www.libtool.com.cn



[.342)
il

STANFORD -VNIVERSITY- LIBRARY



www.libtool.com.cn






ENGLISH PROBLEMS
IN THE'SOLVING

For the Junior and Senior High Schools

BY
SARAH E. SIMONS, M. A.

HEAD OF THE DEPARTMENT OF ENGLISH, WASHINGTON, D. C.
HIGH SCHOOLS :

L]

TP

SCOTT, FORESMAN AND COMPANY
CHICAGO ATLANTA NEW YORK

&
~2r

WY et



CoryrIGHT, 1920
BY
SBCOTT, FORESMAN AND COMPANY
244

341458

C-



PREFACE

This book grew out of a course of lectures on the
teaching of English, delivered in the Summer Schools
of Johns Hopkins University for the years 1918 and
1919. In response to the request from some of my stu-
dents that our discussions of the problems confronting
the English teacher should take on a more or less
permanent form these lectures are now being pub-
lished.

Certain additional chapters are included because of
the peculiar significance they hold for all teachers of
English. It gives me great pleasure to state that they
are the work of two of my Washington colleagues,
Miss Emily F. Sleman and Miss Anne McColm, both
teachers in the Central High School. I wish to ex-
press to them here not only my great indebtedness
for allowing their contributions to appear in this
volume, but also my sincere appreciation of their very
material aid in the organization of this book.

My thanks are due to Mr. James Fleming Hosic,
Mr. Samuel Thurber, and Mr. H. G. Paul for the
privilege of quoting freely from their respective
periodicals: The English Journal;, The English
Leaflet; and the Bulletin of the Illinois Association
of Teachers of English. ‘

Saram E. Srmons
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CHAPTER QNE

PRELIMINARIES”
The Junior High School. Definition and A1m§ Minimum Essen-
tials for Junior High-School English. Tbb Separation of

Composition and Literature. The Probler of.the Start. The
Problem of the Assignment. The Problem cf Correlation.

THE JUNIOR HIGH SCHOOL . .

The Junior High School is now an accepted fs:ct in
the organization of school systems all over the cotnty.

It has come into existence as a result of scientific study: )
of the best means of adjusting the school to the:' .

physical and psychological development of the child.

For the most part, this new scheme of organization
has stressed economy of time, better mastery of sub-
ject-matter through departmental teaching, early elec-
tion, and subject promotion. In nearly every case in
which the subject-matter of the junior high school has
been discussed, little or nothing has been said under
any of these heads regarding the teaching of English
in the junior high school. Naturally enough, perhaps,
in its beginnings the new school would be concerned
with the two entirely new things which the system
brought with it—the study of languages in the seventh
and eighth grades and the introduction of vocational
subjects. The fact that the teaching of English is con-
tinuous from the first grade through the senior high
school has, perhaps, made it seem unnecessary to make
any changes in method. But this new arrangement
does mean and should mean a re-examination of

7



8 ENGLISH PROBLEMS

method and of choice. of sibject-matter in the teaching
of English in the ]hmpr high school. ,

Mr. Charles S. Ppndleton says: “I believe that it
(the junior high- ~school) has come to stay, and I be-
lieve still furthier that it requires us to consider, not
merely a new-kind of teaching of Enghsh but two new
kinds.”* Cprta.mly, if the difference in the physical,
mental, and psychological equipment of the child is so
dlvergent in the pre-adolescent age from that of the
adolescent as to necessitate a reorganization of the
Who'ie school system, some very definite account of
tiose differences must be taken in planning and teach-
‘ing the course in English. Those of us who have
taught in the four-year high-school course have always
noticed the essential difference in the attitude and in-
terests of the first-year pupils as compared with those
of the upper years. We have felt, too, the difficulty in
bridging over the gap between the grade-school prep-
aration in English and the first year of high-school
English. With the junior high school in operation
we have the opportunity and the duty of planning
more definitely to adapt the work in English to the
particular needs of these three very important years
in the junior high school.

Before formulating a definite course for these three
years let us see in general what our aim should be, and
what advantages this new scheme of organization will
bring to the teaching of English. To take up the
second point first, it ought to mean the possibility of
setting a standard of achievement at the end of the
junior high-school course which will make the entrance
preparation for the senior high school much more
From ‘“The New Teacher of English” in the English Journal, Nov.

1.
1917.
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uniform than was possible under the old system where
the eighthigrade'teacheér) heavily burdened with ex-
ecutive responsibilities, divided her teaching attention
among many subjects. Then, too, in the old system of
promotion on a general average it has often been the
case that arithmetic or some other one subject has
been a sort of criterion of passing, and pupils notably
deficient in English have gone into the high school
to become a drag upon the classes there. With sub-
ject promotion no student may enter the senior high
school without passing in English. The junior high
school might then, first of all, solve the problem of
the senior high school by making it possible for the
senior. high school to work out its aims upon a basis
of uniform and adequate preparation. :

This is not, however, the only benefit which we may
expect as a result of the successful working out of the
junior high school nor the most important to be kept
in mind; for the junior high school will be for many
boys and girls the end of their formal school educa-
tion. It therefore becomes a matter of the greatest
importance that the pupil who leaves school as soon
as he has passed the compulsory school age should be
equipped to go out into life with as thorough training ]
in English as it is possible to give him. The junior
high school with its departmental teaching offers the
opportunity of concentrating upon the training of the
pupils in their use of the most important tool they.
will need—whether they go into the senior high school
or into business—accurate and forceful English.

For the junior high school itself what shall be the
" aims, the methods, and the results to be achieved?
In the first place, junior high-school teaching will
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need experts with an equipment not inferior to that
of senior high{school teachers. It will demand, per-?
haps, even more in pedagogical skill. There is no age
more difficult than that which the junior high school
houses—neither fish, flesh, nor fowl.
In literature the work in the junior high school
(should be extensive rather than intensive. Much
reading should be encouraged, and in the reading em-
phasis should be placed upon the pupil’s own response
to what he reads without much conscious reflection
upon the subject-matter, either for analysis or criti-
cism. It is largely a matter of exposing the pupil at a
time of great absorbing faculty to much that is good
in order that his tastes may be guided and set in the}
‘right direction. Literary criticism and history are of
little importance. In the senior high school, where
the mind of the student is interested in relations, the
reading of literature should be associated with a study
|°f types and with the history of the period.
* The character of the literature should be largely
narrative and biographical. Much supplementary
reading should be done. The classes should constitute
themselves into reading clubs, and if libraries are not
easily accessible, the teacher should endeavor to get a
loan collection of good books to have in the classroom
for the use of pupils. Most of the classroom work in
literature in the junior high school should be oral.
Reading aloud, recitation of memorized portions, little
dramatizations should constitute the work in litera-
ture. The pupil in the junior high school is finding
himself in literature. He cannot do so without much
experience, and since wide reading is the only method
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of providing this experience, the assignment and direc-
tion of supplémentary reading become matters of
paramount importance. Failing to do our duty in this
respect, we shall leave the boys and girls a prey to
the twenty-volume series of uninspired books that
crowd the juvenile shelves.

In composition, on the contrary, the work should be
intensive, with accuracy as the aim. The pupil’s work
in the sentence should be as definite and as pains-
taking as his excursions into literature are varied and
care-free. For his future work in the senior high
school he needs this fundamental basis. For his
future life, if there is to be no senior high school for
him, he needs still more to know how to use, orally
and in writing, good, clear, forceful English so that he
may communicate effectively with his fellow men.

Emily F. Sleman
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DEFINITION AND AIMS
I. Composition

The definition of language as “the vehicle of
vocabulary for the conveyance of ideas” suggests,
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perhaps, the main aim in the teaching of composition.
The function'of language is cammunication. Mr. Leon-
ard says that composition is not so much putting ideas
together as it is “putting them across.”* The power to
make one’s wants and desires known to his fellows
implies a knowledge of symbols that are in general use
for the expression of thought. Hence the purpose of
teaching composition is to give the student such a
command over these symbols as will enable him to
make his wants and desires known to his fellows, with
the least waste of effort and the greatest economic gain.
Now what does “the least waste of effort and the great-
est economic gain” imply? What else than power to
use language correctly and ability to express thought
accurately? But we must not forget another function
of language. It is a thought producer. Before we can
communicate thoughts we must have formed thoughts
to communicate. And language is a valuable aid in
thought precipitation, in reducing ideas to a definite
shape, nay, in actually producing ideas out of the
vague nebula of our mental processes. Hence one of
the aims in the study of the use of language, the study
of composition, should be to stimulate thought getting,
to crystallize thought.

The pupil should economize your time and his and
the time of all with whom he wishes to communicate.
This he can do by knowing exactly what he wants to
say before he says it. A request that has to be inter-
preted falls flat; an exposition that needs to be ex-
plained is unconvinecing. Accuracy, first in the formu-

1. The English Leaflet, April, 1918, p. 2.
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lation of thought and next in the expression of that
thought, is the great desideratum.

On this point a letter written by Adjutant
General H. P. McCain to the President of the Penn-
sylvania Military College, August 28, 1917, relative
to the causes for the rejection of candidates for re-
serve officers at the training camps, is pertinent. He
says in part, “Many men fail to measure up to the
requirements set for our Officers Reserve because
they have not been trained to appreciate the im- .
portance of accuracy in thinking. Too many schools
are satisfied with an approximate answer to a question.
Little or no incentive is given increased mental effort
to coordinate one’s ideas and present them clearly and
unequivocally. Insistence upon decision in thought
and expression should never be lost sight of. This
requires eternal vigilance on the part of every teacher.
It is next to impossible for military instructors to do
much to counteract the negligence of schools in this
regard. This again has cost many men their commis-
sions at camp. Three months is too short a time in
which to teach an incorrigible “beater-about-the-bush”
that there is but one way to answer a question, oral or
written, and that is positively, clearly, and accurately.
The form of the oral answer in our schools should be
made an important consideration of instruction.”

We teachers must resist the temptation to supple-
ment or interpret the pupil’s answer. The pupil must
be held responsible for what he says; he must learn
to stand on his own feet, unsupported.

Since the main function of language is communica-
tion of thought, real situations and real people should
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offer the point of departure in language training. Self-
expression, not re-expression of someone else’s thought,
should be the practice. Hence pupils should be led
to talk and write to a real audience about things within
their own experience with a definite purpose in mind
to convince, to explain, to interest, or to amuse. Thus
the letter becomes a very important item in the writ-
ten composition course.

The point of view, then, in the teachmg of English
composition should be that of language as a tool, as a
means to an end, the end being the intelligent and
intelligible communication of thought by the employ-
ment of symbols that are in general use. The study
of English composition should furnish the pupil with
an effective instrument for intercourse with others
whether that intercourse be oral or written. Hence
the mechanics of oral speech for which we should
strive are: (1) distinct and natural articulation, (2)
correct pronunciation, and (3) a clear, well-managed
voice; and the mechanics of written speech upon which
we should insist are: (1) legible handwriting, (2) cor-
rect spelling, (3) correct grammar and idiom (these to
be required also in oral speech), and (4) intelligent
punctuation.

May we not then sum up the aims of the high-school
course in composition as follows:

1. To fix the habit of correct use of the English
language in speaking and writing by cultivating the
pupil’s ear and eye so that he shall be sensitive to
mistakes; by stressing the importance of correct Eng-
lish in social life; and by emphasizing its market value -
in the business world.
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2. To fix the habit of accurate expression of thought
so that the Rupil will sayjust what he means in the
clearest possible way, by developing the power of con--
centration and the habit of thinking before speaking. - -

And will not such aims consistently adhered to.
throughout the course give the community what it de-
sires: a high-school graduate who, in the words of Mr.
Charles S. Pendleton', “shall have learned, first, to
stand on his feet and talk convincingly, conveying to
other people effectively what he himself has thought
and felt; second, to write his message, and by means of
the written word to convey powerfully to his audience
whatever he has to say.”

For an admirable statement of aims in the teaching
of English composition for both the junior and the
senior high schools year by year see The Reorganiza-
tion Bulletin, pages 30-38.

II. Laterature

Now what aims shall we set before us in this task
of teaching literature to high-school students? At
what angle or angles shall we view literature for
this purpose? Note Mr. Hosic’s definition: “By litera-
ture we shall mean, then, that species of idealization
of human experience which employs language as its
medium—poetry, plays, novels, essays. We recognize
it not as something apart from life but as the very con-
summation and fine-flowering of life. In a word, it is
such an interpretation of life as enables us, through
vicarious experience, to understand and appropriate

1. In his_article in The English Journal for November, 1917, on
‘““The New English Teacher.”
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the higher and richer aspects of living.”* We want the
human, nét/the “booky,” view as Mr. Chubb? puts it,
so that we may interpret the literature of the past
in terms of the life of the present, of the life about
us. To quote Mr. Pendleton again, we should aim to
develop in the pupil the power “in his leisure hours or
other while to listen to the speech or read the writing
of someone else, someone who is a master in the use of
language, and to appreciate and enjoy what thus comes
to him.”®

For widening the experience of the child, for
stimulating his imagination, for introducing him to far
countries and strange peoples, and then again to things
and people near and familiar—in a word, to reveal to
him the human touch in what he reads—for these
reasons we give our literature course, which in the
junior high school resolves itself into a reading course.

The aims in giving literature courses to our boys and
girls may be roughly summed up as follows. The im-
mediate aims are: (1) to keep alive and foster the
constructive imagination of the child; (2) to arouse
an interest in words, mere words, so that his vocabu-
lary is constantly increasing (“the words assassin and
bedlam have been known to offer as much narrative
. interest as a short story,” says Miss Morse, in The
English Journal for June, 1919); (3) to give the pupil
power to read silently, rapidly, and accurately; (4)
to give him power to read aloud acceptably; (5) to
create the desire to make use of reading as a tool for
increasing knowledge. Ultimately it is hoped that

1. The English Leaflet, April, 1917. p. 9.

2. The Teaching of Enflish, Chap. XX.
3. The English Journal, November, 1917,
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the course will broaden the vision, lift the horizon,
enable the 'pupil to'travel far and see much vicariously
of other lands and times, and through such experiences
to learn to see the beauty in the common things about
him, to appreciate the near and close at hand.

In the teaching of literature the avocational aim
should be paramount. It is, indeed, of far greater im-
portance than the vocational aim. Today, when the
whole work-a-day world is rapidly coming to be planned
on the eight-hour basis, it is imperative that we teach
our children how to use their leisure time. And here
the teacher of literature can do more than the teacher
of any other subject. The pupil who leaves the junior
high school with the power to take real pleasure in
the reading of a good book carries a weapon of defense
against many of the so-called pleasures of youth,
pleasures which are of occasional value, it is true, but
whose habitual indulgence makes them, indeed, but
“vanity of vanities.”

May we not then summarize our aims as follows:

1. To teach the pupil how to get the thought from
the printed page; how to interpret the
author’s meaning in terms of his own ex-
perience; in a word, to read intelligently.

2. To develop the power to read aloud acceptably.

3. To create the reading habit.

4. To develop to a slight degree, at least, such an
appreciation of literary values as will enable
the pupil to discriminate somewhat between
the worth-while and the worthless in litera-

. ture.



18 ENGLISH PROBLEMS .

5. To create in the pupil the desire to use some of
his leisure hours in the reading of good books.

FOR FURTHER THOUGHT

1. Would you consider the vocational aims in the teaching of
literature to high-school students? If so, what and why?

2. If an elective course is given in journalism or the writing
of the short story, in the senior high school, show how the study
of literature would help. Tell just what literature you would use
in such courses.

3. Should immediate rather than remote aims dominate the
course?
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MINIMUM ESSENTIALS FOR JUNIOR HIGH-SCHOOL
ENGLISH

What should be the minimum essentials in English
Composition for promotion into the senior high school?
What should the junior high school give the pupil
after three years of study of the English language?
The answer is brief. A knowledge of the sentence. If
the child brings with him a keen sentence sense, a real
working knowledge of the sentence, he will bring
enough.

“The sentence is the unit of most importance in all
language teaching—in the teaching of grammar, of
composition, and of literature,” says Rollo Brown in
his book, How the French Boy Learns to Write.

A Yale professor of literature was recently asked
what the college would-like most stress put upon in
the schools. “The sentence” was his unqualified an-
swer. The children, first, last, and all the time, must
show an intelligent reaction to the sentence. So it is
with the sentence that we must begin, and it is indeed
often with the sentence that we should end. The
sentence is the Alpha and Omega of all language work.

The pupil should know the sentence from the angle
of grammar, as a complete statement in which every
word plays a definite part.

He should know the sentence from the angle of com-
position, as a unit of thought used along with others
“of its kind to build up a larger thought than can be
expressed by the small unit.

He should understand that thought compels strue-
ture; that the kind of sentence used in any glven case

- will depend upon the kind of thought that is to be
expressed.
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Hence the pupil should know the parts of speech as
they funétion'in/the (sentence, as they help along the
thought of the sentence.

He should know the phrase and the clause as they
function in the sentence as parts of speech.

He should know the use of necessary marks of
punctuation whose only excuse for being is to help
along the thought of the sentence.

The knowledge of these things he should possess as
his instrument for the fashioning of thought. These
are the means which he should apply toward his end—
the communication of ideas to his fellows.

If the sentence is taught from the first not as an
isolated unit, but in relation to other units of thought,
the idea of the paragraph will be gained unconsciously,
and more definite work in this larger unit of thought
will come as a matter of course in the senior high
school. The pupil will then be ready to understand
the cumulation of sentences in building up a larger
thought unit; the part of each sentence in develop-
ing the paragraph thought; the idea of sentence con-
trol of paragraph thought.

