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ABSTRACT

THE STUDY OF LITERATURE
IN AMERICAN ACADEMIES AND HIGH SCHOOLS, 1820-1880

By

Ruth Rushton Stokes

Between 1820 and 1880 the American secondary school system was
established, and the great literature of the American romantic period
was written. During this time, however, the secondary school ignored
the study of literature, except as an exercise in grammar, rhetoric,
or elocution. The only literature students read was that included in
the advanced (fourth, fifth and sixth) books of reader series. These
readers contained adult literature from both popular and elite writers,
and were the basis for the formation of literary tastes and attitudes.

The advanced reader was made up of short works and literary ex-
cerpts of British and American literature, as well as other non-liter-
ary writings. Most included an elocutionary emphasis, while after
1860 compilers added biographical and critical notes on the authors
included. Although between 1820 and 1865 compilers included many pop-
ular contemporary works of literature in the readers, by the end of
the war a literary canon had developed.

In the postwar period compilers, educational journal writers, and
others with literary and business interests proposed that the destruc-

tive and disordering forces caused by industrialization, urbanization,
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and immigration could be weakened if schools taught cultural values and
attitudes. Literature seemed an appropriate vehicle for teaching cul-
ture. However, compilers found contemporary works of realism to be
unsuitable, and instead chose to retain the carefully selected roman-
tic works and the selections from the New England poets, which cele-
brated a more peaceful, pastoral society and emphasized values such as
honesty, hard work, thrift, and respect for authority. The literary
selections of the fifties and early sixties continued to be reprinted
until the 1880s, and then frequently appeared in college entrance re-
quirements. The following authors appeared in more than half of the
ninety-one readers examined: Irving, Bryant, Longfellow, Webster,
Shakespeare, Hemans, Willis, Everett, Campbell, Sigourney, Scott and
Byron.

Not only did a standard group of authors develop, but a number of
common themes and topics became established in readers, such as reli-
gion, death, morality, nationalism, the American Indian, danger and
adventure, science and technology, and the romantic themes of time,
mutability, and eternity.

The growth of literary study was hampered by the lack of teachers
trained to analyze and appreciate literature, Furthermore, literature
seemed to lack a structure which many early educators felt was neces-
sary to exercise the mental faculties of the learner--and which was
essential for an untrained teacher. Although literature gained en-
trance to the curriculum by adopting a structure and methodology such
as grammar, rhetoric, word study or literary history, and maintained

its function as an ethical and cultural force, the readers remained the
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only texts containing substantial selections of literature. After 1874,
however, when Harvard became the first university to institute an en-
trance requirement in literature (although it was to be used as a
topic for composition), whole works of literature began to supplant the
readers in newly created "English" and literature classes.

While the teaching of literature at the secondary level was ham-
pered by poorly trained teachers and prevalent educational theories and
methodologies which emphasized memorization, recitation, and rote
learning, the readers helped establish literature as a legitimate, use-
ful subject in the curriculum from its almost total neglect in 1820, to
its inclusion in most secondary programs by 1880. Only fourteen years
after Harvard instituted its entrance requirement, the prestigious
Committee of Ten, which drew educators from across the country to
discuss the secondary curriculﬁm, recommended English as the only sub-
ject which should be included in all four years of a student's program.
The tradition of the use of readers at every grade level may have been

an influencial precedent.
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INTRODUCTION

The American secondary school system, comprised of both the esta-
blished academies and the newly created public high school, was de-
veloped between 1820 and 1880. At the same time, the great literature
of the American romantic movement was written. Paradoxically, however,
educators ignored almost completely the study of literature until 1874,
when Harvard University was the first to establish a college entrance
requirement which called for the reading of literary works.

During most of the century, most literature which students read--
besides that used for grammatical and rhetorical exercises and language
study or the brief examples included in some literary histories--was
contained in textbook series in reading. While these early reading
books, or readers, were an outgrowth of sectarian religious primers, by
1820 their contents had become secularized, and compilers began to in-
clude literature and nonfiction selections. The early readers had been
single textbooks containing excerpts and short works of literary and
nonliterary materials. By midcentury, however, most compilers were pub-
lishing graded re;der series containing five or six numbers, in which
the first three books contained pedagogical material and children's 1lit-
erature to teach and give practice in the skill of reading, while the

upper three readers contained selections from adult literature.



