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THE, FUNCTION, OF , LITTRATURE, IX, SECONDARY, ELUCATION.

OUTLINE OF PART ONE.
Ihe function of literature ir experiencey
Character as the result of experiences

Analysis of experience. Means and ends. fcientifie and
hamanistic elements of experience.

The school curriculum - experience under cornirol with
the purpose of conditioning its repetition - is
composed of scientific and humanistic elements.

Literature as a tyre study from the humanistic group.

The function of literature and how this funetion is
realized. g

Literature realizes its funetion most fully when taught
during the years of adolescence.

Literature realizes its funetion only when taught
aprreciatively.
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THE FUNCTICN OF.LITERATURE IN SECONDARY EDUCATICN.

No subject in the curriculum of the secondary
school receives more attention than does literature.
This was true in the days when it was to be found only
in a foreign tongue and before complexity of interests
had given a diversified course of study; this seems to
be true now when it is studied in the vernacular and
holds its piace against the urgent demands of crowded
programs. But in spite of this there is doubt whether
the greater mumber of those who receéive a secondary ed-
ucation are getting from literary study the valuable
experience that is reasonably to be expected.

That the_re is great weakness in the teaching of
literature and that the real funection of the subdbject is
not being realized is indicated by the dissatisfaction
with present donditions expressed in recent books and
recent volumes of educational periodicals. In the last
five yea¥s a half dozen books have concerned themdelves
exclusively with this subject. ( See foot-note.)since
the year 1900, the subject has called forth more arti-

cles and occupied more space in pedagogical journals

Foot-note:
Bates: Talks on the sStudy of Literature.(Boston,19808)
Carpenter,Baker, and sScott: The Teaching of nnglish.
Chubb: The Teaching of English. (Weg: ¥erk 1208) .
cox: Literature in Public Schools.( “ﬁipﬂx. 1908)
MeMurry: Speclal liethod in Teaching English Classics.
(see Bibliography.)
McClintock: The Teaching of Literature.(Chiecago, 1908)
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Experience is conscious activity. Consciousness
develops to control a situation of ocbstruected aetivity,
the habitual or the instinetive requiring no such con-
trol. Analysis shows that every conscious activity re-
quires a goal whieh furnishes a motive for the aotivitg
a conscious recognition of the worth of what is to be
done, and a guide for the activity in attaining the

goal. All experiences of life present these two elements,

‘The one provides the end toward which activity is di-

rected and answers the question "ihat is to be realized
in experiencet® The other includes the means by which
the end is to be realized and tells how to control am
action 4irected toward the end. An illustration may make
clearer the distinetion. A specialist decides to write

a book upon his subject. He may anticipate the satis-
faction of knowing‘that he is quoted as an authority, he
may expect the sale of his book to be remunerative, he
may look forward to the working-out of his idea, or he
may have other expectations assoeiated with the idea of
the completed book; but "oompleted bdok® at onee becomes
the goal toward which activity is directed. Problems arise
as to how he shall colleect and organize the material
used in the beok. Shall he divide the subject-matter in
the conventional way, or make use of his own character-

istic classifications? Thought steps in to guide him
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across to the realization of the experience contemplated,
0r, the method having been decided upon, other problems
arise. How shall the proof-reading be madé sure? "hat
shall be the exact title of the book? How many illustra-
tions shall there be and what shall they accomplish?
Thought, again a guide to activity, detemmines which
gourse he will take,art—he—armi Less important ends, all
econtributing to the great end *completed book" are set
up. In every case a feeling of the worth of the end mo-
tivates the action. So may all experiences be divided
into the two elements of end and means - one is felt to
be worth doing for itself, and the other for the sake of
something else to which it contributes. Conseious activ-
ity 1s impelled by a feeling of the worth of some end
immediate or remote - the realization of some purpose.
This must invariably be tmme, for it is impossible to
conceive of putting forth an effort toward the attaine
ment of that which is not felt to be ultimately worth
while. lMere knowledge will enable one to decide that a
deed is reasonably feasible, or guide one in choosing
between two or more possible eourses of action in the
direction of its realization, but knowledge furnishes no
motive., Only the emotional judgment camfunction ulti-
mately in directing activity. It is not umusual to hear

a man give statements which are plainly inconsistent
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with nis course of action, but deeper and more real is
the action of his emotional Jjudgment which tells him
that in some way the end at which his action aims has
value.

On the other hand dbsdivity is guided by the intel-
leot -~ knowledge in use. This latter phase of experierce
which consists of the intellectual guide of activity,
when olassified and organixed, becomes science, and
science so defined is seen to be knowledge that gives
oontrol of means to attaimment. To illustrate, the ocase
of the man writing the book may be recalled. A study of
logic might have told him how to organize his subjeot.

A knowledge of proof-reading mi;ht have helped him to
eliminate the mistakes of printers. A knowledge of gram-
mar and composition might have enabled him to be elear
in his statements, and to correet inelegant and inac-
curate 6xprasaiona. Such knowledge would have told hin
how to realize what he felt was worthy of realisation.
Used in this sense it will be seen that science when set
up as ::f:ﬁ& in itself is ocoupying an abnorma_l posi-
tion. It is in race experience a servant, a bridge
which thought construets to enable the thinker to eross
from his present situation to his ideal or goal. It
arose when instinetive or habitual methods of procedure

proved inadequate for the satisfaction of felt needs;
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it grew by sucoessive induetions into the great fabric
which is now available for control through knowledge

of enviromment.It is true that the scientist sometires
finds his work an end in itself, and foldows it with a
feeling of the worth of his own experience in aequiring
or adding to this capital stock of human attalmmaent,
but even in this case it may be shown that his work is
impelled by a feeling of the value of the solution of
many separate problems, and his entire science is de-
veloped as a result of pursuing amotionall& aprrecliated
goals, ocuriosity and kindred instinets and feelings
playing a considerable part in arousing his interest.

In this paper the term humanistic will be used to
include that phase of experience which is esteemed
worth while in itself and not viewed by the individual
as a means toward another end; gcientific will be used
to desoribe or inelude knowledge which is used as a
means toward some end, and not usually thought of ac be-
ing valuable in itself,

In order to promote normal development of its stu-
dents, the curriculum of the secondary school to which
this discussion is limited, must inelude typieal race
experiences of both: humanistic and secientifie nature,
for "the ochild must know what to do and how to do it.*

The subjects of the course of study naturally fall into






one of these divisions , each taking its ;aaoe according
as its chief emphasis is upon the apprdedgtive side or
the knowledge-of-control side of experience. 0w1ng to
the fact that all humanistic experience has its scientifl
io aspects, and all scientifioc experience has its human-
istic aspects, the line between the two cannot be sharp-
ly drawn except when the individual experience is con-
sidered. Since all phanomena, those of the mehtal activ-
ities ineluded, may be objectifi~d and analyzed, all may
receive scientific treatment. Mathematics, formal auxe
iliary subjects, and natural science belong to the sci-

entific group: so0 do literature, art, music, and relig-
ion when dissected and subjeocted to formal analysis, or

studied without regard to their specific nomal functions}
which in each case involve emotional appeal. The study

of words in the mastery of a literary selection; of
scales and key-signatures in musie’ of rules for light
and shade and perspective in painting; these in each casg
being concerned with the formal and auxiliary phases of
humanistic subjects, and giving no direot attention to
the specific appreciative values of these subjects, are
very properly classified as seientifie.

Seientific studies and the scientific treatment of
humanistic studies have always formed a large part of

the curriculum, and in the nature of the case must con-
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tinue to do so, for the fullest feeling of appreciation
is made poaaiblé only where a knowledge and control of
the forms of éipreaaicn contribute to the humanistic
experience. This being true, the two groups are seen to
be uamplémentary. and there can be no real antagonism
between the one who is a believer in the scientifiec and
formal side of education and the one who emphasizes the
ideal and the poetie, though there may be considerable
difference of opinion as to the amount of emphasis that
each should receive. The former sees the value of that
which is immediately utilitarian in its nature, and
knows the importance of formal control; the latter has
the feeling that the pursiait of utilitartan aims or an
excess of formal work may defeat larger purposes, since
either may prevent the development of ideals which

will funetion as guides to eonduct. Too mich emphasis upe
on hiow to accomplish may result in character <that does
not realize what is worth attempting. A guide-post which
gives distance byt not direction is but the poorer half
of a guide. A school experience that gives greater power
without higher purpose is not more complete.

On the humanistic side of the curfieulum are found
those studies which funetion in the development of char-
acter by providing an emotional experience of the worth
of ideals as felt by others, and expressed in their
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writings,paintings, or musical compositions, or reflected
in their actions. As scientific experience may be ob+
tained from humanistic subjectes, 80 may humanistioc ex-
perience be gained from scientific subjects. "hen the

Process is lost sight of in the pursuit of the study, we
may have a truly humanistie experience for it is no

longer viewed as a means to some external end but as an
end in itself. A few students perhaps are chamed by
the rmelodions regularity of the Latin conjugations; a
few find poetry in mathematics and some esthetic pos-
sibilities of the natural sciences, but perhavs very

few experience rleasing emotions in the study of English
composition work or in the memorizing of a vocabulary.
But even though the individual finds such subject-matter
of interest, there always remains the question as to
whether such exrerience is mogt valuable in the developr-
ment of character, for the value of a humanistioc ex-
rerience is tested by the worth of the ideal, just as
the value of a seientific experience depends upon the
efficiency of control secured through its eontent. Only
when the ideals gained from an experience are relatively
high is the experience worth while in a mumanistic sense.
The struggle of man's ideals as seen in history, the
ideal passion of the real artist as seen on the canvas,
and the ideals of great souls as they are expressed in
literature, give us most of the valuable mumanistiec
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experiences possible for the student of the high school.
0f this group of subjects , the general nature of which
has been indiocated, literature has been choses as the
type study for this disoussion.

Literature is the main body of writings in which
the race has expressed its emotional and intellectual
experiences. It arose to f£ill a need of man and has its
place because it ministers to his needs. Poems and temples
and what they stand for are as necessary as are food and
shelter. Like philosophy, which does not reed‘the Philos«
opher, they may have no tangible value. But some folks
like %o philosophize, and all are pleased with the ma-
terial of literary experience , since its appeal is
largely to the emotions common to all,

The value of literature may be said to be immediate.
The playing child is unconscious of the educative value
of the games which occupy his attention; the reader of
an interesting bit of literature may eare nothing for
its effects beyond the interest of the moment. The ul-
tinate effect may be bad or good. There is ag much 4if-
ference between the influence of different selections
upon character as there is between the effeots of a hamm.
ful drug for which a natural or depraved appetite calls,
and a pleasant drink which acts as a hedkpful tonic upon
pﬁrsioal health, but from the immediate standpoint of
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the individual, all are alike - they fill wants., The in-
dividual often looks no farther than the fact that he
likes and appreclates a literary selection for its

Xaison d'etxre, and for justification of his attention to

it.

