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X L2 PREFACE.

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

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

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

in Chapter II, Section 4. Qf‘%f’?(}ﬁ
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CHAPTER ONE

THE ILD OF THE THEORY

Introductory.

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

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

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

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

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

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

cess. Let us now take up the first of these divisions.
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Section 1. (Qomposition Qutside the School.
Before beginning the discussion proper, it will be well to state

that in this paper gcomposition is used to mean the mental bringing to-
gether or co-ordination of images as in narration and description, or
of ideas as in exposition and argument, and the expression in language
of these relations, usually to others. The composer discovers what
are for him new relations between images or ideas and tries to express
these relations by means of oral or written language, nearly always
with the purpose of giving others the benefit of his discovery by get~
ting them to apprehend these relations also.

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

It would be very easy to make conjectures regarding the actual
occurrence of oral composition outside the school, but such a procedure
is not scientific and consequently not conducive to good results. 1In
this investigation~the author observed carefully the conversation of
Teachers College High School students at different times when they d4id
not know they were being observed, when they were free to talk as they
would outside of school, and studied their apparent motives in such
conversation. After a number of observations, records of which were
kept, the conclusions given later on were drawn. But in order to make
these conclusions clear, the record of one such conversation as held by

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

getting ready for a history lesson, and were, as usual, free to enter



po-4"'

and leave, talk as they pleased, or to study in groups or separately,

if they did noi,disturb the others too much. In order to be perfectly
sure of the matter, the students were the next day asked if they knew
their conversation of the previous day had been taken down while they
were talking and none of them had the slightest suspicion that such

a thing had occurred. The principal often sat at his desk writing,

and they thought hé& was doing this if they thought of the matter at all.
It must be understood that this is not a selected list of students but
represents a chance assortment, being chosen for tllustration only be=-
cause, in this particular instance, six or seven students from the com-
position class were present, and it was of course desirable to observe
them outside the class if possible. The record represents the natural
oral composition of students outside the school as well as anything the
author would be likely to get hold of. For convenience in studying the
record, each turn in the conversation is indicated by a numbered para-
graph. The record here is a typical one and will illustrate the author'e
meaning as well as more extended records would.

RECORD OF CONVERSATION OF TWELVE OR FIFTEEN STUDENTS IN THE TEACHe
ERS HIGH SCHOOL OFFICE WHEN THEY DID NOT KNOW THEY WERE BEING OBSERVED.
( Transeript of the author's notes made at the time.)

l. Conversation started with comments on other students; various
questions in this connection asked and answered.

2, Discussion as to how many references some students had to read; ask-
ing for and receiving information on this point. ,

3+ One boy discussed paper he was to hand in in history in a humorous
way and showed it to the others so as to make them laugh. They did so
and he then tried to get them to laugh some more by telling other jokes,-
sample; He thought they ought to get extra credit if they had to read
their refcrences up at the university proper, as the books there were
bigger than the ones in the high school. This aroused another boy who
was studying half out loud about Plymouth Rock and the landing of the
Pilgrims, and he tried his hand at a joke to show that our Plymouth
Rock chickens came over in the May Flower originally. The first boy
then made a joke to the effect that they ought to get extra credit if
they read outside the text.

4. A boy asked where to find a reference book; received various dir=
ections until he found it.
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5. Students exchanged ideas so as to get meaning of history lesson.

6. One boy kept asking what some questions were that, it seems, their
teacher had given them. He kept breaking into the conversation of the
others with his requests until he was greeted by "You make me tired",
whereupon he did not ask again.

7. Questions and answers about Luther.

8. A boy hunted another reference book.

9. Discussion as to meaning of termf "purgatory" and location of
Hades, an understanding of which was essential to good preparation of
the lesson. Considerable questioning and answering until all were fair-
ly well satisfied. A new boy who haﬁ.just entered made a joke on Hades.
Finally the discussion became too much like hair-splitting, when one boy
said regarding one of the fine distinctions, "I am not caring, myself".
The discussion ceased at once.

10. A boy asked principal if he could take a book out before 4 o'clock
the regular hour; he gave arguments as to why he should be permitted t6’
do this and received desired permission.

11. One boy happened to notice another for the first time and called
out a greeting to him.

12. A boy explained to the group the workings of a bird-trap he had
seen at a moving-picture show the night before. Other pupils explained
similar tricks they had seen. One boy described to others the odd
phrases used by one magician in his tricks. A general discussion of a
ball trick by a magician whom nearly all had seen arose; there was con-
s§derable talk as to the merit of his work, the final verdict being
that he did pretty good work. One boy asked if the others had seen a
certain magician last year; they had not, so he explained to them how
that magician worked his best tricks.

