Smiley at
Hunter College in New York City. recognized from the beginning
the progressives’ lessons about the importance of student invelve-
ment and interest as first steps in English instruction. The other.
led by Daniel Fader at the University of Michigan, eventually
reached very similar conelusions.'™

Gateway Fnglish, the program developed at Hunter College,
focussed its units around issues of personal and social significance.
Smiley was well aware of the degeneration in the quality of mater-
ials toward the end of the progressive era and took great care to
choose selections which would deal maturely and in depth with the
issues raised. The emphasis was on contemporary writing, including
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many sclections by black authors, but traditional selections were
also included: excerpts from the Odyssey, for example, and some of
Acsop’s Fables. The program was presented in a series of slim
unthologies, with titles which give a good sense of the program as a
whole: A Family Is a Way of Feeling, Coping, and WhoAm I? were
typical texts. The teacher's manuals, like the materials themselves,
echoed many earlier innovators. They sought “to help these children
identify the problems and to encourage them to find solutions,” “‘to
cast each of the students in a positive ‘image,’ " and to “‘enable these
discouraged vouth to identify with individuals, both real and fic-
tional, who have coped with problems not unlike theirs with varying
degrees of suceess.”!' Even when carried out with literature of
acknowledged merit, such emphases had little in common with
those of the avademic model.

If Gateway English continued the progressive concern with
personal and social problems, English in Every Classroom, the
prograin devised at the Michigan center, focussed on extensive
reading. This program was designed for the most difficult students
of all: a group of delinquent boys in the W. J. Maxey Boys
Training School (Michigan). Later the center expanded its work to
public schools. and the program itself {popularized by Fader's 1966
presentation, Hovked on Books) spread to some thirty-seven states
and three foreign eountries.'®

The basie principles were simple enough: students were to read
as much and in as inany different areas of their school experience as
possible. To achieve this, the program provided a library of 1,200
paperback books and class sets of newspapers and magazines.
These formed the core of the English curriculum and also provided
materials to supplement the work in other subjects. In the process
of implementing this approach, Fader rediscovered many educa-
tional cliches, but because of the extreme conditions under which he
was working—and the obvious failure of other approaches—the
cliches took on a substance and appeal that under hetter conditions
they might have lacked. The need for every teacher to be a “teacher
of English™; the importance of relevant materials: the fact that
without interest nothing clse would follow—these basic principles of
progressive education were rediscovered in meeting the problems of
education in a boys training school. There was very little that could
foree such boys to begin to read: the only hope was to make them
want to. And this Fader did, however many cliches he discovered in
the process.t

The British Madel

At the same time that progressive methods were being reestah-
lished in the curriculum of the inner city and the lower tracks,
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professional leaders were beeoming aware of another model for
instruction which asserted the primacy of such approaches for alf
students. Though the liberal American reformers—the same group
who had originally protested against the programs in slum schools—
were moving in much the same direction, it was the schools of
England that offered a functioning alternative to the academie
modet.

Inicial contacts with British educators had begun during the
fifties, lirst through NCTE-sponsored summer tours of England
and later through a series of conferences on the problems of
teaching English to speakers of other languages {(TESOL). As early
as 1957, Harold B. Allen. who had been deeply involved in TESOL
programs in Egyvpt. suggested that a conferenee on the teaching of
English as a native language might be fruitful. During the follow-
ing years, a number of Council leaders visited British schools, a
National Association of Teachers of English (NATE) was organized
in Britain, and a representative of the British Ministry of Educa-
tion toured the Project English study centers. During 1964 Boris
Ford. president of NATE, attended the NCTE annual convention.
His remarks again led NCTE leaders to consider a joint meeting,
whieh was arranged for the following year.'* The 1965 meeting was
followed by two other projects which brought American educators
into close and stimulating contact with British approaches. The
first was a month-long invitational seminar on the teaching of
Fnglish, held at Dartmouth College in the summer of 1966, funded
by the Carnegie Corporation, and cosponsored by. NATE, MLA,
and NCTE. Approximately fifty specialists in English and the
teaching of Einglish at the elementary, secondary, and college levels
were brought together in an unusual attempt to gain a new perspec-
tive on their common prohlems, The ensuing clash of deeply rooted
assumptions about the teaching of English was a cathartic expe-
rience for all invelved, and sharply altered the professional emphases
of NCTE leaders.!"

At the same time plans were underway to extend the National
Study of High Sehool English Programs to include a survey of
outstanding British schools. Teams of observers visited 42 schools
during the spring of 1967; most of the people involved had partici-
pated in the carlier American study. As had happened at Dart-
mouth, the visiting Americans found their deeply rooted beliefs
sharply challenged by programs in the forefront of British educa-
tion, and (again as at Dartmouth) they came away feeling that the
British alternative had much to recommend it.'*

What the British offered the Americans was a model for English
instruction which focussed not on the “demands™ of the discipline
but on the personal and linguistic growth of the echild. These goals
and no others justified the central place of Engtlish in the school
curriculum, and this implied — as had American progressive theory —
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a curriculum structured around the characteristics of the child
whose growth was to be fostered. American observers were espe-
cially struck by these emphases in the lower forms in British
secondary schools (roughly equivalent to American grades 7 to 10);
there thev found “improvised drama, imaginative writing, personal
response to literature, and a large amount of informal classroom
discussion. Instruetion is centered on the pupil—his interests, 'is
response, his view of the world™ (p. 52). Subject matter (the
“content'” of English which had been of such concern to Americans)
seemed hardly important to the British teacher; its function was to
provide the experiences through which the child could experiment,
testing and strengthening his linguistic and intellectual skills by
using them in a variety of contexts,

Indeed. like the metaphor of “growth” itself, it was process or
aetivity rather than content which defined the English curriculum
for the British teacher. Strongly influenced hy the work of the
Swiss psychologist Jean Piaget, the Russian L. S. Vygotsky, and
the American George Kelly, British teachers saw language as
imposing a system and an order, offering (in John Dixon’s words)
“sots of choices from which we must choose one way or another of
building our inner world.”"? Hence the teacher must accept the
tentative and incomplete response as part of the process of choice, a
testing out of a particular mode of thought or expression which it
would be perfectly legitimate for the student to abandon in mid-
stream. American observers found such an attitude most dramati-
cally evident in written language instruction, where British teach-
ers placed a much greater emphasis on the act of writing itself.
They often assigned work which would never be read by the
teacher. in contrast to the American pattern of write, grade, revise,
In Hterature. a similar concern was reflected in an emphasis on
“talk,” u term the British used to suggest the informality and
pssentially unstructured nature of discussion in which responses
were understood to he developing and tentative rather than com-
plete and well formulated. Rather than the closure and summing up
s0 often sought by the better teachers in the American study,
HBritish teachers relied on the process of discussion itself for the
educative effects they were seeking.

The aspect of British programs which most surprised Americans,
both at Dartmouth and during the study of British schools, was the
emphasis on drama. British teachers recognized, as had American
progressives, that drama was valuable both as a method for the
study of literature and as a means to personal development. To act
out a scene successfully—whether as improvisation or as dramati-
zation of part of a script—implies a sophisticated level of response
and understanding without requiring an explicit {(or cognitive}
formulation of response. In a sense the dramatic response is the
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antithesis of the analytic, content-oriented teaching of English
against which the British were in the process of reacting. At the
same time, drama is the embodiment of the role playing and
experiment which are part of the Rritish pedagogy of growth. Ta
take @ part in a drama is to take on at least for a moment new
linguistic. social, and personal roles, and to do so with all the
protection of self that the acknowledged “'playing"” in drama affords.™

Much of the teaching of literature observed during the study of
British schools involved drama in one form or another: the re-
mainder was undertaken in a similar spirit of fostering response and
involvement rather than analysis and criticism. {The work in the
last two years of secondary schoo!, where English is a specialist
rather than a general subject, was an exception to this; even it,
however, seemed to observers to bhuild on the less formal work of
the carlier years.) The result was a program which alternately
excited and disturbed American observers, who found it ‘‘frag-
mented, uncritical, antiliterary, yet often explosive, engaging, and
exciting™ {p. 88). Convern with a literary heritage played virtually
no role. being dismissed as irrelevant or redefined as a ‘‘legacy of
past satisfactions” and hence not something that could be dis-
pensed as so many grams of knowledge.

The various critical studies that had found their way into Amer-
ican programs were similarly of little concern: the British teachers
gave comparatively little attention to close textual analysis, to the
study of genres, to literary periods, or to chronology. Instead, the
British teachers emphasized a thematic approach and guided indivi-
dual reading. Unlike their American counterparts, the British were
able to pursue these studies in virtually any direction they chose.
Protected by a system of education in which schools are funded
nationally rather than locally, they are virtually free from com-
munity pressures. Censorship is very rare: Lady Chatterley’s Lover
was the text in one class obscrved by the Americans, and similarly
controversial books had a prominent role in other programs.

Perhaps the strongest tribute to the British efforts is that
Americans have been willing to learn from them. Whereas the
National Study of outstanding American programs had led observ-
ers to recommend that programs continue to he developed along
previous lines, the visits to England led to major recommendations
for change. The most important of these were concerned with the
relative stress to be placed on formal and on informal, response-
oriented studies; in general both study observers and Dartmouth
participants were convinced that the British approach was the
better alternative, with conscious formulation of critical responses
deferred to the later years. “"No evidence collected in this study,”
the directors noted, “suggests that the absence of attention to
cognitive processes affects the ultimate literary reactions of British
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vouth” {p. 116}. More stress on dramatic activities and oral ap-
proaches, greater freedom in the use of materials, less rigid curricu-
hum guides, more attention to indirect methods of teaching. and the
search for appropriate sequence in the growth pattern of the child
are other points that followed more or less directly from acceptance
of the general approach.

The major effect of the confrontation with British programs has
been to reestablish, at least among an influential group of spokes-
men for the teaching of English, some of the better parts of the
progressive vision, A concern with people rather than content has
reasserted itself: the personal and social values of literature are
once again being explored.® Yet the men who are leading the
movement back toward these progressive ideals are men who were
deeply involved in developing the academic model. They know its
strengths as well as its weaknesses and have insured that it, too,
continues to have its influence: they have a continuing awareness of
the need for literature which is honest and mature, literature which
will ehallenge rather than merely “adjust™ its readers; they are™.
seeking to define more clearly its importance in the lives of all of us:
and they are attempting to preserve and strengthen the sense of
profession that developed in the process of building the academic
model, These emphases, of course, are also true to the original
progressive vision, but they differ greatiy. from the emphases that.
developed after the Second World War.?!

"

Industrial Models

Fven as some teachers began to re-emphasize the traditional
vilues of English as a “humanistic” or “liberalizing’ subject, a
secornd] aspect of the early progressive movement was also gaining
new momentum. This was the concern with efficiency and utilitar-
ianism that first found expression in Franklin Bobbitt's lists of
specific objectives and later in Henry Morrison’s unit method of
instruction. now reconceptualized as *hehavioral objectives™ and
“uccountability.” Reinvigorated by industrial successes with the
“systems apr-.ach’ to management. as well as by a national mood
of austerity and tightening budgets, these approaches have re-
ceived support from powerful segments of industry and govern-
ment. .

The proponents of the systems approach have taken industrial
production as their model for the educational process. At one end of
the system are the inputs, usually conceptualized as the present
achievements, attitudes, and skills of the students; at the other end
are the outputs. the skills and attitudes that it is desirable for
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students to have, The diserepancy between input and output de-
fines the edueational task. Proponents have claimed a number of
virtues for this system: it will be efficient, instruction, in that it will
be possible to eliminate activities which do not contribute to the
achievement of the specificd goals; it will be individualized instruc-
tion, since the discrepancy between input and output will differ
from student to student; and it will provide a measure of the extent
to which each district, school, or teacher achieves its stated objec-
tives. It will also provide very direct cost accounting: the school
hoard will be able to see which programs are working and how
much they cost. Within a system conceptualized in such terms, it is
a short step to considering subcontracting one or another segment
of the total program. and indeed exactly such an approach has heen
tried on an experimental basis. In some versions, a ‘“‘performance
contract” has been an in-school system of incentives, with salaries
of teachers tied to the extent to which their students meet or
surpass prespecified performance criteria. In other versions, the
contract has been made with an outside, often profit-making,
torporation, again with payment contingent upon succesgful per-
formance by the students. In the 1969-70 academic year, the first
two experimental performance contracts went into operation; by
1970-71 there were over 100. Initial results from these projects were
not encouraging. In Office of Education experiments involving six
different companies, the 13,000 students in experimental classes did
no hetter than those in conventional programs. All six companies
lost money; the USOF withdrew its support for further attempts;
and the number of experiments began to fall off.*?

