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XL 2 PREFACE.

This thesis is the result of some of the author's attempts to
solve a problem on which he has been working, Loth as teécher and student,
for several years. He long ago reached the belief that English Composition
as & school study has greater possibilities for arousing the interest of
the student and for developing power in thought organization, than any other
Subject. But he has been confronted with what the majority of competent
high school teachers assert to be the facts in the case, namely: that, in
the entire high school curriculum, English Composition is the subject most
detested by the students; that it is the worst taught subject in the curric-
ulum; that, in proportion to its possibilities, its actual results, as seen
by both teachers end students, are generally less than those of any other
subject. His problem has been that of trying to realize in practice the pos-
sibilities of the subject, which are so manifest in theory.

For several years, his efforts producéd hardly eny favorable re-
sults, but a course in the Philosophy of Education iinder Professor J. H. Counr-
sault of the Teachers College Faculty, promised more light. He there obtain-
ed some ideas which stimulated him to attack the problem afresh. This thesis
is the history of this new effort. He makes no claim to having originated the
general theories of such investigations, but has merely applied to the par-
ticular field of composition, some principles which he obtained originally
from Professor Coursault. To the latter, accordingly, is due much of the
credit for whatever of ¥walue there may be in this thesis.

The original theory, while not modified in any of its essentials,
has been given a much clearer setting because of assistance received by the
author from Professors Fairchild, Charters and Meriem of the Teachers College
Faculty. Professor Fatrchild in particular was of great assistance in sug-
gesting the commonssense method of developing rhetoricel orincipnles, as given

in Chapter II, Section 4. Qf‘%f}{}f}
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CHAPTER ONE

TH ILD OF THE THEORY

Introductory.

Composition, in the sense of meaning the organization and ex=-
pression in language of one's thoughts, was an important activity of
man at a very early time,fbr the reason that it was necessary to him in
_ his struggle for existence; indeed, without it he could scercely have out-
distanced the other animals against whom he had to contend. It arose
long before there were any schools and it would ha#e continued and prob-
ably have improved greatly if they had never come into existence. 80 when
schools did arise, it was very natural for man to introduce into them
some form of study which should represent the valuable composition ex-
perience he had accumulated in previous times. The need for the composi-
tion activity has increased with man's progress and consequently he has
ever found more and more need for keeping a corresponding subject in his
school curriculum, until now fnis branch is one of our most important
school studies. If this study in our schools at the present time is to
represent truly the experience for which it stends, it must conform to
the basic principles underlying that experience and any true method of
teaching the subject must take these principles into aceount. Our first
task is accordingly to discover if possible these principles.

But in the effort to find them, it must be remembered that com=-
position as a school study has been in existence a.great length of time

so that the school work in it has in all probability been perverted from
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its original aim and the principles consequently much obscured. Ac-
cordingly an examination of present school work in composition with a
view to finding these principles would be a very difficult undertaking
and would by no means insure correct results. Under these circumstances,
it is well to remember that "Nature is our best psychologist" and to go
to her to find these principles in their true and simplest form.

We cannot, hwoever, go back to human experience hefore there were
schools as this would be almost wholly conjecture, but we can find com-
position going on to-day'apparently wholly free from school influences,
in much the same way as it must have gone on before schools came into
existence. An examination of such.composition work to-day will take the
place of a study of the earlier experience. Again, if we go back in the
history of composition work in the schools, the nearer we can approach
its introduction into them, the simpler and more natural the work is
and consequently we can find the basic principles there more easily.

We also know that composition is only one study in school and that the
learning of it is only one phase of the procedure by which we learn any-
thing. Any true method of teaching the study muét then conform to the
prineciples underlying the learning process,- the process by which we
learn anything. We can find abundant material for a study of the nature
of this process in any of our every day experiences.

The first part of this paper, then, will deal with the effort to
find the basic principles underlying composition as a valuable exper-
ience, worthy of being introduced into the school, by exeminingg first,
composition work outside the school; secondly, composition work in the
schools in earlier times; and thirdly, the nature of the learning oro-

cess. Let us now take up the first of these divisions.
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S omposgition Qu de th hoole.

Before beginning the discussion proper, it will be well to state
that in this paper composition is used to mean the mental bringing to-
gether or co-ordination of images as in nerration and description, or
of ideas as in exposition and argument, and the expression in language
of these relations, usually to others. The composer discovers what
are for him new relations between images or ideas and tries to express
these relations by means of oral or written language, nearly always
with the purpose of giving others the henefit of his discovery by get-
ting them to apprehend these relations also.

But simply finding out what composition is, does not give us an
adequate conception of its nature,- we cannot say we understand it fully
unless we can determine the conditions under which it will occur. Let
us, then, invesﬁigate the conditions under which the composition act
normally takes place in life outside the school. It is at once evident
that it will occur in two forms, oral and written.

It would be very easy to make conjectures regarding the actual
occurrence of oral composition outside the school, but such a procedure
is not scientific and consequently not conducive to good results. In
this investigation®the author observed carefully the conversation of
Teachers College High School students at different times when they d4did
not know they were being observed, when they were free to talk as they
would outside of school, and studied their apparent motives in such
conversation. After a number of observations, records of which were
kept, the conclusions given later on were drawn. But in order to make
these conclusions clear, the record of one such conversation as held by

students in the high school office, is given. Most of the students were

getting ready for a history lesson, and were, as usual, free to enter
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where-upon he presented several reasons for being granted the special
privilege and secured it. .

25. A new boy came in response to a bulletin board notice, to explain to
the principal why he had not been present at a composition conference.
His explanation was not satisfactory and he was told this. He then tried
to patch up his excuses, but was not successful. He next withdrew to a
corner and asked another student in the same class some question about
the matter. This student had previously had some trouble for missing a
conference, so0 he explained the matter to the second one and apparent-
1y enjoyed having company in his misfortune.

26, During all this time three students who did not care to talk had
been off in corners intent on their books. As the hour for the history
class drew near, more of the students quieted down and read their les-
sons silently.

27. A boy asked where fo find a reference book; another told him.

28. A notoriously lazy boy asked several students about the length
and worth of several history references, implying that he intended to
read only the shortest one, which he did, as soon as he received the
desired information.

29. Discussion as to the meaning of certain references that had been
given rather vaguely. As soon as the matter was cleared up, silence
ensued for some time.

30% A boy who needed a ruler to plot a graph for his algebra work, ask-
ed various people where to find one, until he had exhausted all possible
gources of information.

3l. Discussion as to the merit of a certain teacher, between two boys:
c:ntinged until both agreed that she asked too many questions, when it
stopped. ‘

32. After considerable quiet, whispering arose. It could not be heard
v:iy well, but was evidently about where to find certain history inform-
ation.

33+ The boy who could not persuade the other to leave before, now left
without trying the other again.

34. Another boy persuaded a comrade to leave for the history class
with him.

h?s. One boy asked where to put certein library books and another told
M.

36. A new girl arrived, but not being in the same class with the others
said nothing.

37. After a period of quiet for some time, the bell for classes rang.

This record then will be used to illustrate the author's conclusge—
ions regarding the occurrence of oral composition outside the school,
conclusions which, it must be emphasized, were by no means obtained from
this record alone. The paragraphs corresponding to each condition are
indicated by numbers. These conclusions are that oral composition takes
place outside the school when the composer desiresg:

A. oduce othe
l. By controlling them for his own ends.

(a) so that they may act as he wishes.
6=9=10=~14~16=17=18w23=24-25«34
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1. By controlling them for his own ends. (Continued).

(b) So that they may give him information.
1-2-4-5-6~7=3-9=10~12-13~17=20=21=22=24=25=27 ~
28-29-30=~31=~32=35.

2. By satisfying them as regards the demands they make on him.
1-2-4-5-6-7<8-9=12<13=15-18=19=20=21=22=25=~27 -28~20=
30-31-32-35.

3. By giving them pleasure or some other desirable emotion.
3=9-11-12-15=~19=-21.

4. By glving them useful informetion etc. so as to influence

them for their own good.
12.

B.To please himself by composition.
l. By affording himself mental relief.

17-25 °
2. By using his own powers or by expressing himself as the
artist doese.
3e
3. By pleasing others.

It is not claimed that this is an exhaustive analysis of the con=-
ditions, or that the numbers cited give any exact proportion for the
motives in each case, but this record is typical of the general conditions
under which oral composition takes place in high school students outside
the school, so far as the author has been able to discover. It 1is well,
however, at this point to note the great frequency of the occurrence
of the first three motives in A and the comparative infrequence of those
in B.

‘The matter of determining the conditions for the occurrence of
written composition outside the school is not so easily attended to. The
testimony of high school students on things outside the range of the
teacher's observation is apt to be rather untrustworthy as there is no
check on it, but careful inquiry among the students with the best checks
available, has resulted in the conclusion that the conditions are much
the same as those necessary for oral composition, particularly those
given in A. These give rise almost exclusively to the different kinds of
letters the student has occasion to write. Under the influence of the

&
motives mentioned in JB. he does,little written composition in the
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form of the diary and sometimes we find students who compose stories and
poetry apparently for the pure pleasure of doing so, but such.cases are
rare. It should be noted that there is one condition under which the
student writes'outside the school that does not apply to oral work, and
that is when he wishes to put something down in permanent form to serve
as a reminder later on, in a note-book for example; this, however, is not
what we ordinarily mean by composition.

To sum up, then, composition in 1life outside the school takes place
when the composer wishes to produce some effect upon others or to please
himself by giving expression in language to new co-ordinations of ideas
or images. Part of the pleasure he creates for himself is due to the
effect he produces on others, consequently the main motive in composition
work in ordinary life is the desire to produce some effect uvon others.
In this connection it is well to emphasize some facts that are often ovéra
lovked by composition teachers, but which will be immediately apparent
after reference to the record or to every day life outside the school.
In'general we do not purposely tell jokes or stories, give descriptions
or information, or present argumenté to people who know them as well as
we do; that is, we do not compose unless there is some difference in
intellectual or emotional level between us and our audience. Again, we
take'great pains to work up our old stories, jokes, stc. for new acquainte=
ances; that is, we do our best composition work for those to whom we
think our co-ordinations of ideas or images are entirely new.

Any inquiry into composition work outside the school, would not
yield much fruit for teaching purposes, unless, in addition to determin-
ing the conditions under which the act of composition took place, it
would also determine the conditions under which it 1is improved. We

shall accordingly now consider this second phase of the matter. This
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is a much easier problem than the other for, while it is difficult to
see what causes a certain act of composition, after it 1s once started, it
is very easy to view it objectively and see when it is improved. We do
not need to take down much data for this but can readily formulate the
principles by a little thought.

In this connection it is well to remember what is a mere common=-
place, that we do not as a rule tamper with things that are satisfactory.
It is thus with composition; so long as the composer is successful in pro-
ducing the desired effect on others or in pleasing himself adequately, he
does not try to improve in expression, and consequently not in the origi-
nal.organizatioﬁ of thought back of the expression. It is only when he
fails in these lines that he tries to improve in them; this is very well
illustrated in paragraphs 23, 24, 25 of the record on pagés six and seven,
where the students after failing in their efforts, try to remedy the mate
ter by improving the expression of their thoughts. It will accordingly
simplify the ‘matter if we try to discover the conditions under which a
composer fails in his expression.

in the first place if he has only a hazy notion of what he is try-
ing to do, that is, if he does not apprehend clearly the precise effect
he is trying to produce on others or the precise pleasure he is trying
to give himself, he cannot of course aim straight‘at his goal and so will
likely miss it. Also he may realize clearly what he is trying to do, and
yet not be fully alive to the value of it so that he fails to put forth
his best efforts and does not do what he is perfectly capable of doing.
Again)it may be that in imitating others or in the exuberance of hope, etec,
he has unconsciously set up for himself an i1deal of expression far beyond
his present powers of expression, in which case he is of course sure to
fail. -

But in all of these the failure to attain a strongly desired ideal

of expression is the determining factor. So long as the composer is
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successful in his effofts at expression, he has no occasion to consider
the process, his'attention beihg wholly centered on his ends. But if
he is unsuccessful, his attention is naturally directed to improving the
process. He will not, however, attempt to improve this process unless
he desires very strongly to attain his ideal of expression and so is
willing to make the effort again. In a great many cases we see the com-
poser, although he knows he has failed, content to let things go rather
than make a harder second effort.

Up to this point, while we have been investigating the conditions
under which composition occurs and is improved in life outside the school,
we have dealt with a comparatively $#all number of individual cases.

Let us now pursue the inquiry in a still broader field, in the field of
composition in the school where we are concerned with the composition ex=-
perience of the countless millions of individuals who have lived in

the past.

[o) . t

Oomposition, like any other branch of the curriculum, is a con-
densed mass of valuable experiences to which the student is to be intro-
duced. Its specific function is to enable him, as far as possible, to
develop his powers of expression in language and improve in their use
80 that he will produce satisracfory effects upon others and also please
himself more adequately. We shall now try by an examination of these
experiences to find the conditions under which the individual composes and
improves in his expression. But we must again recall the fact that com-
position has been taught for ages so that the underlying principles as
they appear in the study to-day are much obscured. Accordingly, let us
go back to the earlier periods of the teaching of the subject in order
that we may find the principles in a simpler and less distorted form.

The origin of rhetorié, or what is the same thing, the introduction
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b
of the study of composition into the schools, is involved #H obscurity

and it is not worth our while to spend any time in mere conjecture. We
do, however, have a tradition of its origin which, while of course it is
of no value as a proof, does harmonize with what we should naturally ex-
pect to have been the case, and what is more to the point, with later
historical occurrences that are known to be authentic. Let us then ex-
amine this tradition, not as a true account of any real event, but merely
as an illustration of the underlying principles of the event as it prob-
ably did occur.

According to most of the treatises on rhetoriec, the story runs
that after the expulsion of the tyrants from Syracuse about 460 B.C. a
multitude of democrats arose to claim property of which either they or
their ancestors had been dispossessed. Under the deomeratic administrate
ion each man had to present to the court his claims in person, and as in
most cases there were a number of conflicting claims, the man who could
best present his claim, won. In this situation Corax is represented as
conceiving the idea of devising rules to help'these claimants and so in-
stituting the art of rhetoric. It will be noticed that this account il=
lustrates the principle that only when men failed to produce by language
the desired effect on others, did they feel the need of improving their
composition.

Coming on down now to authentic history, however the art may have
originated, the advantage of using the principles of Corax was seen and we
know that the sophists soon applied them to expression in every sphere of
life. Then literary men began to employ them to please themselves as well
as their audiences better. All the improvements in rhetorie since have
taken place in the same way, coming largely for the reason that men have
found themselves in situations where they have been required to produce

new effects by language. Consequently they have failed when using the
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old methods of expression and so have turned their attention to im-

proving the old methods or to originating new ones. For instance men
studied composition at Pirst that they might better persuade others;
during the middle ages that they might be more successful in church dis-
putations; and after the invention of printing mainly that they might be
more proficient in all the forms of written composition. But the essen-
tial fact stands out clearly that men improved in composition only when
they failed to produce by language the desired effect on others or to
please themselves adequately and so reit a need for improving their pro-
cesses of composition. Whiech fact, it will be recalled, confirms our
conclusion from the discussion in section }].

But to edntinue, if composition as a study is a racial experience
that is of use in enabling the student better Fo fit himself for his
present environment, it is evident that he will work up best to the pre-
sent situation by a thorough realization of the essentials of this ex-
perience. This does not mean that he will have to follow the course of the
race as the culture-epoch theorists hold, but that it will be best for
him to relive in his own consciousness typical composition experiences
that others have had and found to be valuable. lIr he is to get the full
benefit of these experiences, it is advisable for him to undergo them in
a natural way,- in other words, just as former individuals underwent them.
If he is to realize himself fully now in the field of éomposition, there
should be an identity of the essentials in his own experience with those
in the experiences of former individuals; in short, if he is to improve
in his composition, he should first fail to produce the desired effect on
others or to please himself adequately.

From the foregoing considerations of the principles underlying come
position, on the one hand as an activity outside the school and on the
other as a part of the curriculum, let us now turn our attention to the

way in which the student's natural activity that he brings with him to
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to school is utilized in introducing him to the curriculum.,

Section 3. The Nature of the Learning Process.

If men are to live and make any progress, it is very necessary for
them to acquire valuable experience  and information,whether they go to
school or not, We @we see them all the time acquiring such experience and
information outside the school, and as the emphasis here is on the value
of these things for life and not on the means of ob£aining them, we may
call this way of acquiring them the 'lxge-process". But in school, al=-
though $he endd are the & same as in life outside, the emphasis is for the
time being on the method of acquiring the experience and informetion
and so we may dosignate this way of acquiring them by the name of the
"learning process". Composition is only one branch of the curriculwm so
it is evident that the principles involved in its pursuit must comform
to those upon which the learning process depends. Let us then endéator
to find these latter, beginning with an ® examination of the life process.,

If we analyze any act of life by which we acquire new experience,
that is, any act to which we consciously attend, we shall find that there
are three distinct phases in its ocourrence. First, the individual 1is
in a present situatlon that for some reason is not satisfactory tb hime
He in some way projects or creates in imagination for himself an ideal
situation that promises to be more satisfactory to him. He uses thought
as a bridge to reach this ideal, that is, he thinks of ways of putting
himself into the ideal situation. If he believes he has hit upén the
right means,he probably tries it. If successful he ceases to think of
this problem; if not successful, he tries out in thought other ways of
attaining the ideal until he gets one he thinks may work, when he tries
it as before.

Let us take an bllustration from an experience familiar to nearly

every writer. A person is using a fountain pen, yet so long as it
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oontinue% to write easily, he gives.it no more thought than he does the
motion of his hand; it is entirely outside his field of consciousness,
But let the ink stop rumning, and his attention is at once directed to
the pen; he 1s‘in a highly unsatisfactory present situation., He of
course wi%hes to continue writing and this is.his ideal situation., Ac-
cordingly he proceeds fo try oub in thought various means of attaining
the ideal, in other words, of making the pen work, He first thinks of
what may cause the stoppage of the ink, problbly considering that it is
dye either to his héving used all the ink up, or to some temporary ob-
atgpotion in the pen's feedf He does not recall that the pen has flow-
ed very freely lately so is inclined to think it is the latter cause and
a shake of the pen which forces a drop of ink out, confirms him in this
belief, He now thinks of ways of removing this obstruction, considering
whether the forcing out of more ink will be likely to remedy the matter
or whether &k it will be necessary to take the pen to pieces and clean it
thomoughly. He tries the former as it is tﬂe easier, but it does not
work and so he tries the other. This plan works and he now reaches his
ideal of writing with a pen that does not require his attention. He has
‘acquired en experience that is invaluable for just such troubles with
fountain pens in the future, one that will enable him to solve the prob-
lem more easily and quickly another time, 1Imsall of this the points to
be emphasized are that he is in a present unsatisfactory situation; he
projects an ideal situatlion; he attempts to reach ithe latter by thinking
out and then trying various means of control, It is thus with all our
other éctions in conscious life.

coming on down now to the learning process as simply a phase of
the l1life process, we find that the learner in school is placed in an
unsatisfactory situation; he is led to form an ideal situation that

promises to be more satisfactory for' his purposes; he is led to try out
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in thought various means of reaching it until he decides upon one that
is likely to prove satisfactory, in which case he tries it in practice
and reaches the ideal situation, else tries another. The teacher in
school sees that the whole process takes place within the field of the
curricﬁlum, 80 that the étudent will in thie way re-live and thus ac-
quire the Waluable experiences for which the curriculum stands. For
example, a teacher wishes a student to learn how to spell the word
'conhgbl'. Accordingly,after getting him to the point where he tries to
use this word, the teacher then makes him dissatisfied with his present
spelling of the word. He is induced to desire to spell it correctly,
this is his ideal situation. He then thinks of various ways of find-
ing out how to spell it, finally deeciding to look it up in his diction-
ary because this is the shortest and surest way. Thus he determines his
means of control and changes from a present unsatisBactory to a satis-
factory situation as regards the spelling of this partiocular word. The
teacher has only utilized the life process in having the student learn
one selected bit of valuable information.