13. A boy asked for a reference book until he found it.

14. A boy came up to the principal to get permission to enter classes
after absence; he tried to make the best possible presentation of his
excuse so as to get the permit at once.

15. Another trick was described.

16. A boy expostulated with another for taking two reference books at
once. The first boy carried his point and secured one of the books.

17. A girl asked if the clock were right. She remembered appoint ‘%
ment she had with another girl at the general library and found she
had waited ten minutes after the time. She expressed her uneasiness
aloud and persuaded another girl to go with her to meet the first girl
in the library.

18. A boy tried to persuade another to go with him to the library; un-
successful.

19. Description of another trick.

20. Several students asked questions so as to get points in lesson
cleared up and received satisfactory answers from the others.

21l. Description of another trick; explanation of some difficult points
in it to pupils who asked about it. It was the trick of a woman rising
up apparently in air, and the use of the mirrors was well explained by
o?e boy. The others kept questioning him until he made it perfectly
clear.

22. A boy asked meaning of a term in English history. Several others
explained it to him.

23. Boy mentioned above asked the other to g0 to library with him, this
time first asking him how far along he was. Unsuccessful. Tried again,
changing his language, but was still unsuccessful., :

24. A boy asked principal's permission to take a book out half an hour
earlier than the rules allowed. He was told it was against the rules,



po -6"

where-upon he presented several reasons for being granted the special
privilege and secured it. .

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

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

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

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

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

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

31l. Discussion as to the merit of a certain teacher, between two boys:
cgntinged until both agreed that she asked too many questions, when it
stopped. '

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

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

34. Another boy persuaded a comrade to leave for the history class
with him.
hgs. One boy asked where to put certain library books and another told

Mm.

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

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

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

A. Do e o oth
l. By controlling them for his own ends.

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

(b) So that they may give him information.
1-2-4-5-6~7=03-9=10=~12-13~17=20=21=22=-24=25=27 ~
28-29-30~31=32=35.

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

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

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

them for their own good.
12.

B.Io please himself by composition.,
l. By affording himself mental relief.

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

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

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

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

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

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

shall accordingly now consider this second phase of the matter. This



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

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

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

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

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

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

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

the past.

[o) . t

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

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

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

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

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

new effects by language. Consequently they have failed when using the
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0ld methods of expression and so have turned their attention to im-

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

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

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

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

Section 3. The Nature of the Learning Process.

If men are to live and make any progress, it is very necsessary for
them to acquire valuable experience  and information,whether they go to
school or not., We ewe see them all the time acquiring such experience and
information outside the school, and as the emphasis here is on the value
of these things for life and not on £he means of ob£a1n1ng them, we may
call this way of acquiring them the 'li#e-proceae“. But in school, al=-
though phe endd are the & same as in life outside, the emphasis is for the
time being on the method of acquiring the experience and informetion
and s0 we may designate this way of acquiring them by the name of the
"learning process®. Composition is only one branch of the curriculym so
it is evident that the principles involved in its pursuit must comform
to those upon which the learning process depends. Let us then endéator
to find these latter, beginning with an w examination of the life process.

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

Let us take an bllustration from an experience familiar to nearly

every writer. A person is using a fountain pen, yet so long as it
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oontinue% to write easily, he gives-it no more thought than he does the
motion of his hand; it is entirely outside his field of consoiousnéss.
But let the ink stop running, and his attention is at once directed to
the pen; he 15‘1n a highly unsatisfactory present situation. He of
course wighes to continue writing and this ia‘his ideal situation. Ac-
cordingly he proceeds fo try oub in thought various means of attaining
the ideal, in other words, of making the pen work, He first thinks of
what may cause the stoppage of the ink, problably considering that it is
dye either to his héving used all the ink up, or to some temporary ob-
stgyction in the pen's feedf He does not recall that the pen has flow-
ed very freely lately so is inclined to think it is the latter cause and
a shake of the pen which forces a drop of ink out, confirms him in this
belief. He now thinks of ways of removing this obstruction, considering
whether the forcing out of more ink will be likely to remedy the matter
or whether &k it will be necessary to take the pen to pieces and clean it
thomoughly. He tries the former as it is tﬂe easier, but it does not
work and so he tries the other. This plan works and he now reaches his
ideal of writing with a pen that does not require his attention., He has
‘acquired en experience that is invaluable for just such troubles with
fountain pens in the future, one that will enable him to solve the prob=-
lem more easily and quickly another time., Imsall of this the points to
be emphasized are that he is in a present unsatisfactory situation; he
projects an ideal situation; he attempts to reach jthe latter by thinking
out and then trying various means of control, It is thus with all our
other éctiona in conscious life.