In the matter of oral English it is desirable that the -
pupil when entering the senior high school should be
able (1) to ask intelligent questions of the teacher or
classmates about any subject which is under discus-
sion; (2) to answer accurately and without help from
the teacher any question (on which he is informed, of
course) that is put to him by the teacher or his class-
mates; and (3) to speak connectedly on some subject
that interests him for two or three minutes.
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The pupil should be able to write in class at least
two paragraphs'or-groups-of related sentences about
something within his own experience. He should be
able to proof-read his work so that when it comes to
his teacher it shall contain no glaring grammatical
faults and no misspelled words. (He should be en-
couraged to use the dictionary freely.) The pupll’
handwntmg should be legible.
Now in spelling what shall the pupil bring with
him?
May we not at least ask for:
1. Desire to spell correctly.
2. Knowledge of how to use the dictionary.
3. Habit of using the dictionary. '
When the pupil enters the senior high-school litera-
ture class he should bring with him the power to read
to himself intelligently (silent reading) and the power
to read to others intelligibly (oral reading). He should
be able to read in a voice that is audible to the person
farthest away from him; his word-endings should be
clear-cut; run-together phrases such as “would uv,”
“had uv” should not grate upon our ear. He should
be able to listen with interest to the reading of his
teacher or classmates and to reproduce what he has
heard; he should have the desire to spend some of his
leisure time in reading other books of the authors
studied in his literature course.
With such an equipment further work in the English
course in both composition and literature will be a real
pleasure to all concerned.
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THE SEPARATION OF COMPOSITION AND LITERATURE

How much time shall we give to the study of com-
position? How much to literature? Effort to improve
the pupil’s expressional work both oral and written
should be made in the teaching of every subject. Clear,
accurate expression of thought should be insisted on in
every class. Intelligent answers phrased in language
which observes the rules of good usage should be re-
quired by every teacher in the schools. We can never
escape composition work; but definite study of Eng-
lish composition as distinet from the study of English
literature should occupy at least one half the time
allotted to the English course. Recently many schools
have been separating the English course into two
parts, the study of composition and the study of
literature, alternating the work in various ways by
days, weeks, or semesters. In Washington, Detroit,
Madison, and Chicago the semester plan has been
adopted as the most satisfactory. It is in operation
now and is working well both administratively and
educationally. Reports from the schools that have
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adopted the separation plan of the study of English
seem to proweythe csuccess.of the experiment. No
school that has adopted it has gone back to the old
plan.

“Failure to distinguish between the primary aims
and values of the study of language per se, the study
of literature for social ends, and the study of literature
for individualistic ends, leads to confusion in the study
of ‘English’ in the average secondary school,” says
Professor Inglis. “The teacher either fails to analyze
the special values to be emphasized in the particular
phase of work involved, or attempts to meet too many
aims and to develop too many values at the same
time.”*

Dr. Snedden, in “A Letter to a High-School Teacher
of English” published in The English Leaflet, Novem-
ber, 1914, deplores the fact that “under the head of
English we seem now to include two secondary-school
subjects of essentially different character and having
unlike aims—namely, formal English, and English
literature. One result of this merging of two different
subjects is that the means and methods of teaching
one tend to deflect and neutralize those appropriate
to the other. So evident has this become to me that
were I responsible for the administration of a high
school at the present time, I believe my first step
would be to place the teaching of literature on the
one hand, and on the other all that pertains to English
expression, under charge of different teachers, who
would probably be quite unlike each other in tempera-
ment and interests. I should take this action in the

1. Principles of Secondary Education, p. 445.
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expectation that each of these teachers would then
develop/meéthods appropriate to his subject, and that
the teaching of each subject would as a result have
a fairer opportunity for improvement than is now
possible. I strongly believe that as a rule the same
person cannot teach English expression on the one
hand, and literature on the other, with satisfactory re-
sults, because, from my point of view, English expres-
sion and English literature for their effective teaching
require methods of treatment, spirit of approach, and
utilization of means which are fundamentally unlike,
and even largely incompatible with each other.”

Professor J. Rose Colby’s stand on the subject is
shown by the title of her paper published in the
Bulletin of the Illinois A. T. E., March 15, 1916. It
reads: “Shall the Courses in Composition and Litera-
ture Be Divided? Yes.”

The course of study suggested in The Reorganiza-
tion Bulletin for high-school English by the joint
committee of the N. E. A. and N. C. T. E. assumes
that the study will be divided. The reasons for sep-
aration are summarized on page 129: (1) “Separation
leads to the proper emphasis upon oral and written
composition based on topics drawn from the personal
life and observation of the pupils. (2) It obviates the
difficulty of doing justice to the hard worker who is not
brilliant in literature on the one hand, and the careless
and dilatory but quick-witted reader of literature on
the other. (3) It makes possible more appropriate
aims and methods in the treatment of what are essen-
tially different types of work. It prevents confusion of
aims. The serious grind which is necessary for the
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mastery of the fundamentals of grammar and compo-
sition is deadly ‘when’applied to the study of literature,
whose ultimate purpose must be the establishment of
ideals of life, good methods of reading, and the habit
of turning to books for the proper enjoyment of leisure
hours. Finally, (4) it makes possible coGperation on
the part of all departments from the fact that the
teacher of mathematics and the teacher of science will
readily assist in establishing habits of careful and ac-
curate expression, but can hardly be expected to sup-
port, except through general attitude, the teaching of
poetry and fiction.”

The separation of the course in English is surely the
part of wisdom, but Dr. Snedden’s contention that the
teacher of composition should be a teacher of compo-
sition only, never a teacher of literature, is open to
question.

Let the course in composition be a course in the art
of expression; the course in literature, a course in the
art of appreciation and of intelligent reading. Do not
misunderstand. It is by no means intended that the
composition course should make no use of literature,
On the contrary, literary models should be freely used,.
but they should not be the ones studied in the literature i
class. Nor is it meant that the teacher of composition
shall be deluged with papers. By far the greater
amount of time and attention should be paid to oral
expression. A composition course can be made one of
the most vital, as it is one of the most profitable,
courses in the curriculum.

Nor is it proposed, on the other hand, that the course
in literature shall neglect the formal side of the work.
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In such a class attention must constantly be given to
expression both oral 'and written. The pupil is to
apply day by day the principles of good usage which
he has learned in his composition course. But the
main effort is to be expended in reading and inter-
preting thoughts of great writers. And daily com-
munion with what is best in our literature can but
have an influence, unconscious though it be, on the
pupil’s own thought and his expression of - that
thought.
FOR FURTHER THOUGHT

1. Show how separating the study of English into the study of
composition and the study of literature will aid in getting co-
operation of teachers of other departments.

2. Discuss the wisdom or unwisdom of having one teacher
teach composition only and another literature only.
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THE PROBLEM OF THE START

It is vital to the entire course to establish the right
understanding at the outset between the pupil and the
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teacher. This matter of English composition in the
junior high 'school should be looked upon as a new
adventure upon which the pupils and the teacher are
to embark together. Lead the class to believe that
there is to be good sport all the way, and there will be.
The course is to be a course in the learning of how to
talk and write rather than in the teaching of English.
The factors in the problem are the ieacher, the pupils,
and the subject. The work is to be codperative work
in which each shares responsibility. Two of the factors
are dynamic, the teacher and the pupil. They are to
play together upon the third—the subject, and this
will constitute the process of learning, which under
this method will be a pleasant and a profitable ex-
perience.

Getting started right makes going on easy. It is
of course essential that the teacher discover early in
the game just what the pupils bring with them. For
he must take the pupil where he finds him, assuming
nothing, regretting nothing.

A series of “don’ts” may be worth noticing at the
outset:

1. Don’t assume that the pupil knows much gram-
mar—or anything else.

2. Don’t chide the pupil for all those things that

~he ought to have known before he stepped
upon the junior high-school threshold.

3. Don’t scare the pupils into a state of non-
response by a lecture on what they are ex-
pected to do.

Hence the following list of things to do at the start
may be suggestive:
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1. Make the children feel at home in their new
environment!

2. Start with something new. Give the pupils
something to do that is different, if possible,
from what they have done before.

3. Start with the pupil where you find him. Throw
away theories and face facts. The teacher -
should be familiar with the course in English
in the grades below the junior high school.
He should know what the aims and probable
attainment of the course are. He should test
for that attainment. It will require a certain
amount of camouflage on the part of the
teacher to make the discovery of what the
pupil brings with him and at the same time
to hold the interest of the class. Perhaps the
next two suggestions may be helpful on this
point.

4. Introduce the club idea. Tell the pupils the
composition class is to be an English club.
The purpose of the club will be to learn how
to use the English language effectively in
speech and in writing. Each member of the
club is to try his best to entertain and to help
the other members.

Ask each club member, for instance, to bring into
the club a short paragraph about some personal ex-
perience of the vacation time written to interest or
entertain the other members of the club. It is to be
written for the club, to be read to the club. The pupil
will thus have in mind his audience when preparing
his work.
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On the following day, the first meeting of the club,
the teacher/will preside!’ He will call for the reading
of paragraphs. Pupils will step forward and read.

The class, under guidance of the teacher, will listen
and comment. The comments will start with favor-
able criticisms. These must be definite—not merely,
“It was good,” “I liked it,” etc. The pupil must learn
from the start to find out why “it was good” or why
he “liked it.” ' '

Then pupils may prepare oral or written paragraphs
based in other ways on their experience. They may
tell about things they have done or made. The teacher,
as a member of the club, should share responsibility
with the other members by giving of his own ex-
perience. He might well be one of the first to enter-
tain the club. ’

5. Socialize the class. The socialized class means
the class in which there is established within
the group a real consciousness of kind; the
children talk to an audience of their own
kind; they are judged by their peers; the work
is cooperative and democratic; the teacher
is one of the group, yet always the leader,
the director of activities, pointing the pupils
ever forward. He is the power behind the
throne, though the throne is sometimes but
a pupil’s desk. For in the socialized class-
room one often finds a pupil presiding, calling
on readers and volunteers for comments.

But under this new classroom procedure the teacher
must ever be on his guard lest liberty pass over into
license. The fear of crushing buoyancy and spon-
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taneity may cause the teacher to refrain from inter-
ference \atythe [psychological moment. He may thus
miss his opportunity to point the way and so fail in
his mission. For first, last, and all the time the teacher
must be the leader of the group, guiding, directing,
controlling, though the process be camouflaged with
the most consummate art.

There is also the danger in this, as in any other
classroom " procedure, that thé method, with pupils
presiding and putting questions to their fellows, may
become stereotyped. Hence the teacher must be ever
alert, ready for a flank move or a change of front.
Real socialization will make teaching more vital and
dynamic than it has ever been. But a formalized
shadow of the thing will defeat the purpose for which
it was called into being.

The socialized class is dynamic. Every person in
the room is a participant in all the activities that are
going on. And the teacher is always at the helm to
direct the work, for we must never lose sight of the
fact that it is our business to teach, to lead the pupils
onward and upward toward our goal. Some progress in
the mastery of English should be made each day. The
teacher is still the essential factor in the problem of
teaching. He is not eliminated yet, though some
would say so. In conducting the socialized recitation,
we must be ever alert lest we risk the criticism of Mr.
Stratton in The Illinois Bulletin for March, 1919. He
says: “It may also be hinted that there is a pleasant
system of innocuous education into which so-called
speech training easily fits. But for that anomalous kind
of class, little more than a ‘talk-fest'—whether it be
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designated ‘self-expression’ or ‘socialized recitation,” or
‘project’—no\ teacher (is reallyCnecessary.”

A really socialized class will take a group pride in
achieving results and in living up to standards set. -
Through this group pride we can work for the elimin-
ation of errors in usage, in spelling, in oral form, in
reading aloud or what not. In some graphic way
the record of the group may be kept to show progress
in learning to control errors. Charts can be made
by pupils, or a large class chart by a member of the
class which will show from week to week the status
of the section in regard to certain prevailing faults.
Group may be compared with group. Publicity and
ambition are powerful spurs to accomplishing ends.
For instance, graphic statements of this kind might be
made as to the use of “and” in. oral reports, as to
certain types of grammatical errors—lack of agree-
ment between subject and predicate; for example see
the article, “Charting Errors,” in The English Journal
for April, 1919, by Margaret Bell Merrill.

An interesting study of the socialized vs. the
academic method was published in The School Review
for February, 1919. Mr. C. J. Thompson here re-
ports that pupils in the socialized class progress
faster and learn to eliminate mechanical errors more
rapidly than those academically trained.

Very soon the pupils must take stock of what they
know in the way of correct usage. All the points they
have learned should be listed. For this purpose of
stock-taking the pupil should provide himself with a
notebook which he may call his “stock-book.” And
he must be given to understand that he is to be held
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responsible from that moment on, throughout his
course, for/corréct usage in each particular listed.

He should also make a record of his weaknesses, and
he should consult this list of what not to use every
time he prepares an English assignment, either oral
or written. He should work for elimination of faults
from the very beginning.

Both the stock-book and the personal record of
weaknesses should be kept by every pupil throughout
the course.

The pupil should always be held responsible for
what he has been taught. Hence, the teacher should
never correct errors which the pupil, according to his
own statement recorded in his stock-book, should not
have made.

Whether or not the course in English composition
is to be considered a bore by the pupil depends largely
on the start. “It is, after all,” says Mr. Cunningham,
“a question of simple psychology. If the initial steps
of the pupil’s work in English are surrounded with
associations of pleasure and success, a powerful
momentum is thereby set up which will bid fair to
carry him over the rougher places.””

The suggestions for the start in the composition class
apply also to beginning the work in the literature class.

The chief caution at the start of literature teaching
is that the book selected for the introduction to junior
high-school English should be of vital interest to all.
The most universally interesting type to the pupils of
this age is the short story. It is more easily handled
than the longer tale. Hence it is strongly advised

1. The English Leafliet, February, 1916, p. 4.
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that the course should open with a good, live short
story of ‘the'O. Henry 'or Kipling or Richard Harding
Davis type. Other suggestions about treating this type
are given under the caption, “The Teaching of Litera-
ture,” page 117.

FOR FURTHER THOUGHT

1. Show how the junior high school will help to bridge the
chasm now existing between the grades and the high school.

2. Give reasons for and against an English course which starts
in the primary grades and ends with the last year of high school.

3. List the essentials in (a) English grammar and (b) English
and American literature that pupils should know at the end of
the ninth year.

4. Plan (1) a composition course, (2) a grammar course, and
(3) a reading course for the seventh, eighth, and ninth years as a
unit of the English course.

BIBLIOGRAPHY

Chubb, P. The Teaching of English, Chap. XIV.
Elson and Keck. Junior High School Literature (Three books).
The Reorganization Bulletin, pp. 123-128.
The English Journal:,
Foerster, Norman. “An Idea Course for Freshmen,” Sep-
tember, 1916. -
Hill, Murray G. “Another Word about Freshman English,”
April (R. T.), 1917.
Leavitt, Charlotte M. “A Question of Preparedness,” No-
vember, 1917.
Manchester, F. A. “Freshman English Once More, 1,” May,
1917.
Manchester, F. A. “Freshman English Once More, II,”
June, 1917. :
The English Leaflet:
Warner, Francis Lester. “The Emergency Assignment,”
October. 1917.

1. Many suitable stories for use in the Junior high-school literature
class are contained in the series, Junior High School Literature, by
Elson and Keck, published by Scott, Foresman and Company.




34 ENGLISH PROBLEMS

THE PROBLEM OF THE ASSIGNMENT

Supervised Study

The problem of the assignment is really the problem
of supervised study. Knowing how to study is the con-
dition which determines, perhaps, more than any other
factor what the high-school course will mean to the
pupil. The prerequisite of the course in English com-
position is that the pupil shall know how to prepare
his lesson with the minimum expenditure of vital
force. Hence the need of teaching the pupil how to
study—a need which is best met by the introduction
of supervised study.

What is the true aim of supervised study? It is
not merely to help pupils to prepare lessons. By no
means is it this. Its function is rather to point the
way, to create a habit, to show the pupil how to study
alone, to make him independent, not dependent. This
last danger of making the pupil lean too much on
others should, of course, be realized, realized that it
may be avoided. Study, scientifically directed or super-
vised, will tend to strengthen the pupil; will develop a
sense of responsibility; in a word will make the pupil
grow day by day in the power that will finally eman-
cipate him. It is suggested that a part of every class
period in all years be devoted, first, to a careful assign-
ment of work for preparation, and then to an illustra-
tion of how to prepare the assignment. Studying with
the pupils in the years of junior high-school work will
bring far better results and develop far more power
than merely hearing the recitation can ever do. Under
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the teacher’s guidance the pupil is taught how to.ask
and how to answer questions about the work.

First of all the pupil should learn how to use a book.
He should understand the make-up of a book; the title
page, the table of contents, the index. Such questions
as the following may be put to the class. What does
each one of these parts give? Why should you know
the exact title of the book you are studying? Why
should you know the name of the publisher? What
does the table of contents tell you about the book?
What is the purpose of an index?

Let pupils learn the exact titles of the books they
are using in school in all their classes. Never be satis-
fied with an approximation. Accuracy must be in-
gisted on. From the very first require the pwpil to

- cite, exactly, authorities whom he quotes in his special
topic work. Then, in the course of time in answer
to the question, “Where did you read this or that?”
the familiar reply, “I don’t know the name of the
writer, but it was a blue book, not very thick,” will
be heard no more.

Let the teacher talk the lesson over with the class.
Let him read aloud a paragraph in the assignment.
The pupils may give it a title. What s it all about?
What question has the author answered? What ques-
tion do you want to ask about it? Here is a good
chance for the pupil to learn how to ask a question.
The teacher must insist on accuracy and clearness.
Pupils will acquire the art if “slouchiness in phrasing
questions is not countenanced, if only intelligent ques-
tions are held worthy of reply,
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The plan of the indeterminate assignment as it is
operating in'the ‘Wisconsin scheme is interesting. The
assignment is not limited, is not fixed, but is by no
means indefinite or vague. Pupils know where they

. are to start and how they are to proceed. They get
this knowledge from the careful supervision of their
study. But they may go as far as they wish to go.
The boundary of tomorrow is never set. Thus no limit
is fixed to the pupil’s-accomplishment; no check is
put on the efforts of any individual in the class. Under
the eye of the teacher the pupils start work in class to
be continued at home, the amount done being deter-
mined by the power of each individual. A report is
made the next day by each child. Every member of
the group knows how much every other member of
the group is doing. Publicity is a great incentive to
ambition. This method induces each child to develop
to the full his native ability.

" FOR FURTHER THOUGHT

1. Discuss the value of spending part of every class period in
studying with the pupils.
2. Discuss the importance of insisting on accuracy in question

and answer.
3. Compare the relative value of a study period with the

teacher and a formal recitation period.
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THE PROBLEM OF CORRELATION

“The English of the entire school is the business of
the entire school,” declares Mr. Thomas in The
Teaching of English. And Mr. Hosic says, “All
teachers of all subjects should insist on clear expres-
sion of thought.” Mr. Miller, Principal of the North
Western High School of Detroit, goes so far as to main-
tain that only a teacher of English should hold the
position of principal of a high school. Then, he says,
we may be sure of the codperation of the other depart-
ments in upholding good usage.

Every teacher of English in every school in our
country would be glad to make of these words a
mighty chorus. The business of the school is, indeed,
to establish a standard in essential matters of English
usage, and having established this standard, to see to
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it that the pupil adopts it and uses it in his school
life, in/every“eldass-in’'évery social hour together, in
all extra school activities. The habit of correct speech
—not stiff or formal—but correct as to essentials,
should be formed during the high-school course. It
can be if there is active, interested coGperation among
all concerned. The pupil first of all must be a dynamiec
not a passive agent. The teachers of other subjects
and the principal of the school must work together
with the English teacher for the establishment of right’
standards of speech and written expression.