As we have now finished our threefold inquiry into the nature of
the basie principles of oompositlon as an experience worthy of being
introduced into the school, we are in a position to formulate the essen=-
tials of a true method of teaching the subjectf'true because it conforms
to the nature of the basic principles.

Section 4. The Theory Formulated,

Any method of teaching compesition must of course provide for ime
proving the process, but it is at once obvioue that, before we can make
any improvement in composition, we must have the act of it going on;
consequently the first thing to do 1s to get the student to composing,

If we remember the treatment of the conditions under which composition
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naturally occurs, we shall recall that it takes place when the composer

deéires to use language to produce some effect on others or to please
himself, consequently any correct method of teaching it must provide
for placing the student in such a situation that he will naturally de-
sire to compose in order that he may influence others or please himself,
Weo shall thus get a process and it will then be time enough to speak of
ways of bettering it.

3; consldering means for improving the process, it must be remem-
bered that, as long as & person's composition produces the desired ef=-
fect on others, or pleases himself adequately, it is satisfactory to

)
it must be brought to the composer's mind in such a way that he will not

him and so remains unnoticed. If then/this process is to be improved,

be satisfied with its results, so that aw he will attend to it and be ready
to consider ways of improving it, The correct method of teaching the
subject then must provide for placing the student in such a situation
after he has composed, that he will realize very clearly that he is not
producing the desired effect on others or is not pleasing himself ade=-
quately. This, it will be recalled, is according to the natural way.

If to realize that we were wrong were sufficient to make us
do right, few of us would do wrong§ in the same way, if to real;ze that
we were not producing satisfactory results by 31; composition were suf-
fioient to insure correcting it, there would be very little inefficient
composition work, But we know that ihe one is not true and it is the
game way with the other, The student nearly all the time admits that he
has not produced the desired effect on others or pleased himselfl ade=-
‘quately, but this in itself makes his composition work no better in the |
future. Any correct method of teaching the subject sk must provide for

the creation of an ideal that will be so strongly desired that the student
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cannot rest until he has tried to attain it, He must be induced to set
up for himself a higher ideal in composition and brought to desire it
so strongly that he will not be content until he has tried to reach this
ideal in a new composition effort,

It may be, however, in some few cases that the pupil reaches his
ideal of expression and is perfectly satisfied. If this is the case, the
ways of expression will not be attended to, as we have shown and he
will mﬁke no improvement the next time, In such cases, the method of
teaching must provide in some way for showing such a pupil that there
are better ways of expression than he has used e#éhker although the ones
he employed have been satisfactory to him, In thie way he may be led to be
unsatisfied eventually with his expression although at first he was
pleased with it. As soon as he realizes that he is not satisfied with
his composition, the method may proceed as before.

It would be of little avail to get a student to composing, to
make him ﬁ%g;tiefied with his work, and to induce him to project a
strongly desired ideal, unless ‘some means of attaining this ideal were
shown him, Consequently it remains to state that the true method of
teaching composition must provide for leading the student to attain
his ideal of expression, using of course first his own resources which
he may have overlooked or not used properly at first, and secondly those
new ones to which the teacher may direct him,

Having now stated in a somewhat scattered way the essentials of
the ocorrect method of teaching in accordance with the basic principles
of the process of composition, let us now gather up these essentials
and state them more clearly. Accordingly, in the light of our previous
discussion we may conclude that the true methpd of teachiﬂg composition
should:

A, COreate in the pupil the desire £or composition by placing him

in a situation where he will strong‘%fdesire to use language
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(a) To produce some effect on others,
(b) To please himself,
B. Place him in a difficulty as regards the effectiveness
of his composition by making him realize clearly that
he is not
(a) Producing the desired effect on others.
(o) Pleasing himself adequately,
C. 1Induce in him the formétion of a highly desired ideal
of composition
(a) When he already knows he is not producing the
desired effect or pleasing himself adequately.
(b) When he is satisfied as regardes these things,in
this case he must be shown a higher ideal and
induced to desire it strongly,
D. Lead the pupil to solve his difficulty, or to attain his
ideal, by using: .
(a) His own resources.
(b) other resources to which the teacher directs him.

In this method it must be emphasized that the ideal of composi-
tion gets ite vitality from the original purpose of the composer. If
he is made to realize keenly his failure to compose successfully where
success is vitally connected with his most intense interests, he will
not easily be checked until he attains the ideal of expression. But
if he is set to composing under such conditions that he has only a per-
functory interest in the end to be gained by the process and consequente
ly really does not care if he is unsuccessful in his expression, he may
even fail to form any definite ideal at all. He must therefore be set
to composing on matters in which he is vitally interested, he must have

a very definite purpose that can be accomplished only through composition

the process must be started under a full head of steam,
This concludes the bullding of the theory and we are now ready to

take up the next chapter which deals with the theory of practice.
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CHAPTER TwWO.
THE ~ THEORY 1IN PRACTICE.
Introductory.

This chapter deals with the author's experiments in putting the
theory into practice in the Teachers College High School® of the Univerd#i-
ty of Missouri during 1907-8. The author had full charge of the Rheﬁoric
and Oomposition course which is known in the school as "English II". This
course is required of all students in the high school who wish to prepare
for entrance to the University, unless they give very satisfactory evi-
dence of having had the full equivalent of the work elsewhere. There were
in the class during the year a totair of sixty-five students, distributed
in. three sections, Section I being taught by thé author and the other two

sections by practice teachers. For further information concerning the gen

eral nature of the course and for complete details regarding the personnel
of Sectidn,I; the reader is referred to appendices 4 and B respectively.
The accounts deal with the work of all.three sections, but mainly with
that of Section I. Whenever the word feacher is used in this chapter, the
author is meant uniess otherwise gspecified.

In these descriptionsxof the experiments the author has taken great
pains to give theAfacts as they actqally occurred, in a plain, unvarnished
form and to avoid inJecting any personal opinions into the accounts . He
firmly believes ﬁhat‘the desériptions represent failgy well what any
careful and impartial observer would have been likely to record.

The chapter follows the general plan of the outline of the essential

principles of & true method of teacéhing composition as given on pages Sev-

# This school is the Practice School for high school teachers in the
Teachers Ooquge of the University of Missouri.
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enteen and eighteen, the sections corresponding to the main divisions
there. In additionjthere is a section illustrating the way the whole

theory was applied to the teaching of descriptions

i | . atio the Student of esi or_ the m -
tion.

The first great effort of the course was to get the students into
situations where they would wish to compose, and this was aimed at main-
1y by placing them where they would wish to produce by compositién some
effect upon others. =

To begin with, while they were not purposely vlaced in situations
where they would wish to control others by composition, advantage was
very frequently taken of times when they did wish to do this and they
were advised to attempt it through the medium of thémes; in nearly all
such themes they tried to influence the teacher. Several times during
the year they were~asked to give suggestions for improving the course and
at one time they wrote to inform him of the conditions under which they
did their best writing so that he could do better work with them individe
ually in the future. The last exercise of the year was a long theme in .-
which each student endeavored to tell the teacher whaf he had gotteAzgil
of the course during the year. Student No. 4* with three others had ap-
parently "cut" a class on a day when a holiday was granted by one of the
departments in the University, but not by the High School; he was permit-
ted to hand in a brieff to show that the group did not "cut" the class and
hence should not receive the regular punishment. One of the boys, Student
No. 3, was disciplined over his protest for missing two conferences with-

out a satisfactory excuse, and on his own initiative wrote a brief to

prove to the teacher that the punishment was too severe. A boy who was

# Numbers such as this refer to students in Section I as listed in
Appendix B.
# For a copy of this brief see Appendix (.
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doing very poor work in all his subjects without apparent excuse, was al-

lowed to present, in the form of a theme, his reasons for such conduct to

the principal. It is evident that in all of these cases the students had

strong motives for influencing the teacher in a certain direction and all

such themes showed the benefit of it, for they were among the best receiv-
ed during the yéar.

Again, great pains were taken to have the student realize that other
people were meking demands upon him which he would like to satisfy by his
composition work. In doing this the first thing was never to let the stu=
dent lose sight of his audience. Students were frequently required to
read their themes to the class, often getting out in front, so as better
to realize they had an audience. The teacher did not read themes to the
class except when giving very adverse criticism; when he had discovered
good themes he wished to have read out, the authors were called upon to
read them. The best themes for each assignment were frequently put upon
the bulletin boards and the rest of the'class examined them. Often, too,
when the assignment was given, the students were cautioned to write for an
imaginary audience,- in explaining, to write as though the audience were
tatally ignorany of the subject; in a debate, as though the audience at
first believed in the other side of the proposition, etec. But to cap all,
‘the teacher served as a reader for every theme. He read them all conscis
entiously, asking for only so much written work as he could thus attend to.

It is not, howsver, sufficient foristpdgbt to know that he has an
audience} he must feel that this audience is making a positive demand upon
him, if he is to do good composition work. This demand was created by
having the student write on individual subjects. He was permitted and en=-
gouraged to give‘narratives of his individusl personal experiences; to

describe things and scenes the class had never seen®; to explain things he

# This was perhaps unusuelly easy to do because the students in the class
came from all over Missouri and surrounding states.






was interested in, but which the rest of the class knew little about; and

to present to the class treatments of historical points necessary toiclear
understanding of the classics used in the course, which historical mater=-
ial none of the other students were expected to 1ook up. Also he was en-
couraged in the conferences to work upon things concerning which he felt
he knew more than the teacher and to narrate, describe and explain such
things to the teacher. Student No. 15, for instance, who was having a
great deal of trouble with exposition, took much interest in explaining

to the teacher the peculiar meaning of certain words as used in his home
region in Oklahoma, and conseQuently improved considerably in this kind
of writing firom that time on.

One way of emphasizing this demand of the audience upon the writer
was the use of criticism. This was given by the other members of the class
when the themes were read, the teacher taking great pains to see that it
was fair, good-natured and kindly. When a student needed a rebuke for
presenting careless work to the class, the teacher called upon a student
whom he knew would give the required criticism in a'fearless, yet friend-
1y way. The teacher also gave private criticism that was close and severes,
yet kindly and sympathetic, in aim, on all themes handed in.

In creating the desire for composition, one of the most helpful
things is to get tmeastu*déht‘.tmcompose because he wishes to please himself.
This can be done in various ways, but the prime requisite is to keep him
interested. In doing this it is of the utmost importance that he be per-
mitted to choose subjects he is interested in and for this reason it was
the custom in the course to allow the students just as much liberty as
possible in this regard. The class was required to write in one form of
discourse at a time and to bring out certain things in the composition, but

zggmbers were nearly always‘free to choose their own subjects. The extent

to which they availed themselves of this freedom may ber seen from the two

following illustrations.. In the first place, toward the end of the year,
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the students were asked to explain their favorite quotations to the rest ©
of the class, as an exercisé in exposition. A list of good old familiar
quotations was given in the text and they were referred to this, but out
of twentyefne: themés handed in, two students chose the same quotation
from the book, and two others chose @ifferent ones, but the other seven-
teen chose subjects entirely outside the book, none of them duplicates.
About the same time each student was also requested to define two terms

in which he was interested. In all, forty-five were defined, and it would
thus have been possible to have had forty-five duplicates, but instead
there wefe only five and some of these were due to the fact that the auth-
crs were in other classes together, where the teachers had recently been
taking great pains to make certein concepts clear to them.

But even if a student has an interesting subject, he cannot long re-
main interested in composition work if he is set a task that is tod dif-
ficult for him, consequently the teacher gave close attention to the gred-
ation of the work in the course, so as to retain the interest of the stu=~
dent. The work begen with narratives of the personal experiences of the
students, which were, Of course, intensely interesting to them, and also
very easy to manage, because the organization was nearly all provided for
by a pre-determined time sequence which the student had only to follow.
Then the work progressed through description where the maiter of organi=-
zation was more difficult, into the more abstract forms of exposition and
argument. Within each of these general divisions the gradation of the
work was also carefully watched; for instance, in descrintion the funda~
mental imege came first, then the point of view, then arrangement of de-
tails, then force, etc.

Again it is possible to make an appeal to a boy so that he will de-
sire to compose, if it bé.remembered that he takes pleasure in doing what
he can do well. For this reason also, the work was carefully arranged so

as to go from the easy personal narratives up through the more abstract
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work, alweys keeping within range of the student's present advancement.
Furthermore, those having natural aptitude for the work were encouraged
to take pride in doing what they could do well, ihich led to good re-
sults. At first thought it might appear that this is & motive that ap-
plies to very few, as not hany students are supposed to have great abil-
ity in composition, but as a matter of fact it cen be relied upon to reach
almost every student some time in the year. It is very seldom indeed that
e student is equally good in all the forms of writing; and, as soon as a
new form of discourse is taken up, there is a general shifting of the rel-
ative standing of the students. The reader will find the record of the
students of Section I, in this regard, in Appendix B.

And lastly, adventasge of the audience was taken to give the student
a chance to please himself by giving pleasure or useful information to
others through his composition work. The utmost freedom in this respect
was allowed the students end they were perfectly freelto give the'audience
jokes, teles, descriptions, etc., thet had pleased them. They did this
very frequently. Then too they were encouraged by means of looking up
individual topics to present valuable information to the rest of the cless.
The author's experience is that such an assignment as this pleases slmost
any student and is especially efficacious in arousing a lazy or listless
one. Student No. 18, ordinarily put in about an hour and a half on & les-
son and usually said that he considered the study of composition to be
rather uninteresting. He was assigned the task of being responsible for
all necessary Italian history_while the class was on Addison; in perform-
ing this duty he ransacked the school library and his home library as well,
putting in several times as much time as usual, apparently with the great-
est eagerness and pleasure. At any rate, it was very evident that he took

decidedly more interest in the work as a whole from that time on.
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estion in the Stud
Regards the Effectiveness of his Composition.

After the student has begun to compose so that there is some pro-
cess to work upon, the method next requires that he be brought into a state
of unsatisfaction as regards the effectiveness of his composition or else
he will pay no attention to the process and consequently will not try to
improve it. The word unsatisfaction is purposely used in this connection
to indicate that at this stage C.he process the cOmpdser is merely not
satisfied with the effectiveness of his composition, but is determined to
control the situation and so bring about® the desired effectiveness. He
does n6£ in the 1ea§£ &ééiéif or desire to abandon the effort as he would
if he were in a state of di tisfaction. In bringing about this state of
mind, two means were useds first, criticism by the class as an audience;
and secondly, criticism by the teacher. The first one of these produced
by far the greater results;'for a confirmaetion of this statement the reader
is referred to the table of motives in Chepter Three, Section II.

In getting the class to criticise as an sudience, many themes
were read out to them by'the authors. In this case it will be remembered
that the criticism was always frank, but kindly and was kept so by the
teacher. A boy reed a joke to the class and saw they did not leugh al-
though he knew his joke was far funnier than others at which they had
laughed freely. A girl told a story and some one ebjécted that he could
see no point to it and became more"mixed up" the farther she went along.
Another girl tried to explain somethihg and some one said he could not tell
what she was"driving at?! A girl gave a description of a building and anoth-
er girl said she could not form a picture of it in her mind. A ggy repeat-
edly put a dry-as-dust moral on the end of each story, until he read one to
the class and was criticised for preaching when there was no need of it,

The authors in all these cases knew they had not managed their composition
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rightly and they always remedied the faults in the next theme or at eny
rate made a noble effort to do so.

In this connection it is well to state that an objection sometimes
brought by composition teachers against such class criticism, that it pro-
duces much bad feeling among the students and consequently soon results in
their refusing to criticise each other, appeared to be withoup adgquate
foundation. Ill-natured criticism was practically unknown in the course
and there was no difficulty whatever in getting students to criticise e: ..
enough. Indeed, it was & trifle hard to curb their zeal, as they entered
upon the work with such a zest that they found too many defects to consider
conveniently at one time. The teacﬁer's problem accordingly, wes how to
suggest in a general way what to look for and how to keep the criticish
accurate and more discriminating, a task that was by no means difficult.

Such criticism as this, however, did not prove severe enough for the
worst cases, so the teacher read such”themes to the class after he had read
them previously. In such instances, the authors were unknown to the class
so there was the frankest possible gnd most thorough criticism from all the
students, frequently even from the author who saw his theme in a different
light when it wes read by some one else. Often the mere reading by the
teacher, who of course more or less unconsciously put into the reading his
own interpretation of the sense, sufficed to show the author that the teach-
er's meaning was far differént from what he intended to give. Slang was
readily cured in this way, students who often used it themselves in conver-
sation refusing to permit it to creep into & written theme which they regard-
ed as something more permanent and which should accordingly, in their op-
inion, not contain things so transient and careless as slang. A striking
example of the efficacy of such criticism was the following case. The
teacher had tried in vain to get & hard-working, earnest, but eccentric

young man, who was an inveterate reader and admirer of Mary Jane Holmes,
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from perpetreting upon the class a species of fine writing that outdid
even his favorite author. Finally,in desperation, the teacher read to

the class one of his efforts in which)in all seriousnesqjhe described a -
visit to his sweetheart. Among other things he told of her raven hair

and eyes like the stars of heaven; he also described how he pursued his
way through the solitary night, etc. The students went into a spasm of
laughter, and, as soon as they could telk,a discussion arose as to whether
the author was giving a humorous sketch, or was in "dead" earnest. The
matter was finally decided in favor of the former, the students stating
that anyone would heve more sense than to try to be serious in any such
fashion as that. The author in a conference later confided to the teacher
that he meant it in all seriousness;, and had never before realized what
other people thought of such expressions. He never again wrote such a thing
his themes being thereafter feirly sensible and sane in tone.

In addition to the criticism of the class, that offered by the teach=
er is a very valuable factor in placing the student in such a.#ituation
that he realizes he is not producing the desired effect upon others. 1In
this course, however, the main effort was to have the teacher give his
criticism only as a more execting audience of classmates would do. Readers
who desire a detailed justification of this procedure are referred to
' Chapter Three, Section II where the motives that influence students to do
good composition work,are given.. The teacher was always careful to give
written criticisms of such a nature that there would be constant reference
to what an ordinery audience has a right to expect, for example: that a
story have but one clear-cut point: that an outline give clearly the whole
thing at once, as well as the parts: that a piece of expository writing be
clear to persons ignorant of the subjects that an argument be suited to a
person who has no particular opinion one way or another, or who is at pre-

sent inclined to favor the other side, etec. This same proceldure was
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carried out with great success in the conferences where it was easy to
show the student that he had not produced what would be a good effect
upon an ordinary audience.