Still the emphasis on careful cost accounting has received very
powerful support and seems likely fo continue, even if experiments
with performance contracts come to a halt. President Nixon, in his
1970 ducation Message to Congress. emphasized that schools
must be “accountable” for the rosults they produce, and he did so
in the context of reducing expenditures, Congress has reflected
similar concerns through its endorsement of the National Assess-
ment of Kducational Progress, and the USOE has sponsored large-
scale demonstrations of the systems approach to educational prob-
lems. More recently, the Committee for FEconomic Development, an
organization of 200 business leaders with considerable power to
shape national policy, has endorsed similar principles in a policy
statement, Education for the Urban Disadvantaged (1971):

We are convinced that the financial support of the schools should be in
some way tied to their actual productivity, so that a better product.
when judged by competent techniques of assessment, would yield
increased support. If this were achieved, we believe the schools would
beecome more inventive, more innovative, mare effective, and more
productive of good éducation.®

(€)
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The difficulty of providing *“‘competent techniques of assess-
ment’” has led to a concurrent emphasis on detailed specification of
instructional objectives. Here one of the most influential publica-
tions has been a brief book by Robert F. Mager, published in 1961
as Preparing Objectives for Programmed Instruction. It was re-
issued the following year with the somewhat more general title,
Preparing Instructional Objectives. The content of the two editions
is identical even in the pagination, but the shift in title recognizes
that the specification of “behavioral objectives"” has become some-
what independent of the concern with programmed instruction. The
ohjectives that Mager describes are distinguished from other educa-
tional objectives in that they are based on observations of the overt
behavior of the learner: to Mager. A statement of an objective is
useful to the extent that it specifies what the learner must be able
to DO or PERFORM when he is demonstrating his mastery of the
objective.” Such objectives are the necessary building blocks of a
svstems approach to education, The tendency of such objectives is
toward greater and greater specificity rather than toward globally
stated or long-term goals.** '

Programmed instruction, as suggested by the original title of
Mager's book, has been closely related to the evolution of behavior-
al objectives. Thougl'it has antecedents in experiments with teach-
ing machines dating back to the 1920s, the programming approach
grained impetus only after B. F. Skinner and his disciples began to
elaborate the pedagogical implications of his behavioral psychal-
ogy. Initial experiments were carried out almost exclusively in
industrial and military training situations, where the aim was to
teach a student a barticular skill as quickly and efficiently as
possible. To a large extent behavioral techniques were successful in
these contexts. whether presented by machine, through pro-
grammed texts. or with the use of instructional films or other
audiovisual aids.* ,

Since the early sixties there have been attempts to generalize the
success of these training programs into a model for reform of public
education. It was this-generalization that prompted initial attempts
to specify behavioral objectives. These were to provide the neces-
sary reduction of general goals into very specific component skills
that could be taught step by step. Each step would be assessed
vindividually, and progress continued only when the component had
been mastered. The great difficulties which programmers encoun-
tered in their attempts to find operational specifications of goals in
the educational literature lie at the heart of the curreat focus on the
objectives themselves. But the research in programmed learning
continues and seems destined to reassert itself as various subsets of
objectives become adequately specified.

The response of teachers of English to these movements has

ranged from-vehement denunciations to considerable enthusiasm; a
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middle group have resignedly concluded that since someone is
going to write the objectives for English it had better be someone
who understands the subject. ‘The most notable example of this
position was the Tri-University Project, which included former
NCTE executive secretary J. N. Hook among its directors and
Robert Mager as a “senior consultant’"; many other distinguished
figures in English education were involved. Supported by Office of
Fducation funds, the project began as a two-year attempt to write
and test behavioral objectives for the high school English curricu-
lum. Somewhat skeptical about the applicahility of the behavioral
framework to the English program. the project as described by
fiook hoped to develop a *‘carefully prepared, well-reasoned state-
ment subscribed to by representative leaders in the profession™ that
would "guide deyelopers of such objectives and prevent their mis-
use. "

Most criticism of behavioral objectives in English instruction
centers on the measurement problems associated with the goals
which teachers have long cherished. especially for the teaching of
literature. What exactly does ‘“‘appreciation” mean in terms of
observable hehaviors? How does one tell if a student has had a
confrontation.” or has clarified his system of personal values as a
result of what he has read? Supporters of hehavioral objectives
have suggested that such concepts can he operationalized if teach-
ers of English accept a hroad definition of behavior. For example,
James Hoetker. then associated with the Central Midwest Regional
Educational Lahoratory. offered such unorthodox behavioral specif-
ications of objectives as *‘the students will cut class less often” or
the students will take & walk in the woods.” The Tri-University
Project used a somewhat similar approach in some of the objectives
in its preliminary catalog. These emphasized that “‘the student
volunteers and participates with animation,” for example, or that
he "defends orally or in writing” the rights of others to read
potentially offensive material. Such approaches represented an at-
tempt to preserve within the framework of behavioral objectives the
kind of behaviors which a humanistically oriented teacher is likely
to favor.*

NCTE. through a new Commission on the English Curriculum,
adopted a cautious, even slightly negative stance toward the issues

" posed by behavioral objectives. While granting the value of specity-
ing more precisely the goals of the course in English, the commis-
sion offered a resolution to the 1969 annial business meeting urging
in part,

That those in the profession who do undertake to write behavioral
objectives {a) make specifie plans to account for the total English
currleulum: (b) make an intention to preserve {and. if need be, Tight
for} the retention of important humanistic goals of education: and e}

Q
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insist on these goals regardless of whether or not there exist instru-
ments at the present time for measuring the desired changes in be-
havior.**

The papers which the commission chose to publish as a result of a
special conference on behavioral objectives reflect the same cautious

ambivalence, with contributions covéring the full range from en-
thusiastic support to outright denunciation.

Toward a New Curriculum in English

The late 1960s were years in which the American high school

- . underwent a major realignment of values. In response to the na-

tional agony over the Vietnam war, student unrest, escalating prob-
lems in the inner city, and a widespread malaise even among aca-
demically talented students, the emphasis in educational thought
shifted gradually but. unmistakably away from knowledge of an
academic discipline toward the process of knowing and the dig-
nity of the individual. Men who had once led the attack on the
progressives shifted their ground, now attacking the dehumaniza-
tion of the school that seemed to have accompanied the academic
approach. Charles Silberman, an early supporter of the academic
resurgence, presented one comprehensive critique (1970) on behalf
of the Carnegie Corporation, turning to Britain for a constructive .
alternative. The progressives and John Dewey--the archenemies of
the late fifties—became once again leaders behind whom teachers
and their spokesmen were proud to march.?*

This shift in values has led to its own period of experiment in the
teaching of English. “‘Relevance™ is one focus of concern: this is the
contemporary version of the progressive educator's emphasis on the
needs and interests of his students. In this context it is not
surprising to find that many of the experiments being offered are
variations upon methods that were central to progressive peda-
gogy. Drama and oral expression, contracts, the project method, .
unit instruction, student-directed seminars, popular media, con-
temporary literature and social commentary, minimum essentials,
interdisciplinary study—all have reemerged in the past few years.™
There have also been new approaches: simulation techniques
(“zaming”) and sensitivity training are the maore prominent ex-
amples.*! How these proposals will evalve is still uncertain. Rather
than a new and fully formulated curriculum, they represent. the
attempts of the present generation of teachers to explore their own
version of the progressive vision. As yet these explorations are
open minded; they have not coalesced around a new metaphor of
the educational process nor produced their own articulated body of
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theory. But it is out of them, and out of the many different
theorists from whom the suggestions stem. that that metaphor and
that theory will eventually emerge,

Yet if the new pedagogy remains uncertain, the pressures gn the
English course have already begun to break down the traditional
five-day-a-week, four-year institutional framework within which
that pedagogy will be implemented. The erosion of the institutional
form of the course is highly significant, for it marks the end of a
long tradition of high school organization and opens the way for
even more radical experiments than have yvet been proposed. ~

The first attacks on the institutional pattern of the high schaool
were sponsored by the Ford Fund for the Advancement of Educa-
tion during the 1950s. Farly admissions and advanced placement
have already been discussed, but they are clearly relevant here too:
both implied that the four-year high school course was not inviol-
able. Team teaching was another approach which received some
support from the Ford Fund; it was especially popular in humani-
Lies programs where the breadth of content required the talents of
teachers trained in several different subject areas. Experiments
with instructional groups of different sizes often evolved out of
these teaching teams: large-group lectures one day, for example,
followed by seminar discussions the next.* The “Rutgers Plan"
was another early experiment that advocated variable class size.
This emerged from a six-week workshop, held at Rutgers under
Ford F'und sponsorship during the summer of 1959. This workshop
sought ways o allow teachers to work with students individually or
in small diseussion groups, without forciag schools to enlerge their
faculties. ‘Their proposal. quite radical for its time, involved a
complete restructuring of the time schedule and the use of “para-
professionals™ as nonteaching monitors. English classes would
spend two days a week doing free reading, in groups as large as
200; one day a week doing diagnostic tests and self-correcting
homework: one day a week in group discussions of student papers;
and one day a week in group discussions of literature. Though the
Rutgers Plan was not widely adopted, it is important as another
early suggestion that class size and class groupings might be varied
for different instructional purposes.

The approach which is now becoming widespread is the elective
curriculum in English, but this is a blanket label for a wide variety
of different approaches to eurriculum reform. Electives themselves
are of course not new: a four-year English course as a graduation
requirement. has never been fully established. Even where students
must take four years of English, the senior course has often offered

- electives which could be taken either tq supplement or to replace
the standard course. Most of the humanities courses discussed in
the previous chapter were offered as electives; so were the world
literature coursés out of which they grew. This form of elective

ERIC
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never posed a challenge to the traditional course, however; the
choice was usually as much a matter of “tracking” as it was of
“electing,” with certain courses clearly regarded as the prerogative
of the college-bound and nthers clearly appropriate for the terminal
student. During the late 1960s, however, this changed radically,
with the elective curriculum in its various manifestations being
suggested as a replacement for the junior and senior high school
course in English.™

One source of this shift has been the failure of the academic
model for the curriculum to find any widely accepted structuring
principles. If there is no structure, the argument has gone, then
there is no reason to impose one artificially through a four-year,
required course of study. Let the teacher teach what he knows best,
and the students study the subjects in which they are most
interested. Courses which have emerged from this peint of view
have often been constructed on a loose analogy with the college
curriculum. with highly academic offerings like “‘Eighteenth Cen-
tury Poetry.” “‘Communications,” or “The Modern Novel.” In
spite nf such traditionalism, hnwever, a major argument in support
of the elective curriculum has been that it is more responsive to the
demands of the students. more “relevant,” than the traditional
course. The hope is that if students ire allowed to choose what they
will study, their interest and enthusiasm wili increase. In many
schools this has been coupled with an attempt to discover the
courses which students would like to have offered. rather than
simply giving them a choice among the particular interests of the
teachers, : :

In some of the more interesting experiments, interest groups
resulting from a completely elective program of study have been
used to replace the traditional age.grade organization of the high
school. Teaching groups may contain the whole secondary school
age range. though more usually this is restricted through a “‘phase
elective” system roughly comparakle to the system of introductory,
intermediate, and advanced courses of the college curriculum, The
nongraded curriculum was popularized by experiments at the Mel-
bourne {Florida) High School during the early sixties, but it was
only later combined with the elective approach.”” Where electives
have been carried furthest, they have been combined with radical
restructuring of the curriculum as a whole into *shnrt-cot:-"es" or
“mini-courses” of anywhere from . few weeks to a semester in
length: these provide students with new sets of options at regular
intervals. Class periods of variahle length, courses which meet onty
a few Limes a week instead of every day. and independent study
have been natural results of the attempt to fit the institutional
structure to the course content, instead of the courses tn the

existing institutional frame., Computer-compiled timetables have _ .

been crucial in snme of these programs, overcoming the otherwise

4
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overwhelming complexities inherent in frequent readjustment of
complex schedules.**

Finally, proponents of behavioral objectives and programmed
instruction have also found that a program of electives is one of the
more convenient Ways to introduce their approaches, often pairing
them with some form of minimum essentials examination. In some
versions of such programs, students enter the elective phase only
after successfully completing an introductory “basic skills" conrse
or proficiency examination. In others, the two proceed in concert,
with programmed {(or "self-paced”} instructional units forming part
of the work and elected courses forming the remainder. There is
usually no choice about the skills program; all students must work
their way to a certain level of competence, though instruction is
~individualized™ in that they can proceed at their own pace. Even
this is not universal, however; in some programs a wide variety of
self-paced units are offered as electives.”

At present, elective English is an administrative convenience; it
represents no particular pedagogical theory though it has usefully
served the ends of several. Because it has no structuring principles
of its own, the elective program is volatile. All kinds of new studies
and new approaches can find a place in the curriculum, and older
studies that have usually taken second place can emerge on an
" equal footing. Film has become a full-fledged part of the English
program in many schools; drama has emerged from its long dol-
drums; literatures from other countries are receiving new and more’
focussed attention. On the other hand, the very openness of the
elective approach leaves it vulnerable to charges of frivolousness,
triviality, and lack of coherence®®*—charges which emphasize the
need for the elective curriculum to be treated as a way to implement
a broader pedagogical theory, rather than as an end in itself. Until
it is placed within such a larger framework, the elective curriculum
totters between the Scylla of the academic, subject-centered ap-
proach and the Charybdis of meeting trivial and temporary *“needs
and interests.” :




240 'TRABITION AND REFORM

CHAPTER VIII NOTES

L. Richard Corbin and Muriel Crosby, cochairmen, Language Pro-
grums for the Disadvantuged, The Report of the NCTE Task Force on
Teuching English to the Disadvantaged {Urbana, IIl.: NCTE, 1965), pp.
253.74.

2. I. W, Hurdlsg, “Response to Literature: The Report of the Study
Group.” in Response to Literature, Papers Relating to the Anglo-
American Seminar on the Teaching of English, ed. James R. ‘Squire
{Urbana, 11l.: NCTE, 1968}, p. 26.