Convince the student that correct usage has a market
value in his other studies and he will really try to
form the habit of speaking correctly. For this habit
will be formed only if the pupil is expected to express
himself clearly and correctly in all subjects and by all
teachers. Correct English is not a thing apart, for the
English period merely; it should be a part, an essential
part, of all the work in school. Until the pupil comes
to realize the practical importance of correct expres-
sion he will be careless. But when he is required to
watch his speech not one period during the day but
five; when he finds that his work is not acceptable
in any subject unless expressed in good language;
when, in a word, he finds that correct usage has a
market value in all his school work, then he will set
about acquiring the habit of using good English. Cor-
rect speech, not every now and then but every time
that the pupil opens his lips while within the four
walls of the schoolhouse, must be insisted upon if we
would help the pupil to form the habit of correct

usage.
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The following minimum requirements for English
form are/being putcintorpractice in some high schools.

Minimum Requirements for English Form in All

Recitations
ORAL
1. Position
Stand properly.
2. Voice
Enunciate clearly.
Pronounce correctly.

(Say—going, not goin’; and, not anw’; kept, not -

kep’.)
3. Language
Speak grammatically.

(Say—he doesn’t, not he don’t; every one of the
pupils is here, not are here.)

(Say—John, brother of Richard, ascended the
throne, not John, etc.,, he ascended the
throne.)

Avoid the and, so, and why habits,
4., Thought
Answer directly.
Answer completely.
WRITTEN
1. Make papers neat. Avoid blots, scratches, soiling, or

rumpling.

2. Write legibly.

3. Spell correctly.

4. Write in sentences—not in
a. Fragments,

b. Statements unconnected except by the comma (the
Central High School is large, it has nearly
twenty-five hundred pupils).

(For further requirements as to language and thought, see
directions for oral work above.)
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Teachers in all subjects realize how little power
pupils display|in: asking-and in answering questions.
How many pupils ask intelligent questions? How
many give accurate answers?

Here is a matter in which all teachers are agreed
that pupils need training. Let the teachers get to-
gether on this point. Let them all decide to work for
accuracy. Let them demand exact answers to ques-
tions. Let them not be satisfied with approximations.
And above all let them agree to make the pupil stand
on his own feet. Let them stop supplementing the
pupil’s work, finishing his sentences, and repeating his
answer in better form to the class. Hold the pupil
responsible to the class. If all teachers would adopt a
uniform procedure in this matter of the recitation, the
power of the pupil to express himself accurately and
correctly would develop rapidly. And the burden of
the teacher grows lighter as the pupil’s power in-
creases.

Make this matter of the question and answer the
entering wedge for the earnest codperation of all the
departments in the high school. By working with the
English teacher, the teacher of other subjects will
come to see that, after all, the English class is but the
work-shop where the tools that are to be manipulated
in the work of every other subject are sharpened for
use. What the English teacher wants is that the
teacher of the other subject shall not allow these tools
to rust but shall see to it that the edge is kept keen.
An understanding is all that is needed for a close,
persistent, effective codperation in the work of all the
teachers in the school.
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FOR FURTHER THOUGHT

1. How can the teacher of English composition make the work
vital to the teacher of science?
2. Suggest ways of correlating the work in English with the
work in history. Give definite illustrations.
" 3. With what subject in the eurriculum would you correlate the
study of Burns? Burke’s Speech on Conciliation? Huxley’s
Essays? Illustrate how the correlation might be made in each
case. Mention other cases.
4. Discuss the codperation of other departments as an aid in
the teaching of composition.
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CHAPTER TWO

FUNDAMENTALS

The Problem of Grammar. The Problem of Punctuation. The
Problem of Spelling. The Problem of Vocabulary.

THE PROBLEM OF GRAMMAR

Grammar is the weak spot in our English courses
and consequently it is the point of attack by critics.
Our method of teaching English grammar in the grades
is the crux of the whole matter. If we could spend
the time that is now used or rather misused in trying
to explain conflicting statements of grammarians, in
. hopelessly attempting to harmonize nomenclature—
if we could spend this time in teaching the essentials
of grammar from the point of view of use, our pupil-
product would be far better than it is today.

The course of study in the grades requires the teach-
ing of the subject of grammar. The subject is touched
upon in all the language books used from the fifth
grade on. Terms and definitions denoting the same
thing change from year to year and from text to text.
If the variation were one of intensity or emphasis all
would be well. But what shall we do when the key-
board itself changes? If “a” were “a” all the way
through and “b” were “b,” well and good. But when
“a” becomes “b” in one year, “c” in another, and
perhaps “d” later on, how can we straighten out these
things in the child’s mind? For example: In the
sentence, John has a top, the word top is called by some

42
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grammarians an object; by others an object comple-
ment. In'the 'sentence) John is a good boy, the word
boy is varyingly designated as attribute complement,
subject complement, predicate noun, and predicate
nominative. And in the sentence, They elected John
captain of the team, captain is called objective com-
plement by Buehler; in apposition by Kerl; predicate
object under indirect object by Brubacher and Snyder;
complementary object under direct object by Scott
and Buck; factitive object by Meikeljohn; objective
predicate by Ward. The pupils, caught in this maze
of terms, fail to get anywhere in the subject. Indeed
the study of grammar per se in the grades is neither
more nor less than an economic waste.

Between the years 1906 and 1911 committees rep-
resenting the most famous language associations, not
only in America but in England and France as well,
worked on the simplification and standardization of
the terminology of the grammar of English and of
foreign tongues. Finally in July, 1911 a joint com-
mittee was appointed by the N. E. A, the Modern
Language Association, and the American Philological
Association to standardize the terminology of the gram-
mar of the English language. And our hopes were
high. But the report given out in 1914 was at
best a compromise. The situation was improved
slightly, to be sure. The atmosphere was cleared
somewhat. But the terminology was not simplified to
any degree, and while English grammars and compo-
sition books issued since the publication of the report
have introduced, at least in a footnote, the new
terminology, no appreciable relief has come. A course
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in English usage would be far better in our elementary
schools than’ g course’'in“formal grammar. Words,
phrases, and clauses should be taught from the point of
view of usage, as they function in the expression of
thought. It is from the point of view of the part each
word or group of words plays in the expression of the
thought that the attack should be made. The sentence
is the unit of thought at the beginning, the middle,
and the end of grade-school language work. And with
the sentence mastered, how easy is all the rest!

The problem of grammar is a junior high-school
problem, and the point of departure in all three years
of the study is the sentence. The sentence is the basis
of all language work. If the sentence-sense is created
and made a part of the pupil’s assets, we might almost
say that the royal road to English teaching is dis-
covered. For out of the sentence grouped with
other sentences grows the paragraph, and out of the
grouping of paragraphs, the theme, the story, the
book. Develop the idea of service in teaching the parts
of the sentence, all words pulling together to get one
thought across. And then convince the pupil that
word-groups, the phrase and the clause, serve merely
as single parts of speech with one end, one aim, one
goal, namely, to develop the sentence-thought. Thus
simplified, the sentence idea should become easy of
acquisition.

The essentials of grammar should be taught as they
are needed. And only those points in grammar which
will function in the speech of the pupils should be
taught. Fine distinctions between gerund, participle,
verbal, and infinitive, for example, should not be
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touched upon. Sentences may be analyzed for thought,
but formal diagramming, while having perhaps a “puz-
zle” interest is, generally speaking, a waste of time."

The few things taught, however, should become the
pupil’s own. He should be held responsible, absolutely,
for these essentials. If each year in his school life
the pupil could appropriate certain fundamentals, and
the next year could start with these as an apperceptive
basis for new points, progress would be steady and
consistent. And that is what we should aim for. Let
us then teach fewer points in grammar, but let us
teach them thoroughly, and above all let us hold the
pupil responsible all the time. The grammar of usage
is the grammar to give our children—not only in the
junior but also in the senior high school.

In the following words Mr. Chubb sums up the
central idea in grammar preparation of the student
for the high school. “It is,” he says, “the develop-
ment of the sentence as a thought unit, and the treat-
ment of words and the machinery of written expres-
sion as functional elements of the sentence. New
parts of speech, new sentence-forms, and new devices
are considered as they come into view with the devel-
opment of mental faculty and with the need of new
symbols and modes of expression to keep pace
with it.”* .

Roughly speaking, the following grammar program
is suggested for the junior high school:

1. Clinch the sentence-sense through approaching
the problem of grammar from the point .of view of

1. The Teaching of English, p. 225.
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service, words and word-groups serving only to help
along’ the thought:

2. Teach the sentence as a whole, a complete unit
though of varying degrees of complexity.

3. Teach the sentence in its parts: the two basic
elements, subject and predicate. These are the master
parts; all other parts serve them.

4. Teach the “other parts”: single words, word-
groups, the phrase and clause used as single words
(parts of speech). Teach connectives as they func-
tion in complex and compound sentences. _

5. Teach laws of service: agreement of subject noun
or pronoun and verb, agreement of pronoun and ante-
cedent. If the word serves the noun or pronoun, it
partakes of the nature of an adjective and so must
take the adjective form (e.g., slow not slowly). If
it serves the verb, it is an adverb and must take the
adverbial form. To be of immediate service, words
should be placed near the words they serve.

6. Teach certain usages: noun usage, matters of
case; verb usage, principal parts of irregular verbs;
pronoun usage, inflection.

Have we omitted much? Perhaps. But we sin-
cerely believe that the cardinal principle of all teach-
ing today should be thoroughness—a narrowing of the
essential requisites, a getting down to fundamentals.
And there are many with us in this belief. After
suggesting some such scheme for grammar work in
his book, What Is English?, Mr. Ward says (p. 93),
“Does it sound like a program of easy incomplete-
ness? It would be quite the contrary. For it is harder
to be thorough in a few fundamentals than to hurry
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through a thousand non-essentials; more complete to
know all /6f/'sométhing 'thar to know only a little
about some things.” And he insists that we must
always ask what words do in order to keep before us
the vision of better sentences. Let the grammar slogan
be then, “What does the word do in the sentence?”

FOR FURTHER STUDY

1. Give a résumé of Mr. Ward’s idea of essentials in grammar.

2. Work out the grammar program for the junior high school.

3. Discuss the grammar of use versus the grammar of eclassifi-
cation for the high-school student.

4. Show how the idea of service in relation to words, phrases,
and clauses in the sentence will help develop the sentence sense.

BIBLIOGRAPHY

Chubb, P. The Teaching of English, Chapter XII, pp. 204-232.
Krapp, Philip. Modern English, Its Growth and Present Use.
Leonard, S. A. English Composition As a Social Problem,
Chapter IV.
Stewart, C. D. Essays on the Spot, “The Study of Grammar.”
Thomas, C. S. The Teaching of English in the Secondary
Schools, Chapter III
Ward, C. H. What Is English? Chapters IV and V.
The English Journal:
; Betz, A. and Marshall, E. “Grammar Based on Errors,”
September, 1916. . :
o Clay, M. E. “Grammar for the Grammarless” (R. T.),
May, 1918.
Cowan, Harold E. “Suicide English” (R. T.), November,
1917. .
7 Fairchild, A. R. H. “The Verb and the Adjective in
Poetry,” May, 1916.
Lasher, George S. “Roast Beef Instead of Hash,” De-
cember, 1917,
Leonard, S. A. “Old Purist Junk,” May, 1918,
sPark, C. W. “A Study in the Teaching of the Mothe.
Tongue,” May, 1916.
Wilson, Emma J. “Shall We Abolish Grammar$” May,
1917,



48 ENGLISH PROBLEMS

THE PROBLEM OF PUNCTUATION

“Punctuation [is not-a matter of mechanical correct-
ness; it is an art,” says Mr. George Summey in his
Modern Punctuation: Its Utilities and Conventions.
How many teachers of English agree with him? It
used to be the fashion to look upon the comma lightly,
and to regard the erratic appearances of the period in
a sheaf of composition papers with a kindly tolerance.
We heard a great deal about the necessity of preserv-
ing the child’s spontaneity in expression, about the
deadening effect of too much mechanical drill, ete.
That day is gone forever. Punctuation has come into
its own. And why this new respect for a subject once
thought undeserving of serious consideration? Be-

. cause we have at last realized how essential logical
punctuation is to clear thinking, accurate expression,
and good sentence structure; and also because the
business world and the college will no longer tolerate
a vague and inaccurate use of English.

Granted that teachers of English in general are alive
to the importance of punctuation, the big problem
remains: How are we to induce our pupils to punc-
tuate? We do not need to be told by the colleges and
the world at large that they are sadly deficient in this
necessary practice. Three reasons for this deficiency
immediately present themselves: (1) failure to realize
the importance of punctuation, (2) ignorance of
grammar and the construction of sentences, and (3)
insufficient drill. The first of these obstacles is the
natural result of the practice from which we are emerg-
ing, of neglecting the formal side of composition from
fear of destroying the spirit. If we have underesti-
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mated the importance of the subject, logically our
pupils have underestimated it also. They have felt
that punctuation did not particularly matter, espe-
cially if a composition showed a lively fancy and a
telling phrase or two. Is there a teacher who has not
been confronted with the question, asked in tones of
pained surprise, “What! Was this paper marked down
just because I left out a few commas and periods?”
That pupil has not grasped the fact that logical
punctuation means clear thinking. We shall get what-
ever we demand. Indifference will vanish when we
demand from pupils accuracy and intelligence in fol-
lowing current usage in punctuation as well as in the
other matters of expression. A distressing ignorance
of such fundamental things as grammar and sentence
structure is a far too common condition. Punc-
tuation, grammar, and sentence structure are so
bound up together that punctuation, at least, should
never be taught separately, or as a thing in itself. Mr.
C. H. Ward, who has written with refreshing saneness
on the subject, says that the teaching of punctuation
must begin with the teaching of grammar. Obviously,
the study of the sentence involves the study of the
accompanying rules of punctuation. Indeed, punctua-
tion is so essential a part of the sentence that it can be
made an aid to better sentence construction. "How-
ever, in the writer’s opinion, based on long years of
struggle with this problem, it is the third item in the
list which accounts for most of the sins against
punctuation—insufficient drill. We have been too
afraid of deadening our work. We have needed the
time for the one thousand other things which the



50 ENGLISH PROBLEMS

English Department must attend to! We have, in
short, failed/to 'establish)as)habits the application of
the few rules of punctuation essential to clearness and
accuracy of expression. This is the key to the solu-
tion of the problem of inducing our pupils to punc-
tuate. Give them the right point of view. Stress
the importance of punctuation as a means of clarifying
thought. Make clear the fact that its function is to
separate ideas not closely connected, and to show the
degree of relation between them. Remember the in-
terdependence of punctuation, grammar, and sentence
structure. Select a few rules for practice in a given
period, and drill upon those few until their applica-
tion becomes automatic.

Certain minimum standards in form for each year
should be agreed upon, and those principles estab-
lished as habits. The Head of the Massachusetts
State Normal School, John J. Mahoney, gives the fol-
lowing principles to be mastered by the end of the
seventh year:

1. End punctuation: period, exclamation point,
and interrogation point.

2. The comma in simple direct quotations.

3. The comma in letter headings.

He makes one addition to the list for the eighth
year, namely, '

4. The comma after an adverbial clause coming
before the subject.

Sterling Andrus Leonard gives the following list:

1. End punctuation.
2. The comma in the series.
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3. The comma setting off grammatically inde-
pendent “‘words'and phrases.

4. The comma in the compound sentence with
conjunction.

However, these lists can be only suggestive. The
situation that confronts the teacher of a group of ninth-
grade pupils has nothing to do with a theoretical list.
It will be found usually that pupils have been taught
certain rules for the comma, but that they do not
apply them. An examination of a typical set of com-
positions will reveal the usual errors: no end period,
members of a series not separated, independent ¢lauses
of a series not separated, and various miscellanebus
mistakes. The selection of the rules for practice will
depend on the needs of the class, according to the
preparation they have had. Pupils are interested in
discovering from their own papers what they most
need practice on, and in making up a list together
for drill. Sometimes this list may be amended or con-
firmed by an examination of current literature—maga-
zine articles, editorials, short stories, etc—to discover
the three or four rules that are observed most fre-
quently, and that are therefore most useful in the ex-
pression of thought. Obviously, care must be taken to
suggest for examination only those magazines and
newspapers that maintain a high standard of English,
- and to limit the search to one point, the comma, as that
is likely to need attention first. The greatest hindrance
to success is the temptation to try to establish too
many rules in a given time. Three or four “punctua-
tion habits” clearly and firmly fixed in a year would be
a reasonable accomplishment. One thing is fatal to
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success—to accept anything less than one hundred per
cent achievement.O0The trouble is that we have been
content with an approximate result. Only if we de-
mand perfection shall we get it.

One of the most helpful devices in teaching punctua-
tion is dictation. The value lies in the fact that the
pupil catches the words in their natural thought
groups. The dictation should consist of complete, in-
teresting paragraphs, not isolated or detached sen-
tences. The selection should not be too long, and the
words and ideas should be within the pupils’ grasp.
If the passages are chosen from books and articles that
appeal to the class, the work becomes a pleasure. The
writings of Kipling, Ian Hay, Booth Tarkington, John
Muir, and Dr. Grenfell furnish excellent material.
Dictation is of course only a mechanical device, but it
is useful in clinching forms. In the French schools,
where the children are taught to use their own lan-
guage with real skill and even beauty, dictation is con-
sidered a valuable aid. )

The relation between oral and written punctuation
should be stressed. This is sometimes brought out
naturally by the attempt of one pupil to read the com-
position of another. Failure to get the thought is .
frequently the result of inadequate punctuation, and
the pupils are quick to see this fact. Much of the drill
for breaking up the “and” and “so” habits and estab-
lishing the end-of-the-sentence habit should be done
orally, and the commas should be required in this work
as well as the periods.

In a socialized class—and all classes are socialized
now-a-days—much can be accomplished by pupil cor-
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rection of written work. Attention should be focused
on the oné'or'two'principles'under drill, however, and
not diverted to other matters. If it is the comma-in-
the-series habit that the class is attempting to estab-
lish, let them look only for the occurrence of a series
of words, phrases, or clauses, and make sure of the
commas, especially of the one before the “and.” Group
competition may arouse interest at the moment when
the drill threatens to become monotonous. Graphs for
the respective groups showing their progress is a
stimulating way of keeping the record.