Closely akin to this was the plan of taking the student when he was
satisffed with the effect and producing the oprosite feeling in him. This
was done either in written criticisms or in conferences by intimating thet
he had not done his best, or that he had not dore his hest as therease
might be. These methods were used time and again during the year with
excellent results, seldom if ever failing to make the student unsatisfied
with the effect produced, and determined to do hetter.

Through both of these agencies, then, criticism by fellow students

“and teacher, the aim was to make the student not satisfied with the effect
he was produbing upon others by means of his composition.

The tabk of getting the student to realize that he is not Pleasing
himself adequately by his composition work is on the whéle not a hard one.
In perhaps the majority of cases he realizes it full well without énpfas—
sistance from the teacher. Very often when a student céme to conference
and was asked about a certain theme, his revly wes something like thi s:
"That was poor, I knew; I tried pretty hard, but I simply couldn't get it
to come out the way I wanted it." 1In such cases there was nothing left for
the teacher to do onnthié point.

In the second place & great effort was made to have the student
form the habit @f criticising his own theme so that he would thus refuse
to be pleased with shallow efforts. This was accomplished by giving the
student careful written criticism on his theme, and detailed oral criti-
cism iﬁ conferences. The written criticisms were almost without exception
in the form of questions, that could not be answered until the student had
careful%y re-examined his work for himself. Great care was taken to ask
questiorns that could not be answered by "yes" or "no" so that the student

was led to form the habit 6f criticising his own work before he:handed»
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it in. Examples of such questions are these: "How does this conclusion
help out your story"?-"How do these three sentences help out your des-
cription”?-"What are you trying to do here"?"Is this what you intended
to say"?-"Do you really mean this?"="Read this as though you had never
seen it before; do you easily grasp its meaning? = What remedy can yoﬂ
suggest?" All of these encouragedcriticism on the part of the author
and so ma‘e him more likely not to be pleased with his effort.

Another way of showing him thet he was not pleasing himself ade-
quately wes by comparing his present poof effort with some of his more
successful efforts in the past, this of course being done as & rule at the
conferences. However, if a teacher has & very good memory, he may indicate
such things by written comments. It was hard for the author to remember
so many themes all the time, so&gid this work at the conferences. It was
very easy to do it then, as each student was required to bring his complete
file of themes for the year to each conference, so that it was possible to
refer at once to any back themes. A hasty turning of the pages and ob-
serving the past criticisms sufficed to call up to the teacher without
any effort all the material he cared to use for such comparisons. This
necessitated good sensible praise for the student when he deserved it so
that he would remember the pleasure he received from being commended for a
good effort, and could compare this pleasure with what he experienced in
being criticised for something not so good. Again,in the informality of
the conference it was possible to show a student that he was not pleasing
himself adequately because he was not doing so well as certain others he
recognized as his inferiors or equals. This was not done in public so it
did not humiliate the student, while the other students were not injured,
for they were in a sense praised for doing superior work. This was found
to be a powerful influence for controlling some students, being used suc-

cessfylly on Nos. 1,4,7,9,10,11,14,15,16,17,22. It, however, required

some care in handling.
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Section 2. ducin n the d e Formgtion of e Highly Desired
JIdea)l of Composition,

Unfortunately, as we all know, reelization of failure is not suf-
ficient to insure success at the next endeavor in the ssme field. Only
too often composition teachers hear something like this: ”I.know I am not
doing that right, but I just can't do it end it's no use to try"; or,
"That's all right for So-and-So, but I can't do anything like that". The
author's experience leads him to believe that the battle is half won if
the student can be made to realize that the desired effect is possible.
This was usually managed in the conferences and was accomplished by tact-
ful reference to what 6thers whom the student recognized as his inferiors
or equals, had done, or to.some of his past themes where he had éccomplish-
ed what he set out to do. After he once realized that the desired effect
was possible, appeals to his respect for his audience, to his self-pride
and to his spirit of rivalry could be depended upon to accomplish the re=-
sult, if anything would.

In cuitivating a respect for the sudience it must be remembered
that the teacher saw to it that the criticism from the other members of
the class was kind, but very frank and just. It was found that students
dreaded such criticism if they deserved it, mere than any other; but, if
they did not deserve it, seemed not to mind it particularly, except that
in the latter case, they naturally defended their work against it. One ex-
perience of reading to the class a theme that was poor because of carelessw.
ness was usually sufficient for the writer, at least for a long time. Also,
when the writer did please his audience, the pleasure he experienced wes
very keen if his face was any index of his feelings, and the teacher was
careful to see that the audience gave him this praise when he deserved it.
The most impassive boy's face would light up with pleasure when he receiv-
ed commendation from his flellows, and he would naturally desire to obtain

such pleasure again.
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In appealing to self-pride, it was the custom always to emphasize
with the student that, no matter what the others did, he was ®xpected to
write up to the level of his ability,so far as the teacher's criticism was
concerned. The class as a whole could not hold him to this standard, but
his teacher could. This was emphasized in class, but particularly in the
.conferences. Frequently the téacher, as before mentioned,gave written
criticism, such as: "Is this your best ?"=BThis does not read as your
themes usually do; what is the matter?" Etc. Such criticiém seemed to
have more effect than any other the teacher ever used. |

Rivalry is a strong spur to good work in composition teaching; as
a reference to the treatment of motives for good composition work in Chap-
ter Three, Section II, will show. But it obviously has its dangers that
must be guarded against. The students in this course kept up this spirit
mostly by themselves as they knew who pleased the class best. The teacher
paid little attention to the matter, save to give praise when due and to
display good themes on the bulletin board, or have them read in class by
the authors. No gradeé whatever were put on the themes, the wisdom of
which proce*dure will be appérent after a reference to the table before
mentioned. In this course, no student knew the grade of another on any
theme or on the whole work, unless the latter told him. A student who re-
ceived a favorable comment from his teacher, however, usually managed to
let some of the others see it, so that im this way, the class knew pretty
well who were doing the best work.

It may occur to the reader now to raise a question as to what may
be done with a student who has really produced good work and is consequent-
ly satisfied with the effect upon others and with the pleasure brought to
himself. If he merely keeps up this record in the future, he will do good
work, but he will not measure up to the improvement he oucht to make; and,
furthermore, we know that he is very liable to become conceited and care-
less so that he will deteriorate in his work. In the first rlace, it may

be well to remark that such a state of things is extremely degirable at
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times. Adolescents are people of a very'emotional temperament for the time
being, unusually sensitive to praise or blame. If there is never any good
work produced, such a student becomes discouraged. If he does well and is
praised for it occasionally, it only acts as s spur to better work. As a
matter of fact, such a state of satisfaction rarely happens with the aver-
age high school student who is subjected to good criticism from his fellows
and teacher; nearly always he feels that he has not expressed himself just
as he desired.

In this course, if he lapsed thfough carelessness, self-pride could
be depended upon in most cases to urge him to equal his former record. For
a few of the best students who iff fact nearly always pleased the others in
the class and eonsequently had a right to feel satisfied with the effect,
the teacher gave more exabting critigeism in writing or in the conferences,
chiefly in the latter, by telling them that, as they had greater ability,
more was expected of them. Or)he got them to observe the classics and
outside reading more closely and thus to see that it was possible to produce
much better effects then they had brought about. In general, as soon as the
student was unsatisfied with the effect produced, by whatever means this
state of feeling was brought about, the procegdure was henceforth as before

glven.

Section 4. Leading the Student to Attain His Ideal of Composition. -
It would be utterly useless to show a student he had failed in his

composition effects, and get him to desire earnestly to improve, unless some
feasible method of accomplishing this improvement were suggested to him.
Accordingly, one of the great aims of the ¢ourse was to show the student
how to attain his ideal of improved composition. To accomplish this, he
was led to develop the necessary rhetorical rules and principles in two
ways: first, by a common-sense examination of his own and other people's
ordinary composition activity outside the school; and secondly, by a study

of model passages from the classics.
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The basic principlss of rhetoric are essentially those of common
sense, and if they can be thoroughly developed from this source instead of
from a text or classics, they take a much greater hold upon the student
and manifest themselves as vital forces in his composition better. A great
many of these principles were thus brought out during the course and a
number of them are given below. In order to show better the informal

nature of the work, the principles are given practically as they were form=

ulated in classe.

For example, it was brought out, at different times during the year,
in discussing the every-day outside experiences of the students, that

common sense demands:

1. That when we talk about anything, we talk about that one thing
and nothing else. The frequency with which one may hear stu=
dents when left to themselves telling each other to "Quit
blowin§”, "Cut it out", "Get down to business" etc., abund-
antly testify to the fact that they realize the essentials
of the principle of unity, although they probadbly are not
conscious! of it and have never carefully formulated it in so
many words.

2. That when we describe a thing we describe only what we can see
from one point, or else show carefully that the observer is
looking at it from a different point.

Se That when we tell a story we keep the time order or else show
how we change this order very clearly.

4. That when we explain anything we get better results by giving
the reader a general view of the thing first and then a more
detailed explanation.

an

Se That when we compose,imaginative story,the different perts
must becthorbughly consistent with themselves, however un-
reasonable the story as a whole may be. Student No.1l9 in
writing a continuation of Stockton's "The Lad t 8
had the hero at a critical moment pull a pistol from his
pocket and shoot the tiger. The students at once criticised
this as incongruous and had a rule formulated in about five
minutes; the principle took such & hold on them that the
author recalls no serious violation of it by any member of
the class after this.

To cite another instance, the students during a frank class dis-

cussion of less than one period, with no previous work whatever upon the






po "'34-"'

subject, formulated the following principles.
In argument it is essential:

tter clearly yourself.

) <]

l. That you first'understand the ma

Negnral o 4

2. That you do not ahtagonize‘&our hearer.

3. That you uée only arguments that will appeal to him; it
makes comparatively little difference whether they appeal
to you particulariy or not.

4. That you place your strongest arguments first and last.

5. That,in case you cannot answer an argument, you ignore it.

A weak argument causes the hearer to suspect all the rest

just as we usually suspect all a man says if we have caught

him in one untruth.

6+ That you state only the truth, for the same reason as that
in §_-

This method was followed espedially in teaching the uses of the
various punctuation marks. The whole matter of punctuation was regarded
as part of the mechanics of wriming, and was treated simply as a common-
sense device for enabling the reader to get the exact meaning in the short-
esi possible time and with the least possible effort. For example, it
was easily brought out by actual tests on new sentences, that any device
which would distinguish a main from a dependent clause in the same sentence,
would help the reader appreciably. Where the dependent clause was extreme=
ly short, no separating device appeared to be needed, but where it was long,
one was very necessarye. It was also easily shown that endless confusion
would result unless all writers and readers in the same language agreed
upon a common way of pointing out dependent clauses so the students readily
saw the need of following the conventional use of the comma in this connecte
ion.

Appeals to common sense, however, are not adequate for the task of
impressing all the principles upon the student's mind sufficiently well.
Common sense is common simply because it is very general and applies to so

meny things; therefore, in attempting to develop all the principles in this
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way, the teacher soon discovers that there is a danger of getting into
vague generalities that really do not take any serious hold upon the
student's experience and vitally influence his conscious endeavor. Con-
sequently, it is essential that the development of these principles by
common sense be supplemented by their development through a study of the
classics. In the common-sense method it is sometimes necessary for the
teacher to guess at the particulars the student has in mind for his gener-
alities, as there is such a very wide range of péssibilities of experience
in the various students in the class, that he cannot take time to search
out these particulars for each one. Consequently, the resulting general=-
1ties are apt at times to be vague and indefinite for a g?eat many stu-
dents; to guard against this, the method of studying the classics was used,
for thus it was possible to put all the class at work upon the same rather
limited set of particulars, and by carefully discussing these it was easy
for the teacher to see that each student carefully worked up these partice
ulars, and consequently had the proper background for the development of
concise generalities that would be thoroughly vital to him and would be
realized so intensely that they would vitally affect his composition ef-
forts in the future.

Aogordingly, this year the class used four classics, one primarily
for each of the four forms of discourse:

Eliot's Silas Marner for narration; secondarily for descript-

ion.
Hawthorne's Twice Toldo®ales for deseription; secondarily for
narration.

Macaulay's Addison for exposition.
Burke's QConciliation for argument.

As soon as the students in any given instance realized their failure to pro-
duce the desired effect and wished earnestly to produce it, they were us=
ually given & lesson in which they studied suitable model passages from the
classics so that they might formulate the necessary rules or methods. They

were given questions on each such lesson as a guide for their study. With
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these as a basis, they prepared the lesson as best they could and it was

- then discussed in class, the teacher of course going into considerable
detall and explaining any difficulty that might arise or else having them
ﬁork it out. The students took great interest in these lessons and work-
ed well on them. For the benefit of readers who care to look farther into
this particular phase of the work, the questions used in three of these

lessons are given in Appendix D.

Section 5. Detailed Qutline of the Work in Description.
It will perhaps clear up the whole method better if we take pert

of the course in detail; accordingly, below is given a rather full outline
of the work in description. The work is outlined here just as it was pre-
sented to the class, with one or two minor changes to make it more intelli-
gible to readers unfamiliar with it . The order of the lessons has not
been changed, and the remarks are correct to the best of the author's mem-
ory and notes made at the time. Each lesson is numbered to show the se-
quence. It will be recalled that the proper classics had previously been
studied as literature, so that the students were familiar with them. Where
the classics were used as models, the word classic appears in parenthesis
after the title of the lesson.
tline of Wo in_ Des tion.
Preliminary.

The class had been writing and studying narratives for
about three months and had at various times felt the need of picturing
the actors, characters and natural scenery in their stories so as to make
them more interesting. They had also occasionally tried to work in a
little description on their own initiative, but without much success; for,
as they put it, when they tried to describe anything, "the description ran
away with them". Consequently, after a little discussion of the matter,
they eagerly undertook the study of descriptive writing.

By this time they were accustomed to starting out on things to do
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them largely by themselves, so without any directions about description,
they were assigned the task of writing a description of any one of the six
buildings on the University quadrangle. This of course did not give them
absolute freedom, but it wes for the purpose of getting pictures of the
simpler forms first and thus avoiding descriptions of persons, character-
sketthes, etc., which are too difficult for beginners. Accordingly, they
had for their first work in description, a theme.

#1. Theme: A Description of One Building on the Quadranglé.

At the beginning of this lesson the students were asked wheth-
er they had experienced any difficulties; they at once said they had had
numerous troubles. A 1ittle questioning brought out the fact that in their
opinions their main trouble had been not knowing where to begin. This gave
the class something to work on. Accordingly, a number of themes were read
to the class by the agthors‘and the other students were told to try to see
if each theme gave them a clear image so that they could picture the builde
ing for themselves from the author's description alone, and not get con-
fused. They were told to rate the themes as good, indifferent or poor on
the basis of the clearness of the pictures presented. It was at once evi-
dent to nearly all the students that the good themes seeméd to follow some
plan while the poor ones did not.

Their attention was then centered upon the good themes, especially
upon one they considered the best. In this the writer, unconscious of ény
method, for she had had no previous directions or experience in the matter,
had said at the beginning of her description of Academic Hall that it
was a large, low, box-shaped building of white stone and red brick, top=-
ped by a large dome. This of course contained a good fundamental image
and attention was called to this fact, but the term fundamental imsge
was not used. The students very soon concluded that it helped”a descript-
ion to give a good idea of the whole thing to start with. This conclusion

was further confirmed by reference to some of the other good themes, and by

contrast with some of the poor ones, which in several instances gave no ides
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of the whole at all, or gave it rather late, when, as one boy said, it up-
set the whole picture he had been forming. The students were accordingly
ready to go to work on a lésson that would show them how to make a good
fundamental image and this term was then given them. The lesson, as out-
lined in Appendix D,was. assigned.

2. Le damental . ass .

In addition to the work in the classics, the fact that the
fundamental image enables the reader to get hold of the picture in the eas-
iest and quickest possible way, was further emphasized by the following meth=-
odg. A picture of a building that none of the class had ever seen was ex-
posed for a second or so, at intervals of séveral minutes, and the students
were questioned to see what they got at each glance. On the first exposure
they got only the general shape, and appearance of the building, then at
later exposures they added more and more details until finally they could
give a fairly accurate description of the building. This dbrought to their
minds very clearly indeed the way we get a picture of anything, by seeing
it as a whole first and then by acquiring details and putting them as it
were into the picture of the whole. This was a very important thing for
them to learn, as it was not used here alone, but was applied all through
exposition, which was treated merely as a sort of description in which the
author uées ideas instead of images.

For the next lesson the students were to give especial attention
to the fundamental image in a theme describing a building or something
very similar, but were allowed perfect freedom otherwise.

. e _wi ecia ttent to damenta e

These themes were read as usual; and, in addition to criti-
ciging them for their fundamental images, the students were told to he on
the lookout for anything else that seemed to keep them from getting: a
clear picture; or as they put it,"muddled them in forming the picture".

They noticed a number of minor things, but in particular they objected to
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a theme which stated that Academic Hall had four entrances, when it was
impossible to see more than three of them from any one place, and to a
theme where the author stated specifically that he was across the street
from a church; and, after giving a good description of the exterior,'went
into a minute description of the organ and other interior furnishings. The
Btudents knew that church, as it was one of those 1in Columbia, and instant
objection was made that no one could see all those things at once,and con=
sequently no listéner could be expected to form a picture containing all
of them. This,of course, gave rise to a discussion of the need of having
a definite view point.

. o iew. X i .

. e_wi eci ttention t int of View.

These themes were read as usual, and it was brought out that,
while the author mbght give a good.fundamental image and state his view
point very carefully, there were still a multitude of details that over-
whelmed him so that he did not know what to put in, what to leave out, how
to arrange them, etec. Consequently, the next assignment was a lesson on

details, especially as regards their order.

In the reading of these themes it was brought out by a little
quesiioning that some of the themes had good fundamental images, definite
view points and a fair handling of details and yet were very dry and un-
interesting; while other themes read at this time or called to mind by the
teacher, which were apparently no better than the first themes in the
three particulars mentioned, were nevertheless bright and interesting. The
authors of the dry themes naturally wondered what the trouble was aﬁd were
very ready to enter upon any study that would remedy the defect. This gave
rise to a study of ways of making the description effective. As several

days were to be spent upon this topic, the next lesson was a rather
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general one, covering the field as a whole.

. n f venes 0 icu d -
parison in Qenegal and Contrast. !glgagigg).

fhis was further enforced by examples which the students had
picked up rather incidentally, for instance,in Silas Marner , the compar-
ison of Silas with a spider, and the contrast in the pictures of the two
Christmases, as well as by specimens of good work in former themes. The
principle of contrast was also emphasized by reference to the devices used

by artists in coloring and framing pictures so as to bring them out clearly.

In the reading of these themes, the teacher called attention

to the comparisons that ran into figures of speech. He also brought up
several good figures that the students had unconsciously used in this and
previous themes. Among these examples was one in which a boy, in describd-
ing Academic Hall, said it reminded him of a father at the head of a table;
another boy called the ivy on the buildings "shaggy". This discussion oc-
casioned a desire to study a particular phase of comparison, namely, fig-
ures of speech.

#10. Lesson on Figures of Speech. (Olassics).