3. William Stafford, Friends tg This Ground. A Statement for Read--
ers. Teachers, and Writers of Literature from the NCTE Commission on
Literature {Urbana, 111.: NCTE, 1967), p. 19.

4. Leon M. Lessinger and Dwight H. Allen, *“ Performance Proposals
for Educational Funding: A New Approach to Federal Resource Alloca-
tion,” Pii Delta Kappan 51 {November 1969): 136:37, -

H. President Richard M, Nixon, Education Message of 1970. Cited by
Leon Lessinger in “Robbing Peter to Pay Paul: Accounting for Our
Stewardship of Public Education,” Educational Technology {January
1971), p. 14. _

6. Charles E. Silberman, Crisic in the Classroom: The Remaking of
American Education (New York: Random House. 1970}, pp. 201-03.

7. James B. Conant, Siums and Snburbs (New York: Signet Books,
1961}, p. 24, On the earlier book, see A Crisis of Confidence” in Chapter
VII. )

8. Shugrue calls the education of the disadvantaged “the major edu-
cational issue in the United States." Michael F. Shugrue, English in «
Decade of Change {New York: Pegasus, 1968}, p. 142. :

9. Corbin and Crosby, Language Progro.ns for the Disadvantaged.
There had been sporadic attention to such problems earlier. Morris Finder,
“Teaching English to Slum-Dwelling Pupils.” English Journai 44:4 {April
1855): 199.204 +; Herbert F. Ostrach, “English and the Lower-Class
Student,” English Journal 52:3 {March 1963): 196-99; and “'Riposte,”
English Journal 52:7 (October 1963): 542-48.

10. For further discussion of these programs, see Shugrue, English in a
Decade of Change. and Corbin and Crosby, Language Programs fur the
Di.advantaged. Progress reports were also included in the curriculum
study center reports. Sce footnote 43 in Chapler VII.

11. Corbin and Crosby, Language Programs for the Disadvantuged,
pp. 112-13. These texts were eventually published by the Macmillan Co.,

12. There have been three reports on the program. The first presented
it as it had developed gt the W. J. Maxey Boys Training School. The
second presented a slightly fuller discussion together with the results of
studies of its effecliveness. The third recounts the evolution of the pro-
gram afier it was introduced into the Garnet-Patterson Junior High School
in Washington, D.C. The reports gre. respectively, Daniel N. Fader and
Morton H, Shaevitz, Hooked on Books (New York: Berkley Publishing
Co., 1966); Daniel N. Fader and Elton B. McNeil, Hooked on Baoks:
Program and Proof (New York: Berkley Publishing Co., 1968}; and Daniel
N. Fader. The Naked Children (New York: Macmillan Co., 1971. The
figures on the spread of the program are from Fader and McNeil, p. 21.




E

Winps oF Cuange 241

LY "Fuder's program resenmibles most of the other produets of the
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This chapter is a summary of a number of continuing problems in the
teaching of English. It is a personal statement, not an historical one, but it
arises out of the long immersion in historical questions that preparing this
book required. In a sense, it is a statement of the lessons of history, as one
petson learned them.




Chapter IX

Afterword:
The Problems Remaining

Teachers of literature have never successfully resisted the pressure
to formulate their subject as a body of knowledge to be imparted.

The teaching of literature has from the beginning been under
- considerable pressure to formulate jtself as a body of knowledge, a
recognized content to be acquired by the student. In the delibera-
tions of the Committee of Ten and its Vassar Conference such a
conceptualization was overt, a necessary precondition if the subject
were to take its place beside the other subjects as a true disciplin-
ary study: In later years it was more often covert, emerging not in
the philosophy of the subject matter. but in the way in which that
philosophy was operatu alized in the classroom. Thus the progres-
sives of the late thirties, who provided the most complete rationale
for English as a series of experiences rather than a specific set of
content, in the end structured their curriculum around a series of
“enabling objectives” which continued to stress knowledge; the
“primary objectives” derived from the experience approach had
little direct influence on the classroom.

This stress on content has been in part responsible for the
uneasiness which teachers of English have traditionally felt about
the definition of their subject matter. The Committee of Ten in
effect brought together a number of disparate subjects, each with
its own body of rules and formal subject matter, and called them
“English.”” Beyond the cliche' that each of these studies deals with
language, they have no real unity as subject matter; attempts to
interrelate them have been artificial and, for the most part, short-
lived. Whether the model for the educational process has been
growth in language, the four basic skills (reading, writing, listen-
ing. speaking), or the three basic disciplines (language, literature,
and composition), some aspect of what teachers considered to be
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_important has been lost, reemerging to assert its own values and
undercut the basis of the reconciliation. Inevitably, the edges of the
subject have blurred and wavered. creating for the teacher of
English a perpetual crisis of identity. '

. The acknowledged goals of the teaching of literature are in conflict
with the emphasts on specific knowledge or content.

Part of the uneasiness which teachers have felt with attempts to
define their subject matter as a body of knowledge results from an
awareness, often unarticulated, thut the goals which they seek to
accomplish through the teaching of literature are ultimately not
defined by such knowledge, but rather are questions of values and
perspective—the kinds of goals usually summed up as those of a
“liberal” or "“humanistic”’ education. At all stages of our history,
including those in which the primary goals of education would seem
most antithetical to such emphases, teachers have paid at least
passing tribute to the broadening aspects of literature. Only rarely
have they considered, however, the implications of such an empha-
sis for the way their subject should be taught, being for the most-
part content to assume that the-humanistic benefits would follow
naturally from exposure to the proper content; the repeated obser-
vation that the teaching of literature was failing to achieve those
broader ends with any significant number of students has usually
been mustered during the course of an attempt to substitute one
body of content for another, rather than to suggest that it is the
stress on content itself that is at fault. '

Teachers of English need to make the distinction between knowl-
edge which informs their tegching, and- that which should be
imparted to the student.

Virtually every development in scholarship in English studies
has been seen as offering the inevitably proper definition of the
content of the secondary school class. Grammar and rhetoric in the
eighteenth century, philology in the nineteenth, sociology during
the thirties, semantics in the forties, and the New Criticism in the -
sixties have been taken up and transplanted by enthusiastic teach-
ers; and each has been supplanted in its turn by equally enthusi-
astic proponents of a newer critical perspective, or, in periods of
extreme disorientation, by those who claim that everything is valid
(and necessary) if we are to give students a iall experience of
literature. o

Yet without questioning the value of scholarship, it is legitimate
to ask whether such developments in critical theory should be so
directly zeneralized to the presumably less sophisticated studies of
the secondary school classroom. There must be some level of
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response to {or knowledge about) literature that intervenes between
that of the novice and that of the scholar, and it is presumably with
those intervening: levels that a secondary school teacher should be
concerned. The generaliZations of scholarship and . criticism will
certainly be of importance in providing teachers with a frame of
reference to order and direct their teaching, but a frame of reference
for the teacher and a body of knowledge for the student are
different things. '

. This over-responsiveness to scholarly emphases has led propo-
nents of virtually all points of view to ask that the secondary
program in literature achieve a goal or series of goals which in fact
have not been realized at any level of scholarship. The attempts at
defining a curriculum which fall into this category are endless: the
survey course designed to give an historical view of literature, when
a comprehensive history of literature has yet to be written: the core
curriculum designed tn unify the various fields of knowledge, when
philosophers and scholars alike have struggled to achjeve such a
synthesis even for themselves; the spiral curriculum which seeks to
build a sequence and scope on the basis of the structure of the
discipline. when scholarly views of the “discipline” of English are
themselves only beginning to emerge and are often in conflict; the
attempt to prescribe critical standards for motion pictures before
the medium had evolved or critical theory had built up around it.
The guarrel in all of these cases is not with the vision of the teacher
as coequal in the struggle to solve complex professional and schol-
arly problems: it is with the parochial presupposition (so evident in
many, discussions} that the solutions are ready at hand. waiting
only for the teacher to have the courage to abandon his outmoded
ways and, finally, bring the light and power of kriowledge to his
students.

There is a necd to reconceptualize the 'literary heritage™ and its
implications for patterns of teaching.

~ The proposition that a meaningful literary heritage may be
something other than knowledge of the Great Books has too rarely
been entertained. The teaching of literature began as an attempt to
introduce students to the best authors and writings of the English
tradition. with instruction at times concentrating wholly on bio-
graphical and historical data. Such studies were thought to have
several justifications: they would provide a common set of reference
points for the culture at large: they would teach the student to
respect that culture by giving him a sense of his “heritage”; and
they would improve his personal system of values. Only gradually
did the implicit faith in the power of these books begin to be
replaced by an awareness that they do not automatically exert their
henevolent influence,
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Any definition of a literary heritage in terms of specific books or
authors distorts the cultural significance of a literary tradition by
failing to recognize that what the Great Books offer is a continuing
dialogue ‘'on the moral and philosophical questions central to the
culture itself. The usefulness of the heritage lies in the confronta-
tion with these issues which it provides: any acquaintanceship
which avoids the confrontation is both trivial and irrelevant, an
" observation often subsumed in the comment that each generation
takes from the past what it needs, reconstructing the literary
hierarchy on contemporary terms.

Yet even accepting such a need for engagement, there remain
difficult questions about what exactly is necessary to achieve the
desired goals. Does a sense of heritage require that all readers have
experience with the same books? the same authors? some writings
from the same centuries? Or can it, as the authors of the Harvard
report on general education asserted. arise simply from contempo-
rary reinterpretations of the central philosophical issues? One could:
argue from this point of view that the teacher should turn to
contemporary voices not as bridges to works of the past, but
because they are themselves the living embodiment of that part of
the literary heritage which is of most concern. This is not to deny
that the perspective of the past offers important insights into the
present, nor that it can deepen and enrich contemporary thought; it
is simply to assert that it is the contemporary thought which is of
foremost importance. . :

The teaching of literature is a political act.

From the time of its.usc in colonial primers, the power of
literature to shape values and beliefs has been recognized and put
to use. How it has been used has been to some extent responsive to
cultural and political forces, during the nineteenth century shifting -
from religious doctrine to sccularizations of the Protestant ethic,
and later still toward the social and political reform of the progres-
sive cra. The progressive educators recognized perhaps most fully
that literature is fundamentally a progressive force in society. Not
only do contemporary authors tend to challenge and redefine con-
ventional beliefs, but the much vaunted "“‘broadening™ of experience
that literature offers implies that it is valuable to hroaden the
personal and social perspectives of the peer culture. To transcend
boundaries —geographieal, social, ethnic, historical, or moral—
through literature is a first step toward transcending them in other
aspects of one's life. '

Of all of the approaches to the teaching of literature, that
- associated with providing students with a sense of their literary
heritage is most often associated with a conservative point of view,
vet even it is ultimately a disruptive rather than a stabilizing
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clement. It would be very difficult to argue that the values which
give continuity and stability to a socicty such as ours are in fact
those to be found in the literature of the past. Though we may find
eontinuing attention to certain moral (and political) dil2mmas, the
resolutions offered by Shakespeare certainly differ radically from
thos¢of Plato or Sartre, just as the conception of democracy which
one can find in the writings of the founding fathers differs in certain
basic ways from that which guides our country today. If our
cultural traditions were those of stability rather than change, and if
our preat literature arose out of and reflected those values, we
might be able to offer the literary heritage as the stabilizing force it
is often thought to be. Instead, the Great Works offer the same
challenges to the parochial point of view as. do contemporary
writers, though they do not deal with them in contemporary terms. °
The moral dilemmas, the shifting perspective, the catholicity of
views are implicitly offered to anyone who studies literature at all,

These progressive goals of improving the individual {and
through him, society) may be in direct opposition to the goals of a
hody politic concerned primarily with stability. An implicit recogni-
tion of this tension between literature and convention may be a
contributing factor in the teacher’s continuing search for ways to
define a circumscribed and thus safer body of knowledge. Because
the school is locally controlled and vulnerable to community pres-
sure, because the teacher is often a product of that community and
that culture, it has simply been more convenient to teach about
literature and thus to limit its progressive impulses.

Language shills have been narrowly conceptualized gy an indepen-
dent and functional uspect of the English program.

Language skills have played a central role in justifications for
the role of English in the school curriculum. Whether educating
immigrants at the turn of the century or deferding the importance
of English to national defense during the sixties, teachers have
been quick to cite the importance of speaking, listening, reading,
and writing in day-to-day life. More often than not, such defenses
have provided the screen behind which the teaching of literature
could continue to flourish.

Yet in spite of the continuing importance of skills to the defense
of the curriculum as a whole, there has been precious little consid-
eration of the relationship between the skills of English and the
“higher” goals of expression or response to literature. Almost
without exception, skills have been treated as subjects for direct
teaching, sometimes within a framework of lessons, sometimes as
“incidental™ or '‘functional’’ instruction opportunistically inserted
in the course of other work. In language the tenacity of direct
teaching is especially clear because of the old and well-decumented
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evidence that grammatical knowledge has no demonstrable rela.
tionship to writing ability; but grammar has held its place in the
curriculum, protected by the desire of teachers to have something
concrete and “useful”’ to do in their classes. In the teaching of
literature, the focus on skills has meant attention to reading. with
any special skills involved in the reading of literature lumped.
together as "‘higher” reading skills, .