But since the schocol is a means to soclal ends,
literature as a part of the curriculum, must be consid-
ered with pegdsl reference. The individual values an
experience with regard to 1ts emotional content, or the
opportunity it affords for self-realization; society
measures it by its effeots upon the individual econsid-
ered as a part of the social organism. The feelings msay
have value for the individual and guide his conduct, but
the ultimate test of the value of such experience is
found in its social results.Tested by the social aim,
the function of literature is to put more meaning into
life, thus giving the individual better adjustment to
his environment, and developing a character which makes
greater returns to society. In the following ways does
literature realize its funection.

(1) It gives a fuller , richer meaning to the com-
mon experiences of daily life. The great possibility herg
is strikingly seen by comparing the almost incomprehen-
sibly humdrum existende of the unfortunate who has never
learned to read with the one who reecalls poetic ex-

perience at sight of every flower or garden tool, and
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experiences the dignity of literary association in the
nost menial routine service, Without occupying much
space in multiplying examples,"The Village Blacksmith,®
*The Barefoot Boy," and *The Psalm of Life," may be
named as illustrations usually read beloy the high
gchool, These are widely and feelingly known because
they deal with®common things® in a simple way, and their
social value cannot be estimated. The trivial and the
low have much less place in a mind that is filled with
literary beauty, life scems less prosale, and adjﬁat-
ment to one's sphere becomes easy. Literature is thus
Justified from the social point of view.

{ii) Prom the psychological point of view, literatums
must be considered in two phases.

(a) It satisfies experience emotionally by minis-
tering to the wants of those who crave the sympathy of
kindred minds whose emotions have been worthily expressed.
This it does by guiding emotional experience and ro-
flecting one's moods in thoughts deseriptive of others'
feelings in similar situations. When all life seems t0
be a mockery of what once was thought a reality

*7g¢ll me not in mournful mmbers
Life is but an empty dream®

suggzests that others have experienced the same moods,
and that "Our lot is the common fate of all." The
character of Jean Val Jean speaks eloguently to the
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strong soul who feels that he suffers unjustly. The very
expression "shaflow of a rook in a weary land® gives |
strength to the weary reader who finds in the verse the
feeling expression of one whifinds the load heavy and
desires a rest.

Genetically the emotional nature is early in devel=-
opment and more in evidence than the intellect, and in
the normally developed individual this side of nature
never ceases to be a large ingluence and to call for a
large share of experience. The olassification of speci-
mens, the juggling of statisties, or the analysis of
arguments leaves the mind undatisfied with itself,and
leads in time to its dwarfing in human sympathy. The
self-confessed inability of some secientists to appreciate
poetry is an admission that close application to empir-
ical and analytic study dwarfs emotional life by confin-
ing it to the world of cause and effeed, formula and
material , to the exclusion of that which is faneiful
and poetie, or humanly idealistio. The wide range and
universality of the ideals of literature give it a high
place as a cultural influence, for while it possesses
a good measure of all the elements found in seience, 1t
is much broader, not being confined to aceomplished
facts and forms. Again, while the very foundation of
science depends upon the possibility of having all read
practically the same meaning into phenomena, it is the
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privilege of literature to allow each of its students to
find his own meaning in what he reads.

{b) Literature nministers to the intellectual wants
of those who value knowledge of itself. This it does
through its ability to portray, embody, or interpret,
some great idea or prineciple whioh is itself the inter-
pretation of an age , and stands as the open book of the
motives and inner lives of the men of other times. This
intellectual wvalue , based upon the instingt of curios-
ity, literature shares with other subjeocts, notably
history, and of course it is only a step from an intel-
lectual comprehension of the feelings of an age or peo-
ple to the synpathetic appreciation of thelr inner lives
which has Jjust been disocussed. And an understanding that
not all others think and feel upon all subjects precise-
ly as the one who is reading, certainly does much to
develop the spirit of toleration and liberality which
is so.much more pleasant for the individual , and so
essential for social harmony and progress.

(iii) A phase of the influence of literature, which
it realiges in the ways previously mentioned, is seen
in ite effeot upon the leisure part of life, From one
point of view this may be considered a negative influ-
ence, owing to the fact that evil imagery is often pre-
vented by substituting what is of walue. As work is
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dignified, so pleasure and lelsure may be ennovled by

an appreciative acquaintance with literature. Spencer's
slight emphasis of the funetion of literature because

of its merely leisure value neglects the important fact
that the child is vorn into a spiritual and social en-
virorment as well as a material world., In two cases

does literature realigze its funetion in providing for the
leisure of life.

(a) Much of the serious work of every day life leaves
the mind free- gives it leisure - since so much br
what is done soon becomes hablt:Even a teacher conduct-
ing a recitation finds sometimes that not all his at-
tention is ocoupied with his work, and other thoughts
*oreep in." Whether the mental imagery at such times
shall be high and ennobling, narrow and dwarfing, or
low and devasing , will depend to some extent upon how
iell literature , through an acquaintance begun in
school, is realigzing its funetion. It may certainly be
one of the most powerful influences against evil thoughts
and unwvholesome or unwelcome imagery.

(P) In the busiest life there come times of com=
plete relaxation, and here literature exercises its
influence in detemining what shall be the directéon of
one's thoughts and reading. Whether "plain living and
high thinking® or trivial sport, narrow gossip, or mor-
pid interest in petty scandal shall prevail will be
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influenced by the character of the literary ideals to
which the individual reacts.

(iv) Another phase of literary influence through
the means above deseribed is its direct 1nfluenbe upon
character., Not what one e¢an 4o, por even what one thinks
of doing , but what one will do, is of concern to the
world, and this will be detemmined by the ideals that
guide him. Ideals are types of condensed experience ,
based upon instinet and habit, which funetion as con-
scious guides in the process of judgment. They are names
for common elements in conerete experience which become

in time, standards for action. An illustratioi may
show how an ideal develops. A child reads many stories
in literature, finds many examples in history, and ob-
serves occurrences upon the playground in which the
actions of certain characters meet with his approval,
After much experience it becomes dimly evident that the
essentiasl and always present element in this class of
similar actions is "a tendency of the will and mode of
sonduet which refrains from disturbing the lives and
interests of others, and so far as possible, hinders
such interference upon the part of others," and the
child grﬁdually becomes consehous of the ideal of jus-
tice, though he may perhaps not give it that mame, This
ideal is effective in influeneing eonduct, for in all
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conerete stages of its dévelopment the child has seen .
himself as a possible actor, or one who is injured or
benefited by the actions of others. Other examples of the
ideal taken from every day life are truth, courage,
honesty, and "the square deal." All these when developed
become through the judgment guides to actiﬁity in new

or eritical situations.

In the appreciative reading of a great masterpiede,
one is brought into fellowship with what is of most
wotth"in human life, he is able to interpret himself
in terms of possible realization, and through this ex-
porienoe, his conduet is given an effective guide. The
1aea§ may be presented positively, or negatively by way
of contras$, the essential thing being that there shall
be a foundation in emotion. Without this there will not
be éuﬂ(icient arousing of energy to allow the ideal to
runotiop in aectivity, in which case it is a mere intel-
1eotualzabstraction without power to influence conduct.
on the~other hand, the emotion is action or possible
antion. and the judgments formed in a feeling study of

/ ture to influence character through ideals has been

recoshdped since the time of Plato, whose eensorship
of mythe had for its motive the feeling that the ®price

the zods exact for a song® is that we become what we

sings

fh .
i
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The funetion of literature may be realized in a de-
gree throughout the course of study, but it is during
the years of adoleseence that its influence is greatest.
The child is coming into his full station as a member
of society; the habits which have been sufficient for
his earlier life prove totally inad@quate in the devel-
opnent of a new group of sexual and social instinets
which he does not understand. Here it is that literature
finds its greatest work in providing spiritual environ-
ment for the student, for it puts meaning into ﬁis pow-
ers, a meaning which will soon become part of his habit-
ual way off understanding himself and his world, and so
a part of the "undertone® of his character, owing to
the fact that first interpretations of new experiences
are most vivid, and are likely to give the emotional set
to character.

The fact that a full experience of the true meaning
of what is in literature is possible to the student for

the first time during adolescence through the develop-
ment of new instinets, would indicate the inereased
valune of literature at this time, and the "reading
craze® through which probably four fifths of all chil-
dren pass at this age would emphasize the importance of
a wide and earefully selected reading experience for the
adoyescent, for at this time evéry appreciative judgment
of the trdth or beauty of a literary situation exerts a
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powerful influence upon life by giving expression to the
self activity of‘the new instinets, from which expressiop
character takes its new and usually final form.
Because of the great influence of first experiences
noted above, the importance of the teaching of litera-
ture during the years of adolescence is increased. The
likes and dislikes the child conceives for reading and
certain kinds of reading will be almost certain to be
his throughout life. If he forms a taste for good read-
ing here , his character will be constantly reirforeed
by the ideals that may be gained from such reading,
pursued almost as a matter of habit. If his school
acquaintance with sueh literature is satidfactory, if
back of all form and conventionality, his literary ex-
perience has been found to conform to his real likes
and spontaneous interests, it is probable that he will
def¥elop his best potentialities for literary enjoyment
and enlargement throughout life. The narrowing effects
of specialization raised to the high power of modern
life should certainly receive their most effective check
in the broadening tendencies of true humanistioc culture,
ard a most effective medium for giving this variety of
experience as has been shown, is found in the study of
literature, begun in school and contimied through life,
To accomplish its purpose in school and develop
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a gaste for its further pursuit that it may realize its
funetion fully, literature must be studied during the
years of adolescence for its ideal content without an
excess of formality. If a selection of good content pre-
senting the best types of experience, 1is dwelt upon
appreciatively, it is relived and builds itself into
character, for the ideal is felt to be the better self,
or an objectifying of the possible better self, and feele
ing arouses the energylneceesary for appropriating the
ideal and realizing it in conduct. If its i1deals are
experienced as mere mental pletures, either a coldness
of attitude or mere sentimentalism will result, in
which one emotion is as good as another since conduct
is not affected. Without the real emotional appeal, there
1s nothing to stimilate the means of realization of ends
that are only theoretical or esthetic. If even the pietupe
fails to be seen, there will be an undue emphasis of
blind form, the process obtruding itself with an inevisa-
ble division of energy and loss of interest. This means
*painful knowledge¥, as Spencer terms it, and the whole
learning »rocess with all eonnected with it becomes re-
rulsive. The study of literature will always result in
some impress upon the character of the student. Whether
this shall be the true humanistic effect of the ideal
express2d in the masterpiece, or a more or less Adis-

tasteful but permanent effect of a formal study, or the
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deepening influences of wandering or idle thoughts, and

lurid or morbid imagery which the student indulges in-
wardly while outwardly givéng heed to forms for whioch he
has no real interest, will depend upon the suitableness
of the literary material s@lected and upon the method
of its presentation.