The most valuable aid of all is the coGperation of
the teachers of other subjects. Their own work is
always pressing, but if the requests from the English
Department are sufficiently definite, they may find it
possible to take their share of the responsibility for
the good English of the pupils. Cards should be sent
to the other teachers of a class stating the punctua-
tion habits the class is trying to establish, and asking
that those specific points receive attention in their
classrooms also.

Few new principles should be given in the ninth
year. The rules for the comma, however, should now
be grouped according to the two underlying principles
governing its use: (1) to set off, as in the case of
parenthetical words, participial modifiers, etc.; and
(2) to separate, as in the case of the series, appositives,
ete. This is the time to teach the one use of the semi-
colon which is necessary at this stage of the pupil’s
growth in sentence structure—that is, to separate
statements grammatically independent while closely
related in thought. The distinction between restric-
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tive and non-restrictive modifiers is so difficult that it
will not/be'masteredin the ninth year, but it should
be begun there, and continued and developed through
the next two years. A helpful device is to teach that
certain conjunctions invariably add non-restrictive
clauses: though, although, so, so that, and so; for, as,
and since when showing a reason. The committee of
teachers of English appointed by the National Educa-
tion Association to report on the Economy of Time ad-
vises teaching the distinction between conjunctions
proper (as, for, but, etc.) which require commas, and
independent adverbs (then, nevertheless, ete.) which
require semicolons or periods.

In the tenth year the point on which most practice
is needed will probably be the matter of restrictive and
non-restrictive elements. The use of the semicolon
presents little difficulty if the sentence sense has been
developed, but, of course, practice is necessary before it
becomes instinctive. There will be a few troublesome
comma rules, or rules which could not be attended to
in the ninth year. At this time the composition work
may demand a knowledge of the colon in the only
modern use in the sentence remaining—to introduce.
To fix firmly these four or five matters is enough for
one year.

If the aims of the ninth and tenth years are actually
accomplished, there should be less necessity for drill in
thé last two years of the high school. It should be
possible at this time to present a broader idea of the
function of punctuation. The possibilities latent in
the semicolon and the comma in giving another turn
to the thought—a delicate shade of emphasis—are
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not beyond the grasp of an intelligent class. Neither
is the fact'that certain-questions of pointing in the sen-
tence can be settled only with reference to the meaning
and movement of the paragraph. A study of the finer
shades of the art of punctuation obviously belongs to
college, not to the high school, but as much of the
theory can be given as the needs and capacity of the
class demand.

Whatever principles are taught, we should keep in
mind the caution of the psychologists, that calling at-
tention to a form before we are ready to give full,
unremitting attention to its establishment can prob-
ably have no other result than confusion and repres-
sion. Present a principle only when its need is clearly
cvident, then “attend” to it—drill on it until it is estab-
lished. To quote Mr. Leonard again, “Attack that is
not prepared, concentrated, and determined has little
chance for success.”

Teachers may conserve their energy and that of
their pupils by avoiding wasted effort. Usage changes
in punctuation as well as in other matters. Certain
rules found in textbooks still in use in many schools
are no longer observed in actual practice. Modern
preference favors the use of the fewest and the least
obtrusive marks that will do the required work. Re-
cent manuals and the best current literature should
be consulted frequently and systematically to gain a
precise knowledge of the contemporary code of punc-
tuation. This elimination of dead material will make
more practicable the plan of concentration upon a few
rules each year and their establishment as matters of
habit. And this achievement, the fixing of correct
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habits in the matter, is the vital thing in the teaching
of punétuation. Anne McColm

FOR FURTHER THOUGHT
1. Discuss Ward’s views on punctuation in his book, What Is
English?, Chapters VI, VII, VIIL
2. What uses of the comma would you suggest as most im-
portant?
3. How and when would —ou deal with restrictive and non-
restrictive clauses?
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THE PROBLEM OF SPELLING

In the matters of spelling and form we must con-
sistently require accuracy and refuse approximations;
we must insist upon uniformity and conformity with
the best usage. Here are points in which we must dis-
courage individuality; here we may not allow the con-
structive imagination of the child to have sway.
Sureness of touch in the spelling of all words used by
the pupils must be demanded.
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But the question is how to get this sureness of
touch?

First of all, we must arouse in the pupil the desire
for this sureness of touch. It would be pleasant in-
deed if the pupil brought with him a genuine desire
to spell correctly. But if he does not, we must set
about creating this desire on the spot. One effective
way of doing this is through an appeal to group pride.
By working on the individual through the group of
which he is a member much may be done to develop in
the pupil a spelling conscience to which he must hold
himself accountable because of his relation to the
group, because of his responsibility in upholding
standards of the group. This is the appeal made by
a teacher describing his experiment in a recent Eng-
lish Leaflet, and we have his testimony that it ac-
complished results. He calls his device the “Spelling
Team.” I quote his account at length.

“Every teacher, now and then, has to meet and cope
with a class of almost hopeless spellers. If those could
only be caught in a perfectly wild state and taught
their letters one at a time, it would be easier. But
when they arrive at high school they do know some
words already, and at others they are content to guess.
The problem is to make every member of the class
discontented with this guesswork. Select about fifty
of the worst words; terms like seize, siege, occasionally,
necessary, disappear, irresistible, describe, persever-
ance, and parallel. Give out the set, take the rating
of each student, and assign the list for part of the
next day’s study. Announce the fact that the very
same list will be written every day as an introduction
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to the regular recitation, until not one mistake is made
by a singleVmember (of 'the group. As long as one
student misspells one word, the entire class goes on and
on forever spelling that same set of words. The score
is announced on the spot, publicly. Under these con-
ditions it becomes unpopular to guess. The class be-
gins to take an appreciative pride in its star spellers,
and to coach between times those few who always
delay the wheels of progress. When at last these
words are mastered by the whole team, the class is re-
warded with an additional fifty. Sometimes another
section is studying the same lists of words with a spell-
ing contest in view. -Of course the only way in which
this plan is different from regulation spelling lessons
is the fact that the whole class is brought up to the
level of the best before the list is considered learned at
all. After this season of grinding toil, every boy feels
keenly the difference between knowing a word and
guessing at it, and the best spellers, upon whom this
proceeding is almost an imposition, are the first to an-
nounce that at last they are absolutely sure about the
spelling of the slippery principles and principals, weird,
and yield, and the various assortments of stationery.”
There is no doubt that our spelling tests have been
too long. We have tried to teach too many words.
Let us, as Professor Jones says, “cease to worry about
the 3000 words and make a bloodthirsty attack upon
the 300.” Intensive work is the only work that counts
in the teaching of spelling. Mr. Ward in his book,
What Is English?, gives a most excellent exposition of
this method. (“Intensive Spelling,” Chap. III.)
Often the spelling lessons should resolve themselves
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into dictionary work. The pupils should study in class
with the/teacher' the ‘Revised International Webster:
its make-up; its contents; rules for pronunciation;
derivations; the biographical dictionary; the gazetteer.
Encourage the use of the dictionary. Always have
words about which there is any doubt looked up at the -
moment of discussion, not later.

Frequently it is very much worth while to test the
pupil’s knowledge of spelling by the dictation of short
paragraphs, instead of by the isolated word list. In
such a test the pupil comes to realize the close rela-
tionship of spoken and written English and the use of
knowing how to spell. Dictation exercises are of great
value, also, in helping the pupil to master the sentence
and the theory of punctuation. In all such exercises
the pupil must be alert; he must give close attention
and a ready response. Rollo Brown in his book, How
the French Boy Learns to Write, tells us that dictation
exercises play a very important part in the French boy’s
education, and are considered one of the best means
of teaching accuracy and concentration. We could use
this method in our schools to advantage far more than
we do. .

It is possible to vitalize the spelling work by every
now and then turning the spelling period into a period
of classroom study of interesting words, their deriva-
tion, original meaning, derived meanings, their syno-
nyms, and antonyms. It is possible, indeed, in this
way to get up a real interest in words from the point
of view of their varying uses. They will all be inter-
ested in a study of the pun, a play upon words, also
in the different pictures allied words bring up. For
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instance: ask the pupils what pictures the following
words bring to them* walked; strode; ambled; stalked;
marched; or, another group: talked; conversed; dis-
cussed; chatted; chattered; explained; debated. Ask
them to suggest lists. They will be much interested
" in doing so.

A very desirable way of finding out how to group the
class by spelling ability is to try out the list of words
to be assigned before they are studied. Then those
who make no mistakes are not to have those words
on their list for study. For as Mr. Sherwin Cody says
in his 100% Speller, “It is dangerous to study con-
sciously words of which the correct spelling is already
habitual, since valuable unconscious mental habits are
likely to be upset, and only wrong spelling will be
learned. Much bad spelling is actually taught in
school, which is an evil in itself, to say nothing of the
inefficient waste of time.” (p. 3.) The teaching of
spelling is far too mechanical. The usual task as-
signed pupils of writing, correctly, misspelled words
‘twenty or thirty times has little value as a rule. The
pupil writes automatically with his eye and mind any-
where but on the subject. Unless the pupil is active
instead of passive, the drill is useless. The misspelled
word should always be corrected by the pupil, but the
exercise might be varied by having the pupil bring in
two or three sentences in which the word is correctly
spelled, or the word may be written as many times as
. the pupil can find synonyms. The dictionary habit
will do more than all else to weaken what Havelock
Ellis calls “the creative vitality” our pupils show in
spelling. Mere mechanical remedies for correction
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of misspelled words such as writing the word over
many times'often prove of no more value than in the
case of the little boy who stayed after school to learn
“I have gone.” He wrote it forty times, then left
this message for the teacher. “I have wrote this forty
times and have went home.” Finally, we should dis-
tinguish between the reading vocabulary of the child
and his practical vocabulary. Teach him to spell the
new words he learns in his reading that he will prob-
ably incorporate into his own vocabulary, written and
spoken. These he must learn to spell. The others
may be neglected for the time being.

In the subject of spelling the pupil should by all
means keep a stock-book. He should make a list of
words formerly difficult but now mastered. He should
also list his special weaknesses. And as soon as one of
these enemies is conquered, he should transfer it to his
stock-in-trade. Such lists conscientiously kept will aid
greatly in solving the spelling problem for the in-
dividual.

FOR FURTHER THOUGHT

1. Discuss Ward’s treatment of the subject, “Intensive Spell-
ing.”
2. Discuss the value of .dictionary work in the spelling lesson.
3. Suggest ways of impressing upon the student the necessity
for correct spelling. .
4. In what ways may dictation exercises be made of value in
the spelling lesson?
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THE PROBLEM OF THE VOCABULARY

Someone has said that misunderstandings arise from
three causes: (1) using the same word in different
senses, (2) using different words in the same sense, and
(8) using words with no sense. If we classify our
pupils on this basis, we may rest assured that we shall
always have the last class with us, just as in life they
are ubiquitous. We can, however, give some training
to develop in our pupils a feeling for words and a sense
of responsibility for their use, and thus lessen the num-
bers in classes one and two. How shall we develop in
our pupils this feeling for words? In some way we
must make them realize that words are living things,
each with its own personality, each having its own
function. Every child should know something of the
history of his language. This he can get in a general
way from the introductory accounts in the dictionary.
The teacher may supplement what he finds there by
giving specific examples of the interesting things that
have happened to words in the course of their lives,
and thus impress the pupil with the dynamic character
of language. Words and Their Ways in English
Speech, by Greenough and Kittredge, and Modern
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English, by George Philip Krapp, afford many ex-
amples of 'the''way ‘in' which'language has developed,
and the strange vicissitudes through which many
words have passed. In connection with the history
of the language there is, of course, the opportunity for
the study of the derivation of words. This matter of
etymology is not one to be handled carelessly. There
is a great deal of false etymology resulting from super-
ficial analysis of words. Even Ruskin did not escape
this pitfall, when he derived “wife” from “weaver” and
drew many sentimental conclusions from an etymology
which is absolutely false.

The relation of the study of etymology to the forma-
tion of vocabulary is well stated by Dr. Krapp." “Since
the English vocabulary is derived from so many differ-
ent sources, it will be readily seen that the study of
etymology, which is the study of the origin and history
of words, is one of peculiar interest to those whose
native speech is English. It is not always, nor indeed
generally, necessary to know the etymology of a word in
order to use it correctly. Words mean today exactly
the ideas which they convey from one person to an-
other, and any forcible attempt to make their present
use conform to their etymological meaning is pedantic
and vain. . . .. Nevertheless, as one’s knowledge of
the history and origin of one’s vocabulary increases, in
the same degree one’s use of words will grow in definite-
ness and certainty of meaning and in richness of con-
tent.” Impress the pupils with the importance of
shades of meaning. These will often stand out more
clearly if the history is known.

But it is usage after all that is most important. Too
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much of our work in vocabulary has been theoretical
rather'thanOprdcticall! It is, of course, desirable for
the pupil to understand what constitutes good usage,
but it is not enough that he shall recite glibly the mean-
ing in national, reputable, and present use. He should
be constantly in the business of enlarging and enriching
his own vocabulary. His attention should be called to
his usage of the words he finds in his own reading, the
conversation of others, the lectures he hears, and the
textbooks that he studies, rather than to the correction
of selected lists of improprieties, barbarisms, and
solecisms that he may never be guilty of. The work
should be constructive, not negative. Instead of learn-
ing that technical words are not in good use in ordinary
speech, he should learn from his other subjects just
when and how to use technical words properly.

Drill on definitions, definitions that define. Play
games in which the same word is used in various ways.
Make lists of words that function as different parts of
speech, as noun and verb, for instance. Interest the
pupil in synonyms. Encourage him to keep lists of
the new words he discovers in his readings. Let him
become intimate with the dictionary; let him discover
its shortcomings as well as its usefulness. It is not
perhaps necessary that he should emulate Robert
Browning who, it has been said, read and digested
Johnson’s English Dictionary as soon as he had defi-
nitely decided to enter upon a life devoted to litera-
ture. Systematic study of the dictionary may, how-
ever, be of great value. A pupil may learn from
its study, for one thing, that the fact that a word ap-
pears in the dictionary does not necessarily justify his
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use of it. It may be marked “obsolete,” or “collo-
quial,” or “local,” or “vulgar,” and these terms will
guide him when he is in doubt. The dictionary should
be a constant friend in the recitation period. Do not
postpone the disputed meaning until the next day.
Let the pupil turn at once to the dictionary and make
a report then and there to the class of what he finds.

Words are interesting, and pupils will readily dis-
cover this fact if led to the study of words in a dynamic
way. List new words that have come into the language
because of the war and because of recent inventions.
Have word matches based on these ideas. Let pupils
once really feel the vitality of words, and all will be
clear sailing. Discourage the use of “words, words,
words.” Encourage the use of the right word in the
right place. Nothing will combat the pupil’s use of
slang or his use of one word to express a thousand
meanings like this direct attack upon his vocabulary.
It is because the pupil’s word-hoard is so meager that
he indulges so freely in slang. “Avoid slang” is of
no pedagogic value unless the student is shown where-
in he may express the same ideas with equal force.
Slang is a weed that must be eliminated, but we must
not leave the pupil speechless. Flowers must be
planted and grown in his garden of expression to take
the place of the weeds which grow only too readily.
Show him that slang is due largely to his paucity of
language and partly to the tendency of the modern
American to clip his words by way of making short
cuts. Impress boys and girls with the fact that it pays
to give time and thought to expression. Lack of
thought results in the indiscriminate use of nice, grand,
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4] ”»

awful, ete. Hurry accounts for “Doc.,” “gym,
“exam,” 'ete.'Slang 'that is drawn from associations
that are low and vulgar is more easily combated than
the types mentioned. Slang which is the spontaneous
‘expression of some forceful comparison may be dealt
with leniently, for “language is fossil poetry,” and
many an expression which was once considered slang
has acquired a permanent foothold in good society.
To speak of “growing flowers” in the pupil’s vocabu-
lary is perhaps an unfortunate expression. It brings
to mind another enemy of good expression that is due
largely to affectation and insincerity, “fine writing”—
the use of too many words. We are all familiar with
- the padded composition, the composition that is
evidently not an effort to express something but an -
effort to impress someone, usually the teacher. Bar-
rett Wendell says of freshman college themes, “On
an average, I venture to assert, one-half of the words
in any such composition can be stricken out without
the loss of a shade of meaning. What is more, the
process of excision is apt to result in a surprisingly
idiomatic precision of style.” In developing a wide
vocabulary we should therefore guard against this
danger of encouraging a kind of insincere and euphuis-
tic English. Striving for the big word is another re-
sult of affectation as well as attempting to use too
many words. In that connection, simplicity is the
ideal. Dr. Krapp sums it up in this way, “Never use
a long word when a shorter one will do as well.”
Arouse in the pupil the desire to increase his
vocabulary. Let him go about the acquisition of new
words deliberately and consciously. And let him
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make use of his new words in his written work and
oral speech.’'The 'only test'of vocabulary is in the oral
and written use of words. Too often we are apt to
measure the extent of our own vocabularies by what
we read, feeling that we possess the author’s vocabu-
lary because we understand his meaning. While wide
reading is most certainly one of the best and surest
means of enlarging the vocabulary, it remains for prac-
tice in expression to turn that reading into real use,
and to prove whether or not we have an army of
words that will leap to our bidding when we need
them. Otherwise the greatest of bookworms may be’
the least articulate of speech. “Giving the meaning”
of unfamiliar words in the text, in response to the
teacher’s question, is not helping the pupil to enlarge
his vocabulary. Active and specific drill in the busi-
ness of forming a vocabulary must be carried on. Let
the pupil select new words from his reading and de-
liberately practice’ them in use. No attempt should
be made to have the pupil acquire all the new words
that he meets. Instead, he should aim to fix a few
words at a time, and those of course should be se-
lected that he can use naturally—words that are not
outside of his experience. Just here nothing could be
more stimulating than the reading of Professor
Palmer’s Self-Cultivation in English, and of parts of
Ruskin’s Sesame and Lilies. We all know that the
effective use of words comes only through the intelli-
gent appreciation of words. And while we cannot be-
stow upon the pupil the gift of the “right word,” we
can develop in him a feeling for words, a genuine word
sense.
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The importance of word use can be brought home to
the pupils in" the high school through their work in
debate. Here, better than anywhere else, will it be
possible for the pupil to realize the importance of care-
ful, accurate definition and exact use of words. No
more important study in the whole English course .
can be found than the careful analysis of “terms” in a
proposition for debate. Often the analysis develops
the point that opponents are in accord and that there
is no room for argument. Think how much time and
energy in later life will be saved if the pupil in his
school days acquires the habit of *close analysis of
words and accurate use of the mother tongue. The
effects are far-reaching and oftentimes extend to vital
things.