Yot consider the implivations of asserting that the humanistic
aspects of English build on skills. It is then legitimate—even
wise—to assert that there is ne point in teaching literature when
the students have not “mastered” all of the skills of reading. One
of the sad results of exactly such a conceptualization of literature
as the culmination of the readihg program has been the nearly
complete elimination of literary materials from elementary school
readers, o trend that has hegun to reverse itself somewhat in
response to widespread criticisin of the Dick and Jane stories, as
well -as the more positive examples offered by such children's
authors as Dr. Seuss. At the high school level, similar assumptions
have led to the rather pedestrian selections that fill the anthologies
for the lower tracks.

{"ensiderable evidence has accumulated to suggest—if common
sense is not enough—that literary response is not the last part of
the hierarchy of reading skills but is indeed primal and immediate.
Children's love of word games and nursery rhymes is well known
and has often been cited as the first stage of literary development--
surely preceding the development of reading skills—and the profes-
sional literature is full of anecdotal accounts of non-readers who,
like Fader's delinquent boys, responded immediately and with
considerable depth to literary selections far above their ‘‘reading
level," as well as to artistic presentations through media such as
stage or film. Few indeed would assert that it is good pedagogy to
provide a tenth grader reading at a second grade level with a second
grade reading text: yet that is the logical conclusion to draw if one
accepts literature as representing a set of “higher reading skills.”
More progress might be expected in the teaching of literature if
teachers recognized that it involves a response to patterns of
experience not necessarily dependent upon reading skills at all.

A focus on correcting taste has obscured the need for fostering
response.

The notion of ‘‘taste’ in literature is another term which, like
“heritage.'* has suffered from the attempt to define the subject as a
body of content. Concentrating on adult standards of mature (or
“goond"} literature, tenchers have conceptualized children's prefer-
ences negatively, as sumething to be exposed in their shallowness
and climinated. This has been most evident in attitudes toward
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journalism and motion pictures; these were confronted at least
initially as evils lurking just over the horizon, ready to lure the
unsuspecting pupil away from his six-foot shelf. Similar attitudes,
however. have led teachers of literature to spend many class hours
deriding Zane Grey, 0. Henry, or (more recently) James Bond. It is
a curiously negative stance for a profession that prides itself on the
broadening and humanistic values of its subject matter, a stance
that candemns without providing a real alternative: the ready and
easy path for the student to follow is to discover the teacher's
preferences, a body of knowledge ahout acceptable responses to be
learned and used during English class, and promptly set aside
thereafter. ' ‘ ‘

It is exactly because it produces this result that the stress on
taste is antithetical to the underlying goals of instruction. The way
to build taste—as has heen recognized by some teachers in all of
our historical periods-~is to open new vistas rather than to shut off
old ones. ¥veryone reads with pleasure at many different levels;
even the sophisticated literary scholar has been known to admit
that in (daily) moments of weakness he picks up the comic strips. It
is a natural and perfectly wholesome response, and the base on
which any more sephisticated response must build.

"Phe stress on developing “‘good taste” through their classes in
liter. ure has made teachers overly sensitive to the less distin-
guished produets of contemporary culture. Semehow students al-
wiys read less than they “‘used to': poetry is always ‘‘neglected
completely’; teaching has obviously ‘‘failed”” when the second-rate
movie draws the largest crowds, and Forever Amber or Love Story
tops the best seiler lists. Few realize the extent to which each
generation has had its formula authors; we are simply more aware
of our own because time has dimmed the memory of those that
came before.

If the teacher has failed, it has been a failure to recognize that
the appeal of the second rate involves a legitimate literary response
upon which he should seek to huild. The greatest art is structured
from the same elements; it differs from the lesser only in the
‘subtlety and complexity with which those elements are put to use.
It is this very structural complexity and subtlety, if we accept the
one lesson the New Critics should have driven home to us all, which
gives the “great” literature its depth of meaning and significance,
and which allows us t¢ return again and again for fresh insights and
new perspectives. '

The educative effects of the act of reading need to be defined.

Because gkills have been viewed as a separate dimension of work
in English, often -undertaken as a “service™ to other areas of the
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school, there has heen little attention to the extent to which they
- are a natural result of other aspects of English studies. Though
teachers have exhibited an implicit faith that the act of reading is
itself educative when they have encouraged wide reading as an
adjunct of their regular program of instruction, there have been
virtually no attempts to formulate what exactly those effects are.
Proponents of extensive study have been content with the vague
supposition that such work in some sense “broadens” the student:
supporters of intensive work have just as assuredly asserted that
response follows understanding. .
Yet this surely is an oversimplification; a reader begins with
some sense of meaning, however incomplete, and it is this original
response which is refined and guided by the process of close
analysis and explicit interpretation. But if reading does begin with
. some sense of meaning, the very structural features which close
reading emphasizes must exert a certain discipline gver the reader’s
‘response. shaping and controlling his experience perhaps to a
greater extent than teachers have recognized or been willing to
admit. The patterned nature of a work of literature will bring a
reader up short if his own interpretation begins to wander too far
from that which the author intended, though it may still remain at
quite a distance from the scholar's perception of the work, or even
from a response that a scholar would accept as “correct” (in the
sense of fully consistent, parsimonious, and nontrivial). Even
granting that the response of the novice will miss much of the
complexity and subtlety of the “*great works,” it does not necessar-
ily follow that the educative power of well-written passages is not
strong enough to develop in the student who is reading widely
exactly the same sensitivity that the advocates of close reading
have been concerned with. Since the effecis of extensive reading are
more personal and less explicitly formulated, they may provoke a
response less subject to the “‘distancing” and loss of involvement
that can result from the imposition of-a cognitive, content-centered
frame of reference.

Goals for the study of English depend upon prior assumptions
about the nature and purpose of education.

Much attention has always heen given to the specification of
adequate goals for instruction in English. It has been taught as a
way to exercise the faculties of memory and reason, to teach basic
language skills, to provide guidance and adjustment, to introduce
the student to the conceptual structure of an academic discipline.
Such goals are often in conflict and can be ordered only on the basis
of principles which derive from assumptions about education as a
whole. If academic¢ subject matter is to be a: the.top of the
educational hierarchy, goals for instruction must logically be based

Q
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in the discipline itself. Any discovery that the discipline is il
defined und somewhat unstable does not alter this, though it may
- make the problem more difficult during the interim period of
attempting to reformulate what Frye has called the “elementary
teaching principles.”” Conversely, if the purpose. of education is
~ personal and linguistic growth, then the goals for instruction must
be formulated in terms of that growth rather than in the structur-
ing principles of the discipline of English—even if those principles
have been agreed upon.

It has always been possible to provide an “inventory” of goals
{behavioral or otherwise) for English, but such an inventory con-
fuses rather than clarifies the instructional jssues: an inventeyy in
itself provides no way to determine which goals are central and
which peripheral and derivative. This is the importance of the
perennial question, “What is English?” To answer it is to specify
implicitly which goals are central and which of lesser importance.
If, for example, English is defined as a set of mechanical skills in
language use, a goal such as “good spelling’” may emerge near the
top of the hierarchy. Tt becomes important in itself and instruction
can be focussed directly upon it. This has in fact sometimes
happened because spelling has been defined as a ‘mark of a good
education; students have been tested and drilled in spelling for its
own sake. If. however, English is defiried as a way to order and
understand the world through language, then spelling becomes a
secondary goal. The focus of instruction will be on using language
in 4 significant exploration of the world, with spelling simply a skill
which is useful hut not central in that process. Though spelling
may still be taught directly, such teaching will have to be assessed
in terms of its effect on the larger goal rather than simply in terms
of improvement in spelling abhility.

Sequence in the study of English must derive from psychological
rather than logical principles, :

Nineteenth century pedagogy derived fron: mental discipline and
taculty psychology represented the.extreme opposite of this point of
view: at that time the cducational value nf a suhject was held to

“stem from jts logical principles, and thesé were taught directly. In
the teaching of English the rules of grammar, rhetoric, and compo-
sition were originally important for_these reasons. Dewev and the
progressives emphasized that this was improper, that education
must be based on the psychology of the child rather than the logric
of the discipline; but their admonitions were never widely observed
at the secondary school level, The prohlem was and is that psychol-
ogiical patterns are far more complex and less fully understood than
logical ones; anything more than a metaphorical use of terms like
“growth” and “experience” is extremely difficult.
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T'his is one of the problems with behavioral objectives: they
carry with them pedagogical principles which assume that de-
sired goals can be reached through the acquisition of component
behaviors. Though this approach may seem reasonable, it repre-
sents a quantum leap in our knowledge about the psychological
processes underlying the teaching and learning of English. We can
attempt. as the Tri-University Project has done, to list the end
points of the program: and given the end points we can define a
beginning as “‘where the student is.” The territory between these
twa extremes is vast and uncharted; there is no reason to assume
that the best way from one to another will be a straight line—or
even that there is one “best’” route that students should follow.

The most evident examples come from the teaching of compo-
sition. For many years the classroom emphasis in this aspect of
Inglish has been on exactly the sorts of skills that can be most
casily formulated in terms of behavioral objectives: correct spelling,
good grammar, paragraph form, and the like. All of these are seen

as very direct antecedents of what has been viewed as good adult .

writing. Yet when the mechanics of good writing have heen success-
fully taught, good expression has not necessarily followed; the one
does not grow steadily into the other. In a similar way, within the
study of literature the emphasis on the skills of reading has not led,
as some have hoped, into the *‘higher” skills involved in response to

literature. Whether formulated in‘the pedagogical terms of W. S.
Gray and thereading specialists or in the literary terms of the New

Critics, the attempt to provide the “missing elements” .of the

mature response has not been successful—presumably because the

relationship between the mature response and the elements which |
make it up has a different psychologicdl nature than those attempts

have assumed,
The proponents of hehavioral objectives quite rightly assert that

if we are going to teach a lesson, we had better know why we are

teaching it. Yet to be able to formulate objectives for a course, and
in finer grain for any given lesson, does not mean that we can
specify a sequence of component behaviors that contribute te those

goals. Behavioral objectives are the wrong sort of objectives for the

teaching of English not because they emphasize behavior, and not
~ beeause they ask us to be precise about what we -are doing, but
beeause they divert attention from the central problem of establish-
ing and maintaining instructional priorities. They assume that
there are clear and precise *'steps along the way' to the goals we
desire, and that the best way to those goals is to concentrate upon
those **steps.” RBut the teaching of literature is a more tentative
enterprise than this implies; we know too little gbout fostering the
kind of development we seem to cherish. The very materials with
which we are working are so complex, touching upon such different
aspects of the child’s linguistic and moral development, that they
may always resist formulation in the short-term stages that behav-

»
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jorul objectives imply. What we seek to do in English is not to add

- discrete components of skill or knowledge. but gradually to elabo-
rate the linguistic and intellectual repertoire of our students, a
process that is more fluid than linear, more fortuitous than predict-
uble,

‘I'he defenders of behavioral objectives argue that such complex
and humanistic objectives need not be abused but in fact can be
clarified and illuminated; but this is naive. The pressures for a
hard content in FEnglish are strong. and the balance of instructional
cffort easily tipped in their favor. On the other hand, there is a clear
need for a well-formulated set of goals within a conceptual frame
from which the sequence and direction of instruction can be speci-
fied. One of the failures of the progressive program in the late
thirties was its inability to specify precisely its structuring princi-
ples, leaving the “experience curriculum™ subject to a continuing
loss of focus and gradual erosion. When the principles on which the
scope and sequence of instruction are to be based are not clearly
specified. it is inevitable that irrelevant activities will claim a place:
and it is just as inevitable that, if this second stratum of the
curriculum has an internal logic of its-own, that logic will seek to
fill the gap in curriculum.theory and establish itself in a central
rather than a secondary rele. Certainly such a filling-of-the-void
had much to do with the replacement of experience by adjustment
duriug the forties and fifties, for adjustment had at least a clearly
defined end point.

The Next Chapters

English as a school subject is relatively young; its history
stretches back barely a hundred years, its place of prominence muci
less than that. During that time English has responded openly to
changing pedagogical and social concerns, assimilating and redefin-
ing them as necessary. Though its very openness has led to many
false starts and temporary diversions—even a propensity for fads
and gimmicks—over the long term it has shed the distortions of one
point of view after another. Here. too, we may be dealing with the
‘educative effects of the subject matter: the scope of English is too
broad, its influence on those who teach it too consuming, for it to
long remain confined within a narrow framework. Today's teachers
of English are better trained than their predecessors, with a stronger
national organization and a more professionally oriented body of
colleagues than at any previous time. Though the shape of the “new
English” may be unclear from the perspective of the present, the
next chapters of this history, when they are written, will surely
describe a curriculum better than any we have seen in the past.




This section gathers togetlier important seeondary sourees and surveys of the
teaching of English; those which figured prominently in the present study are
briefly annotated. The many contemporary fooks, articles, and monograpls
out of which the listory grew are not listed here; representative examples are
referenced in the appropriate places in the text. Dissertations dealing with
any aspect of the history of English instruction are ineluded in the
bibliograply, even when not direetly relevant to the teaching of literature.
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Appendices

Appendix 1: Some Important Dates in the Teaching of English

c. 1630
17565

The New England Priner issued by Benjamin Harris.

Ebenezer Kinnersley appointed professor of the English tongue
and oratory, Cotlege of Pennsylvania.

1759-84 "Hugh Blair lectures at Edinburgh, continuing an earlier series by

178395
1819

1836
1848

1857

1867
1867

1874

1876

1893-94

1895
1899

Adam Smith; publishes Leciures on Rheloric and Belles Letires
(1783). ‘ : :

Noah Webster publfishes his Grammatical Institute of the English
Language.