To summarize: - It is shown that sinee character is
the result of experience, the curriculum of the scheol
is made to include typieal and valuable experiences from
all phases of human activity. Activity, analyzed, 15
shoen to consist of two parts, the end and the means,
and corresponding to these are the humanistiec and sceien-
tific elements of experience, both of whiech are represeny
ed in the course of study by a mmber of subjects. Of
the humanistie group, literature is selected as a type
study. Its funotion is seen to be the development of
ocharacter through an inerease of neaning which it gives
to life by dignifying labor and the common things of ex-
verience, broadening sympathy, increasing knowledge of
self through knowledge of others, and providing for well.
spent leisure, Next it is shown that the time in school
life when literature has its greatest work to do is in
the adolescent period because of shanging instinets and
the neoq of implanting permanent tastes so that its
work a§§$3 be reinforeced by contimed reading of good
literature. And last it is shown that to realize its
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funetion, literature must be studied with appreciation,
not burdened with material for which the student has no
interest.

To what extent secondary education has realized the
function of literature by teaching it appreciatively
will now be considered through a view of courses, methods
and aims of educational theorists and teachers since

the beginnings of cur secondary schools.
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QUTLINE OF PART TWO.

Historiecal view of the realization of the function
of literature in its teaching in secondary schools
sinece the Renalissance.

Introduoetion: - What the Renaissance was educationally.

(1) The Italian Renaissance.
Changed attitude.
Edueational writers.
Vittorino da Peltee.
Tendency to Ciceronianism,
Summary of services of Italian Renaissance.

(8) The German Renaissanece.
How the new thought reached Germany.
Influence upon eduecation,
Religious reformers and attitude toward literaturea
Ciceronianism. Summary.

(2) Prench Influence. The vernacular in literary education.
Rabelais and Montaigne.
Jesuits and Port Royalists.
Later writers.
SUNMAYY .

(4) Pnglish secondary edueation.
The old Grammar Schools.
Reformation and the 0xford Reformers.
Ciceronianism, Formal study.
The academies,
Influence of Mulcaster, Milton, Defoe, Locke.
Character of later English secondary education.

(5) American sedondary education.

The Latin Grammar 8chool pericd.
Formalism and uniformity.

The acadenmy period.
Formalism, Protest, and @iversity.

High school period.
Gradual increase in attention devoted to
English literature.

College entrance requirements.

summary .

General summarye.






Part Two.
In the following sketeh it will be shown that an
awakening to the value of an appreciative study of lit-
erature came at the Renaissance; that the revived inter-
est soon transferred itself to0 a blind worship of form

in the classical languages; that the use of vernacular

- literature as matter for appreciative study in secondary

schools lagged behind the development of the literature

itself and the teachings of progressive writers on edu-

cation: and that advanee toward a more ratiornal recogni=
tion of the value of literature apart from purely formal
considerations, while slow and irre-silar, has been con=-

siderable.

The beginnings of modern secondary education making

roe: Hist. of

tation.

mds: Age
lespots. 8.

provision for the humanistiec study of literature in its
courses appears in the Italian Renalssance. What the
Renaissance was in its larger aspects need not be much
discussed here. Symonds defines it as "the attaimment of
self-conscious freedom by the human syirit manifested in

the Puropean races,® and of humanism, its characteristie

onds: Revival

Learning.

movement, he says,“The essence of humanism consisted in
a new and vital perception of the dignity of man as a
rational being apart £rom theological deternminations,
and in the further perception that elassic literature
alone displayed human nature in the plenitude of intele-
lectual and moral freedom." With this general sonception
it will be necessary for the present purpose to consider

the Italian Renaissance only in so far as new ideals of
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culture affeoted educational theories and practiee, and
the vest educational manifestation of the changed spirit
is found among the schools that flourished at the courts
of some of the pretty Italian states.

The Renaissance is not explalined by a study of one
or>two centuries. Pron the standpoint of edueaticn 1its
growth may be traced to the classical period. Greek phi-
losophy and educational theory had come to exert a great
influence upon life and thought in Roman times thru the
fact that Roman writings were for the most part modeled
after Greek authorities, and because of the faet that
as the zeal of the early Christians waned, the influence
of Ssoerates and Plato had great weight in the Church.
Later Roman schools were oompletely Hellenized.'with chang-
ing social ideals, these schools, conceding little to
progress, became first of no practical signrifieance,
then of no eultural worth, and finally disappeared. The
Romans were inclined to become indifferent to them, and

the barbarians were indifferent when not actually hos-

llmson: Pioneers

%Eduoation.

tile, for sueh education had no ¥alue to them.The Church
gave the ocharacteristic attitude to medievalism, that of
reverence for authority - a perfectly rational course
for events to take, since the rude peoples from the
North gained what ideas of eculture they acquired from
Christian sources, It was also to be exrected that they
mould aequire in their conversion to Christianity the

rather general contempt for what was best in classio
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literature, owing to the traditions of early Christian
prejudice due to the hatred of the unlearred poor of the
new sect for the philosorhy of the »ieh, and to the prev-
alent idea that the world would soon come to an end.

church schools in the middle ages looked back to
the time of coreation, or forward to the day of judgment
and were narrow and formal. The life and culture of theif
present were not subjeets worthy of attention in them-
selves, but only as they bore relation to the next
world. Scholasticism was an improvement, but this sobn
cane to oonsist only of authoritative teaching, based
upon Aristotle, the Bible, and the writings of the
church Fathers. The beauty of some of the classic writ-
ings could not eseape the notice of churchmen, but 1it-
erary stple was not a thing of worth, as holy men con-
sistently “wrote with an unconfined spirit, ignoring the
presoriptions of Tonatus.® Virgil was given a mystiesal
and allegoriscal setting and consulted as a prorhet.

But the medieval nan was not a mystie, an ascetic,
nor a schoolman, He delighted in love and war, and the
korld of activity. The world of sense appealed more to
him than the traditions of an earlier period. The medie-
val age was school time for the northern races. The
knight who studied the catechism was like the ehild who
studded the New England Primer. He might see and say the
words but their content was not for him. The learning
of the time had ceased to bve a guide for activity, and

it offered little of valuable emotional content owing to
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the prevalent idea that it was not to be read with ap-
preciation and delight, but because of ecclesiastiecal
prescrirtion, For this reason after order had been ro-
stored out of the chaos of the Germanic migrations, and
thd lessons of a long period of schooling under the
Church had been learned, school time under the old mastep'
was over, and men turned from the senility of the later
olassieal'period to an interest 1ﬁ the activity of the
time when the ancient nations were young., This movement
was the Renaissance. Here again knowledge came to be a
guide for activity because of the revived interest in
science as a means of making life better through con-
trol of environment. And owing to the inereased recog-
nition of the individusl as a being whose emotions were
a legitimate part of his nature, and as such , duly eon-
titled to funetion in giving motive to his aectivities,
literary studies again became worth while for the pleas-
ure of their own pursuit,
(1) The Italian Renaissanece.

Robinson and

Rolfeq The firat sure indieation of the change of freling

Petrarch, 87.
was seen in Italy in the person of Petrarch. He dared to
eriticize most adversely the learning of the unifersi-
ties; he said that Aristotle , though wise, was only a
man and so quite likely to be mistaken upon subjects in
which he had been reckoned an authority. There is noth=-
ing remarkable 1h such opinions, but their signifieance

for eduecation lies in the fact that he had a wide and
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influential list of acruaintances, and that when he de~

elared the edueation of his day silly, and praised the
earlier classical authips, his opinions spread and had
considerable influence upon educational thought.Virgil

and Cicero were read appreciatively by Petrarch and his
friends, at first a 1ittle stealthily, later openly and

with pride. The influence of Petrarch extends in several
chamnels: (1) He justified the reading of the elassics
for the pleasure that such reading cqnferred. and he
claimed that a writer was not doing wrong?n composing
poetry to be read for the same reason, without the need
of looking for any allegorieal significance or saered
teaching. (1i) Though the first attempt to arouse an
abiding Greek interest in Florence was a failure and a
disappointment to Petrarch, he intimated strongly that
in the future all cultural irS8piration would come from
greece., In these two ways 4id Petrarch's teaching most
directly influence education.

It 1s to be noticed that an association of Leauti-
ful form with entertaining ard valuable content was what
engrossed the attention of early Renaiss_ance scholars. #
Had content been the only thing, translations would sure-
ly have veen made; had form only be¢en looked for, it is
hard to understand the enthusiasm of the new attitude

Symonds: Revive
al of Learning.tomard the ancient writings. As will appear however the

977«

formal tendency soon dominated.
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ancient world as reflected in the classical writings was

characteristic of the age. The monastic ideal of semi-
renitential study was far from the notion of the Ital-
ian humanist, Gay courtiers and men of leisure took up
the study of Virgil and other classical writers , de-

lighted with their musie., Alfonso of Naples oarried the

classios with him wherever he went, would allow no one

to interrupt his reading, considered a day lost when he

had read nothing, and looked with contempt upon a prince
who was not interested in aneient learnirg.Love of cud-
ture turned exile into pleasure. Many of the peity ty-
rants surrounded themselves with scholars, and read and
enjoyéd the e¢lassios, Doubtless there was ruch affecta=-
tion in all this , but there was evidently muoh gemine
love for the ancient literatures, and they were studied
in a spirit quite different from anything that had been
seen in the history of literary study during the niddle
ages.

Among humanist leaders after Petrarch may ve men=
tioned John of Ravenna, Petrarch's seribe, who became
the first Latin scholar of Italy and spread the fire of
Latin oculture in several of the Italian states, and Kan-
uel Chrysoloras who made @reek really popular in Flore-
ence in 1808, Here, and generally in the Renaissance ,
the teachings of Plato were emphasized rather than those

of Aristotle, for idealism was characteristic of the age
and the literary style of Plato was superior. The ideal






of a many-sided culture guided Renaissance seholagsi and
the perfection of the individual in order that he might
realize his fullest possibilities for action and for en-
joying the world as seen around him and refleocted in the
writings of the Oreeks became the ambition of humanist

Surekhardt:

The Ren, in scholars. To the many-sidedness of the individual was

16, " added the liberality of spirit that characterizes broad
acquaintance with men or the writings of nmen.

These changing ideals of the value of life, per-
feetion of the individual, and liberality of culture were
reflected in the education of the time. Many treatises
on education were one result, though then as now, it was
doubtless easier to talk about changes in education than

donroe: Hist,

of Bd., 368. to work out the changes suggested. One of the most im-
portant of these treatises was "De Ingemuis Horibus®
by Paulus Vergerius (1374), which in forty editions ers
joyed a wide cireulation. This book places great stress

De Ingemuis wupon eloquence for its praotical value, Books are good

?gggg::;d for they divert our thoughts from matters that are

e trivial, and give companionship for our leisure hours,
Literature and history he considers of first importance
since they most fully exhibit to us the life of man in
his thoughts. The importance of the heroes of the past
as objeots of study he thinks is very great. The most
valuable study is the one that is most liberal - *that
education which ealls forth and trains those highest gifis
of body and mind, which ennoble men, and which are

rightly judged to rank next in dignity only to virtue,*
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The course recommended by Vergerius inecludes grarmar,

moodward:
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all he thinks 1s history. The results to be attained in

‘ ‘ his course by a study of history were largely those for

ggg{?eéf which literature is now studied. Other edueational treat

e 8688372,
ises of the time emphasize the same studies in mieh the
same way as does Vergerius.