Words are but names. If it is true, as has been said,
that the junior high school is the place par excellence
for the teaching of narrative, here indeed is an op-
portunity for enriching the vocabulary. The pupil
is at home in the field of action; he is at the age when
he delights to do things, and still more to read and to
see in the moving picture-play rapid-fire action. But
when he comes to give his account of the story he has
read, the “movie” he has seen, or the adventure he has
participated in, how small is his stock of verbs and
how colorless! Here is the chance to let him learn the
names of many kinds of action not to be fully de-
scribed by went and did and saw. Interest him in the
naming of actions through the use of a variety of verbs.
He will find that it will take more than his usual
vocabulary to characterize all the movements of a
Douglas Fairbanks. He is at the age when his natural
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curiosity as to the names of things is still keen. “What
is it?” is/the questionohecasks, and a name satisfies.
Interest him in the naming of colors and shapes
through the use of a variety of adjectives, and when
he comes to the senior high school, he may apply that
same interest in the identification of ideas.

The development of a clear, adequate, and forceful
vocabulary has a very definite connection with the
“Better Speech Movement.” Although this nation-
wide movement for better speech is largely directed
toward better enunciation, better pronunciation, and
the elimination of gross grammatical errors, it has also
for one of its aims the elimination of slang. Then, too,
the relation of vocabulary work to reading and oral
recitation must be constantly borne in mind. Lee
Bassett in his Handbook of Oral Reading says, “The
monotonous and ‘sing-song’ reading so often heard in
the classroom and. elsewhere is due largely to this
heavy-eyed glimpsing and perfunctory voicing of
words without definite knowledge of what they
mean.”

The connection between constructive vocabulary
work and spelling is obvious. If the spelling of each
new word with its pronunciation could be fixed at the
time of learning the new word, there would be no

spelling problem. Emily F. Sleman

FOR FURTHER THOUGHT

1. How will you present the principle suggested by the expres-
sion, “A word is known by the company it keeps”?

2. Why should we distinguish between the reading and the
speaking vocabulary of the pupil?
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3. Suggest some devices for stimulating an interest in the
adding of new ywords to.the vocabulary.

4. Discuss the value of dictation as a means of increasing the
vocabulary.
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CHAPTER THREE

ORAL AND WRITTEN EXPRESSION

The Problem of Better Speech. The Problem of Written Work.
The Problem of the Letter. The Problem of Theme Correct-
ing. Measurement of Results.

THE PROBLEM OF BETTER SPEECH

I. Oral English

In viewing the subject of teaching English compo-
- sition let us look first at oral English. This is the
natural order, for long before we have written language,
we have oral speech; long before we have a written
literature we have the bard, the scop, the gleeman,
carrying the legend and song of the heroes of camp
and field from court to court, and passing down the
story by word of mouth from generation to generation.
Moreover, the pupil today is called upon to talk far
oftener than he is called upon to write. Says Mr.
Clarence Stratton, Chairman of the Committee on
American Speech of the National Council of Teachers
of English: “The most ordinary relations of life de-
mand speech. Dozens of careers depend upon language
use. Responsibility and ability come with mastery of
speaking. The teacher’s product is examined, tested,
judged, by every word that comes from the lips of
every student.” First of all, then, we should attend to
the speech of our children.

It is generally agreed that the study of oral Eng-
lish should develop power in the pupil (1) to answer
questions accurately; (2) to converse agreeably; (3)

71
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to present a case; (4) to read aloud intelligently and
intelligibly, To .produce these results, oral English
should be presented under two aspects: (1) the
mechanics of speech; (2) the practice of speech.

For several years we have all been reading much and
learning much about the American voice. Already,
attempts are being made in the schools for definite
training of the voice. This training should start in
the very first grade, where, of course, it should be in-
formal, but it should be organized into a definite course
by the time the pupil reaches the junior high school, -
where through correlation with other departments of
study much may be done.

In the mechanics of speech both the junior and the
senior high-school teacher should attend to the fol-

lowing:
1. Posture (In these two points the Eng-
2. Breathing lish teacher should co-

Operate with the physical
training department.)

3. Vocalization (Correlate here with the
music department.)

4. Articulation (Correlation with the physical
training department.)

5. Enunciation (Definite drill on run-together
words such as would have,
by and by; and word end-
ings such as ing, ed, t.)

6. Pronunciation  (Persistent practice on words
commonly mispronounced
—such as drowned, at-
tacked, length, height.)
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Not until we have voice work in the school curriculum
can we hope'for''any ‘perceptible improvement in our
much berated American speech. Hear what Adjutant
General McCain has to say on the subject in relation
to the failure of students in the training camps to
qualify for the Officers Reserve..

“A great number of men have failed at camp because
of inability to articulate clearly. Many men disquali-
fied by this handicap might have become officers under
their country’s flag had they been properly trained in
school and college . . . Itishoped, therefore, that
more emphasis will be placed upon the basic principles
of elocution in the training of our youth. Great im-
provement could be wrought by instructors in our
schools and colleges, regardless of the subject, insisting
that all answers be given in a loud, clear, well-rounded
voice, which, of course, necessitates the opening of the
mouth and free movement of the lips.”

Let us follow this wholesome advice and give definite
work in training the speech of our pupils.

In the matter of Practice we may consider oral Eng-
lish under the following heads:

The question and answer.
. The informal talk.
The special topic report.
The debate.
Oral reading.
Recitation of memorized passages, prose and
poetry.
7. Dramatics.

In every year of both junior and senior high school

there should be practice of the character indicated by

SN~
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each one of these heads, the emphasis varying with
the maturity of thelstudent:

Back of the power of adequate expression is the
power of thinking. Thought should control all ex-
pression. The expression must be made to fit the
thought. The pupil must be trained to speak with his
mind on the subject. Perhaps the most striking
example of the weakness of our pupils in conecentration
is shown by their inability to ask intelligent questions
and to give accurate answers. I quote again from the
Adjutant General’s letter: ‘“Many men have not been
trained to appreciate the importance of accuracy in
thinking. Too many schools are satisfied with an ap-
proximate answer to questions. Little or no incentive
is given increased mental effort to codrdinate one’s
ideas and present them clearly and unequivocally.”
Here, at last, is a point of departure for codperative
work in all departments of study in the high school.
Here, at least, all teachers can get together and agree
to demand exact, and to refuse approximate, answers
to questions. We teachers are ever too ready to help
a pupil out, to repeat and expand the pupil’s answer,
to do the work for him. Let us insist that before a
pupil speaks he must think out what he is going to
say. A discussion that gets anywhere presupposes
thought clothed respectably at least. An intelligent
question presupposes exact knowledge of what the
questioner wants to say. Much practice should be
given pupils in asking questions about the subject
under discussion in a recitation period. Let us not be
satisfied until the pupil has made his question perfectly
clear, and we will find that the teacher’s standard for
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the pupil has at last become the pupil’s own. In the
informal talk/and special topic report, the question and
answer may become a feature of class activity.

A word or two now about these two aspects of oral
English.

How shall we keep our audience attentive, alert,
active during the short talk or more formal report of
special pupils? Let the speaker quiz the class as to
points he has made; let members of the audience ask
the speaker questions about certain things touched
upon that were of particular interest or that were not
understood. Establish this habit of cross-fire attack
upon thought and the expression of thought, and the
passive group of pupils so familiar to us all will become
a diminishing quantity. Every pupil should be ready
to come forward and speak to the class for a minute or
two at any time. As a means of developing desire and
ability to do this, informal talks should be assigned for
preparation at home. These may be based on interest-
ing facts read in the newspaper or magazine, happen-
ings about the school or on the playground, experi-
ments and processes performed and observed in the
laboratory, the shop, or the work-room. Occasionally
the lantern-slide talk prepaged by a group of pupils
is of interest to the class, and every little while the
class may become a story-telling club. Let pupils
preside and conduct the meeting and cast votes for the
best stories. The best stories might be told to a larger
group of pupils—in the assembly hall, perhaps.

In the upper years of the senior high school the
special topic becomes a feature of the English work.
Every pupil in the class is to do library work at the
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school library or at the public library, the same to take
shape in\the!form! of ancoral report or debate. The
report or speech should never be read. It is well, how-
ever, for the pupil to make use of outline notes made
on small cards which are held in the hand during the
presentation of the speech. It is said that this is
President Wilson’s method of delivering his addresses.
The topics and assignments should be announced early
in the semester, and it is hardly wise to have a report
given under two weeks from the date of assignment.
The teacher should give the pupils specific references
for the work and hold conferences with the pupils when
necessary.

Often the group method of treatment of the special
topic works well. A group of pupils is given one topic
to develop. A leader of the group is selected. . He
divides the subject and apportions the work and sets
a time for report to the class. On special topic day
the class may again become a club with a pupil as
chairman, presiding. He is responsible for the program,
conducts the meeting, presents the speakers, and leads
the discussion.

Pupils should prepare speeches for all occasions of
school life, for the fqptball supper, the baseball
championship; for urging support of school interests,
‘the school paper, the literary society, the debating club.
It would be well for the teacher to read to the class
some good after-dinner speeches, for instance, Mark
Twain’s “New England Weather,” and certain speeches
of Depew. These are suggestive and will give the pupil
a standard. Real occasions, if possible, should furnish
the motive for the preparation of the speeches.
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Class debates on topics of school or current interest
should be’'held 'in ‘every 'section, and every member
should have a turn at this work. Let the class resolve
itself into a debating society on these occasions with
a pupil-chairman presiding. The chairman conducts
the meeting, introduces the speakers, appoints judges,
and recognizes speakers in the informal discussion of
the question after the debate is over.

Oral reading by the pupils should form a part of
every English period whether it be labeled Composi-
tion or Literature. Such reading should sometimes
be sight reading but more often the reading of passages
that have been prepared at home. The test of the read-
ing should be the listening class. While one pupil is
reading, the other pupils are listening, not following
the page with the eye. Books should be closed, and
the ear alone be used to test the reading. The follow-
_ ing quotation from The English Leaflet for Novem-
ber, 1914, emphasizes this point:

*“How shall we, as Dr. Snedden suggests, invent
devices to teach the art of intelligent hearing? Since
his manuscript went to press, one or two schemes have
been tried, with just enough success to lure on the
experimenter. A class was met with this challenge—
Can you listen? Can you rely on yourself to register
accurately? Can you compel an uninteresting speaker
to be heard by you? Can you force the remarks of a
wandering lecturer into orderly thought in your own
mind? Are you capable of protracted listening?
Prove it.

“The preparation of the class for two days was con-

1. The English Leaflet (contributed), November, 1914.
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fined to written work in order that the recitation time
" might be given over to the listening test. Each mem-
ber of the class selected a book from his own library,
chose a page for reading aloud, and prepared a set of
nine searching questions based on the details of the
passage. These questions he asked after reading the
page to the class. Rapid questioning, no raising of
hands, brisk calling on the unwary, a stern demand for
accuracy made the occasion one of shocking nervous
tension but of revelation! Listening was no quiescent
state, but a constructive process. One period brought
striking increase in alertness. Nine cruel questions be-
fore you and no time to invent answers—who would
doze? The oral reading improved; for a group that is
going to be catechized insists on audible speech. A
pedagogical ‘We aren’t hearing’ cannot compare in
effectiveness with the insistent demands from the rear.
There was the wildest variety of selection, ranging
from Roger Ascham and Sir Francis to Elbert Hub-
bard and Booth Tarkington.

“The only enduring worth of this experiment is its
illuminating power. The line between effective and
lazy listening is visibly if crudely drawn. With his
limitations clearly defined and his spirit of conquest
aroused, each student may consider the next sermon
or lecture that he hears, not a leisured interim, but a
challenge.”

The recitation of passages learned from selections
studied is excellent practice. It is advisable to commit
to memory prose as well as poetry. Speaking contests
may occasionally be held. I was present at such a con-
test held in an English class last year. The pupils



ORAL AND WRITTEN EXPRESSION 9

had been studying President Wilson’s war speeches,
and at thevend lof theiristudy they proposed to com-
mit to memory a speech and deliver it. The best
among the speakers were chosen to deliver their
speeches on Flag Day before the whole school. Much
interest was evoked by the contest, and the work was
as good as any I have ever heard in oral English. The -
pupils paid close attention to articulation, enunciation,
word endings, voice production; and the practice thus
gained was of inestimable value. The delivery of
original speeches on Liberty Bonds and War Savings
Stamps in this same way worked the same result. In-
directly the War thus helped the cause of oral Eng-
lish in the schools.

Presentation of scenes from plays studied in the
Literature class, and of original dramatizations of parts
of stories read gives splendid practice in oral English.
Because of the natural interest in “acting out” situa-
tions, results which fail to be precipitated from our
best efforts in all other oral exercises are actually ob-
tainable in this form of oral practice.

Perhaps the most practical reason for stressing oral
English in the composition course is that, in the words
of Lord Bacon, conference maketh a ready man.
Practice in speaking before his classmates is invaluable
to the pupil both now and later on. It develops the
ability to think quickly, and to express thought con-
vincingly with poise and self-possession, while stand-
ing and facing an audience. And in these days of the
rule of democracy not many pupils after leaving school
will escape the call to speak to their fellow-men.
Should not preparation for such emergencies now be
made in the secondary school?
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Before closing this discussion, a troublesome de-
tail in the oral English work should be mentioned.
We are all/confronted with the and habit. What shall
we do to break up this habit? Induce the pupil to make
a conscious effort to overcome this fault. Tell him
to stop short a second or two whenever the tempta-
tion comes. The over-use of the and in oral reports is
really a time-seeking process. When the pupil does
not know what to say next, he says and. If he will
think before he speaks, much of his desire to use the
word will disappear. It is worth while, also, to have
the pupil make a list of words that may be substituted
for and, that may be used as bridges connecting his
chain of thought. And then let the pupil make a
conscious effort to substitute these new words for the
old, familiar friend. If the pupil pursues this practice
diligently, it will not be long before he will show some
facility in the use of these “other” words. And after
a while such usage will become unconscious and
natural. This plan has been tried out successfully in
more than one instance.

Another detail. Shall we interrupt the pupil when
he is “speaking his speech”? The notion has long
prevailed that interruption would embarrass the
speaker, cause him to lose the thread of his thought,
utterly destroy spontaneity. And there is something
in this. But we must never lose sight of the main
purpose of our study—progress in the art of speaking
correctly. We dare not pass over errors. It is our
business to teach. And so, at times, it may become
necessary to interrupt with tact. And we must remem-
ber that pupils are to learn something each day about
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correct speech. Attention must be called to errors.
Correction must be made if, the course is to lead to-
ward our goal. Mere talking will get nowhere. Talk-
ing to a purpose and with a purpose is a different
story.

II. Public Speaking

Shall our high schools give courses in public speak-
ing? Before that question can be answered it would
be well to consider the purpose of speech-training in
a public high school. What, at bottom, is the aim of
such training? Is it not, after all, to give our pupils
such command of their speaking ability that they can
say what they want to say directly and effectively
just when they want to say it? The basic aim then is
to give power of free communication of thought
through the medium of the organs of speech. What
then will be first necessary, even to approximate such
an end? Certainly, knowledge of how to use those
organs effectively. Therefore, as before stated, some
training in voice-making and using is essential. This
need not be—it must not be—highly technical. But
much practice should be given in tone-work and
enunciation. Such work should be eminently practical.
Remember that the power of speech is originally ac-
quired through imitation. And just so, good oral Eng-
lish must become a habit through imitation. Did not
Hamlet say, “Speak the speech as I pronounced it to
you, trippingly, on the tongue”? Imitation of a model
is a way—one might almost say the way—of acquiring
power in spoken English. And who is to be the model?
The regular teacher of English or a special instructor?
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There is, of course, much to be said on both sides, but
the logic'of the situation points to the regular teacher.
For so, the teaching of English and the teaching of
speech are not divorced. Do we dare risk a separa-
tion? Not while we contend that the teaching of
correct English by practice should be a part of the
teaching of every subject in the curriculum. Sep-
aration would easily weaken our case. Every high-
school pupil should get definite, daily drill in the
technic of speech. And all of us must be ever on
guard to insist upon exact, not slovenly, mechanics
in speech drill. Coéperation of every member of the
teaching body on the one hand, and of the pupils on
. the other, is what we must strive for. Better Speech
Week must become the Better Speech Daily. It must
be issued every twenty-four hours, a Daily, not an
Extra. The more often speech rallies can be held now,
the better. For interest must not be spasmodic in this
great aim of teaching English. Better speech must
become habitual, automatic. When the Better Speech
Week has become Better Speech, Day by Day, not the
occasional but the usual proceeding, will not the teacher
of every subject in the school curriculum suddenly
“realize that his burden is lessened by half? Will not
every graduate of our high schools realize then that his
chances of success, whether he enter college or the
world, are increased fourfold?

To teach our pupils to express themselves in good,
clear, accurate English informally, in conversation with
one another in the classroom and outside, is then the
basic aim of an oral English course. A supplementary
aim, as before stated, should be to give the pupil ex-
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perience in speaking before his fellows in the class-
room and/in/the auditorium. Methods of oral English
procedure in the classroom have already been dis-
cussed. Some training there needs must be in adapting
the voice-power of the pupil to the larger audience.
But our present socialized recitations are fast eradicat-
ing the timid or self-conscious individual. Such a
specimen will soon be a rara avis among us. Hence no
special work is necessary in this direction. All things
considered, then, training in oral English is best left
with the regular teacher of English. Far better is it,
even if the teacher must perchance take a summer
course in oral English, than to call for outside aid and
thus weaken the stand of the English teacher and
divorce the aims of the course.

FOR FURTHER THOUGHT

1. Suggest devices to teach the art of intelligent listening.

2. Discuss the value of having pupils close their books while
one of their number reads aloud to the class.

3. Suggest ways and means of testing the listening class.

4. Discuss voice training in the high school. Should the effort
be to train for the impromptu occasion which will come into
the life of every pupil or for more formal speech or oration?
How much technieal voice training should be given high-school
students? Should the work be done in connection with the
English class or independently? Should there be a director of
public speaking? )

5. Discuss the use of the club idea as a means of socializing
the English class.

6. Discuss methods of socialization as suggested by Mr. Gaston
in his article, “Social Procedure in the English Classroowm,”
The English Journal, January, 1919,

7. Refute the statements made by Mr. Gaston.

8. Work out a Better Speech Week for your classes.



84 ENGLISH PROBLEMS

BIBLIOGRAPHY

Crumpton,/C.. | E){OThe:Problem of Better Speech Guide for
American Speech Week.
Lewis, C. H. American Speech.