Much of the literature in the advanced readers is similar to that
found in the traditional eleventh and twelfth grade British and Ameri-
can literature anthology of the 1950s. While many readers contained
a pedagogical framework which stressed the study of grammar, rhetoric,
or philology, the major emphasis in the readers was on developing the
art of oral reading, or elocution. The advanced readers were used both
in the academy and the high schcol, not only in classes designated as
"reading," but also in many history of literature and elocution classes,
and in the few literature classes which were offered.

While the literature contained in the advanced reader was not
studied in a contemporary literary sense, it represents the only liter-
ature which a large number of young Americans systematically read,
studied, memorized, and declaimed. A study of the advanced readers in-
dicates not only which authors and works were read by almost all Ameri-
cans who received an education beyond the elementary level, but also
how students were taught to define literature and to regard its func-
tions and uses. A statement from an 1872 reader preface accurately
indicates the place of the advanced reader in a student's literary
experience:

In sections of the country where supplementary reading is not
provided [until the late seventies, this included most high
schools and academies, both urban and rural], and where easy
access to libraries cannot be had, the pupil will con his reader
as his one fountain of supply, retaining through life distinct
remembrances of it as his introduction to the world of letters,
In cities the reading-book is rather the gauge by which to
measure the quality of the flood of literature to which he is
exposed.1

Not only did reader series achieve sales figures which placed them

among the consistent '"best sellers" of the period, but by midcentury

they had attained a remarkable degree of standardization and similarity



in form and content. Despite the popularity of various series in dif-
ferent geographical areas, the literature read by high school and aca-
demy students throughout the country was very similar.

While the advanced reader is one of the most important documents
in the study of popular nineteenth century literary tastes and atti-
tudes, it has been the subject of little literary research. Although
a number of studies describe and categorize the popular literature and
the widespread literary attitudes of nineteenth century America, these
works almost completely ignore textbooks. Most works on the teaching

of English in the last century, such as Arthur Applebee's Tradition and

Reform in the Teaching of English: A History% are written by educators

who are interested in theory and pedagogy rather than literature, or by
social scientists interested in how the content of schoolbooks illum-
inates the cultural history of a period. Representatives of this type

include Richard D. Mosier, Making the American Mind: Social and Moral

Ideas in the McGuffey Readers3and Ruth Miller Elson, Guardians of

Tradition: American Schoolbooks of the Nineteenth Centugx.4

Studies of readers themselves frequently have focused on methods of
teaching reading5 or on religious and moral attitudes.6 Two disser-
tations in the field of education, however, have been especially help-
ful in this study. Vincent Davis's '"The Literature of the Advanced
School Readers in the U.S.: 1785-1900"7 is valuable for its statis-
tical information concerning the space devoted to various topics and
types of literature, as well as when compilers began to include the
works of various authors. Davis does not deal with literary theories
or attitudes, however, and his definition of literature is so broad

that much of the potential value of his dissertation for purposes of



the present study is lost. A more recent dissertation by Peter Witt,
"The Beginning of the Teaching of Vernacular Literature in the Second-
ary Schools of Massachusetts,"8 is especially valuable for the large
amount of unpublished primary material it contains, such as school re-
ports and catalogs and the letters and personal accounts of nineteenth
century educators and students, as well as for its analysis of early
New England educational journals. Witt, however, spends only three
pages on a single advanced reader, despite Fhe fact that readers were
used in literature classes, as their subtitles indicate. He reports
instead on history of literature texts, which frequently contained no
literature, or included primarily historical, biographical, and criti-
cal essays. While geographically limited, however, his study does
examine the educational and literary theory and pedagogy of an area
which frequently set a model for the rest of the nation to follow.
While using supplementary information from the types of sources
mentioned above, the present study focuses on the advanced readers
themselves. It explores the literature and the pedagogical apparatus
included in them, and describes the way popular literary tastes and
attitudes were formed. By examining the literature with which many
Americans were familiar, this study hopes to explain the popular re-
sponse to the romantic movement, to the New England and American liter-

ary renaissance, to the "feminine fifties,"

to the schoolroom poets,
and to the Victorian age and the rise of realism.