The College of New Jersey sets an entrance requirement in Engl'ish
grammar. - .

The first volume of McGuffey’s Readers appears.

Thomas Budge Shaw’s Qutlines of English Literature pubiished in
London; American edition foliows in 1849,

Francis Andrew March appointed professor of English language
and comparative philology, Lafayette College.

Matthew Amold publishes Culture and Anarchy.

William James Rolfe, principal at Cambridge High ‘School, Mas-
sachusetts, publishes an annotated Julius Caesar.

Harvard requires the reading of standard authors as part of its
entrance requirement in English composition.

Francis James Child appointed professor of English at ITarvard; his
student, Robert Grant, eams the first American Ph.D). in Brlish
literature.

Vassar Cenference on English called By the Committee of Ten;
Yale sets an entrance requiremént in English literature separate
from composition; Nutional Conference on  “iform Entrance
Requirements in English organiztd. '

HiramCorson publishes'his Aims of Literary Study.

John Dewey's School and Sociely published; NEA Committee on
College Entrance Requirements makes its report.

First végional association of teachers of English organized, in New
England, g
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1902.03

1910-11

1916

1917

1918
1922.24

1926

1927

1929
1931

1932
1935

1938
1940
1945

1950.52

Textbhooks on the teaching of English published by Percival Chubh
and by George R. Carpenter, Franklin T. Baker, and ¥red N, Scott.

New York State protests about the entrance requirements in
English lead to the founding of the National Council of Teachers
of English, in Chicago, December 1, 1911, -

College Board decides to offer two examinations in English, one of
which will not require the study of a set list of hooks.

National Joint Committee on Engtish, cosponsored by NCTE and
NEA, publishes jts report, Reorganization of English in Secondary
Schools. -

William H. Kilpatrick describes the project method; Cardinal
Principles of Secondary Educalion published. -

Scott, Foresman Ljiterature and Life series sets the pattern for
school anthologies.

NCTE committee report on *“The Place and Function of English in
American Life” justifies English as a functional study, but ignotes
literature. W e

Nancy Coryell completes the first major experimental study in the
teaching of literature.

I. A. Richards publishes Praciical Criticism.

College Board Commission ot English recommends abolishing of
entrance examination based on list of texts; the recommendation
is accepted and leads to thie dissolution of the Nationat Conference
on Uniform Entrance Regqulrements in English.

Eight-Year Study of the Progressive Education Association begins,

NCTE Curriculum Commission presents jts major réport, An
Experience Curricuinum in_Euglr'sh-

Louise Rosenblatt publishes Literature as Exploration for the
PEA; Cleantl Brooks and Robert Penn Warren publish Under
standing Poelry.

Mortiner Adler attacks the progressives in How to Read @ Bookh.

NCTE Commtission on the Engiish Curriculum organized,; its report
on the secondary school not published till 1956.

National Science Foundation established: Ford Fund for the
Advancement of Education begins experiments with early admis-
sions and advanced placement.

Sputnik launclied; educators focus on the academically talented,

- National Defense Education Act omits funds for English; NCTR

cosponsors a series of Basic Issues Conferences withh MLA and
other interested organizations.



1959

1962

1983

1948

1967
1968-70
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Woods Hole Conference held, leading to Bruner's report, The
Process of Kducation (1960). College Board Commission on
English begins formulation of an academic curriculum in English.

First summer institutes in the Leaching of Euglish, under College
Board sponsorship; Project English and curriculum study centers
begin. .

Natioual Study of [ligh School English Programs begins.

Anglo-American  Seminar on the Teaching of English held at
Dartmouth. - o

National Study extended to British schools.

Disillusionment  with academic reform leads to reassertion of
progressive principles in tle teaching of English; reports from
Dartmoutl and the study of British schools suggest new models;
electives adopted by many secandary sehools.
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Appendix 11: Offerings in English in the North Central Area, 1860-1960.

Percent of Schools Offering*

‘Coul'se Title 1860 1866- 1871- 1876~ 1881- 1886 1891- 1896-

) 65 70 15 80 85 90 95 1900
First Year English - — -~ — — 26 3825 425
Second Year English - - - - = 256 225 35.0
Third Year English - - = = == 23 150 2715
Fourth Year English - = = = = 3 7.5 15.0
English - - - - 4 - - -
English Literature 30 65 9 70 72 70 525 315
American Literature — 10 10 15 12 20 225 150
Literature 5 — = — 16 20 325 3.0
History of English :

Literature 5 5 5 10 4 - e -
Classics 5§ — - - 3 3 250 150
Elements of Criticism 20 - - 5 — = - -
Reading 30 3 5 10 24 30 25 100
English Language - 5 §5 W0 - - - -
Composition 55 40 60 60 36 42 525 420
Rhetoric " 90 75 8 85 84 83 615 625
Grammar 60 45 40 30 52 66 350 350
Analysis 55 40 35 23 24 25 25 2.5
Word Analysis 20 - — 5 12 17 100 120
Orthography _— e = = 3 - 5.0
Flocution 5 10 10 5 16 B — —
(Latin " g0 85 90 75 92 83 95 971.5)

*The schools for the various periods overlap but are not strictly identical.
After 1900, “literaturg™ and “composition” were offered in 100 percent of
the schools. This is an excerpt from John E. Stout, The Development of High
School Curricuta in the North Central States from 1860-1918, Supplementary
Educational Monographs vol. 3, no. 3. (Chicago: University of Chicago Press,
June 1921), Table X, pp. 71-74.




AppEnDicss’ 275 -
i

Appendix L College Entrance Requirements in English Literature, 18741900

Authors and Titles in Order of Their First Appearance on the Entrance Lists.*

Shakespeare 1874: .

1878:

1879:
1880:
1881:
1882:

1893:

Golusmith 1874:
1881
1882:

Scott 1874:
1877:
1878:

1879:
1880:
1881:
1882:
1889:
1891:
1892:
1896:

Irving 1878:
' 1881;

The Tempest

Julius Caesar

The Merchant of Venice
Macbeth

Coriolanns

As You Like I

Richard I

A Midsuumer Night's Dream
King Lear

Much Ado about Nothing
Ronieo and Jjuliet

Hamiet

Gthello

King John

Twelfth Night

The Viear of Wakefield
She Stoops to Conguer
The Deserted Village

lvanhoe ‘

The Lay of the Last Minstrel
Waveriey ‘
Marmion

Kenitworth :
The Lady of the Lake

Guy Mannering

Quentin Durward

The Abbut -

The Bride of Lammermoor
Rob Roy

Old Mortalily

The Tatisman

Woodstock

© The Sketcl: Book

Life of Goldsmith

*This is a rearrangement of an appendix provided by Edna Hays, College
Entrance Requiremenls in English: Their Effects on the High Schools (New
Y_nrk: Teachers College, Columhia University, 1936), pp. 133-35.
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Byron
Thackeray

Macaulay

Southey
DeQuincey
Cooper
Addison
Gray .
Johinson

Dickens
Carlyle

Milton

Hawthorne
Eliot

Burns
Emerson

Pope

Lowell

1887:
1891:
1896:

1879:

1879:
1888:

1879:
1880:
1887:
©1888:
1890:
1892:

1898:
1898:
1899:
1879:
1880:

1880:
1887:
1888:
1889:

1880:
1893:

1880:
1882:
1884:

1881:
18956:

1881:
1890
1897

1881:
18832:
1892:

1884:

1385:
1893:
1886:
1888:
1898:

1886:

Bracebridge Hall
The Alhmnbra
Tales of ¢ Traveler

The Prisoner of Chilion

. Henry Esmond

The English Humorisls

FEssay on Addison

Life of Johnson .
Essays on Miiton and Dryden

The Lays of Ancient Rome

Essays on Lord Clive

Second Essay on the Eari of Chatham

Life of Nelson

The Flight of a Tartar Tribe

The Last of the Mohicans

Sir Roger de Coverley Papers

An Elegy Written in a Country Churchyard

Six Chief Lives of the Poets
Lives of Milion and Addison
Lives of Addison and Pope
Lives of Swift and Gray

A Tgle of Two Cities
David Copperfield

Essay on Johnson
Essay on Scot!
Essay ont Burns

Paradise Lost (Books I and I}
L'Allegro .
Il Penseroso

Conus

Lycidas

Our Oid Home -
The House of the Seven Gables
Twice-Told Tales

Silas Marner
The Mill on the Floss
Scenes of Clerical Life

The Cotter’s Saturday Night

Essay on Eloquence

The American Scholar
The Rape of the Lock -
An Essay on Criticism
iad (Books I and XXI)

The Vision of Sir Launfal



Dryden

Dohson
. Austen

- Swift

Coleridge
Longfellow

Webster
Armold
Defoe
Burke
Tennyson

1887:
1899;

1888:
1888:

. 1889:

1890:

1890:
1892:

1890:
1894:
1896:
1897:
1898:;

APPENDICES

Alexander’s Feast
Palamon and Arcite

Eighteenth Century Essays

Pride and Prejudice

Gulliver’s Travels

The Rime of the Ancient Mariner

Evangeline
The Courlship of Mijles Standish

First Bunker Hill Oration

Sohrab and Rustum

A Journal of the Plague Year

Speech on Conciliation with the Colonies
The Princess
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Appendix IV: Most Frequently Anthologized Works, 1917-1957"

Twenty most popular selections in each period, ranked by orderlof

frequency.*

1917-34

Childe Harold's Pilgrimage {excerpts) Byron
The Princess (excerpts) Tennyson
Home Thoughts, from Abroad Browning
In Memoriam {excerpts) Tennyson
.The Vision of Sir Launfal Lawell
History of England {excerpts) . Macaulay
Walden {excerpts) ) Thoreau
“Idylis of the King (excerpts) N Tennyson
How They Brought the Good News from Ghent o Aix Browning
To a Waterfowl Bryant
“The Rime of the Ancient Mariner Coleridge
Each and All Emerson
The Last Leaf : Holmes
The Chambered Nautilus Holmes
The Autocrat of the Breakfast Table {excerpts) Holmes
Gettysburg Address : Lincoln
Annabel Lee Poe

The World Is Too Much With Us Wordsworth-
Sohrab and Rustum Amold
Life of Johnson (excerpts) Boswell
1935-45

The Princess {excerpts) Tennyson
Autobiography (excerpts) Franklin
Idylls of the King {excerpts) Tennyson
Wailden {excerpts) Thoreau
Invielus ’ Henley

. Ode on a Grecian Urn Keats

Annabel Lee Poe
Beowulf (excerpts) Anon.

On His Blindness Milton

*Excerpted from Tables VIII, IX, and X, James Warren Olson, The Nature of
Literature Anthologies Used in the Teaching of High School English
1917-1957 {Dissertation, University of Wisconsin, 1969; University Microfilm
No. 69.22,454), pp. 316-18.




Honte Thoughts, front Abroad
The Rime of the Ancient Mariner
Life of Johnson (excerpts)

Kubia Khan

QOde to the West Wind

Diary (excerpts)

If Penseroso

L Allegro

The Man with the Hoe

History of England (excerpts)

On First Looking intg Chapmen’s Homer

1946-57

She Dweit among Untrodden Ways

The People, Yes (excernts)

Walden (excerpis)

Home Thoughls, from Abroad

The Soidier )

My Last Duchess

Autobiography (excerpts)

An Elegy Written in a Country Churchyard
Loveliest of Trees

Annabe! Lee

Macbeth

In Memoriam (excerpts)

The Princess (excerpts)

Mending Waii

To the Virgins, to Make Much of Time
Speech in the Virginia Convention

On First Looking into Chapman’s Homer
I Hear America Singing

To a Waterfowl -

John Anderson, My Jo

APPENDICES

Browning
Colendge
Boswell
Coleridge
Sl“;elley
fopys
Milton
Milton
Markham
Macaulay
Keats

Wordsworth
Sandburg
Thoreau
Browning
Brooke
Browning
Franklin
Gray
Houseman
Poe
Shakespeare
Tennyson
Tennyson
Frost
Herrick
Henry
Keats
Whitman
Bryant
Burns

b

&
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Appendix V: The Growth of English, 1900-1949

Year  Number of High School  Percent of Students Enrolled in*

Students English Latin
1900 519,251 . 38.5 50.6
1910 : 739,143 5741 49.0
1915 1,165,495 . 58.4 37.3
1922 2,155,460 76.7 27.5
1928 2,896,630 931 22.0
1934 4,496,514 90.5 16.0
1949 5,399,452 . 929 7.8

* Estimates and percentages based on enroliments in the four senior high school
years. The dala derive from surveys carried out fer the U.S. Commissioner of
Education; summarized in Bureau of the Census, fHstorical Statislics of the
United States {Washington, D.C.: Government Printing Office, 1960), p. 210,
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Appendix VI: Major Officers of the National Council of Teachers of English,

1912.1974

NCTE presidenis

Year Name

1912  fred Newton Scott
1913  Fred Newton Scott
1914  Franklin T. Raker

1915 E. H. Kemper McComb
1916 Edwin M. Hopkins
1917  Allan Abbott

1918 Edwin L. Miller

1919  Joseph M. Thomas
1920 James Fleming Hosic
1921 H.G. Paul

1922  Charles Robert Gaston
1923 J. W, Searson

1924  Thomas C. Blaisdell
19256 T. W, Gosling

1926  Sterling Andrus Lecnard
1927  Dudiley Miles

1928  Charles Carpenter Fries
1929  Rewey Belle Inglis
1930 Ruth Mary Weeks
1931 R. L. Lyman

.. Affiliation
While Holding Office
University of Michigan
University of Michigan ‘