The English Journal:
Crumpton, Claudia E. “A Nation-Wide Speech Week,”
May, 1919.
Drummond, Alex M. “Plays for the Time.” Editorial, “The
Speech Campaign,” September, 1919.
The Illinois Bulletin:
Andrews, W. E. “A Study of the Oral Response in the
High-School Classroom,” February, 1919.
Bear, Olive M. “Better Speech Week in Decatur,” Febru-
ary, 1919.
Paul, H. G. “Better Oral English,” April, 1919.
Rawlins, Cora M. “Every-day Problems in Spoken English,”
January, 1919.
Stratton, Clarence M. “Speaking of Speech,” March, 1919.

THE PROBLEM OF WRITTEN WORK

If, first of all, in a composition course we must watch
the speech of our pupils, surely next, we must watch
their written words. Written English should go hand
in hand with oral. Much oral practice can but help
the written work. By no means, however, should the
written theme be worked over in class orally and then
reduced to writing. Such a process is deadening. It
will produce a stereotyped written product of no
interest to anyone. But often the oral work may be-
come the basis for the written work. It may suggest
allied subjects.

Now let us examine the why, the how, the what, and
the where of written work in the high-school English
course. v

Why should we ask students of composition to write
at all? The answer is obvious. To prepare them for
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the emergency which every now and then confronts
them of 'being obliged to'¢ommunicate their thoughts
about a given subject to another person in writing.
The instrument of such communication is usually the
letter. Hence, letter-writing practice should form the
major part of written composition work in the
secondary schools. However, there are other occasions
in the life of the pupil that call for written expression
of thought, and there will be occasions later on. It is
the duty of the English teacher to prepare the pupil
for such occasions. The pupil is required by teachers
of other subjects to write reports of work done from
time to time, and to take examinations in those sub-
jects. Prepare the boy and girl to meet this situation
now, and they will be able to face other responsibili-
ties later on as they meet them. For example: In
the course of his school life the pupil will be asked
to expound principles in mathematics and science; to
explain processes in the laboratory, the shop, and the
workroom; to give the story of a period in history or
of a great man’s life; to describe plants and animals
in bmlogy, to defend pohcles of governments past and
present; to make idiomatic translations from a foreign
tongue into English. They will be asked to answer
questions in tests given in all their subjects of study.
That is why the teacher of composition should see to it
that the pupil learns to express himself in writing
which shall be intelligent, discriminating, and correct,
whether the thought to be expressed requires him to
tell a story, to make a picture, to explain, or to con-
vince. For what is language after all, but a tool? It
is a means to an end. When we shall be able to con-
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vince the teachers in other departments in the high-
school'curriculum-that the English composition course
exists mainly for their sakes it will not be long before
we shall have the whole-hearted codperation of the
entire school in working for improvement in the use
of the mother tongue in both speech and writing.
Last of all, the pupil should be asked to write because,
in the words of Lord Bacon, “Writing maketh an ezact
man.” No exercise is more helpful in developing ac-
curacy than writing out one’s thought. By all means,
every little while let the pupil put his thought to the
acid test of writing it out. As Mr. Hitchcock says,
“Ink and white paper are fearful detectives which lay
bare in ruthless fashion faults which escape notice
altogether in the rose-tinted half-light of rapid conver-
sation.” Hence in the composition class pupils must
write as well as talk.

In this connection the revolutionary view Nicholas
Murray Butler expressed in an address delivered before
the Association of Preparatory Schools of the Middle
States and Maryland in the fall of 1918 might be
noted. He regards the daily theme as a plague of
which we must rid ourselves and holds that English
composition should be taught through reading rather
than through writing. In reply one might ask a ques-
tion or two. Is not writing an art? Has not every
art its own technic? Can technic in any art be ac-
quired except through practice? Will hearing the
greatest musicians interpret the works of the masters
make an artist of the hearer?

The pupil writes, then, in order to communicate his
thoughts to others, and the teacher of composition
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should give the pupil much practice in this method of
thought \communication. . But he should not ask the
pupil to write unless he has something to communicate
and someone to whom he wishes to express his thought.
Only when the pupil feels that there is for his effort
a real occasion, a real purpose, a real motive will he
do his best. Thoughts, even the thoughts of a pupil
in the English composition class, like any other com-
modity must be produced for the purpose of consump-
tion. There should be a consumer other than the fire
or the waste-paper basket for the themes our pupils
write. That consumer is the pupil’s audience; that
audience is naturally made up of his classmates. The
class is the theme writer’s reading public, as Mr. S. A.
Leonard has so well said in The English Leaflet for
April, 1918. The pupil should write for his audience,
expecting a definite reaction from his audience. Then
the work becomes dynamic and of real developing
power. Occasionally, his audience may be enlarged, as
when he writes for the school magazine or prepares a
paper for the entertainment or instruction of the whole
school in the assembly hall, or when the members of
one section challenge those of another group to debate
a given subject.

Now how shall we give the pupil such command of
" the language as will enable him to use it accurately
and even fluently in his written work in other classes
and on other occasions than on the oft-dreaded one of
theme day in the English class? Surely not by having
his theme work in the composition class based wholly
or even largely on topics suggested by other depart-
ments of the school, though these are of value once in
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a while. How shall we develop the habit of clear,
accurate written expression; so that the pupil’s written
reaction to a given situation shall be spontaneous,
ready, easy, and correct? This can be accomplished
only through a thorough vitalization of the subject of
theme-writing, and this in turn can be accomplished
only by intelligent motivation of subjects to which the
pupils are asked to react in writing.

What shall our pupils write about, then? It is a
commonplace to say that subjects for themes should
be chosen from the pupil’s own experience, that the
pupil should write about what he knows. We must
expand the definition of experience, however, to em-
brace imaginary, as well as real, experience. It should
include the dream life as well as the real life of the
“child.

But the selection of theme topics is not an easy job.
As Mr. Suzzallo says, “The largest single problem with
which the teacher has to deal today is that of getting
adequate motivation into the composition period.”*

A composition is never a re-statement of facts
gleaned from hearing or reading. It is rather a re-
compounding of these elements based on the ex-
perience real or imagined of the pupil. It is a chemical
union, not a mechanical mixture. Stories and poems
may serve as points of departure. But they should be
made to function in the life of the student. For
example, after a pupil has read and enjoyed such a
story as Stickeen, instead of asking him to tell the
story in his own words, use the incident as a stimula-

1. “Introduction” to English Composition As a Social Problem,
Leonard.
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tion of the pupil’s constructive faculty. Let him write
the story of someremarkable dog that he himself has
owned, or let him make up a dog story based on an
incident about which he has heard his father or other
person talk. If the class is reading Chaucer’s Prologue,
let the assignment be a trip of up-to-date tourists to
visit some point of interest in the pupil’s own locality.
For example, if the pupil lives in Washington, to Mt.
Vernon; if he lives in New York, to Grant’s tomb, or
up the Hudson to Tarrytown. When reading Addison
and Steele, let the pupils write a Spectator Paper on
some modern fad or foible. When studying Concilia-
tion with America, introduce Burke to President
Wilson in a Houseboat on the Styz and let them dis-
cuss some topic of the day—and so on and on.

School and class interests and happenings offer a
fertile field for theme topics: the last football game
or track meet; reasons for joining the dramatic associa-
tion or debating club; a report of the school assembly;
appeals for support of school enterprises, such as the
school paper, the annual lunch, the spring play; reasons
for the last defeat or winning the championship, ete.

At other times it is well to use the community wel-
fare motive in theme writing. Let the pupils write a
paragraph on such topics as Vacant Lot Gardens,
Cleaning Up the Alleys of Our City, Danger of Scatter-
ing Papers After a Picnic, Necessity of Putting Out
Campfires Before Breaking Camp.

And where shall the writing of high-school themes be
done? As a rule, in the classroom, under the eye of
the teacher. This procedure, of course, necessitates
short themes, but for secondary work the short unit
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will yield far better results than the long one. One
advantage'/of 'elass 'writing'is that the teacher then is
sure of 100% genuineness in the pupil’s product—
correction of errors in such cases deals with the pupil’s
own mistakes, not with those of his helpers. Only
- rarely in the upper classes should long themes be as-
signed. '

Much practice on the sentence in relation should
be given in the junior high school and in the first year
of the senior high school. Indeed such practice should
continue throughout the course. If our pupils go out
from our high schools with a keenly developed sen-
tence-sense they will be equipped with a powerful in-
strument for explaining, persuading, and convincing
others to think as they think in any of the social rela-
tions of life, and they will have an effective weapon
for the attack on social problems which is to be made
in the language of the written brief or of the oral
debate. Hence, in the language of aviation, they must .
be given thorough ground training before they are
allowed the privilege of flight.

For this ground training a good exercise is the ex-
pansion of a topic sentence into a paragraph. This
may be done sometimes as an impromptu exercise; at
other times it may be prepared at home and worked
out in class without notes. But it should be done often.

This leads us to a consideration of two questions.
How often shall pupils write? What shall we do with
their themes? The answer to the first question de-
pends upon the answer to the second. :

What shall we do with pupils’ themes? They should
be read aloud in class. The pupil understands that he
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is writing for an audience. His work is not complete,
then, until'he knows' the reaction of his audience. The
theme is produced for the consumer, and the legitimate
consumer is the class, as before stated. Also, publicity
is a powerful stimulus to effort and ambition. Pub-
licity and emulation will make for progress in theme
writing.

Reading aloud is a splendid test of the written prod-
uct as to definiteness. Here is another reason why
themes should be read to the class. A sentence that
must be read twice (granting that the reading is intel-
ligent) before its meaning is grasped needs reconstruc-
tion. President Wilson tells us that the best training
in English he ever had came from his father, to whom
he read aloud everything he wrote up to the time of
his death in 1903. He was intolerant of vagueness.
His original way of giving advice on this point is well
worth remembering. “Don’t shoot at your meaning
with bird shot and hit the whole country side; shoot
with a rifle and hit the thing you have to say.” That
is exactly it. “Hit the thing you are going to say.
Practice until your aim goes straight to the mark. Have
in mind your mark.” This we must urge our pupils to
do. Hence the reading of themes is a vital matter.

It will be impossible, of course, to correct every bit
of writing that every pupil does. The teacher knows
this, and he should frankly say so to the pupils. But
if we follow the method of correction suggested later
on, it is not necessary, indeed it is not advisable that
every theme should pass under the teacher’s eye. How-
ever, the short paragraphs written in class should be
read aloud—all of them. Five or six may then be
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selected for correction each day. This selection is
usually made by the teacher’; at other times the teacher
may allow the pupils the privilege of asking that their
themes be chosen. Of course, the pupils are not to
know beforehand whose themes are to be selected. The
same boy’s theme may be chosen on three consecutive
days. Thus the pupils will be held up to their best
effort and will not grow careless.

Now, how often shall the pupils write? We all
know that much practice makes the master. A
technic in written or oral expression can be acquired
only through constant drill as is the case in the study
of music or art. It is through writing or speaking that
we learn to write or speak, just as it is through play-
ing or drawing that we learn to play or draw. What
shall we say then? How often shall the pupil write?
As often as possible. A little practice outside of school
every day is advised. For this purpose the pupil might
keep a school diary in which he records the events of
the day in his classes, in assembly, at recess, on the
way to and from school, at home. Of course, there
must be occasional reading of Leaves from My Diary
or the work will not function properly.

But how often shall the pupil write for class con-
sumption? As often as is compatible with social treat-
ment of the product by class and teacher. This may
be once a week or it may be oftener. In other words,
an important factor in determining the frequency of
written work is the number of pupils under the
teacher’s instruction. It goes without saying that an-
other factor is the need of the individual for such
practice. Certain members of a class always need more
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practice in writing than other members. Why not give
them written work oftener than their companions who
need it less? This, it would seem, is the only common-
sense method of procedure in the theme class.

The composition classroom should become the
language workshop, the laboratory for resolving
thoughts into sentences and themes. Here pupils and
teachers should work together, each for all and all for
each. The teacher should be one of the group—partici-
pating in all the activities even to the extent of occa-
sionally contributing a theme.

“If a particularly difficult moment arrives in any
composition course,” says Mr. Leonard, “a sudden in-
crease of interest will be gained if the teacher promises
to have a theme written at the time when the rest are
due, said theme to be shuffied with the rest and
criticized among the others, incognito. Or, after read-
ing a set, let the teacher announce the fact that among
the essays just criticized was one of his own. Few
things stimulate a group of students more powerfully
than the consciousness that the teacher is still study-
ing—a notion usually quite remote from their concep-
tion of the functions of the instructor. In the under-
graduate estimation, the teacher has learned, has writ-
ten, has translated, and is now a director and inventor
of toil, a corrector of sentence-structure, and an officer
of the law. I shall never forget what a deep impres-
sion was made once upon a time, when the teacher of
our Vergil class read us a metrical translation of his
own. He explained that since he had asked us to write
one, he thought it only fair to get into the work him-
gelf. It takes talent and courage and character to do
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that. As teachers, we hate to read our own writings to
our classes, 'some ‘0f ‘us' bécause we never write, and
the rest because we think that they will think that we
think ourselves model literary workmen; which we
must rise to explain that we aren’t! But the fact
remains that there is no more effective way to rouse a
fine type of comradeship over the daily task than to
do one, now and then, oneself.”

To sum up. The following points are to be noted
in a consideration of theme writing in the secondary
school:

1. Themes should be written for the purpose of
communicating thought.
2. They should be written for a particular
audience, usually the class.
They should be read to the audience.
They should be written with a definite aim.
They should be intelligently motivated.
They should be brief.
They should usually be ertten in class.
They should be written as often as is com-
patible with intelligent treatment by the
teacher and the social group for whom they
are produced.
9. They should be written more often by some
members of the class than by others.

O N ok W

FOR FURTHER THOUGHT

1. Show how the introduction of the club idea w1ll wtahze
the written work.

2. Discuss the importance of the audience factor in assigning
written work.
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3. Discuss the short wersus the long theme for high-school
classes,
4. How can the composition class be socialized?
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THE PROBLEM OF THE LETTER
Since the only real demand for writing in the life of
the high-school student outside of school is in connec-
tion with the writing of letters to friends and relatives,
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it is all important that his high-school English com-
position ‘course should help' him to acquire in some
small degree the art of letter writing. Letter writing
is an art and should be so presented to the pupil.
Hence the most intelligent as well as the most interest-
ing point of departure in a letter-writing course is to
read to the class a number of letters written by famous
men and women: the letters of Lewis Carroll, Robert
Louis Stevenson, Thomas Henry Huxley, Louisa M.
Alcott, for example. After hearing these letters read
and talking about them, the pupils may be asked to
write letters of their own.

The following points should be insisted upon: (1)
the letter should be interesting; (2) it should be
courteous; (3) it should be adapted to the one to whom
it is written. '

The purpose for which the friendly or social letter
is written should be clearly impressed upon the pupils.
They should understand that the friendly letter is
written for the purpose of communicating with those
who are not near at hand, in just the same way as
if they were present. It takes the place of a call, a
visit, or a social half hour. Hence the writer must
make himself interesting and agreeable. He should
write as if he were talking intimately with his friend.
He should never give the impression that he is writing
in a hurry, or from a sense of duty. Much of the com-
position work may be thrown into the form of the
letter. But never should the letter form be used as
the mere framework of the exercise. Content as well
as form must be adapted to the letter-idea. And it
can be done and done acceptably.
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We can formulate three types of the friendly letter
which pupils'should practice until they gain a measure
of proficiency. First, there is the “Thank you,” the
“Bread-and-Butter” type of letter; next, there is the
“Story” letter; and then, the letter of directions, ex-
planations, or excuse.

The pupils should write letters and write them often.
Perhaps in this way the habit of letter writing may be
established, and the American youth may lose some
of his inherited dislike for this method of communi-
cating thought. As far as possible, real occasions
should furnish the motives to letter writing. The
pupil may write a letter to a friend out of town, in-
viting him to the spring games, the school play, the
inter-high-school debate. He must realize that it is
his duty in such a letter to make the one to whom he
is writing feel that the trip will be worth while.

Again, he may write to a pupil who is out of school
on account of illness, recounting school news that
would interest the sick pupil. Many other events in
the school life of the pupil may be made to serve the
purpose of letter writing.

Letters may also be written by members of one
school to members of another school when there is
anything of imiuediate interest which cannot be con-
veniently communicated orally. They may be written
by the school children of one city to the school children
of another city. During the war nany letters were
written by American boys and girls to the school
children of France in reply to letters sent to them. In
all such exercises, however, the desire of the pupil to
write or not to write should be the determining factor.
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Otherwise the letter will be valueless, both as a com-
position exercise and as a social act.

In letter-writing exercises, the imagination of the
writer may be appealed to with advantage. And what-
ever can develop the imagination of our boys and girls
is of great educational worth. For instance, imperson-
ating a character in the story or poem which the
pupils are studying, and writing a letter to another
person in the book, is an interesting adventure. And
the marvel is that almost always the local color is
consistently observed by the pupil. He lives in the
times of his character, and the language he uses is the
language of those times, quite naturally, just as a
matter of course. Give the pupil a definite situation;
let him see clearly with his mind’s eye all the factors
in the case; then test his reaction. For instance, ask
the pupils to write a letter to a small boy, telling him
_ about something that would interest him in a way
that he will understand. The following is an illustra-
tion of this method:

1652 Park Road
Washington, D. C.
January 15, 1920
Dear Harry,

I know you will have a good laugh when you read what
happened to us the other night. Mother had gone out, leaving
Sis, Dan, and me alone. Dan undressed in the living room by
the fire and went across the hall to go to bed. No sooner had
he passed the door, than he gave a bloodeurdling scream and
came back, looking as if he had seen a ghost. That was enough
for Sis and me. We jumped up, got behind the table, and began
to seream at the top of our lungs. As nobody came to our aid,
I ran out into the yard and met the man who lives next door
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hurrying to us bareheaded, holding a big pistol in his hand.
Then we calmed down’long'énough to ask Dan what he had seen,
and he tearfully informed us that there was a big black cat
in the hall!

Now wouldn’t you like to know what poor Mr. Man-next-door
thought?

Lovingly,
May

Here are two good story letters written by school
girls:

114 Pennington Avenue
Passaic, New Jersey
February 15, 1920

Dear Margery,

They say I'm getting too old to play with dolls now, but I
don’t mind what anyone thinks, for I have seen the play
“Racketty-Packetty House,” and it’s wonderful! Do you remem-
ber how we used to pretend that our dolls would come to life
at night when we were all asleep and have a good time just
as we did? Well, Mrs. Burnett, the lady who wrote the play,
must have done the same thing when she was a little girl, for do
you know, every single doll in the play comes to life.