The universities were so conservative that they had
Symonds: Reviv,

gg ggarn. little positive influence 1n promoting hunanistic study
of the classics. Padua, because it was near to Venice

Woodward:

Vittorino and came into rather direet contact with Greck , was

da Feltre.

8, quite liberal to the humanists from the first, and the
spirit of humanism gradually made itself felt in all
the universities.However they eannot be considered lead.
ers in the humanistic movenent.

The early strongholds of the best forms of the new
culture were the court schools of certain Italian
princes., Most important of these for the present pur-

. rose, and typical of the best , was the one of Vit-

Cambridge:

iog, Hist.  torimda Feltre at antua(1473-1446). Vittorinowas ed-
. BB8,
ucated at Padua, which as has been seen , was one of the

universities most liberal toward humanistic culture, It
Ibig.

is very probable also that Vittorine was influenced Ly
Symonds: Rev.
of Learn.28%9. Vergerius, He had studied Latin with John of Ravenna,

and Greek with Guarino of Venice. His thorough scholarship

and peculiar fitness for his work, and the generous and
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reasonable nature of his ypatron, Gonzaga, combined to
make his work one of the most suceessful of edueational
experiments or innovations. His aim was the all-round
developuent of the @reeks; not to prepare meéen for pro-
fessions but to make of them good citizens.

Of the classies he uded the best and taught them
in the spirit of the Renaissance, no longer encumbering
them with the pedantry, allegory, and dead formalism of
the older (or later) schools. Poetry and oratory he
taught along with Roman history "to stirulate the boys
of the school." The Latin eclassics included poetry, or-
atory, history, and the ethies of Stoicism., A little

- Greek also fourd its way into his curriculum, It is ime

probable that he taught any vernaocular literature, for a
at this time few selections of recogniged literary ner-
it had been prodi:ced, and Tuscan Italian was yet re-
garded as a mere passing dlalect. As much of the materd
al that he used was of good content, and as he taught in
the aprreciative way that did not cause the student to
form a distaste for the literature of the classics, it
is safe to say that the humanistic element recelved a
good share of recognition in his school. Good evidence
of this is seon in the fact that some of the most enthu-
siastic lovers of the new learning in the next genera-

tion were nen who had been Vittorinot's students.
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The work of Vittorino da Feltre is the vest known
example of the early working out of a course of study
where literature dominated and was studied with great
regard to its omn 1mmed1gte value. His suecess , voth in
maintaining his school and in turning out a good product

ouniok: E4.

Reformers, eannot be questioned, but his work was not extensively
13,

Mgnroe: imitated, due partly to the fact that his education was
Hist. of E4.
389, for the personal development of the individual without
enough consideration of larger social phases, but even
Ibia. 872.
more because the formal side of the classies , always
Burekhardt:

The Ren. in strong in the Itallian Renaissance, soon degenerated into

s tpe blind imitation of Cicero, whose works became the
model for wiiters of Latin. This attention to Latin helped
'to make the vernacular late in developkng, and éo it was
long before Italian literature could be of much interest
in the schools. One would look in vain to f£ind much that
is humanistic in Italian secondary education until long
after the Renaissance.

The moet ilmportant services for humanistic educatio§
that the Renalssance performed may be briefly summarized
as follows:

(1) It called attention to the formal and ocontent
beauty of elassic literature.

(11) It drew education temporarily away foom the
too much dominating influenee of the Church, and direct-
ed attention to preparation for this life rather than

the next.
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(1ii) Through the development of the printing in-
dustry the books which had been found so valuable by the

few of the Italian Renaissance were preserved for the

Symonds: many of later generatlons.
Revival of
Learning. (iv) Symonds says: "Posterity may be thankful that

288,
, their pupi;a Groeyn and Linacre, Reuohlin and Rrasmus,

the gtephani and Pudaeus, had by this time tranaplanted‘
erudition beyond the Alps." This was perhaps the chief
service of the period for humanistic oculture. Italy be-
came & school for the rest of Burope.

To trace the new movemént into Northern mMarope and
follow its course there is the next task. Its influence

upon eéduecation in Germany will now be considered,

{8) The German Renaissance.

The German Renalissance was about one hundred vears
later than the same movement in Italy and was more af=-
feeted by religious sentiment. Wimpheling, writing at
the close of the fifteenth centurg, says that the bar-
barity of the Germans came from having studied grame-
matical commentaries instedd of the poets and orators.
The tendonéy to study forms was strong throughout the
german Renaissance. Kot living experience was to be
gained from a study of the wisdom of the ages, but a
store of facts piled in the memory. An interesting man-
ifestation of this is seen in the praise of precocdty
which , in faet, had not been laoking in Italy, The ocase
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of Johann Eek( vorn 1466) is typical. He took a comyre-
hensive Greek course between the ages of nine and twelve,

The fables of Assop, a ocomedy from Aretino, a treatise

on the four cardinal virtues, some works of Gasperin,
Gerson, Bo8&thius, Jerome, Terence, the Bible, st.Basil,
st. Augustine, Homer, and yart of the Aeneid were in the

ii;i étﬁ&ié& by this prodigy. Time spent upon this sort
of material vy such a child could mean nothing but an
excess of emphasis upon words, humanistic experience

being little thought of.

Ivia. @8,

fussell:
Geyman Higher
Schools, 24.

Ibid. 20.

The movement toward and away from humanistic cule
ture took much the same course in Gemmany that it did
in Italy. The mumber of Greek scholars in Iialy in 1360
was nine according to Petrarch; one hundred years later
Wimpheling says there were not more than five in Gere
many., ¥ot till the latter half of the fifteenth century
did the movement pass over the Alps inte ﬁorthern marope;
The earliest humanists in Germany were wandering schole
ars, an uncouth, boastful, irresponsible 1lot.They usual
ly @oquired enough of the new learning to despise the
old, but would naturally be slow in constructively in-
trodueing the new culture into the schools, The rather
unfavorable nature of these first heralds of the new
learning, the conservatism of the universities, and the
opposition of theologians, delayed the spread of the new
ideal.
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8ince the living classics were denied entrance to

the universities, as in Italy they entered thru scehools

Reformation ofof secondary order. The most important of these were the

of the
Sixteenth
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48,
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Schools of the Brethren of the Common Life. These, orig-

_1nat1ng in the latter part of the fourteenth century in

the Netherlands, were, because of their looation)much
under the influence of Paris. Greek had ®ween taught in
the University of Paris as early as 14858, though *human-
ist® teachers were not given full recognition. The
Brethren of the Common Life, originally a mystical sect,
had turned toward a much fuller realigation of the val-

ue of living in this world, and their eduocation had for

*its aim preparation for l1ife in one of their communities,

At the close of the fifteenth century, these schools,
mnmerous and influential, peculiarly fitted for intro-
dueing new ideas among the people, were the first to
welcome Renaissance shanges in education.

One of the most important of these schools was at
Daqenter. This school through its liberal attitude
toward science and the classical authors, became the
neans of dissqminating classieal culture through a wide
field., Among the men who may be considered in connection
with this school are Hegius, Frasmus, and Agricola,
Hegilus, a most inspiring personality who taught here in
1475 and for several years after, drew students by hurne
dreds to hear his lectures. He purged the course of

study of many o0ld books, and urged the use of classical
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E:ag%ée. Latin and Greek in the real humanistic spirit of appre-

48, ciation, Among his pupils was Erasmus who, according to
his own report, spent most of his time in the comrosi-
tion of silly Latin verses, but it is evident that he
received no distaste for classic study in this school.
Prasmus visited Paris (1498) and added to his inspiratioy
for Greek by a stay with the Italiar printer, Aldo Man-
ugio,vhere he apent}aome tine with a body of scholars

who had kindred interests., He exercised his influence
upon education thru translations of classic authors, Cie-

ero, Suetonius, Plautus, Seneeca, Terence, Plutarch, angd

Aristotle; thru his Greek grammars; and through his
satires upon existing school yractices. The purpose of
his education was to make men happy, contented, broad-

minded, and God~re$ring. Por the best results he recon-

Monroe:
2%5%. mended for serious study because of clearness of expres-
ggé. sion and interest of content, Lucan, Demosthenes, Herod=-

otus, Aristophanes, Homer, Puripides, Virgil, Horace,
ciqero. Sallust, and Caesar.These should be taught with
mu¢h regard to besuty of form and expression. There is
much form work, much translating and retranslating calle\
for in Erasmus’ work, but all in all, the influence of
this most influeniial of the educational thinkers of hie
time was toward the better ideals of the Italian Renals-
sance.

It has been said that Rudolf Agrieola d4id for Gere-
many what Petrarych had done for Italy in the way of
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arousing interest in elassical literature. He was in Itﬂﬁ

Thitoomb!

ggg:g:sance. apven years ( 1473-1480), a student of the new learning.

19. The remainder of his short life he spent at Heidelberg
and Torms, urging the importance of the study of litera-
ture and eloquence, He ingiated upon a knowledge of *
"those things which adorn the spirit," and of those which
are to0 be explained rather as *noble pleasures than as
necessary conditions of existence." He shows that the
man who pursues a study beecause it will make hinm a bet-
ter man is much wiser than the one who pursues a gain-
ful art, since he has chosen what he does not share
with any but the noblest of mankind.

Paulsen: In south Germauny Johann Reuchlin and Jacob Wimphe-

gggchiohte ling were influential. The former, educated at the uni-

relehrten v

paverTichtSe  yersity of Paris and in Italy, Was widely noted as a

Janneev: writer of Greek uamualsi $he latter recommended the

§%8%35Y study of Virgil, Luean, Plautus, Terence, Horacé. Cicero

I. aa, : Sallust, Axbrose, Lactantius, and others. This waa for
the pufpoae of mastering correct Latin spcech, teaching
virtue and wisdom, and improving the clergy.

Painter: wae religious idea completely dominated irn the ninds

gggﬁyn.ii of the Refomtion eduoatm, Luther and Melanchthon,
For iifairnual guidance and immunity from the wiles of thg
devil, & kKnowledge of New Teostaument Greck was necessary.
Luther believed that pupils correetly educated would

Ibia, 130.

- know the history and maxims of the world and comprehend
life as in a nmirror from the world!s beginning: for the

Greeks , edueated in all lines of experience, had becoue
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a wonderfully versatile people, Luther protests against

the futility of a system of education that keeps the

20 0
ohildﬁyhirty vears at Donatus, and then turns him out
knowing hothing. His influence was toward a better all-

round development of the individual, but so far as hunan

istic or appreciative study of literaturc was concerned

apart from its religious sipnificance , not imch was

said,
Russell: | Melanchthon's influence upon German education was
German ' ;
Hiéﬁer greater than that of Luther, for he was a writer and or-
Schools.87.

ganizer. The immediate aim of his education was olear
and musiec:l speech; literhture was to lead t0 rrudentia
2t hunnaitas. If the scheol developed in the student
ability to read, write, anf speak eorrect Latin, 1t
acconplished its mission. The oourse selected to achleve
this purpose inscluded rhetorie, dialeotic, Livy, Sal-
lust, Horace, and Caesar, favdred students being given
Hebrew and GroeKe fhe tendenoy back to formalism was
strong in the schoels that resulted from the woik of le=-
lanchthon and the earlier reformers, Proof of this 1is
found in the aschools of Trotzenderf, Neander,and Stum.
The school of the first was nioknamed®Little Latium?
Latin alone was spoken, Latin themes were written. The
course inecluded Plautus, Terence, Cicere, Greek grammar,
fhctoric. natural philosophy, music, and arithmetic.
Neander placed a little more emphasis upon history.