Teachers College
Columbia University

Manual Training High School
Indianapolis, Indiana

University of Kansas

Teachers College
Columbia University

Northwestern High School
Detroit, Michigan

University of Minnesota
Chicago Normal College
University of Ilinocis

Richmond Hill High School
New York City

University of Nebraska

Slippery Rock State Normal
College, Pennsylvania

Madison Public Schools
Wisconsin

University of Wisconsin

Evander Childs High School
New York' City

University of Michigan
University of Minnesota

Paseo High School
Kansas City, Missouri

University of Chicago
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1932

1933
1234
1935
1936
1937
1938
1939
1940

1241
1942
1243

1944
1945
1946
1947
1948
1249

1950

1951

1952

1953
1954
19:5

1256
1957
1958
1959

1960

Stella 8. Center

Walter Barnes

Oscar J. Campbell
Charles Swain Thomas
Dora V. Smith
Holland D. Roberts
Marquis E. Shattuck
Esste Chamberlain

E. A. Cross

Robert C. Pooley
John J. DeBoer . .
Max J. Herzherg

Angela M. Broening
Harold A. Anderson
Helene W. Hartley
Porter G. Perrin
Thomas Clark Pollock
Marion C. Sheridan

Mark Neville
Paul Farmer
Leanox Grey

Harlen M. Adams’
Lou L. LaBrant
John C. Gerber

Lueila B. Cook
Helen K. Mackintosh
Brice Harris

Joseph Mersand

Ruth G. Strickland

John Adams High-School
New York City

New York University
University of Michigan
Harvard University

University of Minnesota
Stanford University

Detroit Public Schools

Oak Park High School, Hlinois

Colorado State College of Education

Greeley
University of Wisconsin
Chicago Teachers College

Weequahic High School,
Newark, New Jersey

Baltimore Public Schools
University of Chicago
Syracuse University
University of Washington
New York University

New Haven High School
Connecticut -

John Burroughs School
St. Louis, Missouri

Henry W. Grady High School
Atlanta, Georgia

Teachers College
Columbia University

Chicago State College
Atlanta University

State University of lowa
lowa City

Minneapolis Public Schools
10.8. Office of Education

Pennsylvania State University
University Park )

Jamaica High School
Jamaica, New York

School of Education
Indiana University
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1962 -

1963
1964
1965

1966

1967
1968
1969
1970
971
1972
1973
1974

Haroid B. Allen -
George Robert Carlsen

David H. Russell
Albert R. Kitzhaber
Richard Corbin

Muriel Crosby

Albert H. Marckwardt
Aifred H. Gromimon
William A, Jenkins
James E, Miller, Jr.

‘Robert A, Bennett

Virginia M. Reid
Walker Gibson
Margaret J, Eari,’

APPENDICES 283

University of Minnesota
Minneapolis

State University of Towa
Iowa City -

University of Caiifornia
University of Oregon
Hunter College High School -

New York City -
Wilmington Public Schools \
Delaware oM

Princeton University

Stanford University

University of Wisconsin—Milwaukee
University of Chicago

San Diego Unified School District
Oakland Public Schools

University of Massachusetts
Syracuse University

A

NCTE Secretary-Treasurer

1912-1919
1920-1953

James Fleming Hosic
W. Withur Hatfield

'NCTE Executive Secretary

1954-1959 J. N. Hook
1960-1967 James R. Squire
1968- Robert F. Hogan

Editor of English Journaf

1912-1921 James Fleming Hosic
1922-1955 W. Wilbur Hatfield
1956-1964 Dwight E. Burton -
1965-1973 Richard 8. Alm
1973- Stephen N. Judy

Chicago Normal College
Chicago Normal College

Chicago Normal Coilege
Chicago Normal College
Florida State University
University of Hawaii
Michigan State University
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Ford, Roris, 22%

Ford Fonlatinn, 193

ol Fund Bor the Advanrenem of
Education, 190, 200, 27
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Foreten lampguage Program i6ELAs,
142

Fororer Amber, 251 -

Fawmbhetions of Method (19251, 108,
117

Frauklin, Benjamin, 10, 133, 19, 35

Frauny wul Zovey, 212

Frocdum and Discipline in English
CHHES), 196 Y8, 202, 21K

Fries. Charles °,, 83

Frast, Itobert, 130

Frye, Northrap, 181, 2502.03

Futirtionalisms kingumge instrietion
aml, 8¢ 870 LUk literatnre and, ¥3,
Hii 88 movemen 1ownnd, B2 8T

FPuseal enurses. See Core enrrienlnm

Gale, Zona, 111

Galton, Sir Franvis, 60, 81

Gardner, Francis, xii

Gatewsty English, 227

Gayley, CV AL, 20

General edueation: defined, 177

General Edueation Board, 141, 150

General Elucution in a Free Society
L1Id5), 186

General vdueation meviemient, 13940,
113-44, 152, 154

Genre study, Sre Tvpm approach

Gustalt psychology, 122 33, 147

Gide, Andre, 153

Guohl, Michael, 115

Goldsmith, Olives, 110

Gurdan, Edwiird, 192

Gradhmte study of Knglish: first
stages in, 2728

Grammar: college entrance reguire-
ments in, 8; enters the curricitlum,
6K, 16-17: functivnalism and, 119;
in high schools (1950:), 212

Girampnatical Tustitute of the English
Langaage (1783 ), 4.4, 5. 7

Grant, Robert, 27

Grapes of Wrath, The, 212

Gray, William 8., 160, 161, 164, 254

Great Books: convept of, 35338, lﬂ.)
K7, 216

Green, Paul 165

Grey, l«-nnnx. 138, 159 |4

{irey, Zane, 231

Growth as met apthsr for eduention,
U1, 168 1649, 230, 253

CGuidance through English program,
11, L1647

Guilil, Thacher, 62

[all, G. Stanley, 47 48, 4%, 56, 57, 62,
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82, 84

flamict, 22, 36

Hamilin, Berths, 151

Haney, Johp, 89

Harper's, 172

Hirris, Benjamin, 2

Harris, William Torrey, 32 .

Uarvand Committee on Communica-
tion, 157

Hurvard University, 10, 12, 27-28, 35,
41; Conant's committees at, 186.87;
English literature introduced at,
2§; entrance roquirements at, 30;
play-writing course {1908), 6162

Hatfield, Wilbur W.: comments on
functivnalism, 83; — on growth
through English, 94; — on individ-
ualization, #2; — on languige
skills, 78, 91; — on Project Method,
109: — on seience in educatinn, 89-
100: -~ on teaching aids, 114 — on
teaching eritival thinking, 117;
vdits antholngies, 198; edits ob-
jortive tests, 95

Havighurst, Robert, 160

Hapakawa, 8§, 1., 157

Hays. Fdna, 37

Huzard, Patrick, 208

Heath, 1. C,, 155

Henry, Goorge H., 149

Henry, 0., 251

Heutoff, Nat, 214

1ierndon, James, 226

Herzborg, Max, 87, 88, 102, 208

Higher Learaing in America, The
(1936), 186

Hiyh School Englisk fnstruction
Today, 222

High Sehool Emglish Textbooks
V193, 17174

Hillyer, Robert, 165

Hinsdale, B, AL, 45

Histury of English Literature
11863}, o6

Hoetker, James, 235

Hook, J. N., 102, 198, 201, 219, 235

Huoked on Bovks (1966, 228

Homer, $6 .

Hinover, Herbert: ereates Com-
mittee on Social Trends, 116

Tkopkins, L, T., 123

Horare Mann School, 56

Hosie, James Fleming: advocates
study of types, 1124 and foumding of
NCTR, 51 53, 63, 72 ~ on litera-
ture as experience, t09-10; — on
mininum essentials, 84: ontlines
“Preblen-Project Method,” 108

House Committee on Un-American
Activitivs, 204
How to Read ¢ Beok (1930), 184, 186

 Jlow to Read a Page (1942), 138.59

How to Teach Reading, and What to
Read in School (1886), 56

Hudson, Henry, 53

IHudson Review, The, 165

Hull 1ouse, 47 .

Humanism, 113-14, 187, 241, 246

fhunanists, 113-14

Humntities courses, 208-10, 222

Human relations: in 1940s, 147.49,
133.55: in 1950s, 170-71

finme, David, 8

Hutehins, Robert M., 185, 188

*1 Heur Americy Singing,™ 121

linvis Assoviation of Teachers of
English, 517

Individuatization of instruction: be-
ginnings in 1920s, 91-94: in 1930s,
125, 127. Sev also Contract method;
Dalton plan

Industry and vducation, 80-81, 232
6. See also Scienre; Vorational
vdueation

1nglis, Rewey Relle, 99 3

Inguiries into Human Faculty and fis
Development (1883), 60

Institute for Propaganda Analysis,
157

Instruction in English (1933), 125-26

Integrated studivs. Sve Core currieu-
lum

Intensive study of literary texts:
advocated {1814), 57-58: and col-
lege entrance examinations, 54:
Coryell's findlngs, 97-98: in 19th
century, 313 in 1930s, 127; recom-
mendations vf Commiission on Eng-
ligh, 196-97; recommendations of
Now Crities, 164..See atse Mental
discipline

Internationalism, 117. See alro Conl-
wittee on Enternational Relations;
Committee on International Under-
standing '

frion. . W. H., %0

Jumes, Willizn, 47

Jusse, Righard H., 32

Jewett, Arno, 16870, 180, 208, 217
Job Sgorps, 226

Juhn Hay Fellews program, 209
Johns Hopking:University, 27, 40
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Juint Comniittee of Twenty Four
IMLA-NCTE), 136

Jones, Howard Momford, 114-15

Jones, Livwellyn, 111-12

Journalism: as literature, 58, 88; in
high schools (1930s), 128

Jueld, Chatrles 11, 85

Jubivy Caesar, 24, 35, 38, 50, 66, 90,
125

Kames, Lord, B

Kegler, Stanley, 207

Keller, Charles, 209

Kelly, George, 230

Keppel, Francis, 218

Kilpatrick, William Heard: advecates
projeet method. 108, 108, 133
exemplifics coneerns of his ora,
107; infleence of, 152, 147, 148; and
social reeonstructionists, 115, 116;
and student interest, 114

Ringsley, Clarence, 51, 84-65

Rinnerslty, Ebenezer, 10, 13

Kittredge, George Lyman, 33, 41

Kitzhaher, Albert, 201

Kohl, Ilorbert, 226

Kous, Leonard V.,

Korzyhski, Alfred. 157

Kozol, Jonathan, 298

Kunitz, Joshaa, 115

Lalirant. Lou L., 114, 181

Ladies’ Home Journct, 172

Lady Chatterley's Lover, 931

Language: study of (1930s-'40s), 156.
180, Sce also Grammar: Rhetoric;
Composition

Lianguage arts, 150, 159-60, 229.31

Lenguuge in Action (1941}, 157

Language in General Education
11940}, 157, 159, 165

Language Programs for the Disud-
pantaged (1963}, 224

Language skills, 249.50, 252.53, Sec
lso Language arts; Reading skills;
Communication skills

Law of Effect, 108

Leary, Herniee A, 161-62

Lectdres an Rhetoric and Belles
Lettres (1783), 9, 11, 13

Leland, John, 5

Lenrow, Elbert, 152.53, 205

Teonard. Sterling A., 84, 86, 106,
1to, 112

Lessinger, Leon, 224

INDEX

Let's Talk Sense ubout Our Schools
(14530, 138 .

Lewin, William. 87

Liberal education: criticism of pro-
gressives, 186-86; values of, 140,
246

Liberal Education (1943), 188

Lihraries: college, 12 literary socie-
ties, 12; NCTE and school —, 39,
#3-54: state of school — {1960s),
212

Life, 205

Life adjustment movement, 14044,
146-47, 153-54; criticized {1960s),
174, 185. 188-89; curriculum ma-
terials for. 151-56; response of
teachers to, 144-47

Lindsay. Vachel, 111

Literary canon: origins of — in the
high sehool, 24, 34-36, 67

Literary heritage, 5, 11, 59, 194, 247.