The teacher also read some passages from Tom Joneg where
Fielding is ridiculing the mock heroic style, and gave the class some false
figures from their own themes and other sources. It was brought out very
clearly that figures of speech are used for effect; that they must seem to
grow naturally out of the subject and general treatment; and that they de-

feat their own ends if they seem to be excrescences.

#11l. Theme with Especial Effort to Use Suitable Figures of Speech.

This lesson was suggested by Professor Fairchild. Here it was






P 4],

clearly shown that an author frequently does very effective description by

putting his main ideas into his verbs and making them verbs of motion.

The students took great delight in this. The following are

samples of this work:
Smoke from a distant gun puffs out.
" n o " nmn
A wet board walk in the hot sun steams.
An empty wagon on a paved street rumbles.
A loaded LA . " greaks.

Up to this time there had been more or less a desire to describe
people and occasionally a description of some person would creep into a
description of things in motion or into the narratives. The students acw
cordingly were at once ready to take up the problem of learning how to

describe peéple.

The subject was assigned in this way to avoid embarrassment,

and also to serve as a check on the faithfulness of the description.
This assignment was undertaken with the greatest zeal and the students
enjoyed immensely reading out their own character skﬁthhes and seeing
if they could tell who was being described by the other students. In
discussing these themes, the teaéﬁer brought out clearly that it was
impossible to give a bare personal description without at the same time
giving the reader some impression of the person described; also that
some of the themes had fair central images and yet were not impressive
as.wholes. The teacher called up themes on other subjects, to illus=
trate the same principle and the studenys were soon ready to study the

next lessone.

#16. Lesson on Description for Impression. (glassigg).

17 . t ve t ead ¢ One Distinct Im sion b

Description of Anything the Author Chose.
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18. Them n i ach Studen - te One of His rative
itten lier in t ar d ts of
her e h e ould Make 0 Mo

This,the final lesson on description,was for the pur-
pose of showing the students that, although for the sake of clearness
the forms of discourse were studied separately, they do not occur that
way in ordinary writing, but normally are interwoven and strengthen
each other. The students seemed to enjoy this very much and the themes

as 8 whole were excellent,

With this, the description of the practical application of the
theory in the Teachers College High School, comes to an end. In the
next chapter let us try to get a true estimate of the value of the

theory for practical work in high school composition teaching anywhere.
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CHAPTER THREE . 7/'—

ESTIMATE OF THE VALUE OF THE THEORY AS THUS APPLIED.
lntzoductozx.

Any attempt to evaluate one's own work must necessarily contain
an element of error arising from personal bias. In due recognition of this
fact, the author in this chapter has tried to reduce this element to a
minimum by taking, as far as possible, the estimate of the work stamped
upon it by the students themselves, and by deducing his own conclusions on~

Ly-im instances where he has very specific data on which to base them. He

has faithfully endeavored to avoid any hasty or unsupported generalizations.
The data for the opinions of the students were obtained from
class themes®written toward the end of the year when the students had stud-
ied exposition so that they knew better how to think accurately and express
themselves clearly; and from a long theme written by each student then
present in all three sections, as a final paper for the year, in which he
endeavored to show what he had got out of English II and to give suggest=-
ions for improving the work. The students were repeatedly told that they
were perfectly free to put any thoughts they pleased into these themes, and
would be graded only on organization, form, etc. They were also impressed
at great length with the fact that the data were to be used later in a the-
sis and that any untruths or exaggerations by them would seriously invali-
date the results. Théy.were never given a hint of what the teacher expected
or hoped to find so that their opinions were wholly uninfluenced from the
start. They entered eagerly into the spipit of the experiments. They were
especially cautioned against flattering the work of teachers and this caut-

ion was strictly observed except by two students in Section III, in their

% The object in having these themes written in class was to be absolutely
certain that the work was wholly individial, and also to enable the teach~
er to determine the conditions exactly.
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final papers. They were sbout to feil and were probably desperate. They,
howeveg’directed their flattery altogether toward the teacher and in no way
toward the methods of work, so the author sees no reason to believe thet
this affected the rest of their data. The students were explicitly direct~
ed to be very specific and to give detailed reasons for all general state-
ments. This caution was followed about as well as éould be desired. The
guthor is firmly convinced that the data are thoroughly reliable for the
reason.that, as far as he can see, the students had every incentive to tell
the truth and none whatever to distort things.

This chapter will discuss: first, the student's estimate of the
work; secondly, the author's estimate of it; and thirdly, the value of the

general theory for practical application in public high schools.

Section 1. The Student's Estimate of the Value of the Work.

In giving this estimate of the value of the work, we shall begin
by considering what the students think are the points in its favor, and then
we shall take up the recommendations they make for improving it. For the
sake of clearness, it has been found necessary to give the tréatment of this-
section in the present tense. Let us now examine what the students consider
to be the strong features of the course, first noting their general esti-
mate of it.

At the time of writing the final papers, all the students had had
or were completing, in this or other high schools, of this and surrounding
states, at least eight high school unit courses; while a considerable pro-
portion of them had.had eveh more than this number. The results from all the
forty-four pepers are &s follows: |

10 state specifically thet this is the best high schocl course of

any description they have ever taken.

4 state specifically that this is the best course they have taken
this year. , _

7 state specifically that this ig one of the best courses in the
school.

23 state specifically that the course has been a very valuable one.
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Sample expressions from these last twenty-three students are the following:
"I have been repaid many, many times for taking this course."
"It has well been worth while."
"I shall always be glad I had the work."
"It has made me like English for the first time."
"It has made me wish to continue in English."
From these latter statements, it is easy to conjecture the strength of those
of the first three groups. |
Coming down to particulars, the students seem to think that the
greatest benefits derived from the course, have been apparent in the field
‘of their life outside the school. The greatest one benefit observed here is
an imppovement in their thinking power. Nineteen students state they have
improved greatly in this regard and many others imply it. The main benefits,
in their opinion, are improvement in their ability to organize their thoughts
independently and to think consecutively. To illustrate, Student No.ll states
"The ability to think (in the sense of consecutively)® I cannot
remember ever possessing until this year. I was nervous and had not the
patience to sit and think things out."
A girl in Section II says: |

"I do not remember ever sitting down just for the purvose of
thinking until this year."

Speed in thinking has also been increased in many cases.

Next in the minds of the students, comes improvement in expression,
with clearness and the ability to interest others especially prominent.
This is noticed by the students where they have been complimented at home
for improvement in letter-writing, story-telling, etc. Student No.6 says:

"From childhood, in relating any incident, I was asked so many
many questions and could not 2&9 why it was, but now I know it was
caused by my want of clearness’.™

A considerable number noticef & decided improvement in their use of gremmar
anhd several say that ease in writing has greatly increased, their vocabula-
ries have been enlarged and they have overcome timidity in expression to a

great extent.

# The parenthesis is the author's.
# 8See Appendix B for her record in exposition.






Pe=46=,

Much the same results from the composition work are observed by
the students in their improvement in work in other classes in the school.
This 1mprovemeht ié noticed partidularly along two lines: first, of increas=
ed ability to think logically so that the preparation of history and other
lbssbns that can be outlined, becomes very much easier; and secondly, of

improved expression, especially in the matters of clearness, ability to in-

terest others, and fluency. A good sample is the following by Student No.l
"When the Physics class began work, we were given directions

for writing up experiments, but in spite of this, I found it difficult
to make any explanation of the experiments that would be complete and
at the same time clear and concise. Now, however, by using a few
principles which I got from English II, I find it comparatively easy
to write a good account of & performed experiment, and have lately had
some of my experiments referred to as models of clearness. The same
principles that have helped me in this, I have applied with increasing
success to my oral recitations in other classes."

In the mechanics of composition, nearly all note considerable im-
provement in spelling énd punctuation, and a fair number in hand-writing.
These matters were always treated incidentally during the year, butceorrect-

R8s
ness in them,,Student No.2 says, "came naturally because required". As re-
gards spelling, thé improvement, in the studentsd' opinion, came because they
reached a stage where they would not permit a word to go into their final
copy unless they were sure of it. In punctuation, the good effects of the
use of the audience are apparent. Student No.l says in this connection :

"I knew the general laws for punctuation, but had not before
this year been strongly impressed with the necessity of their careful
application."

Student No.1l3 says:

"Before this year I had been going by rules which I had leam-
edAgooks, but now I have learned that set rules can't always be applied
and the best plan is to put in punctuation wherever it is required to
make good sense®.

In discussing the method pursued in studying the classics as a
basis for composition work, & number of the students state that they have
got the rhetorical principles much better because these were worked out in-

ductively from the classics and not taken from a text.
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Twenty=-six of them state specifically that they have noted a marked improve-

ment in their ability to get the substance of what they read. Student No.S8
for instance says:
"I can now get the substance of what I read much easier than
I could before taking English II, for I used to try to get the whole
thing in my mind at one time and so got very little out of my reading.
Now I can pick out the main thoughts and get the substance of what I
read much better."
This inoreased ability was of cburse due in part to the increasing experi-
ence of the students and to their study in other subjects, particularly his-
tory and literature, during the year; it does not, however, apparently ococur
to Q’single student to mention this, although they frequently discount other
results. In their minds, at least; this increased ability is directly trace-
able to the English II work. A number also think they have a better taste
for good literature, particularly because they have learned how to read a clas-
sic understandingly and enter'into the spirit of it.

When we come to what the students‘think of the benefit derived from
conferences, we may see at once that it is a very important topic; for as
Student No.22 says, "Their value cannot be told in few words." In the minds
of a good majority of the students, this is clearly the most important part

of the work, Student No.l3, for instance, saying:

I have received more benefit
from one conference than from any week of recitations.”

Let us now consider the benefits the students think they derived from the conw
ferences.

To begin with, the personal element and the informality involved
in conference work is considered to be very valuable by them, Student No.7
stating that the teacher in conferences, "Gives good advice which goes deeper
into the thing than anything we have." A great many students note with care
that the conferences bring about a better understanding between student and
teacher, ﬁhich results in better work, Student N6.4 saying:

"A teacher can teach a person much better if he understands
the pupil."

The students also believe that the conference work has been
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responsible for a much higher standard of work in two ways: first, it makes

the original themes better; and secondly, it insures more careful correction
and consequently better themes later on. Taking up the first benefit, the
students feel that the teacher in the conferences can make a better appeal
to them so that they will respond by doing their best. Student No.l says
the conferences
"Acted as a personal appeal from a teacher who was giving his
time to a student whose duty it was to repsy this sacrifice by showing
that the teacher's time was not being wasted on him."

Student No.8 says regarding conferences:

I have been stimulated to a greater effort and a desire to do
my best because the teacher expected this."

Again the students say they wrote better themes because they knew thet when
it came to a conference, they could not deceive the teacher. Student No.l7
for instance says:

"The pupil must prepare his lesson better for he knows it is
coming up agein."

Student No.l9 remarks:

"Conferences are the only true way of finding out how much
the pupil is advancing in his work."

Student No. 3 thinks:

"Conferences serve to show whether or not the student is in-
dependent in his work."

The students also feel that they do better on their original themes because
‘the conferences avoid the waste of time incident to many ordinary composition
classés. They feel that_they understand the teacher better and so know exacte
ly what he assigns and wishes; consequently, they do not make so many mistakes
in rdllowing directions, as in other classes. They also feel that the confer-
ence method focuses the student's attention on his own errors only. Under
these circumstances he avoids the distractions incident to calling his attent=
ion to errofs he -does not make, but others do; he thus puts in more time and
energy on his original themes with correspondingly better results.

The students also think the conferences have been very valuable in
that they have made possible & form of criticisms that has resulted later on

in better new themes. The students think the conference permits criticism
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from the teacher that is very bereficial in four ways:

1. t goes exactly where it is intended.
Student No.l7 says:

"When the criticism is given in class, it is probable
that the very one for whom it is inteded will only
apply it to some one else, thinking it is not for
him. There is no possible way of failing to pay
attention in a private conference."

The reader will realize the truth of this if he'will only recall
talking with members of a congregation after the minister has
preacheﬂ directly at some of them.
. t ves_ time.

The students emphasize the saving of time from the conferences, say=
ing again and again that the student gets the criticism he needs so
that his time is not wasted going over things he‘already knows. In
‘another way time is saved because, in the words of Student No.5,
"Any mistaken ideas in the studenﬁs mind are detected and corrected
before théy become deeply rooted." The difficulties are also under-
stood more definitely; the student can consequently go directly at
the correction and not waste time in conjectures.

3. The gtudent pays attention to the criticism more carefully,
This is emphasized in many papers and is well expressed by Student
No.1l7 in:

"The student must pay attention to the criticism for he
knows it (the theme) is coming up again and it will
show whether he has re-studied the subject."

. e ticism o o
The students nearly all‘mention this;- they think the freedom pos-
sible in the conferences results in their correcting the small
points better. Student N6.13 for instance says:
"I felt free to discuss things I never would in class."
Things not understood in class are frequently cleared up in
the conferences according to the sfudents, because they are

saved embarrassment and consequently feel free to watch
minor thines better. This has resulted, according to
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4. The criticism is more thorough. (Continued.).

several, in a higher class of self-criticism that has produced sup-

erior work. The criticism has also been better, the students think,
because the conferences have permitted it to be so definite.

No estimate of the worth of the course would be of much value, un-
less, in addition to giving the strong points of the work, it considered de-
fects as well. Consequently, the author took great pains to find out what
the students considered to be the weak places in the course. He did not say
he was trying to find defects, because that would have embarrassed the stu-
dents so that they would probably not have written what they really thought.
Instead, he asked for suggestions for improving the course another year.
This gave him precisely what he wished, but the students did not realize just
how much they were criticising him and accordingly had no particular reason
to feel embarrassed. They were repeatedly toid to be very specific and give
reasons for all suggestions. The only failure to observe these cautions is
noticed in the case of a girl in Section II who says that the course ought
to:bé‘made more interesting, but does not give the slightest hint as to what
direction the increased interest should take. It is worth noting here that
she is the only one of the entire fortye=four to recommend making the work
more interesting, with the exception of those students who advise selecting
different classics another year. Let us now consider these recommendations
which, for convenience, are grouped under somewhat general headings:

. o (o) se of e
There is considerable demand fo::g:;senting of work by the
author direct to the class, for the purposes of making him do bet-
ter work and overcoming timidity. To carry this out, debates and
literary society methods are recommended.
2. For More Conferences.
On account of the great value of the conferences as shown in

the student's estimates already given, from sections I and III,'a

total of thirty students, seven recommend that there be more cone

ferences, the usual suggestion being that they come once a week,
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In Section 11*, seven out of.thirteen students recommend that they also have
conferences. Some of these latter recommendations, especially from those stu-
‘dents who had conferences in Section I the first semester and went into Sec-
tion II the second semgster, are almost pathetic in their eagerness to show
the need Ypewhdde felt for more personal help during the latter half of the
year.
. or a Different ortionment of the Parts of the Work.
In regard to the forms of discourse, there are a few scattering
recommendations to the effect that certain forms in which they were
not good be given less time, while other forms in which they did
better, should be given more emphasis. The main reasons assigned
are that they think the latter forms more important. A number re-
commend more work in argumenﬁ#, As regards the amount of theme work,
several students recommend less of it. Student No.l2, for instance,
says this, but to offset his recomﬁendation, Student No.8 advises
more. A glance at Appendix B will show the reasons for these recom-
meridations, so there are accordingly not given much weight. No
other student recommends more theme work and only four others, all
in Section III, recommend less. The latter give as their reason,
that, when the ‘lessons came every day, they ran out of material and
became tired of so much writing. Of these four, it may be well to
state that three of them were students who failed in Section I at
the end of the first semester and had‘to take the work over, two of
them failing again at the end of the year. The other one of the
four was a student who came into English II for the first time at
the beginning of the second semester; he also failed at the end of

the year. Only two think that more grammar should be given; they

# This section was the only one that did not have conferences
. regularly. .
# The course was purposely planned so as not to give much time to
argument, and this allowance was further cut down by theg closing
of the school a week earlier than was it ,
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say they have not had enough for theirrpurposes,(They intend to
‘teach formal grammar in rural schools).
. (o) W c tte

Six students think there should be more outside reading requir-
ed so as to give them a better selection of models and cultivate a
taste for good reading. Student No.7 advises that poetry and play-
writing be given attention as some students have talent along that
line, that would be & pleesure to them if developed. No one else,
however, hints at this. There is a noticeable demand for better
classics, six students in particular specifying that Addison and
Conciliation should be changed on the ground that they are too un-
interesting and complex, and require a great desl of information
that students taking the course have had very 1ittlé or no chance
to accumulate befdérehand; and which, if they do accumulate it as
they read the selection,kills all appreciation of it.

5. Miscellaneous,

There were a number of scattering recommendations dealing with
certain features of administration peculiar to the conditions for
class work in the Teachers College High School. These have, how-
ever, no direct bearing on the general theory or its application,
and will accordingly not be dwelt upon. Under this general heading
comes a recommendationignly two students that there be less induct-
ive and more text-book work; it was apparently due to thé fact that
both of these students were inclined to memorize and "cram" so that
they naturally preferred to get the principles of composition that
way. However, three other students recommend more class discussion
so as to bring out the principles better and fix them more firmly

in the students' minds.
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ection 2. The Author's Estim f the e of orke.
In giving the author's estimate and-conclusions‘regarding the

work, it would be easy to make with perfect sincerity highly eulogistic
statements, but again he has tried faithfully to get at the truth end so .

far as possible to avoid any emotional bias. He believes enthusiastically

in his work for the results of the experiment in many ways far surpassed

his expectations. It is now his purpose to try to give some reasons that

will convince others of the justice of this belief on his part. This section
will follow the general plan of the preceeding one, that.is, there will be
presented: first, the valuable features of the work; and secondly, suggestions
for improving it.

To begin with, the course in nis opinion was so successful because

it was based upon the proper motives for inducing good composition work in
’étudents. He believes that the main motives for producing such work and for
improving it, are those enunciated in Chapter I, peges six and seven.

But in order to be perfectly sure about the matter, he made a careful invest-
igation under the usual scientific precautions, with all the students one day
present in Section I, a total of twenty-two™. These students were asked to
tell as accurately as they could, the conditions undee wﬁich they did their
best composition, or the motives that prompted them to put forth their best
efforts in composition. They were asked to indicate in some way the relative
strength of the motives so that it could be told which one influenced each
student the most, in his opinion. The studenis were not asked to put down any
certain number of motives, but were to put down only the ones that influenced
them, so various numbers were given. A list of possible motives was Placed
on the board, but the students were told not to use the order given there, nor

were they restricdted to this list. No student did follow that order nor did

# This was purposely held after the students had completed the work in expos~
ktion, so that they would be able to judge of the_strength of the motives
better, and express this relative strength better,
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anyone use more than half the list given. The results of this test are
given in the table below.

TABLE I.

SHOWING MOTIVES,WHICH IN THE OPINION OF THE STUDENTS IN
SECTION I,RROMPTED THEY TO DO THEIR BEST WORK IN COMPOSITION.