But first I must begin at the very beginning and tell you all
about the whole play. You see there was a little girl who had
an old doll-house full of the loveliest, old-fashioned, ragged dolls
in the world. But a great princess was coming to see her, and
so the little girl’s mother bought her a brand new doll-house with
dolls in it all dressed up like kings and queens and lords and
ladies. The little girl called her new toy “Tidy Castle,” and
the old one just “Racketty-Packetty House” because it was all
falling to pieces. The little girl’s nurse wanted to burn
“Racketty-Packetty House” so that the princess would not see
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it. But a good fairy queen, whose name was Silverbell, hid
it behind/theVdoor,CandCsaved it from the nurse.

The strange thing was that the princess found the shabby old
doll-house and liked it much better than the brand new “Tidy
Castle.” .

When it was night, all the dolls came to life. I could fill
sheets of paper telling you about their antics—how Peter Piper
from ‘“Racketty-Packetty House” fell in love with the beautiful
Lady Patsy of “Tidy Castle”; how everybody in “Tidy Castle”
got sick, and the “Racketty-Packetties” had to come over and
put poultices on their heads till all the pain had gone; how
haughty all the Castle dolls were except pretty Lady Patsy; and
oh, a lot of other things about them! But everything came out
all right with the help of Queen Silverbell and Peter Piper and
Lady Patsy—but Margery, do go and see the play for yourself!

Your friend,

Annette

‘Washington, D. C.
November 5, 1919

Dear Anna,

I do not want to write you anything else about Central High
School; I suppose you are already tired of hearing me sing its
praises. Let me tell you, then, about a little school of my very
own.

The sessions in this school are held twice a week at the home
of my two little pupils, Jack and Sarah Clark. I teach them
Russian and call them Vanya and Sara. Vanya is seven and
a half years old and Sara is fivee Now don’t be surprised!
Little tots as they are, they are learning to speak and even to
read and write Russian, while I am learning to teach children.

As I said, I am only learning to teach them, and I find it
difficult. On the one hand, it is easier to teach a foreign
language to children than to grown-ups, because they repeat the
words and imitate the accent more readily. On the other hand,
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they are hard to deal with. I have to keep them constantly
interested ;, otherwise they- simply, refuse to learn anything. It
would be absurd for me to give them a'.vocabulary to learn by
heart, when they cannot sit still and $tudy, read, or write for

more than ten minutes. Therefore, I spén‘d most of the lesson
playing Russian games with them. el

Here, for instance, is one of our games: .seyeral objects are
placed on the table, a pencil, a blotter, a toy Hillqwe en pumpkin,

a shell. I name the things in Russian. Then” Vaaya and Sara
shut their eyes, while I take away one object. “Whén I have
hidden it, they open their eyes and try to name in RudSla.n,
quickly as they can, the missing thing. If Sara names-tke thing
first, it is her turn to hide something, while Vanya and I "Iose
our eyes. -

There is another game, which you must know, if you remembgr <.
how we played in the Alexandrovsky Park, years ago. It is the- -~

game of King. Vanya sits down on the sofa, surrounds him- °
self with cushions, and folds his arms majestically. Sara and I
go out in the next room where he cannot see us, and dance there.
Then we present ourselves before the King with bows, and hold
the following conversation in Russian:

“Good day, King!”

“Good day, children. Where have you been?”

“In the parlor.”

“What were you doing?” .

We go through the motions of dancing.

“You danced!” and His Majesty jumps up and rushes madly
after us, amidst shrieks of laughter. If he catches Sara, she
succeeds him to the throne; if he catches me, I am Queen. And
so on. This game is the children’s favorite, and it is useful,
too, because it gives them opportunity to learn verbs which, in
any language, are much harder to learn than other parts of
speech.

They are bright little things, and seem to enjoy these lessons.
On the whole, my school is interesting, I think, Don’t you,
Anna?

With love to Lucy and Bernard, I am

Yours affectionately,

Eugenia
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A correct form for heading, salutation, and com-
plimentary/ close (should 1 be chosen by the class and
should thereafter be¢ adhered to. No letter should be
accepted by the teé:clibf which falls below 100% in the
matter of form,

A standard busmess form should also be adopted by
all depa.rtm.ents of the school and insisted upon in all
business* coxnmunlcatlons In this case again 100%
correc,tneSs only must be accepted. School interests
may furnish the motivation for much business letter
practice. For instance, correspondence with football,
- -baseball, and basketball teams arranging dates and

. -:‘ *"other details of games; challenges sent to other schools

for debate, and further correspondence concerning the
question, the judges, the choice of sides, and other mat-
ters. Such correspondence furnishes many occasions
for practice. Wherever possible, let the pupils deal
with real situations in their practice in business
correspondence as well as social letter writing.

By all means, in a letter-writing course let the pupil
study the necessary postal instructions. He should
understand the classification of mail matter into first
class, second class, and third class; he should learn
postal rates, domestic and foreign; he should know
what countries belong to the Postal Union; he should
understand the rural free delivery system; the parcel
post. He should be given practice in the classroom in
wrapping packages for mailing; he should learn how
to address and stamp such packages; he should under-
stand where he must place Christmas and Red Cross
stamps. He should be impressed with the necessity
of early mailing at Christmas time. All this knowl-
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edge he can find in pamphlets issued by the local
post office; department. These pamphlets may be had
on demand. It is advised that every student in every
high school possess himself of one of these.

And finally, let us never forget that a letter-writing
course is a failure unless it actually gives the pupil the
habit of addressing all mail matter in a clear, legible
hand, with absolute accuracy in the matter of the
address of both sender and receiver. Twelve million
pieces of mail went to the Dead Letter Office during
the year 1915 because of errors of the public. Let us
do our bit in-reducing this number. Let us help to
educate the public in this respect. .Then, indeed, we
can feel that our letter-writing course has not been
in vain.

FOR FURTHER THOUGHT

1. Discuss the relative amount of time that should be devoted
to letter writing in the high-school composition class.

2. Discuss ways and means of vitalizing the study of letter
writing.

3. Discuss the part that accuracy plays in a course in letter
writing.

4. Make a list of postal regulations that should be taught in
such a course.

5. Enumerate the essential facts that should be taught about
mailing packages.
* 6. How can practice in Jetter writing grow out of the study of
literature?
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THE PROBLEM OF THEME CORRECTING

Pupil-responsibility is the keynote to the effective
correction of written work. As before suggested, the
pupil should take stock of his assets from time to time.
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In his stock-book he should keep a list of points he has
learned; he should, also keep a list of his habitual
mistakes. Let him acquire the habit of consulting both
of these lists before preparing any exercise. Hold
him strictly accountable for what he has learned, and
encourage him to make heroic efforts to reduce the
list of his peculiar misusages. The pupil’s paper when
passed in should be correct as far as his study has gone.
All careless mistakes are to be discovered and corrected
by the pupil before he turns in his paper. Hence he
should always be allowed time for careful re-reading
or rather proof-reading of his theme before passing
it in. Mistakes are often thus discovered and
remedied. In the event of any careless errors in
spelling, grammar, or sentence structure appearing in
the finished product, let them remain untouched by
the teacher, who promptly returns the paper. It is
then the pupil’s business to discover and correct such
errors immediately. Only when he realizes that we
are thoroughly in earnest about holding him re-
sponsible will he become active in the elimination of
his faults. Carelessness must not be tolerated. A
serious attitude toward his work must be demanded by
the teacher. And we teachers must stop doing the
pupil’s work for him.

The practice of giving every theme two marks, one
for form and one for content or matter, has been found
productive of results. This is especially true if the
pupil is held to 100% in form before the theme as a
whole is rated satisfactory. By “form,” of course, is
meant the observance of those formal principles of
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writing which the pupil, under his own statement in
his stock-book; is)bound to respect.

Until we insist on more than an approximation of
the correct form we may not hope to develop in our
pupils that feeling for accuracy which is so important
a part of the modern man’s equipment. What we in-
sist upon getting from our pupils we will get.

Now and then class criticism of themes is profitable.
A theme-correcting day is set. As many papers as
possible are read and discussed by the class, the
criticism being led and supervised by the teacher.
Those pupils whose papers are corrected in class are
checked off the teacher’s notebook. On the next cor-
responding day another group of pupils comes under
class criticism, and so on until the work of each pupil
is discussed in class.

But the conference method of correction is by far
the most effective of all. One conference period with
a pupil about his work is worth twenty red-inked or
blue-penciled themes returned to him. The confer-
ence period is indeed an integral part of the composi-
tion course. Hence, conference days should be held
every little while. Of course, in a large class it is im-
possible to see everyone during a conference period.
But a substitute is suggested. Divide the class into
groups; appoint the brighter pupils as teacher assist-
ants. Let them go over the work of the slower pupils
with the pupils, bringing, of course, any debated point
to headquarters for settlement.

The conference, in some form, is the only method of
theme correcting that really makes an impression, that
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is really worth while; it establishes the right relation
between \pupil land teacherc The pupil feels that he is
an individual to the teacher, that the teacher knows
him from his fellows. His good points are appre-
ciated and his failings pointed out. The human touch,
possible only under the conference system, clothes the
subject with new interest for the pupil and incites him
to greater effort. _

An interesting form of the conference method of
correcting themes has been adopted by the University
High School in Madison, Wisconsin. Themes are cor-
rected entirely by means of the individual conference.
The teacher waits until he has collected from four to
six themes of a certain individual. Then he goes over -
these carefully, noticing especially habitual misusages.
On his record sheets he enters the peculiar failings of
this pupil; then he calls him for the conference. The
pupil is shown his papers and, where possible, is led to
discover his errors. He is told in what respects he needs
to watch himself and is then sent away to correct his
errors. He is instructed to bring a short but exact
report of the conference at his next summons. If at
the next conference the pupil repeats the same mis-
takes, the teacher refuses to correct the theme. In-
stead, he returns the work for re-writing. The danger
of this scheme is that the pupil may lose interest in
his theme before the conference period is called. The
sooner the paper is discussed after it has been written
the greater will be the good derived from the con-
ference.
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FOR FURTHER THOUGHT

1. Compare the “red ink” method of correcting themes with
the personal conference.

2. Discuss prevision versus revision in pupils’ theme work.

3. Give arguments for and against pupil correction of themes.

4. When is cooperative work by the class of most value in
theme correcting?

5. Devise a group system of theme correcting.

6. How far should the teacher go in indicating errors in the
written work handed in?

7. Discuss the value of having the pupil proof-read his theme
before handing it in,
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MEASUREMENT OF RESULTS

This is the age of scientific method, the age of exact
measurement, and this method is being tried out in
education as well as in other fields. The attempt is
being made to establish a fixed standard of measure-
ment in the matter of English themes, and then to
apply the measurement to pupils’ products. This has
been done in a number of experiments. Various scales
have been used for weighing and considering pupils’
work. But the fact remains that not yet has there
been found a satisfactorily uniform standard. And the
reason lies in the nature of the case. Appreciation of
another’s thought is an entirely individual matter. No
two estimates will ever be exactly the same on the
same theme. Literature, even that produced by our
girls and boys, is an art product, and must be judged
by the canons of art. We can, however, agree upon
erecting a standard for certain points, and we can in-
sist that that standard should be 100% correct and
allow of no variation. Pupils should be taught essen-
tials; they should be held responsible for a few things
at a time, but they should be held responsible for
100% correctness in those things.

Mark each composition on two points, form and
content. If we demand that the form shall be per-
fect, we shall get perfect form. For what we con-
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sistently and persistently demand of our pupils, that
we get. "' As’ to''eontent, “there must be intelligent
thought behind the phrase, or the phrase, be it ever so
neat, is worthless. The pupil must become habituated
to the idea that thought controls structure and that
the structure must be judged by the thought-com-
pelling expression in just the way given. A fine fitness
must be felt by the writer and the reader alike be-
tween the thought and its expression. This would
do much to rid us of the fine frenzy we so often find
between the two. The standard for form should be
correctness' in the mechanics of expression, spelling,
grammar, idiom; the standard for the content should
be good judgment and pure taste in fitting the word to
the thought. With these aims in view, is it not pos-
gsible to establish a standard of measurement which
will be satisfactory alike to writer and reader and
which will make possible greater uniformity in the
judgment of various readers of the same theme?

~ FOR FURTHER THOUGHT

1. Give Miss Parker’s argumenf on the subject of measuring
composition work.

2. Give Mr. Courtis’s defense of the scheme.

3. What is Mr. Ward’s contention? -

4. What is your own conviction ?

(For discussion of these topics, see Bibliography below.)
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CHAPTER FOUR

INTERPRETATION OF LITERATURE

The Choice of Literature. The Teaching of Literature. The
Problem of Reading. Imitation a Means of Appreciation.
Dramatization a Means of Appreciation.

THE CHOICE OF LITERATURE

What are the factors that are to be considered in
choosing books for junior and senior high-school study
and reading? The problem is a psychological one.
It is all-important that we catch the interest of the
student at the beginning of his course in literature,
for only through interest shall we be able to establish
the reading habit which is so essential an asset in the
life of the pupil after a little while, and which will
help him to use, not misuse, his leisure moments now
as they come into his life from day to day. The
psychology of the high-school student then must be
understood by the planner of a literature course.

' First, the desires of the student must be studied; his

natural bent must be discovered. Next, the question of
interest must be considered. Has the book the power
to rouse the interest in the pupil at his particular stage
of development?

Content or subject matter is of paramount im-
portance—more so than literary style in the begin-
ning. Does the content appeal to the student? Is it
within his range of experience? Or can it function
vicariously in the life of the student?

112
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Test the book next-for its human element. The boy
or girl 'of 'this 'age’'demands the genuine human touch
in what he or she reads. i

These are the points to be considered in the litera-
ture through which we make our approach, the books
which are to serve as our point of departure.

Then we must weigh the character needs and thej
- culture needs of our students and select with these
needs in mind. While we may use the pupil’s desire
as a point of attack, we should certainly lead up to the
study of the great and the beautiful in the world of
literary art. The pupil’s taste is crude and needs cul-
tivating. The future is to be thought of, something
above and beyond. the immediate wishes of the pupil.
As the Committee on Reorganization of Secondary
English says: “No man is higher than his ideals.
Human beings grow unconsciously in the direction of
that which they admire. - Teachers of English must,
then, consciously work to raise the pupils’ standards
of what is true and fine in men and women. The
literature lesson must furnish the material out of
which may be created worthy and la.stmg ideals of
life and conduct.”

Mr. Chubb suggests an excellent device for dis-
covering our pupils’ tastes. Let the first writing of
the class be a paragraph on “My Book Shelf.” Some of
the papers will doubtless be very brief. Many will re-
veal a motley array, but all will be illuminating—if
not positively, then negatively. The tastes of our
pupils differ widely. Here is John, caring not at all
for poetry, but reading, nay devouring, the Scientific
American; Alice is sensitive to sound and loves the
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rhythm of verse; Will loves animals; and Tom over
yonder i§/'tever happy unless making things with his
hands. What shall we do about it? The answer is
obvious.

Offer various kinds of literature for consumption by
the class. Should all be forced to read all kinds? Yes,
to a certain extent. This choice of literature should be
a matter of coéperation and compromise, of give and
take between pupils and teacher. By all means let
pupils have a voice in the selection. Let them even
suggest names of books. Votes may be cast, and the
rule of the majority be put into effect in certain cases.
But the teacher should always have the power of veto
and of independent selection whenever he considers it
necessary. For the work must be developing work;
it must lead to a pushing on of the frontier. Hence
we should not stand with those who would leave abso-
lute choice in the hands of the pupils, nor should we
advocate with Mr. John B. Opdycke a system of
Literature @ la carte instead of our present table
d’hote, although we could introduce in the menu of
the latter many entrées suited to the individual tastes
of the pupils. Complete socialization of the choice of
literature would keep the study on a low plane. And
we must constantly enlarge our boundaries.

What literature shall we teach, then? (1) Because
of the pupil’s interest in the life about him, and in the
immediate rather than the remote past, books to be
read and studied by high-school pupils at the begin-
ning of their course should be chosen largely from the
literary product of the nineteenth century and after.
Says Professor Tilden: “I believe that if we are to
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save the older literature and make it a force in the
~ life of the'present;' we' must reverse our method of
teaching the oldest first, and, using modern literature
as a stepping stone, lead the student to appreciate
the literature of his own life, and through that the
literature of the life of other times.” (2) Be-
cause literature is still in the making, let us not ex-
clude the magazine and the contemporary short story.
Mr. Cunningham in The English Leaflet for February,
1916, makes a strong plea for the use of the short
story. He says: “The short story, long recognized as
a separate type of fiction, should be given a valid and
dignified place in the reading course of our secondary
schools. The other types of literature should be
studied just as thoroughly as heretofore; in addition,
the short story should receive its due credit, not as a
minor and rather negligible offshoot of the novel, but
as a distinct and living type, and a type, moreover,
which has a special fitness for the work of the sec-
ondary-school English course. Let us, at least, belong
- to our age.” Some modern writers we must, indeed,
include lest we impose upon our pupils the idea that
all “real authors” are long since dead—the idea so
naively expressed by a little boy in a letter to James
Whitcomb Riley, when he said: “I tell you what, Mr.
Riley, I was surprised to learn that you was living,
because I thought all poets was dead!” (3) Because
the American boy should understand the American
ideal and the American spirit as they are reflected in
- the literary output of his owa country, let us include
American writers. (4) Because, in the words of Pro-
fessor Dewey, “It may be said that an education which
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does not succeed in making poetry a resource in the
business 'of 'life'as‘well‘as'in'its leisure, has something
the matter with it—or else the poetry is artificial ;’”*
poetry should be read and studied in every year of the
course. Wisdom should, to be sure, be exercised in the
choice. The narrative poem of stirring appeal is
the type for high-school students. (5) Because the
adolescent with his love of adventure and action, and
his supreme confidence in himself is peculiarly ready
to appreciate the Elizabethan epoch which bubbles
over with the spirit of youth, the age of Elizabeth as
reflected in the plays of the master dramatist of all
time should be viewed again and again throughout the
course. At least one of Shakespeare’s plays should
form a unit of study in each year of the high-school
literature course. (6) Because of the universal wor-
ship of the hero “writ large,” the big deeds of the
heroes of other days and lands recorded in the epics
of their native countries should be included: the Iliad,
the Odyssey, the Aeneid, and Bible stories, for instance.
(7) Because it is our business to establish and develop-
standards of taste, the classics must form the back-
bone of the course. Can we not. draw up a course of
reading and study based on these seven principles?