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

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

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

Section 4. The Theory Formulated,

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

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

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

3; consldering means for improving the process, it must be remem-
bered that, as long as & person's composition produces the desired ef=-
fect on others, or pleases himself adequately, it is satisfactory to
him and so remains unnoticed. If)then/this process is to be improved,
it must be brought to the composer's mind in such a way that he will not
be satisfied with its results, so that aw he will attend to it and be ready
to consider ways of improving it., The correct method of teaching the
subject then must provide for placing the student in such a situation
after he has composed, that he will realize very clearly that he is not
producing the desired effect on others or is not pleasing himself ade=-
quately. This, it will be recalled, is according to the natural way.

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

the creation of an ideal that will be so strongly desired that the student



P.=-17-
cannot rest until he has tried to attain it, He must be induced to set
up for himself a higher ideal in composition and brought to desire it
so strongly that he will not be content until he has tried to reach this
ideal in a new composition effort,

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

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

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

A. COreate in the pupil the desire for composition by placing him

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

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

a very definite purpose that can be accomplished only through composition

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

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

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

sections by practice teachers. For further information concerning the gen

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

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

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

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

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

theory was applied to the teaching of descriptions

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

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

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

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

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

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

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

the principal. It is evident that in all of these cases the students had:
strong motives for influencing the teacher in a certain direction and all

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

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

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

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

# This was perheps unusually easy to do because the students in the class
came from all over Missouri and surrounding states.
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was interested in, but which the rest of the class knew little about; and
to present to the class treatments of historical points necessary toiclear
understanding of the classics used in the course, which historical mater-
ial none of the other students were expected to 1ook up. Also he was en-
couraged in the conferences to work upon things concerning which he felt
he knew more than the teacher and to narrate, describe and explain such
things to the teacher. Student No. 15, for instance, who was having a
great deal of trouble with exposition, took much interest in explaining
to the teacher the peculiar meaning of certain words as used in his home
region in Oklahoma, and conseQuently improved considerably in this kind
of writing filrom that time on.

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

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

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

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

following illustrations.. In the first place, toward the end of the year,
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the students were asked to explain their favorite quotations to the rest o
of the class, as an exercisé‘in exposition. A list of good o0ld familiar
quotations was given in the text and they were referred to this, but out
of twentyefne: themés handed in, two students chose the same quotation
from the book, and two others chose @ifferent ones, but the other seven-
teen chose subjects entirely outside the book, none of them duplicates.
About the same time each student was also requested to define two terms

in which he was interested. In all, forty-five were defined, and it would
thus have been possible to have had forty-five duplicates, but instead
there were only five and some of these were due to the fact that the suth-
crs were 1n other classes together, where the teachers had recently been
taking great pains to make certein concepts clear to them.,

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

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

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

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

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

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

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

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

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

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

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

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

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

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

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

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

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

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

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

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

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

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

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

some care in handling.
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Section 3. Inducing in_the Student the Formation of e Highly Desired
Ideal of Composition, |

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

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

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

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

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

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

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

given.

Section 4. Leading the Student to Attein His Ideal of Composition. -

It would be utterly useless to show a student he had failed in his

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

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

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

ulated in classe.

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

common sense demands:

1. That when we telk about anything, we talk about that one thing
‘ and nothing else. The frequency with which one may hear stu=

dents when left to themselves telling each other to "Quit
blowin%", "Cut it out", "Get down to business" etc., abund-
antly testify to the fact that they realize the essentials
of the principle of unity, although they probably are not
conscious! of it and have never carefully formulated it in so
many words.

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

looking at it from a different point.

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

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

an

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

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

cussion of less than one period, with no previous work whatever upon the
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subject, formulated the following principles.
In argument it is essential:

tter clearly yourself.

) ]

l. That you first'understand the ma

itn el o 3

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

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

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

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

A weak argument causes the hearer to suspect all the rest

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

him in one untruth.

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

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

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

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

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

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

ion.
Hawthorne's Twice ToldoBales for deseription; secondarily for
narration.,

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

As soon as the students in any given instance reaslized their failure to Pro-
duce the desired effect and wished earnestly to produce it, they were us=
ually given 2 lesson in which they studied suitable model passages from the
classics so that they might formulate the necessary rules or methods. They

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

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

lessons are given in Appendix D.