Motives. No. students No. lst. No. 2 No.3 No.4 No.5
mentioning it. Choice

Consideration for criti-
01sm Of the CIESS.OQQOOQQQ.000000015000ooo......4-0....5.0...030000020ocool

Interest in theme SUbjeCtoofooooonollc.o-o.oo-.oo6oo.ooosotccoOOQQQQoo.;oooz
Pride in dOing well................11“...‘......l......S.....'1.....3‘.‘.'1
Rivalry-ooooo..ooo.oolcoonoo-oooonolO.o-oQo0001002000'005ao--0ogooo.oloooooo

Consideration for criti-
cism Of tea.cher...‘.".'..‘.......‘5‘...........l..000'10000002..;...1‘...QO

‘Desire to reach convention=-
al Sta.ndards in expression.l00000004..0.0....lt.l“‘.n.g......lb.0002.‘...0

Pleasure in composition for
its Own sake..l...l.DO........O....S.Q.I..0..0003..OOOCOCOOO0.0.0.‘..0...0.00

DGSire to please parents..oc-ooooooozaoaoooooo-0020oooo.Oonooo.o...ooa#ffﬁao

Consideration for grade
erter iS makingo-...............-.2...-........O.....-Q......l.lo..O...-oo

Delight is seeing one's self ‘

improve.-.......-..................1............O.....““;s..*il.....O.....O
’ N

P.rti@u1ar mood for composition-....l............1...‘t66...¢i-0.....O.....O

The same data is given graphically in plates8iI, II, and III on the
following pages, the plates being labeled so as to show exactly what is
represented.

Plate I presents the motives simply as the students thought of
them, but Plate 11 attempts to show the relative wvalue of the motives more
accupately. In both of these the unusual strength of what may be termed
"the big four" motives is very apparent. Plate III,presents the motives so
as to show their duration. It is well to note in this plate that the interest

in the subject is a more powerful incentive to begin with in many cases, but
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consideration for the audience is the motive that endures best all the
way through. Pride in doiﬁg well 15 not a powerful primary motive but a
strong secondary one. 'Eivalry is also not a good primary one, but appeers
for a short.time as a powerful sesondary one. Pleasqre in compesition is
a great stimulus for a few students, but cannot be depended upon to last.
Many composition teathers may find foe@ for thought in the small value as-
signed to consideration for the criticism of the teacher, and for grades.

To sum up this point, while the author does not for one instant
mean to say that his conclusioné are incontrovertible, he does think that
this study shows that his methods appealed to the motives which would
induce these students to do their best in composition work. Furthermore,
he feels safe in saying thaﬁ these students are sufficiently representative
of all high school students, that no serious error.will result if any teach=-
er of composition assumes that she may teach her class succeséfully by
taking for granted that the four main motives for good composition work with
them will be the ones shown by this set of students.

The audience featufe in particular, in the writer's opinion, was
the most important part of the methods. Aside from its value as the strong-
est motive in the minds of the majority of his own students, it kept a much
better spirit in the relations of the teacher and students; the other stu-
dents were doing much of the ecriticism, so that no ill will éttaohed itself
to the criticism offered by the teacher. It seemed tﬁat this feature was
the back-bone of the entire method. The writer was formerly afraid that so
much use of the audience might make the students feel that their originality
and independence was interfered with, consequently he took the precaution
to ask the students in regard to this matter. After the usual precautions,
the students were asked to state very carefully if they had felt at all
during the yesr that so much writing for the other members -of the class
had cramped them or made them feel that their originality was being inter-

fered with.
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The results from this test (Section I, twenty-one papers turned in) are as

followse

TABLE I «

Showtng how S8tudents of Section I Thought the
Methods of the Qourse Had Affected Their Originality.

Not at all...ffg.:_l.l

Slightlyeececcsssse6 Of these, 5 a little at first because of
timidity, which soon wore off. 1 slightly
from a dislike to read before other stu-
dents; apparently never any better: this
was Student No.l7 who was in class, only
during the last sepester. 1 a little
from tiMidity at ferst; later more original.

Made distinctly i
more original....4

Very unfavorably
or for any length
of timeececcceeedl

2l

This table, in the author's opinion, shews that the appeal to the audience,
if carefully handled, need not be injurious to the student's originality;
if enything, it may become a benefit to him by making him more original.
The students on the whole seemed to feel that the criticism of their fel~
lows was for their own good; that it was kindly and just, so that there was
no need to dread it if they had tried to do their work .well. But they did
seem to consider that the approval of their fellows was a thing greatly
to be desired and worth putting forth every effort to attain.

While the class was studying the classics, this same principle
was also applidd at times with excellent results in getting the students
to read aloud. For example, in the study of Addison, five of his best
‘essays in the Spectator were selected and one agsigned to each of five
‘students. Each student read his own essay to the class, but no one else
read it. OQOonsequently he felt that he was giving the audience something
they had no chance to get otherwise. The result was that the vigor and

meaning ‘they put into their reading left little to be desired on this score.
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One of the strongest features of the course, in the author's
opinion, was the unusual interest and pleasire which the s&udents apparently
took in working up their compositions; the results in this respect were far
ahead of those in any other composition class of whiqh he has ever known.
This cénclusion is not based upon his observation élone, but was checked
by testing the students. In order that the interest might not be that due
;n large measure to the personality of the teacher, the test was made upon
the students of both sections I and II, a total of thirty-three students
present. Each student was usked these questions:

"Have you before this year on the whole enjoyed composing themes ?

If so, why; if not, why not? (As nearly as you can tell%!

“Have you this year on the whole enjoyed composing themes ?

If so, why; if not, why not ? (As nearly as you can tell)."
As there was an emotional element involved in this, it was of course to be
expected that students might not take precisely the same attitude towards
the work at this time as later on: this was the case. The test was given a-
bout the first of MayAand, in checking up the results by comparing ﬁhem with
those obtained from the final theme, several changes were noticed. These;
however, in no case showed that a student had changed from enjoyment to dis=
like, but, in several in§taﬁces, students on May first stated they did not
enjoy the work, while in théir final papers they considerably modified their
former statements of the work. The reason for this was that they had in the
meantime studied argument and 1liked it. The results of this test are given
in Tables III, IV, and V .

It is scarcely necessary to say much regarding these results as they
speak for themselves, but it is especially gratifying to note the great im-
provement in those who disliked composition formerly, as well as in the case
of those who before this year liked it only fairly or moderately well. In
this connection, the reader's attention is called to the fact that this im-

provement wes not due in very great measure to the fact that this was the first

time thay had ever had composition work systematically, as a considerable
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number of them had had such work before in one form or another, in good

2
high schools , too.

TABLE I1I
Showing Comparative Attitudes of Students Toward

Composition Work Before and During GQourse.

Before this Course. During this Course.
Number Enjoying Compogition

Fairly wellOfOOOS oo'oooooooo.ocoooo.oooo‘wooazo
Aver&ge wel].0‘004...o.oo-0‘00000000000000000020.

EXtI‘e!’nely Wello-o 2.0 0 0 0600860 000 0000000 Qee 0N o0 %Q
Total......;g.,.....‘...-....-.-........26

Humbe; Indiffﬁ::g}!; thOCOOIOO'002.000.o-oocotocooocoo‘oooooo 2

Number Disliking
Composition.

AveragQOOCO"f'Ozo ..oohoooof.ococcooou.u..oooo 5
Extremely.'°°" 2 “001000ooooo..ooooooo.c.ooo0

Total 22 55
33 33

# For further information on this:.point, see Appendix B.
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TABLE IV . (A).

Showing Change in Attitude of Students toward
Composition Work before and during Course.

Attitude before Course. Change in Attitude.
t
Number Enjoying Composition. (
(3 changed to average enjoyment.

Fairly well cecevesceeesd {.........(1 remained same.
' ; (1 changed to extreme enjoyment.
Average welleesossseescdesessssssseTt changed to indifferent.
b (1 remained same.
(2 1iked bvetter.

Extremely WellesesoesseOesseessssse (4 appeared here, but these are
accounted for elsewhere.
Eu.gbez: I;;diff'e;:gnt £O ecescocseseeDegoccncsane Both Ch&nged to average
~ en joyment.

N isliking Compo (1 changed to indifferent.
(1 changed to fair enjoyment..
AVErage..csesesseescese@0eicessssses (12 changed to average enjoyment.
: (1 changed to extreme enjoyment.
(5 still disliked, but one of
these less so.

Extremely..............2.l.........( Both of these changed to ex-
treme enjoyment.

TABLE. IV. (B).
Showing Change of Attitude of Students toward Composition

Work before and during the Oourse,by Percentages.

3% of students dropped back as regards improvement in attitude.
20% of students remained stationery as regards improvement in attitude.

77% changed for better as regards improvement in attitude.

However, the reasons advanced by the students for their change in
attitude are worthy of careful attention and are accordingly given in tebles
VI and VII on the following pages . It will be notiged that the reasons as-
signed for improvement support very well the general methods of the course

and that the definiteness of instruction mentioned by the largest number of
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the class effectually settles any objection that may be raised to the
effect that such an informal and inductive method of composition is
likely to produce vagueness ahd inaccurate results. The reasons ad-
vanced by those who did not improve need little comment, with the except-
ion.of the fifth one, which comes from a mentslly deficient student in
Section II. The other reasons 1in several cases, it willlbe noted, are
scarcely worth considering.

Growing out of the defiriiteness of instruction, in &all probabil—
ity, but at any rate certainly sappearing from some cause, it was notic-
ed this year that the students did an unusually efficient grade of think-
ing. This has already been not?d by & great many of the students. It
manifested itself to the teacher in the form of a much more intélligent
and logical organization of thought on the part of the students, with
a resulting easier and more fluent expression for the precise purposes
of the author. This was in part, probably due to the definiteness
of the instruction and to wofk on the classics, partioularly the last
two sélections; but, in the author's opinion, it caﬁe largely from the
fact that the studénts considered their audience so much. Thisvkeeping
of the audience in mind and thinking constantly about the vrecise
effect to be aimed at,.produced a directness of atm, etc., that was never
approached in the author's ciasses before. As & result, this class show=-
ed an unusually inteélligent and precise use of the principles of unity,
coherence, and emphasis, although veryllittle formal woprk, and indeed

very few lessons, were devoted to these principles.
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TABLE v .

Showing Reasons Advanced By Students for
Change to a More PFavorable Attitude.

f— L — — = —— TR USRS
Number of students
mentioning it
1. 15cceecesceccssss Dofiniteness of instruction; better knowing what
' they were doing; having a definite goal.
2. Beesesesnsesses Greater freedom of subject permitted.
. Bessssssssssssse INncreased practice made it easier.
4. Bessssesscssese Gradation of work so they could see improvement.
5. 4deseescsscsssses INncreased realization of value of composition
in other things.
6.

Besssssscssesee USe of classics showed them howe.

T T T L T T O T T s T e =

TABLE VI

Showing Reasons Advenced by Students for not Changing
to a2 More PFavorable Attitude.

Boy who dropped from enjoyable to indifferent.
Took too much effort; could not get grades he used to get.
Student No.Z2.

Naturally beceme worried when he had a task to perform; could not rest
until he got theme off his hands. Later said work was more
pleasurable.

Student No.7.

Temperamental dislike for organizing his thoughts; he later liked argument.
Student No.8.

Too hard; disliked criticism of his teacher. He had been lazy. From
Section II.

Could not well see what was to be done. Mentally deficient student from
Section II.

Disliked it naturally; could not get good subjects. Lazy; did poor work
all around. From Section II.

Hard to find subjects others would care to listen to. Remained partly en-
joyable.
Student No.1l6.
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The method of using the classics in this course also brought a-
bout some very good effects. In the minds of the students, it produced an
ability to get the substance of anything read much more easily than formerly;
and from the teacher's view point,their improvement in this same ability was
very marked. The method was first to study the classics as wholes and thén
to take the more detailed work by studying thought units as sublieads. This
produced in the students a considerable facility in getting the relations of
the parts of a‘piece to the whole with a consequently increased ability to
~get the gist of a thing easily. The plan of going to the classics to dis-
cover the methods of work employed by good writers,and of trying to imitate '
these methods, also resulted in much outside work on the vart of the students,
for it encouraged them to hunt for good examples and to notice good or poor
effects in their reading outside the class. Very frequently during the year,
various students called the teacher's attention to books, magazine articles,
etc. , that illustrated well or poorly various features of the work at the
time under consideration, most suggestions of this sort being given of courss,
in the conferences, although no such work was required. The students at var-
ious times also supplemented the work in the classics by introducing into
their themes new effects observed elsewhere; this was very hedpful. Of course
once in & while some poor effect was imitated, as.in the case of the boy al-
ready cited on page twenty-six; there were, however,’very few such céses, and
thé éood results from this original work far outweighed the bad.

One of the strongest features of the general method of the course
“was undoubtedly the use of the conferences. The value of these conferences
has already been shown by what the students think of them, but it is well
to emphasize some of the points mentioned by them and to bring out others.
The conferences brought about a better understanding between teacher and

student than could ever have been hoped for, under a system of class in-

struction alone. Through them the teacher was enabled tc understand the
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student's thought before it was expressed; this of course gave him as
teacher an immense advantage. A .noticeable result was a much higher standard
of work because the teacher was in a position to appeal much'more effective-
ly to the motives that make for the best efforts in composition. The teach-
er found that the& produced in him an inspiration and a freshness that mat-
erially helped him to meke the work more interesting. They also enabled.
him to give the student a much superior form of criticism.

This criticism was applied just where it was.needed and was more
impressive because given personally. It was also more thorough and search-
ing for the teacher could feel at liberty to speak as frankly as necessary
when he had the student in private, while the latter took such criticism
without the slightest 11l-will toward the teacher; although he would have
resented keenly much milder criticism given in publie. Furthermore, the
students were very free to ask fdr help on matters they were troubled with;
they were consequently brought to be more careful in their work and to do
more effectual self-criticism. The corrections by the students after the
criticism, were much better than under class instruction oenly, for the teadh-
er could always see that such corrections were made faithfully and accurate-
ly, and by the student alone, which he could never do altOgether satisfacte
orily if he used written criticisms solely. On this matter of corrections,
while it may theéretically be better, according to the authors of the text
used?, for the student to improve by trying to eliminate the same error in a
new theme rather than by correcting it in an 0old one, it is ‘the writer}s X~
perience that such a theéry is well nigh incapable of being put into actual
practice with a class. The reason for this is that the teacher cannot re-

member what errors each student made in his last theme so as to watch for

# Brooks-Hubbard; Gomposition and Rhetorig, Preface, Page 5.
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them in the new one. It is also ffequeqtly very inconvenient, if not impos=-
sible, to get the last theme back to the student before he begins the new one.
Consequently, it is necessary for the teacher to see that the student realizes
fully the errors in the old themes and improves the pracess of compogitidm
by forming the habit of criticising his own work before he leaves it. The
best way to do this is to have the student correct his o0ld errors so that he
may know definitely what they are; this correcting can be done in conferences
better than any place else. The conferences also saved an enormous amount
of time usually devoted to seeing that corrections were made, and to class
'drilis and "grinds" on the mecheanics of composition,- spelling, punctuation,
grammatical construction, etc., which in the usual composition class, often
occupy so much time and are so distasteful to teacher and students as well.
One of the best ways of testing the worth of any teaching is to seéee
how well the abilities developed by the student in that particular subject
are carried over into work outside the class. If the course be judged by
this test, the results seem to be gratifying. The students have already giv-
en considerable testimony in this regard, but the teacher also noticed tﬁe
good results of the composition work as manifested in the other classes in
which these students recited. Nor was this his view alone. At one time
duping the year, Professor Charters® started a"hospital" for students in
the school, who naturally or habitually spelled poorly. As the composition
students did much more writing than any others in school,their spelling could
be more accurately observed; a fair proportion of them, naturelly, were soon
in the "hospital®. In testing them, Professor Charters/’had them write com=-
positions, sometimes wholly original and sometimes using certain words he
gave them. On one occasion he asked the author about several students and it
was found that he had picked out all the students in English II then in the

"hospital", although he did not know they belonged to the composition class,

# Supervisor of Instruction in the Teachers College High School.
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simply by the superior orgenization and distinctive style apparent in their
themes. These students were of course among the poorest in the composition
class, so it may be conjectured how much this ability was carried over in the
case of the better students. There was also a much saner use of the prin-
ciples of compositioh_in the class, which was, according to the testimony
of the students, carriéd over into work outside the school. The work in
this class was better 1linked with other work, in the teacher's opinion,
because it concerned itself more directly with things outside the composit-
ion class. The fesult was that the students felt ai liberty to write about
whatever they were interested in; consequently, they were free to bring about
the connections with other subjects themselves and did not have to be driven
to do this superficially by the teacher.

This concludes this:part of the author's estimate of the value
of the work, but the reacer who cares for further proof ims referred to:
Appendix C where sample themes from various students are given. These themes
are arranged so that the Student’! progress mgy be easily notided at one
reading.

While the course as a whole was more than satisfactory to the
teacher, and while he sees no occasion whatever to modify his original theory
in any of its essentials, there are still several places, which have natural-‘
ly been discovered during the work of the year, where the course might be
improved. Let us now turn our attention to some of these possible ways of

improvement, which, for convenience in treatment, are listed below.

l. Use of the Audience.
The use of this was in the main highly satisfactory, but the

course might be materially improved by the extension of this prin-
ciple still further, particularly by developing a body of student
readers for composition addressed to the eye. Most of the themes
this year when reed in class wefe addressed to the ear; the only
appeal, to any considerable extent, made to the eye, occurred when

the themes were read by the teacher. This could be imnroved upon






p.-69-.

l..Use_of the pudience. (Continued.)
by using the other students.as a "visual audience", if the expres-
sion is perﬁissible, which could be easily msnaged by having a
theme handed over to several other students to be criticised for
visible form. This was provided for to some extent by putting the
themes on the bull.tin board, but, &s no poor themes were thus ex-
hivited, only the better writers received much benefit from this.
The audience feature of the work, however, secemed to produce
a noticeably poor quality of reading aloud of the classics by mem-
bers of the class. They would read very well indeed their themes
and anything which they were given to look up individually; also,
in a class discussianig student needed to cite a passage to sup-
port his'position, he would turn to it and read it excellently.
But the étudents simply would not read well passages that they felt
the others had in their books before them so that there was no real
need for reading them. The teacher taelked to them of the advane:
tages of being able to read well, but it was hard tc get them to
regard this seriously when common sense told them that they were
right in the matter. His own conclusien is that thisiZOMething
that can be helped only by taking advantage of more of those cases
in which they do read intelligently and letting the other readings,
which are really of 1little use, go. The fact that they could read
well when there was a real need for it, showed their ability in
this direction so that, if advantage were teken of such occasions,
they would probably read well whenever it was necessary. They
could be asked to present to the class good examples of the prin-
;iples under discussion obtained from outside sourceé; which
examples would of course be individual. In this way it would be
possible, if the teacher insisted that these specimens be short,

for the student to do as much reading as he would likely do anyway

if he read the paragraph or two that would be his share of the
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reading in the classic on any one day.
. tionment Work

In this connection it has already been noticed that some stu-
dents recommended more time fér argument. This coincides with the
author's view; to accomplish this, the time allowed narration could
easily be shortened. Description and exposition do not seem to
have an undue amount of time, but they could if necessary he short-
ened a little. At any rate, a shortening #m) all along the first
two-thirds of the course might be desirable with & view to giving
more time to the last two classics, if these are to be studied a-
gain." There was apparently,suffiéient time for the other two clas-
sics. There might also be a slightly smallef amount of writing,
althougﬁ this on the whole did not seem to be any undue burden on
the teachers or on the students except those in Section II1I, ﬁho
had their recitations daily and who also were very poor in the work.