Literary history: drawbacks of chron-
ological study, 173 introduced in
American colleges, 10-11, 18

Literary magazines in }9th century
colleges, 12

Literary sacieties in 19th century col-

leges, 12: in 19th century schaols,

1

Literature; adolescent, 155-56, 180;
in British schools (1960s). 231; defi.
nition of, 43; jn English, introduced
in American colleges, b, 17-18, 41;
first experimental study of ieefi
ing of, 97-98: goals of teaching. 113,
246-47, 248; introduced into high
schaools, 10-11, 28.29, 37, 18, 19;
place of — in marat development
stressed, 57 (See afso Moral values
through literature); practical value
of, 12-13, 19 (See also Needs and
interests of students; Functional-
ism); respanse to, 202, 241, 246-47,
248-50, 251-52, 254: spread of — in
colleges, 27-28; teaching of, ca.
1900, 37-38, 43: titles taught in high
schoals 11886-1900), 46; in voea.
tional education programs after
1900, 59-60. See also American lit-
erature; Children’s literature; Con-
temporary literature; Classics.
English; Experience, literature as:
Exploration, literature as. For dis-
cussions uof approdches to teaching
literatyre, 1920.1970, see conteuts
listings
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Literature und Lifo series (1922 24),
120 R

faterature and Living series 119253,

129

Literuture as Exploration (1938}, 123,
95, 137, 132, 157, 160, 188

“Little Red Riding Hood,™ 24

Little theaters, 63, 75

Living Literature serivs {1948}, 170

Laoeal assovintions of English
teachers: establishment of, 45-46,
A1, 32.53, 72: NCTE and, 3133

Lopic as source of early English .
studies, 8

Longiellow, Henry Wadsworth, 35

Loomk, 200

Lare Story, 251

Luther, Martin, xii

Lyneh, James, 171 74, 207

Lyad, Alhert, 188

Lyrical Butlads, Prefuge to fhe, 20, 23

Mucaulay, Thomas Babbington, 66

Macheth, 36, 50, 125, 151

MrCarthy, Senator Joseph, 188, 204

McGufley Renders, 45

MeGaffey, William Holmes, 4

Mager, Robert ., 234, 235

Manchikd in the Promused Land, 207

Mann, Horace, 22,39

March, Franeis Andrew, 27, 40

Marckwardt, Alhert H,, 85

Marxist eriticism, 115

Mastery unit, 93-94

Materials, See Teaching materials,
seleetion

Matthews, Brander, 61, 63

Mo, George Uerbert, 159-60

Measurement movement: eoffects on
English programs, 81-83

Media stody: before 1930, 60-61, 76;
in 1930s, 87-88, 102 03: in 1960s,
497-08. See also Popular culture

Metaontion as part of study of
Eaplish, 6, 10-11, 29, 64

Mental discipline: classical languiges
and, 5-6, 16, 48: lack in English
studies, 8, 34; study of Hterature
as. 38, 113 14: Vassar Conferenve
und, 84

Merchunt of Venice, The, 36, 50, 66

Motuphgsics, 158

Methodology in English teaching, 21,
457 in 1933, 125

Miller, Edwin, 51

Miller, Newman, 52 )

Milton, John, 35: Bentley's editlons
of. Tt examination in {1866}, 28

Minimnm essentials in English, 82,
ni-85, 92, N

Minovities: programs for, 225 2

Mivehill, Theadore ., 51-53

MLA: eoopreration with NCTE
t1960s), 213; easponsors Dart-
niouth Semizar, 2249; cospohsors
English Teacher Preparation Study
(1963, 214; involvement in secon:
dary edueation (1950s), 192, organi-
zalion of {1888), 27: participation in
Commission on English 11959
1965), 196.98; Scott’s presidency
{1807}, 52: supports inelusion of
English in NDEA 11864), 200-01

Modern Language Association. See
MELA

Muoderr Kterature. See Contempur-
ary literature

Audern Poetry and the Tradition
{1939, 163, 164

Mudern Quarterly, 115

Moral values thraugh literature: in
{Bth-19th venturies, 2, 31, 21.22%
E. Stanley Hall and, 57, 62: pro-
Eressives’ views on, 108, 110, 111
12, 168, See qlso Ethical tradition

Morrison, Henry C., 93894, 116, 232

Motian pletures, See Media study

Murray, Lindley, 1, 7

Murruy's Grammar (17951, 7

Mrth, study of: advorated, 56

Nativn, The, 185,204

National Aeademy of Scienee, 195

National Assessnentof Edueational
Progress, 233

National Association of Journalism
Advisers, 118

Nationul Association of State Direr.
tors of Teacher Education and
Certification, 214

National Assaciation of Teachers of
English tNATE!, 228

National Association of Toachers of
Specch, 118

National Conference of Christicns and
Jews, 148

National Conferenee on Uniform
Entranve Requirements in English:
fornation, 31, 36: influence of
114300, 89; progressives’ reaction
against, 4% in reorginizalion
period, 66-67: in struggle for reco
nition uf Enplish, 38, 45; and
Uniform Lists, 53, 54

National Council of Education (INEA),
J2



National Couneil of Teachers of En-
glish. See NCTE

National Defense Education Acl. See
NDEA

Nuational Edueation Assoeiation. See
NEA

Nutivieal Interest and the Continuing
Edueation of Teackers of English,
The (19641, 200

Nubinnal Interest and the Teaching of
English, The (1961}, 200, 219

National Interest surveys, 211

National Joint Committee on English
INEAL 44, 65, 67, 77, 118, 128

Nationul Seience Foundation, 192, 200

National Soviety for the Study of
Communication, 160

Nutionul Society of College Teachers
of Edueation, 115

National Study of tigh Scheol En-
glish Programs, 210-1), 227, 229,
31

Nationul Survey of Secondary Educa-
tion, %4, 125

NCTE: Achievement Awards
(1938. ), 199; affiliates, 53; atten-
tion 16 independent reading (ea.
1917), 97; “Busic Aims for English
Instruetion in American Schools”
project (1941), 159 hegins re-
assessment of English programs
{va. 1938), 192; vampaign for
federal funding of English pro-
rams { 1958.64), 1949-201: vampaign
for sehool lihraries (1513), 54; con-
eern with practical reading skills
(1830s). 81; eoaperation with MLA
t1960s), 213: casponsars Dart-
mouth Seminar (1966), 229; co-
sponsors English Teacher Prepara-
tion Study, 214; cosponsars re-
organization study (1917}, 65; criti-
cized for ending monopoly of
classivs (1942, 187; criticizes Uni-
form Lists {1912, 53; eurriculum
projevts (1930s), 118.23; early com-
mittees, 53, 72; emphasis an com.
munication {1940s), 159-60:
estiblishes Task Force on Teaching
English to the Disadvantayed
(1961}, 296-27; favors teaching
“Ameriean Ddeals™ (19201, 68; first
committee un censorship (1948),
2(M; first commitiee on speech, 74;
founding (1911), 50-51, 72; fresdom
to tvsich and freedom to rewd
efforts (ca. 19600, 205.06; “Ideal
Courst™ in English suggested

InDEX

11914, 6tr partieipation in Commis-
sion on English (195%-1963), 196:
1913 presidential address {(Fred N,
Seatt), 58; 1914 presidential
address (Joseph M, Thomas), 113:
1929 presidential address (Rewey
Belle Inglis), 99; 1932 presidential
address, tStella Center), 117; 1934
presidential address (Osear J.
Camphbell), 117-18; 1935 presiden
tial address (Charles $. Thomas),
106 1936 presidential address
tDora V. Smith), 118; challenged,
131: presidents’ views on literature
(1913-14), 57-58: and the
progressive movenment 1920s-'30s,
74, 130-31: puhlications on popular
euilure {1960s), 208; public rela-
tions offorts (ca. 1958), 198-99; re-
views research in eompasition
(196511, 98.99; resvlution agninst

293

MeCarthyisn {1948}, 204-05: stance -

on hehavioral ohjeetives 11969),
235: stanee on high scheel English
programs (1938-651, 213; summer
tours (1950s), 229; supports drama
in eurriculum {ca, 1914), 63. For
COmmMISsons, committees, tusk
Jorees, see specific names

NDEA, 189, 192, 199, 201, 219; insti-
tutes, 213

NEA: vosponsars peace movement,
117; and Curriculum Commission,
118; Department of Superinten-
tence, 3: endorses social recon-
struetion, 116; and innovatian, 141;
1Y meeting, 51; 1911 meeting, 52;
Project on the Academically Tal-
ented Student, 191 Small's
address to, 47, See also Commis-
sion on the Relation of School and
Collegre: Committee on College Bn-
tranee Requirements: Eduettional
Policies Commission: English
Round Tahle; National Council of
Ecducation; National Joint Commit-
tee on English

Needs and interests of students: as
hasis of curriculum, 46, 59, 88-89,
113-15, 142-43, 146-47, 149.51, 179;
(. Sianley Hall and, — 37.48, 56.
37 studies of, 151, See uko Rend-
ing interests; Selection of naterials

Neville, Mark, 143

Newark Academy, 31

New Critieism, 156-57, 162-66, 171

New Criticism, The (19413, 163

New Crities, 162.66, 171.72, 182; in-

ERIC
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Muenee on high school programs,
140, 16466, 171-72, 190, 196-97,
205, 206

New England: 19th century literary
culture in. 23, 9-40

New Englind Association of Colleges
and Secondary Schools, 31

New England Assoviation of Teachers
of English, 16, 59, 64

New Engliand Commission of Colleges

on Entranee Examinations, 31
New England Journal of Education,

o)

New England Primer {ca. 1686), 2-3,5

News Republic, The, 165

Newspaper study, 58, 67-68, 88. See
also Journalism

Newspaper Week, 58

New Yorker, The, 172

New York State Association of En-
glish Teachers, 51

New York Times, The, 165

Ninth Yearhook of the Department of
Supervisors and Directors of
Instrue’.«on (NEA), 132

Nixon, Richard M.: 1970 Education
Mussage to Congress, 224, 233

Norris, Frank, 121

North Central Assoviation of Colleges

and Secondary Schools. 31, 46, 52,
64, 118; English Cemmittee, 208
Norvell, George, 154-53
Noyes, Edward 5., 192

Objeetives, specification of, 82.83, 86-
#7, 232, 234-36, 252.53. Sve also
Behavioral ohjectives

Ohjective testing. See Testing, ohjec-
tive

QOctopus, The, 121

Odyssey, The, 228

Opden, C. K., 111, 157

Olson. James, 170, 171

Once and Future King. The, 212

('Neill, Eugene, 62

“Open Letter to Teachers of English,
An” {ea, 1904), 51

Oratory, 3-4, 8, 10

Ossian, 8

Qutlines of English Literature (1848),
10

Paperback texts, 207, 210, 212
Puaradise Lost, 7, 9, 35, 34
Parker, William Riley, 192
I"arkhurst, Helen, 92

Patriotism. See Americanism; Citi-
zenship

Payne Fund studies, B7

PEA, 79-80, 107, 140-43; Counts’
address to, 116. Sec also Com-
mission on Human Relations; Com-
mission on the Relation of School
and College; Commission on Secon-
dary Schoel Currivulum; Educa-
tional Policies Commission; Eight-
Yeur Study

PPeace movenient. See International-
ism :

Pedagogical Seminary, 57

Pendleton, Charles §., 86

Performitnee contraets, 233

Perry. Bliss, 28

Personality development: drama and,
63, 230-31; literature and, 124.25,
136, 141, 14547, 178, 230-31

Persons, Gladys, 161

Phelps, Willtam Lyons, 22, 28, 31, 46

Philology: schools and, 28-28, 34,
125; study of, 25-28

Physical Sciences Study Committee.
192

Piaget, Jean, 230

Pierpont. John, 4

Pisan Cuntos, 165

Plato, 25, 249

Plays, study and production of. See
Drama

Poetry magazine, 165

“Poetry’s New Priesthoad.” 165

Pooley, Robert C., 131

Pope, Alexander, 9

Popular enlture: study of, 208, See
ulso Media study

Porter, Katherine Anne, 165

Portrait of the Artist as u Young
Mun, 4, 212

Pound, Ezra, 111, 165

Practival Criticism (1929), 163

Practice of Teaching in the Secondary
Sehool, The (1926), 93

Prepuring Instructional Objectives
11962), 234

Preparing Objectives for Pro-
gramued Instruction (1961), 23

Preseriptive traditicn, 6-8, 9, 16, 55

President’s Committeo on Saeial
Trends (1923, 116

Priestley, J, B., 111

Primers, 1-3, 15

Prineeton University, 29. See also
College of New Jersey

Principles of Literary Criticism
11924), 163
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Pruress of Education, The, 11960),
193

Professional standards: in 19605, 213-
15

Programmed instruction, 234, 2U8.439

Progressive Edueation Association,
See PEA

Progressive niovement: academic
eriticism of, 174-76, 185-89, 216.17;
attitude of NCTE toward, 130-31,
137, 143; contributions to literature
programs, 174-76, 218; drama and,
63-64; in 1940s-'30s, 140-41: lewsohs
of, 214-15: overview of, 79-8); rise
of, 4749

Project English, 201, 219-20: confer-
ences, 201, 217; eurriculum study
vonters, 201-04, 214.15, 220, 229;
Hunter College center, 227-28; Uni-
versity of Michigan center, 240,
an7-28

Project method, 105.09, 133

Project on Intergroup Relatians, 148-
49

Project on the Aeademically Talented
Stndent (NEA), 191

Propaganda: advertising as, 117;
analysis, 157, 180; study of, 88, 140,
157, 170

Prosser, Charles, 144 )

Pratestant Tutor for Youth, The -
{1679), 2

Prymer of Salisbury Use sca. 14909, 1

Quuckery in the Public Schouls
{1953), 188

Radeliffe Cellege: play writing course
11903}, 62

Radio Committee (NCTE), 88

Ritnsem, John Crowe, 162, 163

“Ransom of Red Chief, The,” 152

Readabilily indices, 160-62

Readers: 19th century, 3-3. See afso
Primers

Reader’s Digest, 161

Reader's Guide to Prose Fiction, The
119401, 152, 205

Reading, 251.52; extensive — , 97.98,
127, 138, 252; free — , (See exten-
sive — : home — ); home ~—, 39, 53,
67, 97, 105, 125; intensive — |, 185-
&6, See also Intensive study of lit-
erary texts

Reading instruetion: developmental
programs, 138-62, 169; ethical tra-
ditian and, 1-3; secularization of, 3-