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

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

after the title of the lesson.

Qutline of Work in Description.
Preliminary.

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

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

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

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

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

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

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

2. Lo damental . ss .

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

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

. e_with ecial Attent to damental I .

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

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

. Le oint iew. 1 i .

. e eci ttention t int of View.

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

#6. Lesson on Details. (Qlassics).
T th Especia tention to .

In the reading of these themes it was brought out by a 1little
quesﬁioning that some of the themes had good fundamental images, definite
view points and a fair handling of details and yet were very dry and un-
interesting; while other themes read at this time or called to mind by the
teacher, which were apparently no better than the first themes in the
three particulars mentioned, were nevertheless bright and interesting. The
authors of the dry themes naturally wondered what the trouble was and were
very ready to enter upon any study that would remedy the defect. This gave
rise to a study of ways of making the description effective. As several

days were to be spent upon this topic, the next lesson was a rather
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general one, covering the field as a whole.
. n_on Ef tivenes Q ticu ‘ d -

perison in General and Contrast. (Classics)e

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

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

In the reading of these themes, the teacher called attention

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

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

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

feat their own ends if they seem to be excrescences.

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

This lesson was suggested by Professor Fairchild. Here it was
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clearly shown that an author frequently does very effective description by

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

The students took great delight in this. The following are

samples of this work:
Smoke from a distant gun puffs out.
" n 0 on " rolls "
A wet board walk in the hot sun stesams.
An empty wa%on on a paved street rumbles.
A loaded . " " *  creaks.

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

describe peéple.

The subject was assigned in this way to avoid embarrassment,

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

next lessone.

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

17 . t ve t ead e One Distinct Im sion b
iption o thing t 0S€.
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18. Them n i h Studen - te One of s rative
itten lier in t ear din its of
her e h e ould M 0 Mo

This,the final lesson on description,was for the pur-
pose of showing the students that, although for the sake of clearness
the forms of discourse were studied separately, they do not occur that

way in ordinary writing, but normally are interwoven and strengthen
'each other. The students seemed to enjoy this very much and the themes

as a whole were excellent.

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

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

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

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

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

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

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

# The object in having these themes written in class was to be absolutely
certain that the work was wholly individial, and also to enable the teache
er to determine the conditions exactly.
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final papers. They were about to faitl and were probably desperate. They,
howevey’directed their flattery altogether toward the teacher and in no way
toward the methods of work, so the author sees no reason to believe thet
this affected the rest of their data. The students were explicitly direct-
ed to be very specific and to give detailed reasons for all general state-
ments. This caution was followed about as well as éould be desired. The
9uthor is firmly convinced that the data are thoroughly reliable for the
reason.that, as far as he can see, the students had every incentive to tell
the truth and none whatever to distort things.

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

general theory for practical application in public high schools.

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

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

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

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

any description they have ever taken.

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

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

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

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

Speed in thinking has also been increased in many cases.

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

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

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

great extent.

# The parenthesis is the author's.
# See Appendix B for her record in exposition.
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Much the same results from the composition work are observed by
the students in their improvement in work in other classes in the school.
This improvement ié noticed particularly along two lines: first, of increas-
ed ability to think logically so that the preparetion of history and other
lbsséns that can be outlined, becomes very much easier; and secondly, of
improved expression, especially in the matters of clearness, ability to in-
terest others, and fluency. A good sample is the following by Student No.l

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

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

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

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

Student No.l3 says:

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

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

ductively from the classics and not taken from a text.
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Twenty=six of them state specifically that they have noted a marked 1mprOVe-

ment in their ability to get the substance of what they read. Student No.8
for instance says:
"I can now get the substance of what I read much easier than
I could before taking English II, for I used to try to get the whole
thing in my mind at one time and so got very little out of my reading.
Now I can pick out the main thoughts and get the substance of what I
read much better."
This inoreased ability was of cburse due in part to the increasing experi-
ence of the students and to their study in other subjects, particularly his-
tory and literature, during the year; it does not, however, apparently occur
to g’single student to mention this, although they frequently discount other
results. In their minds, at least; this increased ability is directly trace-
able to the English II work. A number also think they have a better taste
for good literature, particularly because they have learned how to read a clas=-
sic understandingly and enter.into the spirit of it.

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

of the work, Student No.l1l3, for instance, saying:

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

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

ferencese.

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

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