Sturm, for forty vears direetor of the gymrasium at

Strassburg, had atiended a school of the Brethren of
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the Conmon Life where he forumed a love for the elassiecs.

His ¢herished drean was the restoration of the Latin of

Cicero.As an absolute proposition he admits that it is
morc important to have something to say than to know
how to say it, but it was mere words that he taught and
hig example was widely followed.

Thus before the ¢lose of the sixteenth century,
secondary education had gone far from the ideals of the
early humanists - far even from the ideas of Luther.

At Straassburgz nothing was said about content or substancé,
and literature was not thought of as a study for appre-
ciation. German secondary schools, developing out of

the Mirgtenschulen, court schools not unlike the one
conducted by Vittorino da PFelire so far as external re-
lations were concerned; out of the schools of the Breth-
ren of the Common Life which were at first so open to
liveral ideas; out of the Burgher schools by the substi-
tution of classical Latin literature and Greek for formal
rhetorie and other subjeots of the old schools - all
were almost completely engrossed at the close of the
sixtcenth century with the task of learning Ciceronian
Latin, At the end of the Renaissance and Reformation
period in Germany, there was little of real humanistic
interest in the literature that was taught. Vernacular
literature had not yet come into existence, and to the

difficulty of learning a strange languagce Was added in
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the ease of the Latin, & false standard which placed

2 premium upon mere imitation and evenArepetition of
the phraseology of Cicero, rather than upon the desire
to look for motives in such classic writings as were

read.,

(8) Prench Influence and Vernacular Literature.

A number of French writers have exercised congidere
able influence in England, Germany, and Anerica. Rabe-
lais(1483+1658) , like others of his time, thouzht much
of the classies, his coursec however including mathemat-
ics, natural seience, civil law, and a 7ide knowledre of
history.He protested against the formalism which was

taking the place of the humanistic ideals ol early Ren=-

aissance educators, He attempted to have the octudent

Bd. Ideal.2l. WoTk through the attraction of his studies rether than

Monroe:
Hist, of

Ed., 448.
Montaigne:
Bduoation of
children.

Faguet:
gselziems
S8iecle.410.

through compulsion, and therc is sone indication that
he would have had Virgil studied arpreciatively. His
importance however is chiefly due to his influenoc unon
Montaizne, Locke, and Roussyiiie

Montaigne (1533-1592) found the aim of hic eduoa-
tion to be develoyment of the gontleman who would Le at
home in soeial 1ife, and he protested against the book-

ishness and pedantry of the age.It was everywhere "Cicen

said this," or "These are the very words of Aristotle,"

Latin and Greek werc good if the€y were well taught, but
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Hontaigne 414 not think them es=ential, owing to the
faoct that very often "they nade the student sillier than
he had becn before." iontaigre had learned his Latin at
home where his father had it spoken; at the age of six
he had a good Latin style, and he oould ce€ ro use in

the grind of the schoola for the purposc of gaining comm
mand of a voecabulary and the forms of Latin. Henece he

protested against the abuse of the nmamory in learniig
such forms, difficulty of study itself not veing a vir-
tue. He insisted that reading should be appreciative,
not darkened by the difficulties of a oritiecal mastery
of texts, or the student would better spend his time 2t
tennis. “"Contimmation® he says,®and a too obstinate en-
deavor, darken, stupefy, and tire my judgment.® "dith the
developuent of the vernacular, school men saw a place
for it, lontaigne follows Rabelais in supgesting that
the student take up the vernacular first, as he would
not then encounter the mass of forms presented by the
Latin., It probably 4id not occour to Montaigne that the
poorly organized modern languages could ever become the
material for a close formal study.

The Jesuit reaction d4id nothing to inerease human-
istie study of literature, sSuch as they studled came
chiefly from Cicero, the Latin Gospels, the Church
Fathers, and the Groek fables.Quite different and much
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sunroe: E4. HOTe liboral were the Port Royalists in the short time
Ideal, 133,

that they were allowed {0 conduet their schools. They
Compayre:

ut ante. 166+ rerieqted the ideas of Rabelails and Montaigne, and actual-

. ly taught much in the vernacudar, even translating sev-
Quick: Ed.
Reformers. eral years of work in the classies into FPrench so that
188

* the ehild should aequire an interest in the content of

literature before beooming disgusted with the process of
mastering its forms. Their aim was to edueate the child
through his judgment rather than to eram his memory.

Willianms:

Hist. of Katurally the religious elemenrt doninated their educa-

Modern Ed.

190, tion, and though they used literature, they were con-
stantly calling attention to the ultimate vanity of all

Ivid: 384.

soience, literature, and history. Rollin (b. 1€81) was
influenced by both Montaigne and the Port Royalists.

Barnard: Am,

Journal of  His model course involved the use of the mother tongue
Bd. XXVIII

76885, in which he would have read a mmber of the good Brench
(014 series)
authors of his day. The tendenoy to u@é French Litera-
ture in the schools evidently was becoming stronger,
1 Rousseau (b. 1712) protested against the use of Latin
Aenile: €9.
and Greek classios as instruments of instruetion . if
they were to be used as he knew them, for he thought
that the child never understood them.
In thig brioef survey of Rrench thecorists, it will
be noticed that while servitude to the classioes must
have been very general, those who planned or operated

new movements, the Jesuits excepted, did not emphasize






ATt i
of Fd4.

VIII, 380.
(014 series)

I01d4.,265.

Finstein:
Italian
Ren., in

pfjand

45

the value of such study. It will also be noticed that
the Prench language and literature, developing sorme de=-
gree of-exce;lenoe rather earlier than the Bnglish and
German, were sooner taken into courses of study in the

more ad¥anc@d schools.,

{4) Fnglish Secondary Education.
In England at the Revival of Learning there were

several forms of secondary schools, mostly dominated by
the @hurch, witn some independence among the guild schools
For the most part the curriculum of the later Schoolmen
was in use, Between 1350 and 1600, the Fnglish PFounda-
tion Schools were established. ETight of these were in
existence when Eton was founded in 1441, They were de~
vised as schools preparatory for college, and of course
there was much Latin conversation and composition.
Caesar's Commentaries, Cicerots De Amicitia and De O0ffie:-
is , Virgil, and Lucian were read. To stimulate the
student's interest in these which were of necessity

rather dry and formal, Friday was set apart as féozging
day.

English scholars were numerous in Italy in the
fourtcenth century, there being an English nation at the

University of Bologra.some attemptes to introduce the new
humanistic studies were made at this time, but were not

very suecessful . They did however direet attention to
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Italy, and furnished many books for the use of later

scholars, Kot much is known of the men who really did

introduce humanistie celassic studies into Pngland in
the fifteenth century. One of these, Grooyn (1460-1524),

was the first to teach Greek openly at O0xford. Beyond
the fact that he visited Florence, Rome and Padusa, and

that he probably taught Greek to More and Frasmus, not
rmch is known of him. Another of the same cirele(See

ragess))was Linaere who visited Italy about 1485 and

knew Greek., John Colet, the founder of St. Paul's
School in London, apparently eaught the spirit of the

New Learning from Groeyn and'Linaere. although he was
in Italy in 1484 and became acquainted with Frasmus in

Paris (1408). The School of gt, Paul's was notable as
the first English Grammay School fuﬁnded in accordance
with the new epirit of humanism., Here children were
taught good Latin and Greek “with chaste Christian
vent." The Oxfofd reformers, Colet, Erasmus, and liore,

greatly simplified the grammars, although the;one 80
much used , written by Lilly, first master of St. Paul's,

was a very prosy book of forms to be memorized.

Erasmus 4id more in the way of writing upron educa-
tional subjeets than the others of his group.In °®The
Praise of Folly," written at the house of lore(l610 or
1811)he ridiculed grammarians and the dogmatic philos-
ophy of the schoolmen, and protested against the prac-
tice of requiring so much memory work and formal drill
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uron what wae not understood. He believed that a thor-

ough study of ancient lLiterature gould as nothing else

enlarge and elevate human motives, He never conteme
plated a day when Fnglish, ¥rench, or German, could be-

come a literary language, for he despised the folk-lore
and tales of national heroes that were coumor in the ver-
naocular. He was in no small degree a worshiper of style

rather than content in history.

sixteenth eenturv schools ghow somewhat the same
tendercy t0 a formal study of the classices that Erasmus
had outlined, A course reconmended for the Ipswich

school by Cardinal Wolsey in 1528 exhibits rrornunciation

"~ of forms; translation and conversation; Aeépg/and TEer-

ence,for style and forms; Horace or Ovid, compositiomn,
conversatign, and nmemory work: the figures of Tonatus
with attention to style and composition,

Roger Aschann, tutor to Tligzabeth, exerzised con-
siderabie influence upon ¥nglish school practice, but
his "Soholemaster® is rather a book of deviee with com~

ments upon the classies than a treatment of principles
or oourse of study. There is mueh more of a 4desire to

to acquire the Latin tongue than of suggestion as to its

Scholemasteri)jterary value. The six steps of proprium, translatwm,

81,

synonyma, diversa, contraria, phrases, and double trans-—

lations and note books indicate that he was a drill -

magter rather than a reformer.
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luleaster in hie *Positions” was one of the earliest
to advooate the use of Engliah in school 1ns£@ad of Lat-
in, but formalism was too strong and suehk discipline ,
in the eyes of teachers , Fnglish could not give. A
course suggested by a Scottish educat@r who had been

teaching in France while Montaigne was a student, and

used in one of the first real secondary schools in Eng-

land, spent the time corresponding to the high school
course of the present in reading Terence, Qicero. Hor-
ace, Virgil, and some Greek. Latin was spoken on all
occasions and a Latin theme was required every day.

In the seventeenth century, among writers who de=-
seribed or caricatured schools as they were , or sug-

gested reforms,were Brinsley, Bacon, Nilton, Tefoe, and

Logke, Brinsley wrote in the Ludus Literarius (c. 1813)
of the condition of schools at that time. English, he
says, was much negpected, but this mention ;§A;§§ioates
that some recognition wag Pelng given to it as a sub=-
jeet to be studied in school. Nothing however was said
about its literary merit, Nearly all the time of the
sehools was devoted to the making of verses, and the
writing of epistles and them8§s. The accidence in English,
rules, ayntaxh prosody were all painfully memorized, a.

process s0 annoying , 3Srinsley tells us , that boys

would rather work at the worst sort of drudgery than £O
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to school. Latin verse_s were memorized, among other

reasons, for use %on occasions of triumph and rejoieing!
Brinsley quotes from Ascham whom he regards as a very
wise man, and naturally he suggests the same plans of &
double franslations, and some other schemes for econ~
omieal use of the memory in the learning of Greek roots.
In his recommendation that the vernacular should be used
in school, does he differ from most of his contemporaries
in eduecational wmatters.