1820 marks the approximate date of the end of religious domination
of education and of textbook writing. A year later the first American

high school, Boston's English High, was established. Two early series

--those of Lindley Murray and Caleb Bingham--continued to be popular



throughout the twenties. The American First Class Book (1823),however,

which was the first in the Pierpont series and which emphasized Amer-
ican writings and literature, marked the beginning of major nineteenth
century reader series. These series became highly standardized by the
late 1840s, and remained almost unchanged for the next forty years,
despite the cultural impact of the Civil War. The study terminates in
1880, when separate literature ciasses using anthologies and full
length literary works entered English programs in response to college
entrance requirements. The major revision of the McGuffey reader
series in 1879 represented a last retrenchment against the beginnings
of the movement toward literature anthologies and vernacular classics.
In the same year the first group of college representatives met to con-
sider the establishment of uniform entrance requirements in literature.
Chapter I discusses the growth of secondary education, prevalent
educational theories, and the various aspects of English included in
the curriculum. A major study by John E. Stout, The Development of

High School Curricula in the North Central States from 1860-19189

provides much of the data for identifying the components of English
programs, while Witt's study and Emit D. Grizzell's book Origin and

Development of the High School in New England before 186510 contain

statistics for New England secondary programs. A discussion of atti-
tudes toward literature is drawn primarily from the prefaces to and
selections in advanced readers themselves, as well as from educational
journal articles. Two studies, a specialized report by Edna Hays11
and a more general investigation by Edwin C. Broome,12 are helpful in
their examination of the nature and impact of college entrance re-

quirements on the secondary school English program. This chapter



also examines the emphasis upon literature as a vehicle for dissemi-
nating culture in the post Civil War era, as well as differences in the
literary training of men and women.

Chapters II and III examine the secularization of the readers, the
characteristics of advanced readers and reader series throughout the
period, and the assessment of readers by educational journal writers.
Chapter IV is based on the prefaces and pedagogical apparatus of the
advanced readers and on articles from educational journals. Throughout
most of the country during much of the century teachers were poorly
trained, and the reader was typically the sole instrument of instruc-
tion. It is probable that most teachers followed the format of the
readers and the instructions contained in them rather than adapting
the reader material to some other plan. This chapter examines the ped-
agogical principles on which the readers are based and explores the
influence which teaching methods and aims, especially the influence of
elocution, had on the selection of literature.

The fifth chapter is devoted to the major topics and themes found
in the literary selections. These include the romantic themes of
death, the "melancholy Indian," nature, time, mutability and eternity;
the constantly recurring subjects of secularized religion, morality and
conduct; themes of literary nationalism, patriotism, and democracy;
the exalted character of oratory and the orator; and the aesthetic-
moralistic concepts of art, beauty and literature.

Literary traditions embodied in the readers are examined in
Chapter VI. The literature selections reveal the persistence of neo-
classical writings well into the century, along with the fairly rapid

inclusion of romantic writers like Bryant, Campbell, and Byron. Up



until the Civil War, compilers were responsive to popular literary
attitudes, and included much of the literature popularized in maga-
zines and gift books, as well as works by major authors like Hawthorne,
Shakespeare, and Milton, During the period, of course, many major
authors like Irving, Longfellow, Whittier, and Cooper also had ex—
tensive popular reputations. In the social and economic unrest fol-
lowing the war, however, compilers and educators began to emphasize
the value of literature as a means of conveying cultural values and
behavior to the lower classes. Since the contemporary literature of
realism did not present the cultural ideal, compilers kept reprinting
the works of the romantics and New England poets which had entered the
readers as contemporary popular literature before the war.

The final chapter (VII) examines more closely the literature in-
cluded in the readers. The contributions of forty-seven British and
American authors of four basic categories are analyzed. In the first
group are major literary figures such as Shakespeare, Irving and Scott,
whose works appear frequently in the readers; the second includes
writers who are judged to be minor by contemporary standards, who may
or may not have had major literary stature during the nineteenth cen-
tury, and who appear frequently in readers such as Hemans, Willis and
Jane Taylor; authors whom the twentieth century recognizes as superior
but whom the nineteenth may or may not have fully appreciated, and who
appear in few readers, such as Charles Brockden Brown and Thoreau, com-
prise a third group; while the remaining writers include those not
recognized primarily as literary authors, such as orators, clergy,
statesmen and historians, but whose speeches, essays and poems are

frequently included in advanced readers. In addition to examining the



body of writings from each contributor to the group, Chapter VII in-
cludes a summary of the biographical-critical sketches of each author
which were included in a number of the readers studied.