InpEX

4, See also Primoers

Reading interests: eurriculum and,
56, 88-89, 91, 154-55: studies of, 58,
74, 88-89, 154-55

Rewding Interests of Young People,
The (1950}, 154

Reuding Ladders for Human Rela-
tions {1947), 15354, 180

Reading lists, 53-54, 153-54, 155.56,
180, See nfso Reading interests;
Reading, home

Reuding Skill Builders, 161

Reading skills: army programs, 160-
61, 181; hroader definition (1940s),
156-39, 161-62; measurement, 90-
01; oral, 5, 16, 61-62: silent, 16, BO,
103; view of NCTE Commission or
the English Curriculum, 168

Reud Up on Life (1952}, 170

“"Recommendations for the Improve.
ment of American High Scheols™
11959}, 189

Reformation, 1

Regents' Inquiry inte the Cost and
Character of Public Education in
New York State, 126

Regional differences in teaching of
English, 37, 41, 50, 59, 195

Relevanee of school curriculum, 87,
238. See also Needs and interests of
students

Reorganization movement, 64-67

Reorganization of English in Secon-
dary Schools (1917), 65-67, 77, 105

Report of the Committee of Ten . . .
(1894), 33, 45, 59

Rhetorie: early teaching of, 8-10, 17,
39; in school programs, 13, 19, 34

Rich, Mabel Irene, 112

Richards, I, A.: influenc~ of, 182; as
New Critic, 162-63, 16 %; on seman-
tics, 138, 158; writiz . on systems
of meaning, 157 ~

"Rickover, Viee- Admiral Hyman G.,

- 189

fiders to the Sea. 171

Rinker, Floyd, 209

Roberts, H, b., 150

Rockefeller Foundation, 92

Rogers, Carl, 242.43

Rolfe, William James, 28-29, 34, 55

Romantic: era, 21, 22, 535: ideal, 25-
2; view, 23

Romantics, 22;: English, 35; German,
25

Roody, Sarah, 146

Rosenblatt, Louise M., 123-25, 131,
152, 187, 179

295



(€)

ERIC

295  TrapiTioN AND ReForm

Rouud Tuble Committee on College
Entrance Reguirements INEA).
See Committee on College

- Entrance Requirements

Rutrers Plin, 237

Sandburg, Carl, 130

San Franeisco State Normal College,
92

Napir, Edward, 159

Sartre, Jean Paul, 249

SAT Seholastic Aptitude Test), 96

Saturday Evening Post, The, 172

Saturday Review of Literature, 165

Scarfet Letter, The, 203, 212

Scholastic Magazine, 172

Schnlustie Teacher, 208

Sehnal and Society, The (1890), 48

Sehool editions: adaptations of
clussies, 54; adaptations of stherlit:
erature, 173; first published, 34-35;
of popular novels, Uil

sSvhool Maths Stody Group, 192, 217

Sehaol Review, 49, 87

Seience: mluc.tlmmi managetnent
wndd, 79-83; influence on English,
84-100, 105: move to eontrdl influ-
ence of, 1005 in study of educa-
tion, B0-813 in study of language,
25, 34, See alse Minimum essen-
tials: Philology

Scivnev in Generui Education (19381,
142, 157

Seott, Fred Newton, 45, 80, 31, 52,
54, 55, 88, 60, 61, 71, 71

Septt, Sir Walter, 66

Seudder, Horiwee E., 3

Seerets of Successful Living, 161

Selection of materials. See Teaching
materinls, selection

Semanties in high schools, 140, 156.60

Sentor Sehalastic, 204

Sequence in the Fnglish currieulum,
t66, 169, 253 Basie Issues reeom-
mendations, 193; Commission an
the English Currivulum recommen-
dations £1930s). 168-69; earrivulum
study venters and, 202-03; Experi-
ence Curriculum recommendations
11935), 119; importanee of, 194;
New Crities and, 163.64; in 19th
century, 3, 56; in Reading Lud-
ders, 153-54; Reorganization repurt
anel, 66-67; in spiral vurriculom, 195

Seuss, Dr,, 250

Seventeen, 153, 172

Sex edueations advovated, 57

Shackiord, Martha, 110, 113 .

Shakespeare, William; Blair's com-
ments on, 9; on college entrance
fists, 82; dispute ahout teaching,
22: enjoyment vs. unalysis of, 55: in
Harvard entrance requirements, |
30; Harvard students’ interest in,
12: introdueed into eurriculim, 4;
philological study of, 25; Pierpont’s
selections from, 4; recognition of
merit of, as literature, 3% William
Jiumes Rolie’s editions of, 28: War-
burton’s editions of, 7

Shapire, Kurl, 165

Shaw, Thomas Budge, 10-11, 18, 34

Shelley, Percy Rysshe, 23

Sheridan, Murion, 145

Stlas Marner, 36, 50, 67, 152, 227

Sitherman, Churles, 224, 236

Sitent Reading: 24 Study of lts Vari-
ous Types (1922), 90 :

Skinner, B. F,, 234

Stuughter, Eugene, 214

Stums and Suburbs 11961), 226

Smalt, Albion, 47 .

Smiley. Marjorie, 227

Smith, Adam, 8, 39

Smith, Dora V., 106, 118, 121, 131.32,
155, 166, 170, 180, 211; 1933 study
of high schools, 125-28

Smith, Elbridge. 29

Smith, Mortimer, 188

Soecial Frontier, The, 116

Sovialism, 116

Soeiulization through English studies,
64, 124, 127, 141, 150, See aldo
Fithieal tradition; Moral values
through literature

Sucial Ohjectives of Sehool Englisk,
The {1924), B8

Soeinl reconstructionists, 116-18, 186

Social reform: English as vehicle for,
47, 115-18; lass of impetus townrd,
139, 144, 146, 174

Soeial studies: challenge to English,
81.83; correlation with English,
141-42, 134-46

Sound amd the Fury, The, 212

Southern Assoviation of Colleges and
Sevondary St‘hnuls, 118

Spectater papers, 4, 9

Speerh Assoviation of Amerien, 160

Speech, English and, 74, 160

Spelling, 3. 4, 15, 6, 253

Spencer, Herhert, 47

Spenser, Edmund, 25, 27

Spiral eurritulnm, 195, 247

Sputnik, 188-89, 199, 201, 217

Squire, James H., 199, 219

Stanford Lunguage Arts Investiga
tion, 150



Stevenson, A'rof, John, 8, Y

Stevenson, Robert Louis, 68

Stone, George Winchester, Jr., 192,
046

Story magizine, 172

Story uf the Eight-Year Stady, The
119421, 148

Stout, Jehn E., 37, 14

Stranger, The, 212

Studeat interest, See Needs and
interests of students; Reading
interests

Sugyestions to Teackers ji the Secon-
dary Schools (1594, 2 .

Summier institutes: CEEB, 21:3;
Imergroup Relations, 148-49;
NDEA, 213

Suprenme Court. See Ul S, Supreme
Caurt

Swift, Jenathiin, ¥ )

Synge, Jahn Millington, 171

Systems approach, 232.33

Taba, Hilda, 14749, 153-51, 179, 180

‘Taine, Hippolyte, 53-56

Tule of Tirw Ohtps, A, 212

Tutks on the Study of Literature
LLBYT), )

Tarkington, Hooth, 153

Task Foree on 'eaching English o
the Disadvantaged (NCTF), 227

Taste, ¢fforts 1o improve, 58, 87, 88,
20708, 250-51

Tate, Allen, 162, 16, 165

Tutler, The, 9

Teacher preparation in English;
developient of guidelines (1960s),
214: first medel for, 27; reenmmien-
tutiens «Ff NCTE Commission on
Einglish (1465), 197-98; stite of
11903y, 43; state of (14930s), 197:
stiate of (1961), 199-200: state of
F196Gs), 200, 21t

Teachers College, Cnlunzhiz Unjver-
sity, 118, 133 — group, 113, 116;
Lineoln Schaol w1, 208

Teachers College Rocurd, 108, 104

Teaching aids: in literature pro-
prams, 60-61, 75, 114, 212

Teaching English 1o Speakers of
Other Languages. See TESOL,

Tearhing materials, selection: for
curriculum based on noeds, 151-55:
definitions of suitahle, 21, 67, 204,
208, 220: Factors governing, 127,
204, See also Censorship; Literary
Linen '

Teaching uf Englisk in the Elemen-

ERIC

i e

InpEX 207

tary und Secondary Schoul, The
{Cnubh, 1402, 45

Tearhing of English in the Elemen-
tary and the Secondury School, The
iCarpenter, Haker, Scott, 1903), 45

Teaching the Language Arts 1i%96),
48

Teim teaching, 208, 232

“Feen Age Book Club, 207

Tennyson, Alfred, Lord, 110

Terman, Lewis M., 81, u

TESOL, 229

Testing: achievement, 94; in 1866,
28-24; intolligenee, B1, 94 objee-
Ltive, B1-82, 94 .96, 104, See also Col-
lege entrance examinatinns

Texthooks: influenee on English
catirses, 127, Sve afso Schoul edi-
tions: Anthologies; Paperback
texts

T proups, 242-13

Themutie organization of literature
courses, 12830, 151, 169, 170, 211
drtwhaecks of, 173

Theary of Litertture 11949}, 103

This Week magazine, 172

Thomas, Charles Swain, 72, 95, 06,
106, 205

Thomas, Jaseph M., 114

Tharndike, Edward Lee, 47, 70, T8,
H1, 107, 108, t47

Thurber, Samuel, xii, 33

Tone Saeyer, 152 .

Topival vrganization, See Thematic
ofgnizition

Tracking, 189, 213 13

Lraiming of Seconduary Sckool Tvach-
ers Especially with Reference tu
Frnylish, The (1942), 186

“Treasun’s Strange Fruits,” 165

Trev Grows in Brooklym, A, 205

Trinity College, 331

Tripd metaphor for Fnglish studies,
142, 196, 202, 211, 217, 218

Tri-University Projeed, 315, 2654

Tuttle, Robuert, 214

Tyier, Moses Coit, 27

Types appreach, 65-58, 112, 126, 169

USOE: adopts Commission on En-
grlish curriculum madel, 198; eon-
ference un English in Victory
Corps, 160: curriculum study cen.
ter reports to —, 204: and innuva-
ton, M1: Juewett survey, 169; and
“tife adjustment,” 144; and Na.
tionl Survey of Secondary Eduea
tion, 94: performance cantraet ox-
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periments, 283; supports NDEA,
200-01; 220; supports Tri-Uni-
versity Project, 235

1. 8. Office of Education. See USOE

1. 8, Supreme Court: desegregution
decision, 226 [lysses deeision, 205

Ugly Amevican, The, 212

Ulysses eases Supreme Court
decision, 205

{Urederstantling Drama (1946, 164

U ndderstending Fietion 11943), 164

Understamiing Peetry {1938). 163-64

Underwnod, Franeis, 24

Uniform entrinee requirements. See
College entrance reguirements

Uniform Lists, 49-51, 53, 128; ten

most popular selections on (1907),
an

Unit instrietion: defined by NCTE
Commission on the English Cur-
riculum, 168; Morrison mastery
unit, 93-94:-in 1933, 125; radieal-
progressive unit, 114

University of lllinois Commitiee on
School Math, 192

University of Michigan, 50, 228

University of Pennsylvania; early his-
tory, 10

Untermever, Louis, 111

{'p from Slavery, 151.52

U. 3. Commissioner of Education:
annual report (1889}, 13: annugl re-
port (1900-19013, 37

.8, Congress, 189, 233

Van Doren, Mark, 111, 186, 188, 204

Vassar Colloge, 33

Vassar $lonferenee on English. See
Committee of Ten

Victory Corps: conferenee on English
in, 160

Vietnam Wir, 286

Voeational eduention, 46, 39-60, 74-
75. 14

“Voeational Education in the Years
Ahkead” thepun 1944}, 144

Vypotsky, L. 5., 230

Walvott, Fred, 85

Warhurton, Rishop William, 7

Warren, Robert Penn, 1682-64, 165

Watson, Robert, 8

Wehster, Noah, xii, 34, 7

Weekly Resder Children's Buok Cluh,
07

Weeks, Ruth Mary. 118

Wellek, Rene, 40, 163

Well Wrought Urn, The (1947, 247

4

Wostminster Assembly, 2
Whitman, Walt, 121, 130
Williams College, 12
Witt, Peter 1D, 47

© W, J. Maxey Boys Training School,

R

Who Am I, 337

Why Johuny Can’t Read 11953), 283

Wnl§, Frederich, 25

Wamen in Love, 314

Waklring, Pal, 188

Waouds Hole: conforenece at, 195

Wouodwarth, Robert 8., 48

Wordsworth, Willlam, 23

Workload of teacher: honor roil fu?
srhoals (1962), 213-14; id 1930s,
127-28: NCTE position on (ea.
19601, 199, 219; recommendations
of the Commission on English
(1963), 197

World literature, 189-71, See also In-
ternationalism: Humanities courses

Warld Neighbors, 263

Waorld War 1, 67, 81-8%; effect on En-
glish progeams, 7-68: and General
Semanties Movement, 157

Workl War 1L, 140, 139, 1680, 170, 186,
205

Yale University: entrance require-
ments {1890s) 31-32; Master of
Arts in Teaching program, 142; Re-
port of 1628, xit, 1M

Yearting, The, 233
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