FOR FURTHER THOUGHT

1. Discuss the use of varied types in the literature class.

- 2. Name the principles of choice in selecting books for the
literature class.

3. Suggest a course based on these principles.
4. Suggest a literature program for the junior high school.

1. Democracy and Education, page 282.
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THE TEACHING OF LITERATURE

How shall we teach literature to our boys and girls
in both junior and senior high school so that the sub-
ject shall become of really vital moment to them?

As to ways and means, the use of the club idea and
the group method of coGperative work in solving prob-
lems as they arise from day to day are advised. “The
spirit of club life and the spirit of all composition and
literature work, wherever possible, must be social in
nature. ‘Having an audience’ is a stock phrase of
everyone interested in making composition and litera-
ture vital,” says Mr. Webster.* Pupils should always
read and talk to “an audience,” usually their class-
mates; and their audience should be a real, participat-
ing audience, following with the listening ear, never
with the eye on the text, and ever ready to comment,
criticize, and question. Extensive rather than intensive
study with as much work only in the text as is neces-
sary for intelligent reading should be made. Don’t
“worry the text,” as someone phrases it. There should

1. The English Leaflet, “‘Oral English,” January, 1918.

-
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be much reading in the modern as well as in the classic
writers; encouragementiof free and spontaneous ex-
pression of impressions gained from reading; variety
in the selections chosen for study, in order to kindle the
interest of all. Create “atmosphere” in the English
classroom by having: a choice collection of books and
current periodicals on the reading table for supple-
mentary work; a victrola for giving the pupils the
privilegé from time to time of hearing the living
voice in a famous lyric or noted oration; a lantern or
projectoscope for the projection of pictures as aids in
background study; and, if possible, movable chairs
and a raised platform so that at a moment’s notice the
place may be adapted to the presentation of im-
promptu dramatizations. If you cannot have these
things, make shift as well as you can through in-
tensified appeal to the pupil’s imagination.
Memorizing passages from the books read should
play an important part in any course in literature.
And accuracy in quotation and citation should be in-
sisted on. I quote on this point Miss Warner of Mt.
Holyoke College: ‘“Nothing develops literary tone
more swiftly than a sharp lookout for significant
phrases; and nothing gives greater value to literary
study than the <habit of retaining in memory or in
notebook these little characteristic scraps of artistic
language. Students should memorize more than they
do, and they are easily encouraged to commit to mem-
ory short sentences, striking epithets, and brief pas-
sages rich with meaning. A literary work is not ade-
quately read unless fragments of its language are
singing in their minds. Involuntary memorizing oc-
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curs more frequently with most people than they
guess until someone| suggests that they try to recall
a few of the author’s precise words; and the habit is
easily cultivated. One of the most interesting sets of
sentences for memorizing was chosen by a certain class
of sophomore boys who were studying Palmer’s:
Odyssey; and of all the notable sentences chosen, the
most immediately popular was the remark of the dis-
creet Telemachus, ‘One’s dinner at the proper time is
no bad thing!’”

The pupil’s interest and enthusiasm must be
aroused at the very outset of his literature course.
The inadvisability of beginning the course with a dif-
ficult selection is obvious, and for our purposes in the
junior high-school course all long stories, even such as
Ivanhoe and The Last of the Mohicans, come under
the classification, “difficult.”” Undoubtedly it is wiser
to begin the study with work on the short story. “To
arouse initial enthusiasm,” says Mr. Cunningham, “no
type of literature is more apt than the judiciously se-
lected short story; for it is rapid, direct, vivid, and
brief enough so that the lightly swerving attention
of the young pupil is neither tempted to stray nor be
lulled to sleep . . . . Again, the short story is
admirably adapted for practice in reading aloud in the
classroom. The vigor of the short story, the compact
style, the abundance of dialogue, the colloquial flow of
sentences, all aid in piquing and maintaining the in-
terest of the pupils and in furnishing a much more
varied test of power than the reading of an ordinary
essay or poem. With what naive delight, for example,
would pupils read one of Jacob’s sailor stories; with
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what apathy would they drone out The House of
the Seven, Gables-or-even The Idylls of the King.”

The short story offers an excellent field for dramati-
zation by the pupils, and we all know from experience
that there is no more potent device for socializing and
vitalizing literature than dramatization.

The short story makes a fine point of attack in our
literature classes. There should be another bridge
connecting our eighth and ninth years besides the
bridge of sighs. Why not, build that bridge of short
stories, as Mr. Cunningham suggests? The short story
is the form of literature with which our boys and girls
of today are most familiar. And their reading taste
should be trained so that they will learn to distinguish
between the mediocre, the really good, and the palpably
bad fiction, a mixture of which is served us every
month by magazines in good standing.

Indeed the short story is so peculiarly adapted to
arouse the interest of the student of secondary-school
age that we may go so far as to maintain that some-
thing should be done with this type in each of the
years of both the junior and the senior high-school
course in literature, preferably at the beginning of
each year’s work. Shakespeare and the short story
should be ever with us in our high-school study of
literature.

The short story is an excellent instrument for
kindling interest in the literature class if the study
is made a thoroughly social one. And the best method
of doing this is through cooperative class fiction. An
_ experiment of this kind can be made in any of the
years of high school, junior or senior. The results, of
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course, will vary with the maturity of the students,
but the interest| wilbbecthere wherever it is tried.

Such an experiment was made by Mary E. Jenness in
the Concord High School and described at length by
her in The English Leaflet for December, 1916, under
the title “Cobperative Fiction.” Her account is so full
of workable and dynamic suggestions that no apology
need be made for quoting it at length.

“The place to study the craft of story-making is
still where Jack London studied it—in the magazines.
Bring in your copy of the Century some Monday
morning and read the beginning of a Penrod adven-
ture. After the first three paragraphs, stop and jot
down on the board-the actual information given so
far; talk it over; call for a seven-minute written guess
as to the rest of the story. If necessary, read on fur-
ther, answer a question or two to start the game. After
half a dozen of their forecasts have been read, read
then the ending and give the class the rest of the
period to work out the whole story. They cannot
help learning something about the first two essentials
of story-writing—a crisp, packed beginning, and a
pointed close. . . . Penrod is a hardy perennial.
Almost anything might happen to him. What did
happen next? They all want to know, for to their
minds a really good writer should never slam the door
on a favorite character. There must be another in-
cident somewhere! They want to know what hap-
pened to Penrod, and to a limited extent some of them
do know. He is indigenous. Everybody knows him,
only most of us never tried taking notes on him be-
fore. Out of their first half-dozen suggestions, take
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the best as the assignment for the next day; they will
ferret their neighborhood for material.

“Penrod may have as many adventures as the class
wants. Only make it clear that the next hero will be
for them to choose. Perhaps a week from Monday
they are ready to bring books out of which a hero may
be bodily lifted for their purposes. Has anybody read
anything of Owen Johnson’s? Not the Tennessee
Shad! Bring him. Exit Penrod of the grimy grin.
Enter the Lank Intellect of Lawrenceville. Then, for
a guess, it will be one of Ralph Paine’s hard, clean
fighters, who ‘never knows when he is beaten.’

“So far this has all been coGperative thinking on the
commonest principles of story-writing. When they
are ready for more, announce the first meeting of the
Coobperative Fiction Club. Elect—not appoint—a
committee on plots and a critic committee. Tomor-
row all the stories ‘will be handed to this committee
before the school. The committee will consult at once,
and bring the best three to read to the class, which will
then vote which one it wants to continue. The critic
committee may change weekly if you will, but the
story will have to be restrained or it will go on for-
ever. The epic instinct has awakened. Remember
there were twelve labors of Hercules, twenty-four
books of the Iliad.

“If the scheme gets this far, anythmg will work. A
story from your college monthly, a clever cartoon,
even a bulletin heading will suffice to start cerebratlon
in the plot committee.

“Cooperative fiction in the classroom rests soundly
on normal pleasure of high-school age; pupils of aver-
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age ability do like to pool their findings, to follow a
moving goaly /to |addtheirrone word more to adven-
ture together, to find themselves. The test of the
method is that the best pupils rapidly outgrow it, but
at least the school has insisted that they share their
gifts and make definite contribution. And so shall
the duller ones—they who make up in the classroom
full nine and twenty of any company—gain their due
glory of self-expression by continuing their variations
of a common theme, down the road to a communal
Canterbury.”

An all-important subject of study in every literature
course should be the book. And this study should
come early in the junior high-school course. Pupils
should be taught from first to last in their literature
courses to respect and reverence the book, the ma-
terial basis of their course in literature, the only
medium through which they can commune with the
great minds of the past, or can learn the thoughts of
men and women of their own time that are worth
recording in permanent form. The teacher might
start this study by a short talk on the evolution of
the book, designed to kindle the pupil’s interest in the
subject so that special reports shall be forthcoming
on such topics as The Material Shape of Literature
Before the Invention of Printing; The Influence of the
Invention of Printing on Literature; The Book from
Caxton’s ‘Press; The Modern Printing Press; The
Making of a Book Today.

A reproduction of the series of mural pamtmgs on
“The Evolution of the Book” in the Library of Con-
gress at Washington is given in the Handbook of the
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Library. A pupil might obtain one of these books and
make/the/ pictures reférred to the basis for another
special report.

Then definite study should be made of the make-up
of a book as it comes from the press today, of its
parts, title page, table of contents, index, and the pur-
pose of each part. Each pupil should be required to
know the exact title and the names of the author and
publisher of every book he studies or reads; and ac-
curacy should be insisted upon in each detail. Pupils
should be led to appreciate the significance of the
manufactured product, the book, and to handle with
care their own books.

They should certainly be taught how to use-books in
their supplementary work and how to quote from
books and articles in their special topic and debate
work.

Successful teaching, no matter what the subject,
places responsibility upon the pupils. Why does the
overburdened teacher insist on carrying the responsi-
bility of the result of his teaching as well as the
process? That burden should rest on the shoulders of
the students. We all have moments of depression
caused by the indifference of the class reaction. From
the following scheme adopted by a teacher at just
such a moment in her teaching experience, some of us
may catch the gleam. This is what-she writes in The
English Leaflet :

“ ‘Tomorrow we’ll take three hundred more lines in
Comus, but I’'m not going to question you—you’re to
question each other. One of you will be called up to
read a passage, and after the reading, the rest of you
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are to ask such questions as will bring out the mean-
ing of the passage as@ whole and the meaning of the
separate words and phrases in particular. Be able to
explain the allusions, of course; but don’t forget such
questions as these: Does Comus really change his
costume? Or is the change supposedly wrought by a
supernatural means? And each of you, because you
may be the reader—and hence the teacher—will have.
to master all these varied details. Write out your
questions for this first day at least—perhaps we shall
not do that tomorrow. And remember it’s just as
much your business as a non-reader to ask these ques-
tions as it is ycur business as a reader to answer
questions.

“Next day everyone was on the qui vive. Paul
Briton came before the class and read the first desig-
nated passage, while the rest of the members sat eager,
with closed books, gathering new ideas from Briton’s
sympathetic interpretation and storing up the ques-
tions which they were to fling forth when time for the
assault arrived. The assault began the moment the
reader came to the end. Almost simultaneously the
class arose, and at once Briton—standing erect before
his mates—called upon Leonard, who put his question,
which was promptly answered. Immediately Briton
called upon someone else. He answered the question
put to him, and at once called upon a third student.
And thus he stood answering the various questions
that assailed him. Some he disposed of with a single
word; others required fuller explanation. One he
could not answer, but he got the information from a
volunteer. No one lagged. Everyone said his say.
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‘Naturally there were some disagreements, but these
were quickly'settled——generally without the teacher’s
interference.

“Always, however, the sensitive teacher knows when
to step into the breach, when to interpose the right
word, when to quit hearing a recitation and to do con-
structive teaching.

“The device we have outlined is based upon the
soundest of pedagogical principles— develop the pupil
by giving him responsibility. Under the workings of
the device no one knew when he would be called upon
to be the teacher and answer the fusillade of varied
questions. There was then no escape. Nor was there
escape as a questioner either—for sins of omission
were easily noted and quickly chalked. Not many stu-
dents will shrink from responsibility when such re-
sponsibility is wisely imposed and where failure brings
immediate exposure. In dealing with corporations we
have learned that personal responsibiity and publicity
lessen graft; in education we may learn that they
lessen idleness and languorous dawdling.” An inter-
esting scheme, and one well worth trying, to be sure.

Another rather unique experiment in vitalizing high-
school literature is recorded by Miss Warner in The
English Leaflet for November, 1917.

“It was suggested by a discussion in a class of high-
school boys studying Macbeth. ‘There’s no art to find
the mind’s construction in the face.’ ‘Isn’t there?
they inquired. One boy insisted that even in a photo-
graph one could guess at general social distinctions,
traits, and the professional standing of the subject.
_ Regardless of counter arguments, both as to this point
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and the proper interpretation of Duncan’s statement,
a committee’'was'at’/once 'appointed to collect a set of
striking faces photographed clearly, and to submit
them to the class for study. We made this the basis
of the theme for the week. Many of the pictures were
found in the magazines and in the brown picture sup-
plements of the New York papers. The committee an-
nounced that in its collection were the following types
of people: a great business man, a duchess, a minis-
ter, a professional crook, a college president, an ex-
plorer, a noted criminal, a baseball celebrity, a news-
paper man, an English peer, and artists and workers
of all descriptions. Each member of the class was in
honor bound to select a subject whom he did not
recognize, and to write his most detailed analysis for
the next day’s theme. The design of the character
readings was not so much to guess the profession of
the person under speculation as to disclose whatever
traits were suggested by the face, and to reflect the
personal impression produced by it. Free consultation
with friends was allowable, so long as the persons con-
sulted did not know too much. Next day the themes
and pictures were examined in class with an open dis-
cussion of each analysis before the identity of the
photograph was disclosed.

" “The same experiment was tried later with pictures
brought in by various students who wanted to test
‘the results with faces of more noted people, still un-
known to many in the class. Certain of the pictures
were' of Forbes-Robertson, Tagore, Mrs. Browning,
Jane Addams, Marshall Field, Bronson Alcott, Dr.
Seelye, Daniel Webster, Irvin Cobb, Whistler’s Car-
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lyle, James Whitcomb Riley, and Alexander’s portrait
of WaltyWhitman,| Thisdast mentioned was included
until it appeared that Walt was being regularly or-
dained into the ministry, whereupon I took the liberty
of substituting Dr. Lyman Abbott as a more conven-
tional representative of the cloth. After various ex-
periments in different classes it became clear that the
ideal selection should comprise mainly those people
whose biographies are available, as the discussions sent
many to the library to hunt up their favorite charac-
ters either in Who’s Who or in their own works. One
boy read Stevenson’s life and letters and many of his
writings in an attempt to support a conviction that
Stevenson’s face had all the traits of a somewhat
stagy but deep-dyed villain’s. Finally he brought to
class that wistful paragraph in The Inland Voyage
where R. L. S. asks why it is that all officials at every
port on his travels take him invariably for a suspicious
character, and cast him into noisome dungeons as a
spy, or at least a refugee from justice. Shakespeare,
it seemed, was right about some minds’ construction,
after all.” '
If we can get our pupils to realize that literature is
as Mr. Smith puts it: “A new pair of eyes—dozens of
pairs—with which to see things you never dreamed
of, and what is still better perhaps, to see things dif-
ferently,” then surely we shall have achieved our pur-
pose. For what mortal does not want to see more
of life and things? Surely not the youth of today.
Perhaps indeed the use of this “new” pair of eyes or
these dozens of pairs would bring about reform in the
use of his original pair. Through appreciating litera-
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ture he might become more observant of the life about
him, might'indeed see’ things'steadily and see them
whole, not piecemeal, but in their true relations.

Dramatization of scenes from the classics read and
studied and imitation of an author’s method here and
there along the road as means of vitalizing the work of
the literature class are treated separately under their
respective headings.

FOR FURTHER THOUGHT

1. Disecuss the literature class as an English club.

2. Discuss the avocational aim in the teaching of literature.

3. Discuss dramatization as an aid in the teaching of litera-
ture.

4. Plan a laboratory course for the literature class.

5. Should the course in literature for the business high school
be the same as for the academic high school? Give reasons.

6. How should the literature course for a rural high school
differ from that of a city high school?

7. Discuss at least two ways of testing the appreciation in the
literature class.

8. Discuss the literature program for the jumior high school
as to (1) aims, (2) methods of teaching.
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THE PROBLEM OF READING

The chief and basic purpose of teaching reading is
to give the child a tool for work. This tool or in-
strument is the most important one for use in the
whole educative process. Develop in the child, first,
" ease and facility in reading. And for our purpose here
the definition of the activity we call reading is getting
the thought from the printed page. As long as this
thought-getting process is labored there can be no
joy in reading. As it becomes easier and easier
through constant practice, the desire will gradually be
aroused for more reading. If we can arouse in him the
desire to read further in all lines of his school activ-
ities, he will practically be able to educate himself.

The relation of grammar to reading is not often
dwelt upon. Always the relation between grammar
and composition is noted. Grammar helps the child
to express his thoughts, it is said, but what about
reading and grammar? Grammar properly taught,
from the point of view of function, is a great aid in
helping the pupil to get the thought from the printed
page. One writer has recently summed up the prob-
lem of English in the junior high school as the prob-
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lem of reading. Teach our children how to read—how
to get the'author’s‘thought~—and then you may have
little to do in teaching them how to study. Hence, let
us summon to our side all the aids possible in teaching
this fundamental of the curriculum. Reading writ
large throughout!

“The values to be derived from the reading and
study of literature [Mr. Hosic tells us] are of three
kinds, namely: training, recreation, and socialization.
By reading poetry, plays, novels, and essays boys and
girls should learn how to read them. This means the
formation of a number of important habits, such as
that of inquiring continually as to the purpose which
the author is serving, that of observing the structure
he employs, that of exercising the imagination, and
that of reflecting upon the significance of words and
events. Such training will necessarily yield several
worthy by-products, among which are increased fa-
cility in speech and writing, and an accumulation of
more or less miscellaneous knowledge.

“The second value, that of recreation, is a legitimate
aim of school work, for life is made up of leisure and
labor, often labor that there may be leisure, though
the implication that labor must needs be repugnant
is unwarranted. Turning to good books for enjoy-
ment is a habit formed by enjoyable—not effortless—
reading. Whether this enjoyment can involve the per-
ception of technical skill depends upon the maturity
and experience of the reader. Pupils from twelve to
sixteen should not be expected to have much power of
critical appreciation. Nevertheless, they should be
developing informally standards of taste.
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“The third value mentioned, that of socialization,
requires’ ‘delicate -discrimination. It may easily be
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