The appendix includes tables which indicate the frequency and
distribution of both specific popular selections and of the work of
each of the forty-seven writers included in Chapter VII during the

sixty years of the study.
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CHAPTER 1

AMERICAN SECONDARY EDUCATION AND THE
STATE OF LITERARY STUDY,

1820-1880

Until the 1870s the only literature taught in most secondary
school English programs was used as an exercise or model in the study
of grammar, rhetoric, elocution, or composition.1 By 1880, however, a
substantial number of schools, influenced by Harvard's inclusion of
literature in its 1874 entrance examination, were teaching literature
as a study in its own right, according to John L. Stout.2

Vernacular literature was neglected at both the secondary and
college level during most of the century for a number of reasons.
Edwin Broome writes that "educated men evidently proceeded on the
theory that a requisite facility in the use of the vernacular would
come, somehow or other, from experience, general reading, or, best of
all, from the translation of a sufficient quantity of Latin and
Greek."3 The study of classical language and literature was also so
time-consuming that there seemed to be little opportunity for reading
literature in the vernacular. An early academy catalog states, for

example, that students "shall also be taught to read the best English

10
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authors in prose and poetry, in such por;ions of their time as shall
least interfere with their other studies."4 Since most students
throughout the period came from upper class or professional families
and had a sufficient mastery of spoken standard English, the study of
Latin and Greek was an obvious next step.

Vernacular literature also seemed to lack the structure and
discipline which was necessary to exercise and strengthen the mental
faculties of the learner. By the mid-1860s, however, literature began
to receive strong advocacy from the upper classes, who believed that
it could be used to restrain dangerous tendencies in American society
caused by industrialization and urbanization. By adopting a Latinate
grammar, vernacular literature also succeeded in acquiriné an internal
structure and various sets of rules, so that by serving both to disci-
pline the mind and guide the heart, it gained entrance to the
curriculum through courses in grammar, rhetoric, and reading.

The emphasis on the study of classical language and literature
was closely related to the prevalent pedagogical theory of mental
discipline which "held that the purpose of education was to exercise
and train the mental faculties, in particular the faculties of 'memory'
and 'reason.'"5 Even after Herbart and others had discredited the
concept of faculty psychology on which the theory of formal discipline
was based, "it was held intact by the colleges and superimposed upon
the preparatory schools for nearly a century more."6 According to
faculty psychology, a subject was valuable only partially because of
its content, or the facts which it contained. Even more important was
its potential for exercising the mind, which, like a muscle, was

strengthened through use. The ideal subject contained a body of facts
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and a set of rules for organizing them. Thus the vocabulary and rules
of syntax of the Latin and Greek languages, along with the cultural
value of classical literature, insured the place of the classics, in
preparatory curricula at least, throughout the century.

An account by the headmaster of Boston's Latin Grammar School
illustrates the importance given to mental discipline:

It is not what a boy learns at school that makes the man, but
how he learns it. All the knowledge that a faithful student
acquires before arriving at manhood is as nothing compared with the
intellectual strength he has gained and the ability he has of
taking hold of any work that may present itself and doing it. If
the acquisition of knowledge were the chief object in education,
very useful as an acquaintance with the dead languages is, indispen-
sable in fact to the man of letters, one might with propriety
doubt the expediency of spending so large a portion of youth and
early manhood in the study. But the earnest, laborious student of
language develops a power which no other training could possibly
give him, and in comparison with which all his acquisitions of mere
knowledge sink into utter insignificance.7

Two reader excerpts illustrate quite clearly the mind-as-muscle

paradigm. A selection in Town's Fourth Reader (1848) entitled '"Mental

Discipline'" states that the mind is "continually improved by exercise
and use." While "many seem to feel as if it were not safe to put forth

all their powers at one effort,"

the author argues that the mind is not
"like the bones and muscles of the horse," which easily become tired.
Instead, "you may call upon your mind today for its highest efforts,
and stretch it to the utmost in your power, and you have done yourself
a kindness. . . . Tomorrow you may do it again; and each time it will
answer more readily to your calls."8 The "Directions to Teachers"

in another reader (24.) state that in order to read a piece of litera-
ture aloud correctly, the student must study it closely ''to comprehend