It might be well to include‘a few more class themes; the teach-
er of Section III felt this to be the case, but it hardly seemed to
be necessary in Sections I and II. The'writing of themes in class
does produce a reédiness of expression, but it also tends to great
shallowness, the students frequently racing through and then sit-
ting without doing anything. It is unjust to require all to oput
in the same amount of time on the same thing; but several idle

scattered
students sittingsthroughout the class are not calculated to assist
work on the part of thé others. This tends to what someone calls
a "fatal facility" in composition,ﬁhat is conducive to anything
but good results.
Se o e assicse.

The work with the classics this year was on the whole satis-

factory, but it seemed that at times certain things were being

developed from an inductive study of the classics when they might
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3. Use of the Classics, (Continued.)

have been brought'out with much more ease and in less time by the
common-sense method described in €hapter II, Section 4'. This
latter method, however, as already stated, has a tendency to

waste time and result in vague generalities. To obviate this,

the text might be well used more as a reference, the teacher after
the discussion re?erring the students to the treatment in the

text, indicating only the essentials there; students will look

up a reference without much trouble if it fs‘short and very succinct.

The classics themselves, beyond a doubt, should bé changed,
with one exception. Silas Marner was very satisfactory, but
Hawthorne proved too introspective for most of the studenss.
Stevenson's Ireasure Island or Kidnapped would make a good substi-
tute for the latter. Macaulay'§ Addison was very unsatisfactory,
as before indicated, and should by all means be eliminated. If it
is desired to keep a classic by Macaulay, his Johnson,would prove
a better choice. The Concilistion proved to be very hard for a
considerable number of the class, and also exceedingly dry for some,
but on the other hand it appealed to some of the students more
than any other classic studied this year. The author is inclineg,
from his experience and that of others with whom he has talked,to
discontinue the use of this particular classic, but has so~far
found no satisfactory substitute.

4. Outgside Reading.

The results in this direction were not what they should have
been. It is true thet each student read a good hook the first
semester and the author knows that nearly all of them were reading
something most of the time as they would tell him about the books
and cite examples of what they had found in outside reading, but

he feels that he might have managed to have them read more. It

would be an easy matter to remedy this another year by Preparing
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4. OQutside Reading.

Se

a list of good books with which the teacher was familiar and re-
quiring the students to read & certain reasonable number of these,
the teacher carefully selecting a book suited to the nature of
each student and talking it over with him at the conferences.
Much better results and a better liking for good literature would
be obtained in this way than by assigning formal book reviews
and work of this kind which are really beyond the ability of most
high school students and are very distasteful to them. All the
abstracting necessary can be secured in connection with the study
of the classics, where the passages are sufficiently short for the
students to handle with success.
€

It has been suggested to the suthor by various people whom
he has consulted, particulerly Professor Faircﬁild of the Teach~
ers College Faculty, and by books on the teaching of composition,
that it might be possible to do away with the treatment involving
the use of the forms of discourse.and approach the mstter more
from the study of the paragraph, etc. But it seems to the author
that this takes a subordinate element and centers the attention
upon it while leaving out the biggeét motive of all,- the precise
efreét the writer aims to produce upon his reader. He aims to
tell an interesting story, to paint a vivid wor@ picture, to ex~
plain a‘thing lucidly, té convince an opponent, etc., end the
paragraph and sentence are minor elements in this. The treatment
by the forms of discourse lays hold of this main motive and
works with it.

It might be possible to distinguish only two divisions, lit-
erary and logical composition, the former involving the co-or-
dination of images intended to center the reader's idea upon these

images, anhd the latter involw¥ing ideas and aiming to center the
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5. Forms of Discourse. (Continued.)

reader's attention upon the explicit expression of the relations
involved between these ideas. Narration and description would be
covered by the former and exposition and argumentation by the lat~
ter. Such a division might be simpler and if it were followed,
the purpose of the Wriper might be clearly kept in mind, but
hardiy so clearly as under the present division. The author would
very much be opposed to letting a student write as he rleased under
sny form, and then trying to improve the expression of what he did
choose, as some suggest. This might work with only one or two
students, but it would seem impossible to hold a class together
under this plan. Again, under such conditions, the student might
get a very inadequate experience for he would probably choose that
form in which he was best and seldom if ever try the others; al~
though he might, under the conditions obtaining this year, after
a short trial in them,_learn to like them and use them to re-en-
force his work in the particular forms he did not like. Then, tog,
any such license would tend to destroy the definiteness and clear—
ness of instruétion that meant so much to the students, according
to their testimony. A throwing down of the bars would result in
the students wandering off in various directions instead of gding
directly toward one fixed point. The attention of the students
could hardly be centered upon any one thing at the same time and
there would be no need whatever for keeping the class together
except for the purpose of studying some of the more mechanical
‘elements of writing.
. (0] i 0 f ot e

It seemed at times that the results would be better if more
advantage could be taken of the work that the students had to pre-
pare in other clesses, so that they might be permitted to devote

their time in the composition class to the form of suchvwbrk.
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6. Correlating With Work of Other Classes. (Continued:)

There were, however, certain unsurmountable difficulties in the
administration of the practice work, which made this out of the
question. It would, not,'on the other hand, as is sometimes ad-
vocated, be advisable, in the author's opinion, to have any great
part of the written work in the composition class consist of that
which is to be handed in in other classes. In this case, the main
motive for good composition, the difference in Intellectual or
emotional level between the writer and his audience, is entirely
lacking. No amount of preaching at the other teachers is ever
going to bring them to a point where they will use the written
work which in their classes is test work pure and simple, for the
purpose of giving the student a chance to write upon something
concerning which he knows more than they do. The work in these
other classes must of necessity partake more or less of the nature
of examination or test work. Concerning the evil effects of such
writing upon good composition-work, an English'teacher, whose
book every composition teacher should resd, has well'said#:
"Examinations... tend to paralyze the powers of exposit-
ion. The mental attitude enforced on the examinee is the slight=
ly ridiculous attitude, for a writer, of a person obliged to
give information to some one who already possesses it. In every
day life you are silent in the presence of a person better ace
quainted with a subject than yourself. It is only in the ex-
amination-room that you tell the better-informed person, your
examiner, what he already knows and what he is often imtensely
bored to be told again. If you are a wise person and clever ex-
aminee, you allude, you hint, you suggest, you convey your
knowledge in the briefest possible form,that is, in a form tot-
ally unintelligible to the previously unitiated."
Such work as this is surely not desirable in the composition class;
it certainly does not enable us to start the process of composit-

ion under a full head of steam, but rather to work under

% Hartog: The Writing of English, p.75.
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(Continued.)

inadequate propﬁlsive force, which 11 of course produce inade-
quate PGSUltSy‘ If this be not the cpse, the student will prepare
the same composition for two different audiences, the two teach-
ers, who do not and never can bear the same relation to him, so
far as the information he is trying/to gife them, is concerned.
This lack of definiteness of purpo%e is 11k§1y to produce a
violation of the cardinal princip%@ of unity\that may lead to

o 1 \
serious results. And finally, it may be urged against such a plan,

that it gives the student work in exposition aﬂmost exclusively.
\

\

\
Secbion 3. The Value of the h ication, in Publig
Schools. \

As this thesis is written partly in the hope that it may be of
some assistance to other teachers of composition, it ﬁill be well to con~
sider the application of the principles herein given to the teaching of com-
position in public high schools. From an experience of several &ears in
such teaching himself and from talking with others who have taughf there, ﬁhe
author sees no regson why all of these principles and methods couﬂd not be
successfully applied &nd used in any high school, with the possiblg exception
of securing enough conferences. In public high schodls it is usually desir-
able to spread the composition wqu over the four yesrs; the authorities
of the feachers College High School would' very much?prefer to do that, but,
as it is in some senses & preparatory school, they are compelled to concen-
trate on.composition in one year. The principles could, -however, easily be
applied throughout thé four years, the course simply being extended to cover
that period, and taking part of the time devoted to Engiish; or else the
field could be gone over several times, each time more intensively; or it
could be gone over first with no attention to the forms of discourse, leav-

ing them to be differentiated later. These are minor matters and would not
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affect the working of the principles. Different classics could be used as
the teacher might desire, &hd certainly a great many more of them. 1In
using classics, for inductive work on rhetoricel principles, it is very
necessary that all the students use the same edition to avoid wasting much
time. With a four years course , the finer points could be taken uvp much
better and the results should be very much better than in this course. The
eenferences, are, however, a very essential part ef the work of applying
the principles, and should be provided for at all costs.

To many teachers, it may seem that conference work is simply ad-
ding & great burden to a teacher already weighed down by work. This is by
no means the case. In the first place, conference work is not like claess
routine, but is informal in its nature, and, while none the less valuable
in its results, requires no formal preparation and is the moet inspiring
and invigorating work the composition teacher can do. This year it almost
never seemed like work, but was more like e chat or little visit with a
friend. Again, the matter of arranging for conferences if viewed from the
teacher's side, is almost wholly a matter of merely doing a different kind
off work in the same time, and not putting in more hours. The compesition
teacher in a great many 'schools puts a grade on every theme, keeps a record
of that grade, and of the correction of the theme, not clearing the record
until the theme is satisfaetérily corrected. Now with the conference method,
the teacher has no need to keep a daily grade record or to put grades on the
themes. He knows what each student is doing, and if any reference to themes
is necessary, each student may hand in all his themes for the month at the
end of each month, arranged in order, when a glance will tell the teacher all
that is needed. Then, too, if good work is to be done, the teacher must:
see to it very carefully, that the student thoroughly corrects his errors.
This i'requires that after the student has corrected his theme, he return it
to the teacher who then looks over it to see if the corrections are satisfac=~
tory. This necessitates a gread deal of work in keeping the themes in order,

besides looking over the errors. The conference method simply takes about
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the same time to look over the errors, but this is done with the student him=-
self, and all the labor of keeping the themes in order, ®bisiiis placéd:supon
bims The routine wérk of the teacher is certeinly much eased by having the
student do the arranging of themes before he comes to conference. On the
whole,if the work is done thdroughly in either case, the use of conferences
'reaily takes very little extra time on thg part of the teacher. Still, if
he feels that he cannot spare so much time, it may be possible for him to
see the weak ones once in two weeks, and the others less frequently. This
is not good for the latter, but it is a fair makeshift. Again, if the com-
position work is at all concentrated in one class, it is best to have rather
frequent ¢éonferences there and less frequent ones in the others. Once in
two weeks was found to be the most advantageous arrangement for conference
where students were writing very frequently, and the author gave half-hour
conferences; but frequently he found that he could accomplish everything
possible in twenty minutes, so let the student go then.

The finding of times that will suit the students is a more dif-
ficult matter. It is of course desirable that as many conferences as pos—
sible come during school hours; in fact some teachers insist that they must
come then or not at all. It is indeed possible to get a large’number or all
of them during that time. If the teacher is keeping study hall, any period
during the day, several can be worked in then; they can be given at recess,
a little before noon, immediately after school or early in the morning. They
do not tax a teacher as regular teaching does, so he can give them very well
at the periods indicatgd. The author gave them under such circumstances
all year. It would be better to have the student off wholly by himself, but
it is not necessary as the teacher and he can telk in low tones and be per-
f'ectly private. In the author's class it was found that students made no
objections to coming at such times as they felt that what they received
from the conference more than made up for any inconvenience. Again a number
of conferences were held each Saturday mortihp  as & rule, and instead of

disliking to come on that morning a considerable proportion of the students






p.-78—.

rather preferred to come then, as such conferences were given when the
teacher was fresh and were consequently regarded as of more value.

As & last resort more time might be taken from the recitation
periods. The author believes that three recitations and the other two
periods in each week devoted to conference work, will produce much better

results 1in a year than five periods of class recitation without any con-
ference work. Again, the teacher of composition if abreast of the‘times
iay be able to demonstrate to his superinténdent that his subject is
essentially a laboratory one, which it certainly is; thet his.u:.:laboratory
instruction must be individual as in the case of the sciences; that he
must have double periods just as the science teacher hase This will pro-
vide abundant time for such work, and is an arrangement already employed
in some of the good eastern high schools. With these suggestions, the
author trusts‘that any teacher will be able to arrange for such confer-
ences as he needs for his work; if he can do this, he should have little

other trouble in applying the generel theory.
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IN CONCLUSION .

With this, ends the treatuent of these experiments in compo-
sition in the Teachers College High School during 1907-8. The sauthor,
of course, does not hope that a final solution of the problem has been
reached, but he believes that he has made progress in that direction be-
cause he has achieved a clarification of his ideas,- the first step nee-
essary in the solution of any problem.

Professor Barrett Wendell has truly obsewved:

"It is by no means true that if the reality be a very
definite thing to us, our words will so show it to others®.”

Nevertheless, the atthor hopes thét he hes made clear to the reader the
things that he himself believes to bé real, mamely: that his theory

of composition is in general the true one because it is founded upon the
basic principles of the composition experience; that his methods of
téaching the subject were on the whole in accordance with the nature of
the true theory of composition; that im large measure the object for

which the ekperiments were conducted,was atteined. This object, it

will be recelled, was to make composition interesting to ordinary

high school students, and to more fully realize the magnificent possibil-

ities of the subject.

# DBarrett Wendell: English Composition, P, 214.
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APPENDIX A .
SECTIONS OF THE .
Section Recitations Semesters Teacher Eg:gllmegt
per week. _ 8t. S. 2nd. S.

I....-..-....3..-..--.......Both.....Carter Alexandere««38cccecee2D
II.-.--.-ooocSo.oobo-c-.-oooBOth-ao-oLucy Wolf P eeoseeee22000eeee23

III........--S..-.oooooooooosecondoooMaUde Beamerouoo.ooooooQoool4

Note 1l:=~
Sections I and III had Half-hour conferences, once in two
weeks. Section II had no regular conferences.
Note 2:- .
Section III was made up largely of students who had failed the
first semester in the other two sections. They took a rapid
review of narration and then went ahead on the regular

schedule.
APPORTIONMENT OF THE WORK.
Classics  Principles Themes - Iotsl

mber of lLesso

Narration. ® o e 80 ‘.14.. ® 0 0 0% 0 %o '8 e 9 5 8% 6 % %0 00 .17 ® o % %0 %000 ..39
Description.. e e o9 4.. ® 50 000 00 .9. ® 9 9 5 09 * e 0 ..10. LI B B B BN ..33
Exp081tioncoo'coo 70..0.0..-.o7ooo-c.coooooolOooo.uoono024

Argument-000000.= Eooo..o-.o.cl;ﬂ,o'-o-.
Totals.ss..........25.......'.....40..‘.....‘108

Note 1:-
All recitations were one hour in length.
Note 2:
Part of the classics used for description had been covered
in the reading for narration.
Note 3:=

. The final theme of the year is listed under exposition.
Note 4:~
About a dozen class themes were given incidentally during
the year; no detailed record has been kept of these.

BOOKS USED.

Text.
Brooks~Hubbard: Composition and Rhetorigc: A. B. C.

Used as a reference book only.

Classics. All Lake Edition, S. F. & Co.
Hawthorne: Iwice Told Tales: for description primarilys
for narration secondarily.
Eliot: Silas Marner: for narration primarily; for
description secondarily.
Maceulay: Addison: for exposition.

Burke: Conciliat ¢ for argument.






po -8 1_‘:.
APPENTDIX A .

BOOKS USED. (Continued).

Note: -
All classics were studied first as literature; they were
later used as a basis for working out rhetorical principles
inductively.

OUTLINE OF SUBJECT MATTER.

1. N ATION.
(a) Classics.

Twice Told Tales:
Gray Champion
Wedding Knell
Mr. Higginbotham's Catastrophe
Peter Goldthwaite's Treasure

Silas Marner. Nine lessons.

Life and Style of Author, one lesson.

)
g Cne lesson each.
)

; (Numbers show the order
(b) Development of Principles end Theme Work. i o oh e mas sl
Lesson. Title. Theme « ¢n,) Title.

l..Informal Discussion as to
nature of worke.
Biseensvealnal Reports.
3¢aseesseeThe Introduction.
4ecveceseelOral Stories;partic
attention to Int.
5..¢0000s.The Point of a Story. '
BeceeessesslWritten theme for
point.
7eeseeeeesThe Conclusion.
Bt.to'otboTheme fOP COl’l—
slusion.
QessessseeTheme for unity
by details.
10¢s:.¢eeeeeTheme for coher-
ence and sequence
by time order.
l1liceveeessUnity by means of

_ time relations.
l12.¢40e0eeeUnity, Coherence and

Sequence.
13¢seeceessOutline of Silas
Marner,Chap,IV. to
show how author
observed princivples
of lesson #12.
l4.ceivevesOutline of a Story
on Basis of pre-
vious worke.
15.¢ceceseWWriting of Story
. to follow outline.
l16ecececesslsson on Plot.
Mass introduced.
1?. KRR Wri ting a Plot.
180.--0-.0.St0ry to COPI‘es-.-

, pond.,
19, «eeeveveImaginative Stors
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APPENDIX A .(Continued).

(b) Development of Principles apdsTheme Work, (Continuedj.
Lesson. Title. Theme. Title.

20+...Img inative Story;
especial attention
to. climax.
2le¢es.sComversation in Stories.
22+...Using Conversation
to complete an ¥n-
complete story.
23¢ecseess s Different Trains of
Events.
24....Different trains of
events.
25.++.Character shown by
action only.

II. SORIPT .

Glassics.
+ Twice Told Tales:

Sunday at Home
Rill From the Town Pump
Little Annie:s Rambles
Toll Gatherers Day
Vision of the Fountain
Snow Flakes

Life and Spyre of Hawthorne, one lesson.

Three lessonse.

(b) Development of Principles and Theme Work.
This has already been given in Chapter II, Section 5.
III. TION .
a) Classics.
Addison: Outlined with gradually increasing differentiation.

One Birdseye View and five detailed lessons.
Life and Style of Macaulay, one lesson.

(b) Development of Principles and Theme .
Lesson. Title. Theme. Title.

lececeeeThe Introduction to
_Exposition.

2....Paragraph each to show:
How something is done.
Why something is 8ouse.
Whet 8omething is.

3«eeseTheme to show in
what A's powers as

a writer consisted.
4....00.Unity and eoherence in

exposition..
SececesedlUse of the outline in
exposition.

6eec.liritesup of what was
learned in lesson 5.






. po—BS—o
APPENDIX A . (Continued).

III. EXPOSITION.

(b) Development of Principles and Theme Work. (Continued).
Lesson. Title. Theme Title.

7....HOow to use the Univer-
sity Library. Write-
up of a class excur-
sion there.
BessseceseDefinition, division,
delimitation, synonyms.
9+...Explanation of one's
favorite quotation.
10..0.-...0ExpOSition by repetit—
ion and examples.
1l....Theme: two paragraphs
to illustrate
lesson #10.
12¢¢ceesceeExposition by compari-
son and obverse.
13....Theme for lesson #1l2.
Same subject in two
different ways.
l14.........Exposition by cause
' and effect, and
details.
15...-TWO p&ragr&phs tO il—
lustrate lesson #1l4.
18....Paragraph transition.
17e¢ee Final Theme.