Bacon was rmch engaged in directing attention to
the values of science, though he said that literary
stddies were for delight, ornament, and ability.

Milton in his Traatate upon Pduaatian deseribes
a school similar to a sort of academy that he had seen

in France. This school { eorresponding to the Ritter-

akademie of Germany) was devised to give a more general

training, irecluding especially physical exercise, iil~
tonk scheme was of encyclopedic fulnesa and embraced
the forms of grarmar, rhetorie, logie, beside mathe-
matiecs, scicence, and physical exereises. In all was a
strong religious element. The classics were stidled to
give gest to agriculture. Literature received little
enphasis during the Cormonwealth period as an apprecia-
tive study.

At the Restoration, non«conforming clergymen found
themseives thhout ai'ooaupation. and fearing that their
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brethrern would fall into ignorance, began to teach them.
The final result of such atfempts was the development
of the English academies. Thirty or more of thease were
in existence at the time of the American Revolution. A
course typiecal of these schools consisted of logzle,
anatomy, mathematics, natural philosophy, ethies, rhet-
orie, Latin, Greek, Hebrew, and English comyosition,

the last receiving special emphasis in this school. In
1838, Morton, the teacher of this school, moved to
America where he was highly honored, and it is safe to
say that he and others familiar with the workings of the
earliest English academies brought over and planted the
idea of the American academies. ( See pagebb)

Tefoe also protests vehemently against the formale
ism of education in the Resioration period, and ridi-
culed the pedantry and affectation which made itself
apparent in a vain show of the ancient tongues. He
called the typieal scholar who knew little but languages
a learned fool, Defoe was read by Pranklin, and it scems
probable that some of the latter’s ideas upon the values
to be derived from a study of English masterpieces came
from this source. ( 8See pagebb)

The English academy , like the modern busiress col-

lege was not in the bvest caste among scholars,but it had
its work which the standard schools would not 4o, The

ehief contrivution of these schools to the humanistic
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study of literature eame through their encouragement

of the use of the vernacular as a medium of 1netruetion}

for this would in tiue mean the study of Englich liter-
ature irn the English language. Naturally this had been
inmpossible until a language had vecn formed and a liter-
atijire developed. The academies partl¥ recognized that
the time had come for a change to the use of English,

and this would make possible the direct study of good

literature without the discouraging §emmal step of
learning a language.

Locke's influence was toward the practiecal and why
was required of the polished gentleman. Hié gourse of
study encourages the use of the vernacular, recommends
French through conversation, and Latin without any
Greek.

English aschools in the eighteenth century remained
heavily weifhted with the classics , and this exerted

great influence upon the bveginning® of Ameriean educa-

tion. (8ee page 59 gamuel Johnson , full of the notion
that all knowledge was valuable , outlined as college
#rgpar&%ﬁry work a course including seven or eight Greek
authors, and as many or more of the Latin. All this

was to follow an elenentary education inecluding Virgil,
Ovid, BEutropius, and Greek grammar. Even as late as 1880
in English schools , the c¢lassices received three fourths

of the time, and the list of Latin authors was very loug,
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In 1881, thereeere 1in the great public schools of

England eighty-four eclassical masters, and only eigitecen
of modern languages, inecluding Fnglish. All this indi-

cates that though a great Frglish literature had grown
up, it had received relatively a small amount of attentiom
in secondary schools. The elassies had been revived and
taught in a more humanistic way at the time of the Eng-
lish Beformation. This had soon degenerated into a for-
mal drill, defended on the ground of its disciplinary
value, With the development of English literature of
powe; \and good form had come the idea in the minds of
many who wrote upon the subject of edusation, that more
attention should be given to English, and this feeling
became very gereral in the seventeenth century, but not
strong enough to overcome traditional influerces, For
the great majority of students , the work of the sec~
ondary schools remained a formmal drill in memory with
1ittle feeling that the experience was worth while in
itself,

{5) American Secondary raucation,

As has been seen,the English Grammar Schools, like
the German OGymnasien , had become narrowly formalysoon
after the Revival of Learning, and early American schcolg

modeled after these institutione were at first similar

to them. But the remotcness of daily life from what was
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done in sohool was considerable, the economic struzgle

was hard, and edueational luxuries could not ve afforded,
Eggleston:

gi:?ii;a:§§n.!h° conversion of the Indians, religious and medsid

BRCEIR. training, and preparation for the ministry were consid-
ered in planning courses of gtudy. Preparation for col-
lege became an important purpose of the schools of ¥Yew
Ingland almost befTpe there was a college, and remained
an importan$é influence at all times,

The first school of secondary gré&de in the United

States, a lineal descendant of the English Grammar School,

rown:
ﬁaﬁxﬁg of was the Boston Latin Schoel, established in 1835 or

gg§ gig?le 1838, Several others like it followed within ten years.
i::i:'ca. In 1647 the General Court of lassachusetts organigzed a
school syaiem which ¢alled for one grammar school to fit
for college in every community of one hundred or more
families., The character of the literature given in
these schools may be inferred from the following outline
Thid. 304 of the course used by Ezekiel Checever, for many vearsfﬁe\
head of the Boston Latin School: Cheever's Accldence,
Lilly's Grammar, Aesop's Bables, Corderius' Collequies,
the Aenied, Cicero's De 0ffieiis and Orations, Cato,
Bt & and Ovid's lMetamorphoses. Boys studied Latin all day, ard

Am. Journal nearly all the year round. In one of these schools in
of F®duca.

XXVIiI.

86 I775, eight hours a day were spent in study using the
{01d series)

same authors. The high standard of their Latin was
praiged in a report of 1863. Sueh schools would find an
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excuse for existence in limited rumbeB® so 1@ng as col-

leges used little else but Latin, and it must not be
inferred that there was no real humanistie content in
all this mass of ancient literature, but there could not
have been veryy much appreciation in the study of such
selections in the hands of young students.

But it was not long after the passage of the law
of 16847 that the establishment and maintenance of
gramsar schools begBn to be regarded as a burden. When
this ocourred various expedients were resorted to in
order to change their nature or let them lapse. In 1628,

one of these institutions involved itself in trouble by
trying to become an English school, Penalties for vie-

lation of the law were increased, but the strugele was

strong gnd evasions were very frequent at the close of
the seventeenth century, During the next hun&red years ,
the 1ngagg%ty of many comaitte8® was taxed to find pre-
texts for,maintaining Latin Grammar Schools, and many
were the attempts to turn them into schools where Eng-
lish was to be taught. The real Latin school as an in-
stitution for any consideravle number of children of
the colonies , was hardly in evidence at the close of
the eighteenth century. Little Latin was taught, and in
1828, the General Court removed compulsory teaching of

Latin from all but seven towns.
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A new type of achool the academy, had taken their,
Barnard: Am . ’ ’

%ﬁurnal of .
S b N place, In 1749, Frarklin, influenced doubtless by 1dl-

Pranklin: ton and Defoe (See page:'50), made rlans for an acadeuy
Autobiography,

f?; 138 in which utility and culture were to be considered. On ¥
) the side of literature he insisted udpn the study of
later seventeenth and early eighteenth century authorfe
Cloyd:

gggnk11n and Latin and Greek he would gladly have left out or given
Cle

88-79, a subordinate place, but tradition was too strong for

Brown? him, This academy was popular from the first, but it was

Making of : .
our Hiddle not long till Pranklin thqught that the ®English branch

SQhOQlS.
iS&' of the school was not receiving the attention that it

was entitled to , from which 1t #8s Evigesnt that full
awakening to the value of REnglish literature as & human-

istic content study had not come.

The real academy period extended from avout the

time of the Revolutionary War to the middle of the next
Barnard.:
Ameriogn . century. The firat of these schools in New England was

%g&?aQGD. Phillips Andover (1778), Phillirs Exeter followed in
(012 series) 7 .
1783, and others folowed in quigk succession, showing

the inadequacy of the Latin schools. The inerease con-

timued and the first half of the nineteenth century fourd
Ibid: 775.

them distributed generally over the United States. Thelr

courses were determined partly by loecal needs, partly by

the colleges, and not a little by the whims and notlons

of thofe who conducted them since each was a }aw unto

itself. A prominent difference between the academies and
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ggenta;a the clder schools was their attitude toward Inglish. As
éacn, early as 1882 English was taught in Massachusetts in or-

English.SO- der that all might read the ord of God, but there was

Brown: The
Making of little sym.athy with the notion that English literature

Our Middle
Schools. might have value in itself. As has been scen, Pranklin

s made some recommendations upon the subject of English

teaching , and considerable progress was made before the

Barnard:
Anmeriocan elose of the eighteenth century. In the first half of the
Teachers and S

;gnca. nineteenth century more English was studied and the meth,

Brown. s had improved. Barnard mentions the fact that
ut supra of teaching .

232-2337.
How X Was
Tducated. soe, Shakespeare, Cowper, and Burns; another writer

24.
Ibid. 105 (0. 1840) speaks of having found delight in Whittier,

he studied with interest and appreoiatioeéobinaon Cru-

Longfellow, Shakespeare, Milton, Gray, Goldsmith, and
‘Byron.

But along with this improvement had come another
danger. Latin had long been a par8ing grind; now Lindley
Murray's Granmmar, Kirkham's Grammar,20d Towne's Analysis
took the place in the academies that Cheever's Accidence
and Lilly'*s Grammay had been ocoupying in the Grammar

Schools, Such poems as Paradisc Lost and The Esaay on

Ibia. 97,

Man took the place of Cicero and Virgil as models for
analysis, With an'exaggerated amount of such formal and
often times disagreeable exercises, it is not surprising

that the use of Fnglish in the Academies did not in-
crease very fast. The deademies represent the transition
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stage from the grammar school to the modern high sehool.
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Along with a tendency to stress "practieal "subjects,
they had agvanced the study of content in literature by

giving greater recognition to English, but the work was
only begun, and it was left for the high schools to take
the lead in greater advances.

The firsf high school in America was established at

Boston(lsal). It came as a modern improvement of the

 Aoademy with some influence from the Latin sehools.

This type of school , at first called the"Englisn Clas-

sical®, soon spread widely though even as late as 1828,

1892-93. II. more than half of the secondary education in the United

Ivig,
1392-03.11
1415-1548,"

Ivia:
1907.1X.
1043,

Brown:
The
Making of
Qur Mid-

871.