the intended meaning of the writer; also every degree and shade of

thought, sentiment, and feeling. This will call for such a degree of
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intellectual effort as cannot fail to develop and strengthen the mental
powers."
While it was assumed that the mind had faculties other than
reason and memory, such as imagination, taste and will, many early
educators believed that imagination and taste were to be developed only
at the college level, after years of exercise and strengthening in the
academy or Latin grammar school. The 1825 inauguration speech of
President Philip Lindsley of Nashville University contains the
following statement, for example:
. . . the classics must be studied--and studied until the mind be
richly imbued with their beauties, and the taste refined by their
influence. At school the first steps only are taken . . . while
at college, the pupil advances from mere verbal and grammatical
and metrical attainments, to those interior, more subtle, and more
intellectual stores. . . . The drugery of drilling boys in the
elements . . . belongs to the schoolmaster. To the classical
professor pertains the higher province of philosophy and criti-
cism--not, indeed to the neglect of the minutest principles of
grammar and prosody--but . . . inspired with the genius of the
poets, orators, historians, and philosophers . . . he will make
their study the delight of his pupils.9

In vernacular literature this tradition of delight and appreciation

seldom appeared at either the secondary or college level until late in

the century.

Not only did Latin and Greek maintain an aura of prestige
throughout the period studied, but they continued to be admission
requirements of many colleges, especially in New England. Classical
language and literature were considered to be the bases of modern

language and literature early in the century. An article in the

January 1869 issue of The Massachusetts Teacher concerning high school

curricula states, ''the value of the Classics as a source of mental

discipline when rightly studied needs no argument. . . . Banish the
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Classics from our schools and colleges, and the next generation will
fail to appreciate much of our best literature."lo To study vernacular
literature without first having a thorough knowledge of the "original"
classic literature on which it was supposed that the vernacular
classics were based seemed to many early educators a waste of time.

In both secondary schools and colleges vernacular literature frequently
was studied only in extracurricular literary societies.

G. R. Carpenter writes that as late as 1903 there was still
debate as to whether vernacular literature could serve as well as the
classics in providing mental discipline. He outlines four main argu-
ments used in the nineteenth century to support the study of Greek and
Latin, or of Latin alone:

1. The study of a richly inflected synthetic language is highly
valuable as a mental discipline.

2. The study of Greek and Latin is valuable in that it introduces
the student to two great literatures (outside of Hebrew) of
great antiquity, thus training his taste and giving him
aesthetic standards that are both elevated and permanent.

3. It is likewise valuable in that it gives him a knowledge of
the Graeco-Roman civilization, thus furnishing him the key to
an understanding of the modern world.

4. Practice in translation, and especially in translation from a
highly inflected synthetic language into a modern language,
gives excellent training in the mother-tongue.

Despite these arguments, however, some educators after 1850
began to advocate the study of vernacular literature on the secondary
level. Some were concerned that American literature would not
flourish if students did not study major British and American literary
works. Others advocated the study of American literature on patriotic

grounds. Many also argued, however, that a study of vernacular litera-

ture would increase students' appreciation of Latin and Greek
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literature. Few were willing to discard totally classical study,
although many recommended reapportioning student's time between the
vernacular and the classical.

An 1868 article in The Massachusetts Teacher concedes that

American literature has not surpassed either classical or British
literature, as some literary nationalists suggest. However, the author
rejects the claim of Charles W. Eliot (who was to help in establishing
literature as a college entrance requirement in composition as
president of Harvard, and who compiled a series of literary readers
late in the century) that the future of American literature depended
on the study of Greek in the schools. The author counters,
This view of the case disregards the influence of the growth of a
genuine literature of those schools in which Greek is not now, and
probably never will be generally studied,--our High and Grammar
schools,--and raises the question, whence is our literature to
spring? From the native soil, or from a foreign strand? From the
high general culture of the people, or the higher special culture
of a classic?!

The author argues that America will never have a great national
literature unless the young have an acquaintance with and a taste for
great English literature. He writes, ''to lay the foundation on which
to raise a superstructure of cultivated society--society that can
appreciate literature as an Art--nothing can supersede or rival
English literature." The Romans, he points out, developed a great
national literature only after they ceased to imitate the Greeks. At
the end of the essay the author stresses that large schools tend to
make the educational process mechanical and standardized. Through
teaching American literature, he writes, the teacher can prevent "the

attenuating, soul-destroying process of mere intellectual discipline.’