IV. MENT
a) Clessics.
Conciliation:
One Birdseye View and six detailed lessons.
Life and Style of Burke, one lesson.
Outlined by briefs with gradually increas-
ing differentiation.

(b) Developnent of Principles_and Theme_ Work.
Lessone. Title. Theme. Title.

lecesssssacssessIntroduction to
Argument.
(This was the les-
son outlined on
pege dY4).
2...-.....Brief on either
side of eny sub-
gect of student's
choosing.
BesssssseseBrief on different
' subject.
4se0eee.soBriefl on opposite
side of question
taken in 2 or 3.
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APPENDIX B .
PERSONNEL OF SECTION I, ENGLISH II, TEACHERS CDLLEGE
HIGH SCHOOL, SECOND SEMEBTER, 1907«8.

Section 1. General Information Concerning Each Student.

This section is given for the purpose of enabling the readep
to see that bdhe experiments were conducted with an average set of high
school students: It will also show him how the author studied his own.stu-
dents. There is here presented only such information as was found to be of
value in actual teaching. The data were collected incidentally throughout
the year by the author in conferences, Lut for the sake of absolute
accuracy, he had the students write answers to very specific questions;
this was done only after he had become well acquainted with them so that they
would not hide things from him. The materiasl obtained in this way is
given below in a very condensed form. Only twenty-one students happened
to be present at that time, so only these are discussed here. The ones not
discussed, were weak students who had changed sections or left school.

This treatment deals with the students of Section II only as the
author knew these better than the others, Aside from the students who
were doing special® work, four in number, the personnel of this section did
not differ appfeciably from that of the other two, except that Section III,
as before noted, was made up largely of weak students. The author believes
that the students of Section II, without serious error, may be assumed
to be fairly representative of average high school students doing com-
position work. It is true that their average age is above that of most
high school composition students, Lut this condition, while it makes for

earnestness of purpose and industry, has two very decided disadvanatges ;

# This means that these students had done part of the work in other schools

and were consequently permitted to take the work with the class, but
were required to do special work outside.
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first, such studente are very eager to get through the high school as
quickly as possible and are not so willing as younger students to do the
necessary drill work: second,‘they are past the formative period and
wrong habits of expression are much more firmly fixed in them than in
the case of younger students. These two disadvantages, in the author's
opinion, offset the advantages before mentioned.

Let us now take up the date regarding the students. To avoid
any embarrassment to the students, they are each given a number after
being 1listed adphabetically. All towns etc., mentioned below, unless

otherwise specified, are in Missouri.

No. 1. Boy, 19 years, from village, preparing for a@ademic work,
possibly journalism later.

Interested in politics, literature, science, athletics,
English, methematics, and Latin.

Better in written than in oral expression.

Previous schooling very irregular. Attended rural school ir-
regularly until. 20, then village school until 14, Out of school
until 17, then back in village high school two years.

Previous work in English very limited. Had studied elementary
grammar and had one year of composition work, without much practice.
Most of his knowledge of English gathered from reading outside of
school. .

Had lived all his life in a community where the correct use of
English was practically unknown. His family used ordinarily good
English and corrected him at home for slips in grammar.

Very fond of reading, especially fiction, poetry and history.
Had read some from practically all great English and American writers,
including some of the best short story writers of today.

Pine student in everything, especially in the literasry side of
composition. Only literary ertist in the classe Of a timid dis-
position, but developed much under use of sudience method. Did
special work.

No. 2. Boy, 16 years, preparing for academic work. Career not decided

upon.

Interested in athletics, history and people.

Previous schooling very varied. Had been to good schools, but
seldom long in one place, and had moved all over the country.

Had had good formal training in grammer snd some in composition.
Thought he knew more than he really did.

Communities he lived in used bad English.

Family used fair English and corrected him occasionally.

Had read meny bboks of adventure for boys and much rather
trashy fiction, very little solid material.

Very variable and superficial in his work. An average student,
except that he did nothing very thoroughly.

Better in written expression than in orel expressione.
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No. 3. Boy, 12 years, thought he would be a doctor. From cultured
small citye.

Interested in athletics, electricity, history, bhysics, and biol~-
0gYe

€ Oral expression very much better than written,

Grade work taken in excellent schools, but with numerous changes.
Spent only 4 1/2 years in the grades, and did not finish the work
thoroughly.

Sophomore in T.C.H.S. where all high school work had been taken.

Had had excellent formal training in English.

Home communities used good English.

Family used good English and corrected him.

Had read a great deal in books of adventure, and in popular science
books for boyse.

Very bright boy, who had, however, had insufficient preparation.
At his age, he was too restless, etc., to care for work out principles
very much. Developed a good deal during the year and came out in feir
shape at the end. Was unusually large for his age and so really was
more advanced than his years indicated.

Os 4. Boy, 15 years, from village preparing for academic work; later

probably engineering.

Interested in athletics, mathemésics, languages, and doing good
school work. Better oral than written expression.

Had been in fair public and private schools; had been pushed in
his work. '

Had had good formal English grammar and some composition.

Home communities used from poor to fairly good English.
Family used excellent English and corrected him occasionally.

Read almost incessantly, mostly fiction of lighter sort.

Good student in everything, but particularly brilliant in mathe-
matics. Great logical ability, but almost no artisftc sensea

Noe. 5. Boy, 21 years, from a large city, preparing for englneering work.

Interested in engineering, mechanical contrivances, athletics,
mathematics, and English.

Better iR oral than in written expression.

Had had good grade work in city schools, but had obtained high
school work chiefly in night schools; had been out of school practic-—
ally for five years.

Community used fair English.

Family used fair English and sometimes corrected him.

Had read much in books and periodicals on engineering, and in
fiction.

Student of good native capacity; who had been injured by being
out of school so much. Made a noble effrt to overcome his handicap,
but it was very ha#d work for him. Aside from his never being able
to improve his spelling a great deal, he rounded out his work,in
good shape by the end of the year. His poor spelling seemed to be
practically hopeless,.

No. 6. Girl, 15 years, from cultured Eissouri small city, preparing
for academic work.
Interested in gymnasium work, elocution, English and msthematics.
Written expression very much better than oral.
Graded school education good, but varied.
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No. 6. (Continued).

One yeer in good high school.

Good previous formal training in English.

Communities lived in used from poor to good English.

Family used excellent English and corrected her very carefully.

Never cared for resding much, but had read a little &f the bet-
ter class of present-day popular fiction.

Good worker who was much hampered by illness. Had greai—dif—
ficulty in making herself clear until work in exposition was well
under way. She then developed very rapidly and was much more suc-
cessful later on.

No. 7. Boy, 18 years, from large city, oreparinz for medical work,
Interested in athletics, medical work, and physical sciences.
Oral expression much better than written.
Had had excellent grade and ®¥wo years high school work.
Had had very best English training.
Had read a gredq deesl, covering, 1n school, good classics, end
outside, lighter fiction.

A good worker, on the whole ebout an average student. Very
peculiar in that he could understand nothing unless it was presented
to him just as he wished it. Got things twisted very easily.

At times did unusually good work.

No. 8. Boy, 18 years, from a farm, fubupbe work unhcertain.

Intepested in reading, agriculture, history, and a little in
athletics.

Written expression very much better than oral.

Had had one year in T. C. H. S. after a rural schooling.

Had had only English I,

Home community used very bad English.

Family used very bad English and hardly ever corrected him.

Had read a great deal, mostly fiction on histofy and adventure.

A good student in history. Had good logical ebility, but was
very timbd. Did little good in English until expesition was reached.
Not good in other subjects.

No. 9. Girl, 15 years, from cultured small city, preparing for academic

wWork.

Interested in art, music, reading, having a good time, basket-
ball, history and English.

Could do well in both mediums of expression, but in practice con-
siderably better in oral.

Grade school work taken in private school with exception of one
year in good town grade school.
-~ Sophomore in T. C. H. S. where all high school work has been

akene.

Good previous English training on formal side.

Had always associated with people who used very correct BEnglish.

Family used unusually correct English and corrected her often.

Haed read a greet deal in books of adventure for boys and in
sentimental fiction.
' A bright girl, capable of doing a very high class of work. She,
however, really did rather poor work as she was too much interested
in having a good time and in the boys, to apply herself well. Had
a fine literary artistie touch, but did not care to do the work
necessary to develop it.

No. 10. Giri, 24 years, from a small town, preparing for musical work
in an eastern conservatory.
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No. 10. (Continued).

Interested in music, society, athletics, and literature.

Attended a rural school until seventeen, then irregularly there-
after. Had never been in high school before, but had taught a grade
in a village school.

Previous English work had been fair on formal side, as far as it
went, but consisted of literature and grammar without any composition.

Home community used fair English.

Family used fair English and sometimes corrected her.

Had read a little, chiefly in the standard American writers.

Mature, careful and conscientious worker, who did excellent work
except when she had too much work in other subjects. Did special work.

No. 11. Boy, 20 years, from large city, preparing for business.
Interested in art, athletics, zoology, English and history.
Written expression slightly better than oral.

Had had excellent training in city graded schools; two years
in city high school, but had failed. Out of school two years before
entering here.

Had done little in English before, hecause it was never made
interesting to him.

Home community used excellent Englishe.

Family used excellent English and corrected him clasely.

Had read much, but chiefly very exciting fiction and some trash.
Did excellent work in the couwrse. Was very much interested in it and
it was a pleasure to the teacher to see the transformation in him
during the year. This course undoubtedly was a great factor in
keeping him in school. '

No. 12. Boy, 18 years, from rural community, preparing for agricultural

department.

Interested in farm work, Sunday school work, athletics, society,
mathematics, science, and English.

Much better in written than oral expression.

Completed average rural grade school, then attended good private
preparatory school one year.

Previous English training, except in private schodl, ¥ery poor.

Home community used incorrect English and so could not correct
him. »

Had never read to amount to anything outside books studied in school

Somewhat dull, but very hard-working student. Very timid, but
developed a good deal under sudience method.

0. 13 Girl, 19 years, from rural community, preparing for t eaching.

Interested in social gatherings, German and history.

Unable to express herself to any adventage orally; good written
expression.

Very varied and poor grade work in rural, mixed and graded schools.

One year's previous work in good private preparatory school.

Home community used very poor English.

Family used fair English and corrected her often.

Had read a good deal, chiefly in standard authors and in books
fo irlse.

gA very timid} hard-working %irl of average intelligence, hamper-
ed considerably by ill~health and too much outside work. She devel=-
oped a great deal under the personal help possible in the conferences.
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No. 14. Boy, 16 years, from small town, preparing for law.

Interested in athletics, girls, reading, politics, English and -
Americen history.

Much better in written than in oral expression.

Previous grade education in rural schools, with exception of
parts of two vears in large city. High school work teken in T.C.H.S.;
sophomore.

Home communitinc used good English. (Rural communlty was strong-
1y inflilenced by a good denominational college ).

Mother used ggod English and corrected him carefully.

Had read a great deal, but chiefly books of adventure for boys,
and fiction.

Boy of good intentions, but a slow thinker, 1azy and inclined
to waste his time in foppish pursuits.

No. 15. Boy, 17, years, from southern state, preparing for academic before

business career.

Interested in business, athletics, sciénce, history, and mathe-
matics.

Oral expression much better than written.

Had had a very irregular schooling, with two years of fair high
school worke. _

English not given much attention in previous education.

Home community used fair Englishe.

Family used very good English and corrected him.

Had read much light fiction.

Brilliant talker, but very superficial and ipclined to put up
a brave front when he really had little to back it with. Was i®
class only the second semester. Knew his failing and tried to over-
come it, but was not wholly successful.

No. 16.

Girl, 18 years, from cultured small city, preparing for teaching.

Interestded in few things here in Columbia. Interested in
English work, particularly diterature.

Better in written than oral expression.

Hed graduated from a high school.

Had had very poor English work, no composition whatever.

Community used fair English.

Family used good English and corrected her frequently.

Had read a great desl; varied, but good range of books.

A student of average ability, but peculiar. Impossible to get
her to change her mind after she one¢e formed an ovninion.

Noo 17, Boy, 17, years, preparing for academic work with possibly some sort

of literary work later.

Interested in athletics, horses, reading, machinery, photography,
school work, English and history.

Better in written than oral expression, but good in both.

Grade work taken in excellent schools, but in seven different
towns.

One year éach in two good high schools,previously.

ExBellent previous English training, including theme work, mainly
formale.

Home communities used good English as a rule.

Femily used good English and corrected him cincessantly.

Had read a great deal, but mainly in boys' books of adventure and
light fiction.

A bright boy, good student in everything, but with unusual ability
in composition work. Was doing special work.
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No. 18. Boy, 14 yecrs, from cultured small city, prepearing for

journalism. , ,

Interesfed in everything pertaining to newspaper work, athlet-
ics, Better oral than written expression, but good in both.

Previous schooling rather beief, but good. Had gained much gen-
eral knowledge from traveling, reading and doing reportorial work.

Had not had much English training, but had read widely in -
standard works. Had.always associated with persons older than him-
self.

Family used excellent English and formerly corrected him, but
he had reached & stage where H® did not need this.

Had read widely in history, biography end classics, and good
current magazines. ‘

Brilliant student in all subjects requiring logical shought.
Very quick, but nervous and impatient. Very easy for him to get
gist of anything.

No. 19. Girl, 15 years, from cultured small city, preparing for t eaching.

Interested in athletics, reading, social gatherings, history
and English.

Considerably better in oral than in written emxpression.

Grade work taken in good small city schools and private schools.

One year in good high school previously.

Good previous English work, but had failed in compesition the
year Before in another high school.

Home community used good English.

Family wsed good English and corrected heri

Had read much, nearly all light fiction.

A hard-working, ambitious, personally attractive girl, who
was handicapped by a temperamental inability to organize her work.
While she never entirely overcame this defect, she made considerable
progress. Of a rather romantic turn of mind.

No. 20. Through an oversight, .this number was not assigned to a student.
The error was not discovered until the body of the thesis had been
typewriten. To avoid confusion, the original scheme of numbering is
retained.

No. 21. Girl, 20 years, from rural community, preparing for academic
work, later for teaching or professional nursing.

~Interested in musie, elocution, manual training, English and
history.

Much better in written than in oral expression.

Completed an ayerage rural grade school at age of thirteen.

Then illness kept her out of school for five years. Then attended
a private preparatory school oneyear.

Previous English training, except that ip preparatory school,poor.

Home community used poor English.

Family used good English and encouraged her to do so.

Had read considerable, chiefly good fiction of lighter sort.

A very hard worker, who did good work sverywhere. She was hamp-
ered by a lack of experience, caused by seclusion during her illness,
but she made excellent use of what she did have. Very sensitive and
required much encouwragement, but her appreciation of the work made
it a pleasure bo have her in the class. Did special work.
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No. 22, Boy, 18 years, from village, preparing for academic work.

Interested in music, traveling, hunting and fishing, English
gscience and mathemétics.

Rural schools only, but seldom went the entire term.

Only part of a yvear of high school work previously.

Only fair rural sohool English, no composition work. Good
grammar worke.

Home community used fair English.

Family used good English, brothers corrected him frequently.

Had read a fair amount of short stories, but noct many books.
Became interested in reading from the classic work and reed more lat-
er in the year.

An earnest, hard-working student, of a rather slow turn of
mindy but with sound judgement. Developed greatly during the year.

Section 2. Record of Students' Worke.
TABLE Vil .
SHOWING RECORD OF EACH STUDENTS'WORK IN THE DIFFERENT FORMS OF DISCOURSE*.

Student No. Narration. Description. Exposition. Argumentation.

1.........‘....S....C....'..s.........I.F toG............S.

2‘..-'....‘.....F....‘.......F.‘..'......F...'............G.

3.oooooooooooooFo-ooooooo..oFo.QooooooooWooooooooooa-ooooFo
4...0....4.-0-.F.--£ooooooonF.ooooo.-oooGoo--oauoooo.oo-oG.
5ooooocoouoooooFoo000noc;o.oFoooooooooo.Go.oooooooo.o,oooGo
600.-.0....0...Fooocooo'-oocFoﬁoaooooooow tO Goco-oo..oooG.
7..............Goo~oo-ooo-ooGoooooo-ooooF.t-coo-oooooooooSO
8000000.¢ooooooF.ooo-ooooo.oFoooooouoo-.G.oono.ooooo.oocoSo
goaooocoooooooow.o-o--o..ooowoo-c-.-ooooGoooooooioooo-oooFo
10.ooaoooo.nooooSo---.--uoooosoo.....o.o'Goooo-oooo-ooo-.oG.
lloooo-coco..oooSo0noooooo-ooscooooo-ocoowotooooo'OOOOOOOOFO
120.....ooooool.WoocooooG.o.oWo.oooo-ooo.F.oo-ooooooooocooF-
lSo.ooonto-o-oooGool..ooc..o‘Goo.ooo...ooW.-oooocou'u.-oooFo
140.00-oa-tooooopcooootccooooGooo.oooooooWooooo-o--ooo--ooFo
15ooooo-o.oN0t in CIaSSo-o...F........-..W........-.......W.
lG.........NOt in CIaSSQOQcoow.QoooooooooFooono-oooooo-oooFo
17.........N0t iS ClaSSoc-o.oSoooo.-o.oooGoooooco--oo.ooocSo
18.-..ooo-oooootGooooo'ooooooFooo.ooooco.S.ooo-oo-noooooo.Sl
19..0...0.I0l..OW.‘...'.C.I..G...O'......W........OOO.QOOCF.
20.........NOt-ASSigned.tO.a.Student.-....................--
210;0.0.--0.00ooSooo.ooooooooSo'ooo.ooooopooooooooo-ooooooGo

22....0..‘0.....F............F.Q.........F...O........OQ..G.

# In this table S means Strong work.
G mBans Good wBrk.
F means Fair WOorke
W means Jesk Worke.
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APPENDIX c .

SPECIMEN THEMES BY STUDENTS OF SECTION I, ENGLISH II,
TEACHERS COLLEGE HIGH SCHOOL, 1907-8.

These specimens are presented for the benefit of those readers
who may care to see some of the actual work done by the students. The
author has tried to give only such themes as fairly represent the work
of the class. He has conscientiously_ avoided presenting only the best
work. In order to be fairer still, these_thémss are given, with the ex-
ception of reproducing the handwriting, precisely as they were first hand-
ed in. PFurthermore the students did not knwQ.that these themes were to
he later used in this thesis. The attention of the reader i s called to
a fact wellnknown to composition teabhers, but sometimes overlooked by
others, namely, that any student is apt at times for various reasons to
make stupid blunders in his composition work, which he by no means makes

habituallye.

I. A  BRIEF.

This is the brief referred to on page 20. It was the first brief
the writer handed in,and,in accordance with the usual custom, was
gotten up with almost no directions from the teacher. By Student No.4.

To Prove "We did not cut English History April 23, 1908."