States was conducted in private schools of the fcademy

type.The mumber of high schools however is increasing,
in 1000, eighty two percent of the students of . second-
ary grade were in munieipally controlled high schools,
and in 1807 the percent was substantially the same.

while these schools have not been blindly gulded
by college entrance requirejents, eolleges have exercised
o conservative influence, insisting upon a good standard

of formal efficiency. Not until since the @ivil War has

- literature in English become a universal requirement
dle Bchools.

for college entrance, This freedom from prescription of
college conmittees shows itself in the course of the

first high school which includes literature of modern English
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authors. There was mwuch of the necessary formal compo=

sition, and the 4dry parsing of roetry as practiced in

the academies was not foreign to these schools, but an
examination of some of their gourses indicates a growth

in the amount of emphasis placed upon the study of lit-

Barnard:
Ameiécanof erature. A representative course ( Springfield , lass.)
%%ani%gnét Savout 1860, shows the usual work in the Latin olassics,
14 series
( ) but along side of this was an English course that seens
to have been as highly esteemed. In this the classics had
veen superseded b English masterpieces, English histeory
Ibid. 572.
and French. The Chicago course in 1867 was substantially
identical with this one.
Hore recently the growth of the study of English
Report of
U. S. Com. 1literature has kept pace with the increase of facilities
of E4.
1202-03. for secondary education. In the period of six years,
II} 14858,

1804-1900, rhetoric is named among the subjeots that
"have made the most rapid gain®.This might at first sight

be taken as an indication of an inoreased attention to
the formal side of literature, with corresponding loss
in the amount of attention to its appreciative values,
put there hag been a2 change of methods; rhetoric is to
a congsiderable extent presented through a first hand

acquaintance with the English olassios.
with inoreased attention to the study of English arg
Anerican literdture 1in colleges and universities,
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given
greater attention has beenAto it as an entrance subject,

and the tendenoy seeme to be to euphasize and require it
even when nearly all other subjects are elective. Owing
to the fact that examiners view preparatory work in
English as a means of getting hold of tools to be used
later, it is to be expected that "in every case the
University examiner will treat mere knowledge of books
as less important than the gbility ‘o write good Englieh,
and that the ability to appreciate literaturc will not
be very olosely inquired after, but the recoumendations
of theqcommittee on College FEntrance Requiremsnts in
Inglish have greatly widened the field, and given more
matorial for aprreciation. In the list of one hundred
and twenty books mentioned by the committee from which
reading is to be chosen, appear many books like Haw-
thorne's Wonder Book, Kipling's Jungle Dooks, Autobiogra.
phy of Franklin, Nicholas Niekleby, and sSilas liarner.
From a reasonably close acquaintance with high school
students, it seems to the writer that three fifths of
these books possess enough of action to app@al to the
averagze high school boy as worth reading,even if not
regquired in the course, or as he might view the natter,

gven ihough thay zere required. The same report demands

that while formal study shall be thorough and kept up
through the course parallel to the study of literature

itself, it shall not bve conducted so as to interfere
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with the appreeciation of good literature.

To sunmarize , it has been shown that a recognition
of the value of appreciative study of literature came

with the Italian Renaissance. Italian schools and German
and English teachers spread the new ideas into northern

Burope. The new attitude soon gave piace to a sort of *
*Ciceronianism, " The same movement was repeated a little
later in each of the countries where Renaissance or Ref-
ormation ran its full course. Vernacular literature de-

veloped late in 1taly and Gemmany, and the many dialects
and poor organization of the mother-tongue, inereased

the reverence in which Latin was held, and even pre-
served the feeling that it had praetical value. Prench
theorists most urge# the use of the vernacular in school,
for their language and literature developed first, and
the language was fast becoming the medium of diplomack,
because of the centrak position of PFrance., Fnglish
schools kept much of the Latin literature though some
ofvthe academies and gome writers recognized the in-
oreasing values of the growing English literature.
American schools, influenced by French, German, and
Fnglish practices and writings, developing through the
grammar school and acadgmy stages into the present

| high school form of secondary education, and guided vy

looal needs as well as the idea of preparing for ocllege,

have taken advanced ground in recognizing and using






English literature as material for @brreciative study.

The next paragraphs will be devoted to a consideration
of methods and tendencies in present day teaching of
literature in the high school, and the progress toward

a full realization of the value of literature, a histor-
ical sketch of which has been given in the preceding
pages.
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Degree in which present edueational nractices and
theories apparently fall to realize and recognige the

funetion of literature.

Introduetion:
Literature in English rather than in the elassical

languages br modern foreign tongues.
(1) Literature aé taught in high schools today.
(1) The 'amount of literature taught.
(i1) Literature for diseipline and immediate resuls
(1i4) sqboyd&nate phases of the teaching of litera-
ture,
(iv) !he\oharaoter of the literature which is read.

(8) wider te fenciea which affeect the teaching of 1it-

(1) Praet17&1 tendencies and the elective system.
(ii)The oultupre of natural science versus that of

liggra Vb
- 11%) roehclian azZ=Nevpanbien influences upon the
teaching of literature in high schools.

(iv) The influgnce of pragmatism upon literature
in sehools.
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Part Three,

In speaking of literature, English is meant rather

than the ancient classics or modern foreign writings.It
is not sufficiently evident that the student of the seco-
ondary school gets any considerable appreciative value
of the c¢lassics, either as to form or content, even

under the best of teaching. The first year of work is
given up to the task of aequiring forms and voecabulary,

the latter of which remains a load throughout the course
and obscures the possibility of an arpreciative study.
The student may see Caesar's bridge, but the bridge that
he ocarries into his experience is usually a diagram, and
ideals of courage and fidelity are lost among the ab-
latives or exceptions. Cicero's oratory stumbles so de-
ploBably as to have little persuasive power. Thorndike
concluded from the study of a large rnumber of Latin stu.
dents that the average high school pupil is more likely
to be misinformed than informued by the study of Cicero,
and that texts of his orations arocused no interest in

the orator nor in his tines. The writer has inquired of
many Latin students and teachers and failed to find any
who gained a considerable degree of historical or lit-
erary information from a study of Caesar or Cicero, or #
studied either with appreciation: and though the scan-
sion of Virgil, in common with nonsense syllables in

rythmic arrangement, may have music in it, form work
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accompanying its study, is usually sufficient to cause
students to regard it as a "grind." Undoubtedly the
Latin classics have a hunanistic value when best taught
but this is greatly overshadowed by their formal use
in linguistic drill as they are usually given. In the
days when the oclassics were the only good literature,
they could well be condidered humanistic material; now
literature to be appreciated by students of the high
school, must be in English. Therefore without ignoring
or disparaging classic or foreign literature, and recog-
nizing its value, it will be understood that when lit-
erature in the high school is mentioned, it is litera-
ture in the mother-tongue that is meant.

(I)In discussing the quantity of literature taught
and the method of its presentation in relation to the
function it has to perform, the following criticisus
geem to be valid,

(i) Though every high school requires that a sub-
stantial part of its course be devoted to the study of
&English, the amount of litersture read does not seem to
be in proportion to the funetion it has to perform.Thor-
oughness is set up as the motto and this apparently pre-
vents the thought of wide reading. Very often the field
govered in the reading of Tnglish is not wide enough to
seocure the maximum of true humanistic culture which has
been set up as the primary funetion of literature. (See

page 13) . The accompanying table of estimates (Page 85)
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Outline of the course in English of William Mdkin-
ley High S8chool, 8t, Louis, Mo. Prepared from syllabus
by Philo M. BPuck, Head of TDepartment of Fnglish.
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of the amount of reading done in two represmentative

accredited high schools eannot, of course, be very ac-
ourate, for it is impossible to know exactly how much ig

- read. The estimates show that all types of literature

Chubb: The
Teaching of
English.
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Jahn:
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schaft der.
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870-378.

are given recognition, but when the amount read is com-
rared with the amount read independently by the average
high school student in the way of ball-game scores,
newspaper scandal, detective stories, magazine romances
and cheap fietion, advertisements - not to mention more
valuable and less valuable reading, it is seen that
eight pages a day for the school year, or four pages a
day for the entire time , is not a very wide contact
with the best in literature. This wide reading is neces=-
aarv,fbr adolesoénce turns itself in many directions,
and its literature must meet all leading types of ex-
verience and afford each a chance to live itself out
rather than to die for lack of material. If suffieient
good reading is not provided in school , an adequate a
amount of some sort will be found elsewhere,

(ii) The fact that instruectors often look for dis=-
eipline in the teaching of "nglish changes their pre-
gentation of the subjeect. Literature is made a mental
gymnastic for the drill master, and immediate results
are sought. This tendency to take stock of or ecard-cat-
alogue results finds it hard to examine the studenrt upon
the ideals that he is forming. Muech of the appreciative
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reading of a masterpiece yields such results that the

student may say, "I understand if you don't ask ne,"

A prominent writor upon the teaching of English sugrests
that examination in literature should be omitted alto-
gether. It seems certain that the most valuable exper-
ience that the student may be expected to get from a
study of English will elude the possibility of 4discov-
ery by the ordinary methods of examination and question-
ing)for ideals are not so manifested. Because of this
very diffioculty , questioning on literature often at-
tempts to bring out the content of a lot of notes - a
practice handed down from the annotated texts of the
classios, It 1s not likely that any one ever read a litepn
ary selection or masterpiece with a full degree of ap-
preciationpnd mastered a lot of notes at the same time,
Probably no one ever masters notes at all except the dutj-
ful student who thinks such a procedure is worth while
because he has been told that it is, or beeause he

wishes a good class standing, An examination of several
editions of English classies in cormon use shows that

many of the notes given are of eritiecal nature, well

worth while to the specialist, but ineclined to be mean~
ingless to the high school sfudent. A large percent of
the notes explain allusions which are meaningless to

the student before he reads the explanations , and empty

of emotional content after he has familiarized himself
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with them, for Bibliecal, historieal, or mythologieal

allusions have faint meaning to the student who first

mneets them in his study of literature. He ray rereat

the explanations found in the noted at the request of

the teacher who superficially beliewes that he is adding

to the content of the literature,

Yootrnote:~ The followin eaitionb of literary'blassics
were examin

Publisher and date.

among others.
Classic.

Aprleton{N.Y. ,1004) The Princess.

Am. Book 00.{N.Y.,1008)ituch Ado About

Nothing.
(Rolfe)

Fd. Pub, Co.{Boston,'98)Addison.

Ginn{Boston,
1806~ - -

Lakeside( Ainsworth)

({Chieagol902-0B.)

Maomillan,
(New York, 1008}

Riverside,(Boston,

18085) Houghton,
¥ifflin and Co.

8ocott,Foresman.
(Chiecago, 19200)

{Macaulay)

Lear, Othello,

As You Like It.

{ ludson)

Wilton

(Macaulay)
Deserted Village.

Burns Poeus.
Lady of the Lake

Faerie Queene.

gray and Cowper.
(8elections)

Merchant of
Veniece.

ro

Notes.
Allusions.

Comrarative read.
ings., Allusions.

Allusions mostly,

Textual emenda-
tions, varied
readings.
Allusions to
mythology.
Allusions.

Allusions.
Geography and
oritical compar-
isons.

Obsolete terms
Allusions.