His pupils may become "at least . . . men and women, cultivated,
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according to the measure of their years, by an acquaintance with the
best thoughts, and, what is more, the best feelings of the great ones
of our kith and kin . . . [these students] are of those who are to form
that cultivated society in which, if ever, literature, as an art, will
find a place in America."l3

In an 1872 Massachusetts Teacher article Francis Underwood

writes that he is '"a strenuous advocate of classical education," but
he believes that students should be prepared to appreciate classical
literature by reading vernacular literature. Milton is preparation
for Virgil and Dante, for example, while "when the vast world of
Shakespeare's thought has been opened before his vision, he [the
student] will see more clearly what is immortal in the Iliad and the
Odyssey.'" Besides, Underwood insists, English literature contains
unique human qualities which the classics lack. He writes,

We take great pains to make classical students appreciate the
simple majesty of Homer, the elegance of Virgil, the sublimity of
the Greek tragedians, and the vigor and brilliancy of Horace. But
the body of English literature, as it exists, contains more of
grandeur and beauty, more of pathos and wit, more of humor (a
quality in some respects peculiar to our race), more of fervid
oratory, and more of noble history, than the stores of the classic
languages combined.l4

Grammar was the first English subject to enter the curriculum

on a widespread basis, and it was the first to be included in a college

entrance examination, by Princeton in 1819.15

Grammar frequently con-
sisted of study and memorization of prescriptive rules. Parsing--that
is, providing a grammatical description of the words and syntax of a

passage--was a popular form of mental discipline. A favorite item on

examinations was the correction of selections containing errors in

grammar, mechanics, or usage. Grammar was traditionally taught in the
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first year of a secondary program.l6 A number of readers included
sections on grammatical rules and exercises. The reading selections
served, with the addition of questions, as grammatical exercises.
Rhetoric was the second English subject to be studied--and was
sometimes included in each year of a secondary program.17 Applebee
points out that while the grammarians "were concerned with syntax and
morphology, the rhetoricians placed their emphasis on 'expression,'
both written and oral. . . . Diction, style, figurative language, the
'flowers' of rhetoric" were their concern.laﬂe adds that "throughout
the nineteenth century, 'rhetoric,' 'analysis,' and 'criticism'
usually indicated much the same course of study, in which a literary
text would be critically examined to insure that it conformed with the
prescriptive rules of grammar and rhetoric, all in the ultimate service
of the student's own speaking and writing skills.“19

Separate literary works (often Latinate classics like Paradise

Lost or Pope's Essay on Man) were used for both grammatical and rhetori-

cal exercise. While readers contained some work on grammar and a little
rhetoric, their most frequent and extensive alliance was with oratory,
the oral branch of rhetoric. More than two-thirds of the advanced
readers studied contain oratorical prefaces. Professor Russel Nye
points out that during the late eighteenth centruy an elocutionary

group of rhetoricians broke away from the classical school represented

by men like Hugh Blair, whose Lectures on Rhetoric and Belles Lettres

(1773) were widely used in American colleges and secondary schools well
into the nineteeth century. The elocutionary school felt that too
much attention was given to the content and organization of the material

to be spoken, and too little to its delivery. Twenty-five
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"elocutionary" rhetoric texts were in circulation in England and
America by 1810, and nine American elocutionary rhetorics appeared
between 1785 and 1827.20
It was reasonable for reader compilers to incorporate elocution
into their readers, because to most nineteenth century Americans, the
term "reading" meant oral reading. Not only did the elocutionary
definitions and rules provide reading with a structure for organizing
the mental faculties, but oral reading and speaking were universally
recognized as useful and necessary arts for both the preparatory and
non-preparatory student. Even women, who were barred from public
speaking by reasons of propriety, were expected to be able to read
aloud and converse in an accomplished fashion. The importance of oral
reading was first recognized by college entrance committees in 1865,
when Harvard announced that it would examine applicants in "reading

English aloud."21

Typically the fifth or sixth reader in a series was
designated as an elocutionary reader, and up to half of its contents
were devoted to elocutionary rules, with the reading selections used
as exercises.

In addition to elocution, many reader compilers also began to
include biographical and historical notes with the literary selections.
This was a response to the popularity of histories of literature at the
secondary level. History of literature texts had been used early in

the century in classical studies, such as John Dunlop's History of

Roman Literature (1923), and collections of classical literature, such

as his Latin Anthology (1838), composed of English verse translations,

22
were common. Two forces brought about the popularity of histories of

English and American literature. First, histories contained a number
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of facts, such as names, dates, titles, and characteristics of subject
matter and style, which could be used to exercise the mental faculties
of students. In addition, the moral character of writers themselves,
as well as the elevation of their works, was considered important. A
book containing biographies of popular writers like Bryant and Long-
fellow provided students with models of conduct.