Introduction
I. Something must be done to get the credits. There are two ways,
A. Staying after school and meaking up the work.
B. Proving it was not a cut.
3 opers~
II. The first can not be done for:=-
A. We are probably going to leave town as soon as sbhool
is out.
B. If we do stay in town we will want some job which will
have to be gotten as soon as school is out.
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I1I. The second can be done for there is a good deal of evidence
to show it was not cut. namely.
A. Have had &ll of us solemnly swear it was not meant for
e cut.
B. The teacher saw us pass the window of the room they were
.reciting in.
C. Went straight to our homes after we left the room.
IV. The argument that we should not have gone to the Farmers Fair
when it was so late, can not stand for:-
A, We did not know what time it was.
V. The argument that we should have been to class on time can't
stand. for:-
A. We did not know what time it was until the three o'clock
bell rang.
B. Others have been later, many times, than we were.

VI. Since once before, we had class in another room, under the same
circumstances and some of the students were late and after
waiting a while in our regular room went home. Our case.is
exactly like it. »

on

VII. Therefore we should not have to stay after school to make uo
the work we missed, since the others, in a case just like
ours, were excused.

Treatment mi ject e Studen t Di mes.

of the two themes given here, (a) was No. 10 in Description.(See
p.81l). (b) was the last theme under Description.(See p.42).
While these themes were by no means weitten for the same purpose, the
reader may easily not€how the student improved in organization, con-
scious striving for effect, vocabulary, diction, sentence structure
and ease of writing. By Student No.22.

(a). A Pienic.

Last summer I went out with a crowd of boys and girls
on a picnice We went tc a large spring end lake about ten miles
from home. : '

When we arrived it was noon and ate our dinner before
we started to bum around. We then hired some boats and intend-
ed to go out upon the lake boat riding. One of the boats

was very small and not supposed to carry more than four persons.

We alliwanted to cross the lake to see a large cave.

As we did not have enough boats six of us got into the small boet.
I wes rowing and not paying strict attention to where I was going
ran into some bushes.

This caused some excitement among the crowd and while
they were moving about some one stepped on the edge of the boat,
and this turned the boat on one side and it sunk. We were not
very far from the bahk, and the water not being deep we waded out
in safety. After getting wet we had to give up our trip, so we
gdt ready and went home. The rest of the crowd stayed and enjoy-
ed a good time so they all roasted me for being so careléss.
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(p). A Picnic.

Last summer a crowd of boys and girls decided to attend
a picnic. It was given in honor of the o0ld federal spldiers on
& beautiful island not far from & small country towne.

It was & clear morning and the dew covered plains glisten-
‘ed as the beaming sun stretched its red rays over them. Later
in the morning the sun beczme warmer and the air was so calm that
not even the leaves of the trees were moving. Finelly smell
white clouds begen to appear in the sky. New and then one would glide
across the face of the sun and cast a shadow over the burning
surface of the earth. Still no breeze arose and the dey became
very sultry.

Our crowd consisted of two girls and two boys who never
borrowed trouble or dreamed of dengers until they were upon them,.-
The distance was about ten miles and we decided to drive it instegd
of going by rail for our road led across a beautiful prairie andi
we were enxiomus to see the scenery. We got a carriage and started
on our enjoyable trip about noon. When we had driven about '
five miles, our attention was attracted by the rolling peal of" :
thunder. Looking to the west we saw a heavy black cloud rising.

"It ceme up very fast and the thunder pealed louder snd keener. -
The lightening befan to streak the black surface of the cloud by
its constant flashes. y

We drove very fast but when we reachesft our destination
the rain had almost overtaken us. We stopped only long enough
to inquire about a hotel. There was only one hotel in the town
and it had been filled long before we reached it. The rain began
to come down in torrents and the wind was blowing a gale.

We were fixing the curteins on our carriage and preparing
to maeke the best of it when a friend driving by recognized us.

She was very much astonished by seeing us in such a critical
situation and insisted that we come immediately to “her home.
After a short drive we reached it and were soon under shelter.

The rain was soon over but it spoiled our picnic plans
so we spent the remainder of the afternoon with our friend. After
supper we started home and enjoyed a beautiful moonlight drivee.

III. Improvement Produced By Consideration forAudience.

These two themes show the improvement made by Student No.l7 in
choosing a good subject and treating it in an interesting way. He
entered the class the second semester and consequently had not had the
work in organization gained from narration. (&) is his first theme,
and (b) is one written three weeks later. He éhose both subjects of
his own accord.

(a). A  Shop .

Having entered a shop on Broadway end found it temporarily
deserted by the clerks, I paused near the front and gazed about me.
High rows of shelves extended down the centre of the
room, while at the rear could be Been a place fitted up for picture-

framing, with benches, tools, and long strpps of moulding.
A more careful examination of the shop showed me that -
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(a). Continued.

the shelves were filled with books of all descriptions On some
of the counters were glass show cases, filled with leather goods,
novelties, and writing materials and accessories, while others
were piled high with school tablets, note-books, end magazines.
The tables running down the centre were filled for the most part
with cheaper books set out for inspection, and colored post-
card views.

Then & clerk returned sand I turned my attention to other
thingse.

(p). Seven Falls .

It wes a delightfully crisp and refreshing morning when
I left Colorado Springs one summer mn & trip to Seven Falls. The
way lay elong a hard, narrow road which wound its tortuous way
along the rocky mountain-side and at times the road was threaten-
#dd by over-hanging cliffs, at times by yawning chasms which made
it shrink close to the rocky wall on the inside. In one place
I paessed over a wooden bridge of roughly hewn logs and a little
farther on I was halted by a toll-gate until the saged tender came
out of his small, half-hidden hut and allowed me to pass. At
last, coming around a sudden turn in the road, I saw & small
rest-house sitiing at the feet of the wonderful phenomenon I had
come to see.

Here, before me, a mighty yet very beautiful, seven=-
linked chain of silvery water dose on & background of dull, grey
rock, surrounded en all sides by stern and sullen mountains.

Although the mounteins rise all around nearly verpen-
dicularly, through a passageway torn in them by some Titenic hand,
the brave little mountain stream comes down in seven superb leaps,
leaving seven nobsy pools between its leaps. The small esdventurer
then races off again among the trees, satisfied with its lowered
position in the world es long as it does its master's will.

At the top of the falls were a few rather smsll pine
trees rooted in the rocks and gravel and sparse grass, while a
little lower down were a few more trees which seemed to gain
their sustenance from rocks alone, for nothing else was visible.

At the left side of the falls were severazl continuous
flights of steps ingeniously fastened to the mountain-side, by
which I was able to gain the top of the falls and to drink some of
cool, crystal water from the stream.

After gazing about me for a while I retresced my way down
the steps and I was coppelled to take two hundred and twenty-five
steps to accomplish the distance taken by that simple child of
neture in seven leaps. I left this place well satisfied with my
outing and carried away the thought that man is very puny when
in the presence of God's works of nature.
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In these two themes, may be seen the improvement made by Stu-
dent No.21 in unity, definiteness of purpose and use of specific words
in descriptive writing. (a) was her third and (b) her sixth theme
in descpiption.

(a). The crossroads church.

One evening I went to my home church to preaching.

A black cloud was slowly rising in the sky. As I
stood at the gate in front of the building I was greatly impres-
sed by the ghostlike appearance of the church end graveyard.

The church is situated on two crossroadsy One road
runs north and south, the other east and west. This structure
is surrounded by several dﬁelling houses, & store, and a black=
smith shop, which reminds mne of a priest at the head of his fdock.

As the buildirg is seen from the front it resembles
an immense box with two entrances, and roof upon it. It is
painted white and decorated with tan.

Two flights of steps, which are made of wood lead into the

two entrances. There are four double doors leading into the
church. These doors are painted a tan color. And last but not
least is the steeple extending high into the air.

(v). The Prairie.

One morning while we were out camping I woke real early
to view the landscape. It was day-break. Al 1light-red steeak
was gradually rising in the east which gave to the surroundings
a ghastly appearance in the dim-gray shadows of the morning.

As I looked at the scenery the loud, shrill notes of the
fowls in the neighboring barnyards broke the stillness of the air.
Then as the sun peeped slowly from its secluded place, I could
see in the faint light the farm louses dotted here and there over
the earth. o

From this scene my gaze wandered farther on to fields
of golden grain. A heavy dew had fallen in the night, and the
dew-drops shone upon them. Some parts of the fields were illum-
inated with light, while other parts were dark, like a dreary
solitary place when the sun slowly envelopes it.

The sun had at last burst forth from its haunt and we
were ready to continue our journey.

nt_i ou Organization.
In the two following themes, the reader may note the improvement

in thought organization made by Student No.l9 who was, it will be noted
in Appendix B, pege 90, very weak in this respect. It will Be seen

- that as her thought has cleared up, ner sentence structure has cor-

respondingly improved. (a) was the first end (b) the fifth theme in
description. (See Chap.II, Sect.V)i.
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V. Improvement in Thought Orgenization. (Continued).
(a). "The Agriculture Building."

Upon entering the campus, of the University of Missouri,
the first building to the right is known as the  Agriculture Hall.
This is the only building that escaped the destruction of fire
in 1892, and is principally noted for its difference from the hand-
some buildings surrounding it.

Its style of architecture is a relic of the days when
designers believed &n but very little adornment. The idea of
beauty does not enter very largely into the details of this
building, but what it lacks in this respect, it more then makes
up in substantial quality. The building is four stories high,
almost square, and the exterior is entirely lacking of ornamen&~
tation. On the left side of the rear, on the r#&ef is an old
belfﬂrz. Eight stonecstegs lead up to the main entrance, whiehh
is in the center of the front. The double doors are heavy, made
of an endurable wood.

In front there are four large windows on the first fdoor
while on the third and fourth there are six each.

It is not very imposing according to modern ides, but it
cannot but help to impress one with its simplicity.

(v). A Historical Building.

One day while walking in & distent part of the town, I
stopped before a two-story, red brick building, covered with ivy.

The steps, leading up to the porch were of suhstantial
stone, with a high wall of stone on wach side. On the top of
these were small pots of flowers. Four massive colonial pillars,
gave a stately appearance to the buildinge. ,

The porch was almost hidden from our view by the beauti-
ful vines. A heavy door of dark wood, seemed to be standing on
guerd. The door was Dplain, with the exception of a large, brass
knocker. .

Above the first floor porch, was the one of the second.
There were also four large pillars, almost covered with vines.

A large, door, with shutters,stood in the middle of the porch with
a large window 1n either side. A balustrade surrounded with ivey
covered the porch. The roof above this came to a point.

although the house was almost lacking in ornamentestion, it
never failed to attract the attention, on account of its eolonial
style and historical memories.

VIi. An Expository Theme.

The following epecimen was handed in by Student No.l8 for the
third theme in exposition (See p.82). For this assignment, each of
five students read one of Addison's representetive essays. The others
listened, took notes, and from these alone wrbte the theme.

Addison's Range of Powers as a Writer.

Addisonfs genius lay in the fact that he had a wide
range of powers in writing. He was equally adept in narrative,
deseriptive, expository and imaginative writing. Examples of
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his descriptive writings are found in "Account of a Visit to
Westminster Abbey" and "Death of Sir Roger de Coverly".
His imaginative description is shown in his "Vision of Mirza",
his narrative in "Transmigrations of Pug", snd his expository
in"The Royal Exchange."

' "The Vision of Mirza" is an account of what & man saw
in compeny with a genius from the top of a mountain. It is purely
imaginative. The man tells the genius what he sees in the valley
below and the genius explains it. The river running through the
valley is compared to that part of eternity in which the earth
égists. At either end the river is covered by a mist represent-
ing the beginning and the ending of the world. A bridge over the
river is compared to humen life. There are trap doors on the
bridge through which many of the persons crossing fall. This
represents death. ""The Royal Exchange" explains the good merchants
do in bringing the people of earth more closely #%ogether. Addison
represents himself going to the 'Change' and seeing articles from all
the different countries. He shows how the blessings are
divided up emong the different climates so the people of the earth
will have to have intercourse with each other.

"Account of a Visit to Westminster Abhey" describes
Addison and a friend seeing the famous statues, tombs, etc. of
the Abbey. "Transmigration of Pug" narrates the different persons
and animals into which a person was changed. It is a letter
written by & man who places it beside a monkey and deceives a lady
into thinking the monkey wréote it. The monkey is represented
as having been a President of a College in India, a flying fish,
an English banker, a bumblbee, and other things, beforeh he heceme
a monkey. "Death of Sir Roger de Coverly" gixes a letter from
a servant announcing the death of his master and describes the
scene at a London Club when it was recieved.

These essays show Addison's proficien@y in four kinds of
writing. There are probably feults in them, but they are few and
inconspicuous . There are some chesracter sketches in several of
the essays, but they are short and are not at all tiresome.

In his imaginative descriptive essay ("Vision of Mirza"), he
describes, so one can easily picture it to himself, & scene most.
difficult to imagine. His humor is good and he usuelly succeedse
in putting the reader in the desired state of mind. One cannot
resist laughing when Addison pictures a statue in Westminster
Abbey whipping a friend's grandfather or when he asks how long
ago Jacob visited Scotlands His ability in satire is shown when
he jokes about the lady's sparking deys in "Transkigrations of
Pug". He uses simple, easily understood language. This helps
the redder considerably in the "Vision of Mirza" where the scene
is difficult to imagine. Addisébn mey morslize but it is done so
neatly that it is not offensive.

In short Addison has a wide range of powers and can
write several kinds of writing well. There are probably faults
in his essays, but they can not be discovered without searching
for them.

ViI. A_Description,
Written by Student No.l about the middle of the work in description.
An 01d Deserted Mine.

The most desolate spot I know, and the one most
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carefully shunned by the superstitious people ou our commun Y
is an 0ld sbandoned lead mine which has the reputation of being
haunted. When one forces his way through the thick and tangled
growth of brush which encloses the small clearing around the mine,
it is indeed & desolate sight that meets his view.

About the center of the space is the deep, derk shaft
with a tall, skeleton tower standing over it, while crouching
around in the rank growth of weeds, are several other buildings
almost rotted to the ground. The heavy timbers of the tower are
beginning to rot, and they creak and sway when the wind sweeps
through them. Above the crumbling roof, at the very top of
this tall structure are two great iron pulley wheels, which are
used to hoist the ore from the mine. Just beneath the o0ld, rust-
eaten roof, a little car track runs out to a huge dump of gray-
looking waste rock. UThe little car is standing ghout half-wey
out the track, as though work had been suddenly stopped while a load
of rock was being taken out. The next story below is
where the rock was crushed, but now only the lighter pteces of
crushing machinery are left- the heavy ones having fallen through
the rotten floors, leaving great ragged holes to show where they
had been. At the foot of the tower, sround the shaft is a high
reling fence which has been almost torn away by falling timbers
and pieces of machinery.

Bad as the condition of the tower may be, the other
buildings are in a still worse state of ruin. The old blacksmith
shop is little more than a shapeless heap of wood and iron, while
the 0il and powder houses are almost as bade At a short distance from
the tower is the engine room, with a tall, slender smokestack
reaching far above the roof. From one of its windows are
are two rusty iron ropes which run to the whéels on top of the tower
and then fall dangling into the shaft.

None of the picturesque beauty which generally attaches
itself to o0ld ruins is to be seen here. There is no clinging
ivy nor woodbine. There are no moss-covered stones nor stately
colums. Instedd, everything is bare, except for a coat of grease
and grime. The ruined buildings are merely heaps of rotten wood
and rusty iron overgrown with rough ill-smelling weeds. The
whole is a sceme of desolation and ruin in which one does not care
to linger.
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APPENDIX D .

SPECIMEN LESSON PLANS USED IN ENGLISH 1II,
TEACHERS COLLEGE HIGH SCHOOL, 1907-8.

These lesson plans are fair specijens of those worked out by
the author during the year. They are given just as they were written on
the board for the students, with a few slight chenges in phraseology for
the purpose of making them intelligible to the reader.

I. THE POINT OF A STORY .
(Lesson 5 in Narration. See page 81.).

Clessics used:
Hawthorne's Twice Told Tales.
The Gray Champion.
The Wedding Knell.
Mr. Higginbothem's Catastrophe.
Peter Goldthwaite's Treasure.

Suestions:

1. In the four stories read, can you fiind places where
they are especially interesting ? If so, specify.
Find in each the point at which you are most interested.

2. VWhere, in each of the stories in which you find such a
point, does it come ? (Beginning, middle or end.)

3. OCean you find any previous expressions in each story that
help you té-dppreciate the point when it is reached?
If you find any such expressions, what and where are
they ? Are there any such expressions later? If so,
specify.

4. If you find any such exprssions as those mentioned in 3,
how plainly is the point stated in them ?

5. On the basis of your observations from these four stories
what rules can you give for meking a point to youwr
story?

II. THE FUNDAMENTAL IMAGE IN DESCRIPTION .
(Lesson 2 in Description. See page 38).

Clessics used:
Hawthorne's Twice Told Tales. (Lake Edition, S. F. & Co.)
Eliot's Siles Msrner. " " P R ™
Questions:

Examine carefully the following descriptions, takimg care to
note exactly where they really begin and end:

(a) The sunrise on the church, T. T. Tales, p. 47.

(b) The spring in ancient timesW " W " o177,

(c) The toll gate, "ow " " 241l.

(d) The Red Housé parlor, S. Marner . 63=4.
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Pick out carefully what you consider to be the fundamental
image in each one and list the other things given in each
description.

l. How definite and exact, ss compared with the picture you
have in mind =zafter reading the whole description, do
you find each of these fundamental images?

2. In each case what effect 8o you find thet the later de-

tails have upon the fundamental image ?

3« In each case pick out the words that seem to affect
the fundamental image. Where do you find them?

4. Where in each case do you find the fundamental image?

5. From the classics studied, pick out at least two other
descriptions that you consider to have good fundamental
images, giving reasons for your choice.

6. Wkhat are your conclusions as to how to write a fundamen-
tal image for a description?

III. UNITY AND COHERENCE IN EXPOSITION .
(Lesson 4 in Exposition. SBe p.82. The class had had the first
two terms defined in descriptihon.)

Claessics u§ggz ®
Eliot's Silas Marner, paragraph on pp.236-7 lLeke EAd.
Maceuley's Addison , paragraph on middle of p.179) S.F. & Co.

Questions:

' l. In the passage from Silss Marner, what is the main thought
is it easily found? Where is it? What keevs it foom being
clear?

Underline all the essentials in this paragraph, snd read

these essentials through consecutively. What about

the proportions of the paragraph before and:-after the

non-essentials have been removed?

2. Study the passgge from Addison.

(a) Whet is the main thought in this paragraph? Where
does it come} Compare the ease with which you find
this with the ease with which you found the main
thought in 1 .

(b) Teke each thought in this paragraph. Does it help
any to make the big thought clear? If so, how?

If not, why not? Take out the non-essentials; how
much have you left?

(¢) Take the different thoughts in this; does the under-
standing of any of these depend upon the »revious
ones? If so, how? If not, Why not? Thangeuthe order
of several of these thoughts; what is the result?

# This is the famous passage in which Dokly Winthrop undettakes to expbain
her ideas concerning Providence.
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III. UNITY AND COHERENCE IN EXPOSITION. (CONTINUED).

Se

In Addison what good examples of several paragraphs
grouped into larger units can you cite? what effect
upon making the whole essay clear do such groupings
have?

Find at least three places in the essay up to p.188
where Macaulay changes from one group to another.
How does he appear to make these changes? (Take care
to give some real reason.)

What are your conclusions as to how to secure unity
and coherence when you are explaining anything?
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