Obsoure allu-
sions.

- Allusions, Felio

and gunarto com-
parisons.
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occupy a large space. History of literature, parsing and
analyéia, derivation and paraphrasing, are all valuable
sometimes as menas of putting more meaning into 11tera~l
ture, and are objectionable only when ihey take too much
of the time allotted to the stu'y of literature or come
to be viewed as ends in themselves. The line even betweepn
composition and literature is not always well enough
borne in mind, and the result is usually a loss to lit-
erary aprreciation. Colleges consistently and properly
call for much attention to composition, and the convent-
ional forme of expression must be mastered, not alone

by the reporter and the stenographer, but by every one
¥ho has occasion to write his own thoughts or those of
another. The funetion of composition work is seen how-
ever to be quite different and distinet from that of
literature, and there is no satisfactory reason why
appreciation should be constantly destroyed by assocla-
tion with the formal mastery of the menas of written
expression. The demand for those who can write a plain
mInglish style emphasizes the importance of a freer, ful-
ler and wider study of the content side of literature_
because of the fact that work which is done for the im-

pyrinaiplos ormediate purpose of improving composition may be made to

conohling.
181-138.

Halli
Touth.
140-200,

move farther and faster when the student has appreciated
good models of expression. Such work should not be per—

mitted by its constanoy or emphasis upon the formal to
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interfere with the real function which literature has
to verform.

(iv) The character of much of the literature that

is read does not seem to be such as would tend in the
direction of appreciative reading nor foster a taste for
acquaintance with more of the same kind of material. In
a 1list of fifty representative four year high schools of
lissouri the following selections are most studied, The
Hissouri state

first is used in thirtyfive schools; the last in ten,
the others ranging bvetween these numbers in order as

listed.

Julius Caesar.

Vision of S8ir Launfal.

gketch Book.

Macbeth.

Ancient Mariner.

Merohant of Venice.

8ilas Marner.

Lady of the Lake

Idylls of the King.

Milton's Minor Poems.

Te Coverley Papers.

Macaulay's Essays.

Burke's Conciliation,

Teserted Village,

Burker Hill Oration

Poe:. Poems and Tales.

Chauger: Prologue and Knight's Tale.
S8cott: Ivanhoe.

Hamlet,

As You Like It.

Emerson: Essays.

Hawthorne: House of Seven Gables,.
Whittier! Snowbound.

Qooper: Last of the Hohliecans.
Longfellow: Tales of & Wayside Inn.

The Cormmittee of the North Central Collegé Associa-
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tion recommends for close study the folowing vooks, and
the list 1s part of a larger list recommended by a Com-
mittee of the National Educational Association, and ap=-
proved by the Conference on Uniform Entrance Requiree
ments in English(February 1809) .
Maebveth,
Miltonts Shorter Poems.
Burke's Coneiliation or
Washingtonts Farewell Address and Webster's Bunker
Hill Qration.
Macaulay's Life of Johnson or
Carlyle's Essay on 3urns,
In a study of high school courses in English from
the boy's view point, five of the first list are inclua-
ed among those not enthusiastically nor generally liked.
Tested by the same standard, three or four of the latter
list would not rank high. Though such evidence is rot at
all conclusive, it seems eertalin that many of the bookse
included in the complete list of those studied in the
high schools of Missourl are those for which the student
eares little, and is compelled to read with the motive
of an extraneous incentive.

Because of the small amount of literature read, the
practice of teachers who seek for immediate results and

make abllity to remember notes and explanations a test
of preparation, the undue attention given to subordinate

phases of literary study, and the choice for courses in
literature of many selections which make little appeal
to high school pupils, it is impossible to deny that
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students 4o not read good literature spontaneously out
of school to any great extent. This is e¥idence that
though the one great object of a book is to please,
the student has not found his aequaintance with books
pleasing. He does not develop such an interest in lit-
erature that he will form the habit of reading such
selections as reinforee conduet-guiding ideals. Little
part of the great purpose of literary study is accom=-
rlished when through inadequate or unsuitable selections
wrong methods, or over-emphasis of the formal oy non-
esgential, appreciation is lacking or is so feeble or
temporary as to0 leave no trace in oharaoter.‘and no
taste for further reading. The real change in society
which wauid.be wrought by securing in people generally
a8 geruine taéte for good literature, powerfully tending
to take away undue ampnasig from the material and "sci-
ence=for-control *side of l1life, the trivial and the self-
ish, and fixing the mind appreciatively upon the best of
what is common to all, is not being brought about by
compelling the student to devise an artificiasl inecentive
for the study of literature instead of a free and spon-
taneous interest.

(2) Having examined some conditions of common practice
in sehool , & brief study of wider tendencies that are

related to the teaching of English will be made.
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(1) Lack of appreciation because of practical tend-
encies has been aggravated by the elective system. Pop=-
ularization of secondary education has made possible a
liveral variety of courses to select from, and special-
ization, the mark of the age, begins in the high sechool.
The student chooses those courses that seem to fit best
into his probable career, and there is danger that the
Frenchman's epitaph, *Bern a Frenchman, died a grocer," w
would need little modification to be quite generally
applieable. Guided partly by college reguirements ,
there is a tendency to require English, but it is usually
the fomal composition phases which are at botiam what
is required rather than an acquaintance with literature.
Yor the great body of intelligent people who do not go
to college an all-round eulture is demanded, and this
cannot be given without greater attention to the human-
istic and appreciative study of literature. Because
such a study may not yield results that can be given an
immedigte external measurement, it is scmetimes thought
by students and patrons and even teschers not to be
paactical, During the year 1207 in the eighty-two high
schools of the first grour in Missourl, the value of
apparatus per pupil studying science was $16.09; in
physics, $22.92; in chemistry, $2Q00; per pupil in
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English, (1ibrary and supplementary veading) 31.08.

The amount spent during the year in these schools for
science apparatus was $82.49 per pupil, and for English
(livrary and supplementary veading) 19¢ per pupil. This
ineludes only science apparatus and not books for the
study of science which would inerease the amount con-
siderably. There is need of converting cormunities,
school boards, and teachers to the idea that no fund of
knowledge and good habits is sufficient to be of uni-
versal validity>unloss it ies guided by ideals which are
inspired in an appreciative study of literature, and
that though the effeect of such study upon coﬁ&uct may
not be immediate, it is not less real and shows itself
always in the ethieal and social feeling that recogniges
eommunity of human kind.

{ii) Beecause of the voeational tendency mentioned
in the preeeding paragraph and the general advanece in
natural science , a misconeeption of cultural values has
come about, and this has exeroised an unfavorable in-
fluence upon appreciative study of literature , through
the belief that the educational values of natural science
are all-pufficient. Science is for the working hours of
life as Herbert Spencer says, and literature for his
time of leisure. As science solves the problems of im~

mediate wants and civilization so advanees, leisure is
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1nare$sed, there is denand for a more pemanent ideal
good, and literature among other things is develoyped

to put this added me@Ring into life. Again, the tendenocy
of science is toward the defingte and uniform, its in-
fluence in school is toward the regular and conventional
and awvay from the nafve.This same regularity and conven-
tionality is the mark of a decadent stage in literature
and the human soul revélts at a condition where all is
analyzed and found to move by uniform laws well under-
stood. Only the re-living of human emotions furnishes
this permanent good and remains forever new and intey-
esting. Granting that the interest in soience.has made
possible the use of more time for enjoyment of litera-
ture, it does not follow that the time has been used in
the way to get the most of value from such study, nor
that it is possible for the study of science to supply
the missing elements of experience.:

(111) writers who are dealing with the problems of
education secientifically emphasize activity as funda-

mental in life, a charaeteristic of Proebel's teaching,
and are neglecting the ideal and appreciative phases,
This pedagogy of doing things ealls muech attention to
mamal training, and stresses the value of industrial
education as well. Dewey, a leading exponent of this
position , defines society as * a mmber of people who
are held together because they are working in eommon
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lines." The importance of forming habits that are so¢lal~
ly useful and practically efficient is greatly stressed.
Ideas are regarded as means toward practical ends, and
the intellectual and logical phases of education are
attracting more attention than the appreciative. Hence
it may bve said that modern educational theory tends to
give too little emphasis to the importance of the develw
opment of ideals which would funetion in giving signif-
icance and direction to the practical means - habits and
knowledge.

(iv) The present pragmatic tendency in pedagogy, a
reflection of our havwit of looking for results, since
it measures all intellectually, sometimes leads to undue
emphasis of the intellectualistic phases of edueation,
and correspondingly depreciates that which does not re-
veal itself® by intellectual tests. Pragmatism is defined
as "the doctrine that the whole meaning of a conception
expresses itself in practical consequences.® It would
apregr that this doetrine, if correctly understood,
would exercise no unfriendly influence uwpon the human-
istic study of literature. The results of appreciative
literary study are as certain as the most thorough-going
pragmatist could wish. When well taught the emotional
satisfactions are immediate and direct, and the effect

upon character inevitable, but for two reasons the






77

pragmatic position is liable to be unfriendly to human-
istic teaching of literature.

{(a) subjectively the pragmatist lays stress upon
that ~ - within his own experience which works as a
means toward some ulterior end- the end being assumed
by the pragmatic position. As has been aeen’much of the
value of literary experience is immediate, the individ-
ual cammot see that it has worked to any ulterior end,
and so fails to recognize its value.

(b) Since the best of literary experiences are intap«
gible, the teacher who looks narrowly for results may
not be able to find them by the ordinary means of question
and exanination, and in this ease scmetimes believes
that nothing has been acecomplished. But the results in
charascter are so long deferred that only a life-time can
determine how well a teacher's work has been done. Per-
haps the period of storm and stress of the adolescent
would be less tempestuons if his literary experience
were deeper and gave him a better interpretation of him-
self and his world. Perhaps social unrest would wear the
cormmunity group less severely if valuable literary ex-
perience were working in all members of the group. Only
the teacher who is thoroughly and widely acquainted with
educational theory can intelligently give a reason for
the appreciative teaching of literature. Only the one
who is but half acquainted with the claims of pragmatism
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will condemn such teaching on the ground that it does
not yield results.

In the preceding pages the function of literature
and the requirements of ite efficient presentation have
been shown. In the development of secondary education
its funetion has been given recognition very slowly.
Owing to a large amoung of emrhasis upon the formal
phases of literary study, the restricted mmber of se-
leotions rezd, false notions of the purpose of teaching,
attempts to realize immediate tangible results, and the
very doubtful value of some of the material used in Eng-
lish courses, many of the most valuable results of lit-
erary experience are unrealized and a taste for good
reading is not formed. The tendency toward specializa-
tion and the natural science movement involve dangers
for the best teaching of English, and current scientifio
pedagogy with its emphasis upon social efficiency and
results is giving less attention than it should to the
gemine teaching of literature., The general progress has
been toward a greater recognition of the far-reaching
importance of teaching literature appreciatively, but
the development of a powerful literature in the vernacu-
lag%has given material for much greater possibilities
than have yet been realized by the secondary school in
its humaniging and soeializing work,
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