The first history of literature to be widely used in American

secondary schools was Thomas Budd Shaw's Outlines of English Literature,

published in England in 1846. His original work, which was "very
scholarly and represented a thorough treatment of English writers by
chronological periods,"23 was intended for college use. Shaw's text
was nevertheless adopted by many high schools, as were the editions
of 1867, revised by William Smith with a fifty-five page sketch of
American literature by Henry T. Tuckerman, and the 1875 edition by
Truman J. Backus, Professor of English Literature at Vassar. While
these books contained only a few lines of literature, Charles D.

Cleveland's popular Compendium of English Literature (1847) contained,

according to the author, '"biographical sketches of the authors, selec-

tions from their works, with notes, explanatory, illustrative, and

n24 The first

direction to the best editions and to various criticisms.
significant American literary history was John S. Hart's A Manual of

American Literature (1872), which contained biographies and occasional
25

excerpts of over five hundred American writers.
In many secondary schools, however, advanced readers were used

in place of literary texts.26 Parker and Watson's National Fifth

Reader (1857), for example, contains not only elocutionary material,
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but "Biographical Sketches" and '"Copious Notes,'

Use of Students in English and American Literature."

appears

20

and is "Adapted to the

Mention of the use of readers in high schools and academies

in reports of the following schools:

Year Course (if given) Reader School
1827 Reading Pierpont's First Boston's Girls'
Class Book High School
(proposed) 27
1824, —-— American School Reader Brattleboro2 vt.
1828 Porter's Rhetorical High School 8
Reader
1846 -— Young Ladies' Class Worchester, Mass.
Book Female High
Schoo129
1850 Reading Mandeville's Fourth Middleton, Conn.,
Reader (junior year) High School30
Reading Mandeville's Fifth
Reader (middle year)
1850 - Town's Reader Burlington, Vt.
High School31
1851 Reading Town's Fourth Book Dexter, Me.
High Schoo132
1859- English Literature Sargent's Fourth and Windsor, Vt.
1860 Fifth Readers High School33
Class-Book of Prose
And Poetry
1863 Literary Dept., Town's Fourth Reader New Hampton
Preparatory (first and second Institute,
terms) Fairfax, Vt.
Town and Holbrook's
Fifth Reader (third
and fourth terms)
1869 Grade II English Fourth Reader Watertown, Wisc.

(junior year)

High Schoo} 5
Department
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There were a number of attempts to establish the study of
literature itself, without the framework of grammar, rhetoric, or
history, in the secondary curriculum. At Boston English high school,

for example, Shaw's Lectures in English Literature was introduced in

1865 for use in the third year. In 1869 it was agreed that the course
in English literature needed to become more systematic and extended.
A year later the school committee urged their teachers "to give more
attention to the study of English as a means of self-expression and
cautioned them not to require an author to be 'read hurriedly,’' nor be
committed to memory by the pupils, till they are led by a careful and
critical study to see his beauties and appreciate his excellence."36

In 1857 secondary students at Lawrence, Massachusetts were
reading Scott, Goldsmith, Longfellow, Bryant, Milton, and Shakespeare--
although the report does not state if they were being used for grammar
and language exercises.37 The Committee on Higher English of Chicago's
Board of Education suggested in 1868 that longer works like Hamlet or

The Deserted Village be used instead of a compendium of literature.

No action was taken on their proposal, however, and no major changes
were made in the English program until 1884.38

In the non-preparatory curriculum there was no clearly articu-
lated demand which dictated a unified, standardized English program.
It was clear that the study of literature by itself was not acceptable
in most schools. For example, the first (1847) edition of an anthology
by Truman Rickard and Hiram Orcutt (principal of the North Granville,
N.Y. Female Seminary) contained only four one-page tables on classifi-
cation, inflection and analysis of words, and parsing of sentences.

The rest consisted of literature without historical or biographical
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material. The 1847 preface stated that '"the exercises will now be
found well adapted to all classes of grammarians in our common schools
and academies; and that they afford a sufficient variety of construc-
tion, to illustrate all the principles and pecularities of the English
language."

Four years later, however, a '"Revised and Enlarged'" Class Book

of Prose and Poetry (33.) appeared. Clearly the four pages of gram-

matical apparatus had not been enough. Charles Carpenter points out
that the rules and exercises were "a blind that was several times
resorted to in connection with nineteenth century textbooks for which
the time was not ripe. . . . The time would soon be at hand when a
literature text could be put forward as just that, but even when the

last printings of the Rickard and Orcutt book were issued that era had

not yet arrived."39

A notice in the revised edition indicates both the low level
of teacher preparation and the heavy emphasis on grammar:

« « « there will be found an addition of twenty-four pages of
important matter. It was designed that the Tables should be used
in the analysis of sentences. But very few teachers, however,
have used them at all, obviously for the reason that they were not
understood. It has been the leading object, therefore, in pre-
paring this enlarged edition, to arrange the principles of Syntax
and Analysis in a systematic form, and to illustrate them fully
by examples, so that both teachers and scholars may use the book
understandingly.

« « « The compilers again submit their book to teachers,

believing that it will prove of invaluable aid in the study of
Grammar, if used in accordance with the design.

The fact that teachers did not use the book for purely literary

Study is also indicated by the recommendations contained on the

Teverse of the title page. Excerpts are printed below:
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B. Greenleaf, Principal of Bradford Teacher's Seminary.--The
extracts . . . in connection with the Tables of Parsing, make it
very valuable as a textbook. I think such a work has long been
needed in our academies and high schools. I have introduced it
into my seminary, believing the work superior to any other for
parsing, that I have examined.

C. S. Richards, Principal, Kimball Union Academy, Meridian, New
Hampshire.--I have examined . . . the 'Selections' [an earlier
version of the Class Book containing only poetry] designed as a
textbook for etymological and analytic parsing.

D. B. Tower (author of Gradual Lessons in Grammar).--1 have examined
with interest a little volume of Selections, to be used as a
textbook in schools, for exercises in the analysis of language. The
extracts are from standard writers, and offer a variety of examples
to illustrate all the principles of grammar.

In addition, in the catalog of Gould's Classical and English Academy

(1856), the book is referred to as Rickard and Orcutt's Parsing Book.40

Variations in the terminology of secondary courses of study
make it difficult to assess the precise nature of secondary course
offerings in literature. The following table is taken from Stout's
study on the development of high school curricula in the north central
states. The figures represent the percentages of school examined
which included the various English subjects in their curricula. For

each period the schools are not always identical.

1861- 1866- 1871- 1876-

1865 1870 1875 1880
Reading 30 35 5 10
English Literature 30 65 90 70
American Literature - 10 10 15
Literature 5 - - -
Elocution 5 10 10 5

History of English Literature 5 5 5 101'1
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An article entitled, "Digest of Rules and Regulations of
Public Schools in Cities," published by Henry Barnard in 1869 contains
these statistics concerning English subjects in the curricula of thirty

public high schools from all parts of the country.

Total number of schools 30
English Synonyms 5
Spelling 6
Reading 14
Declamation 18
English Literature 21
English Grammar 24
Rhetoric 2842

Carpenter concludes that the lack of uniformity in terminology
and the practice of breaking the subject into many parts retarded the
development of strong English programs. He writes,

Nothing has so impeded the proper development of a thorough secon-
dary course in English as the traditional system of breaking up the
subject into a considerable number of smaller divisions, the mutual
relationship of which is far from obvious. The old secondary
curriculum included elocution, oratory, grammar, composition,
rhetoric, the study of certain works of literature, the history of
English literature, versification,--not to mention "word study,"
"bad English,” and perhaps other matters.%3

The study of literature was also affected by the type of school
and curriculum in which it was taught. The Latin grammar school served
during the seventeenth and eighteenth centuries to prepare boys, most
of whom were to become ministers, for the few existing American col-
leges. The late eighteenth century marked the growth of the academy--
a local, privately supported secondary school. Unlike the Latin

grammar school, however, it was not a training school for ministers.

As Theodore Sizer points out in his study The Age of the Academies,

"{t was not godless, to be sure, but while charged with the moral
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instruction of its students, it was clearly an institution designed
essentially to serve the needs of this world."44 While the academy
courses were non-classical, they were not, in a real sense, practical.
The only vocational subject was the training of teachers, and courses
in "carpentry, ironwork, applied agriculture and related areas
appeared only occasionally. . . . The academic fare was that which
lent itself to being written down, memorized, and recit:ed.""5
The public high school, first established in Boston in 1821,
was to become the primary secondary school by the end of the century.
In 1855 Henry Barnard located 6,185 academies enrolling a total of
263,096 pupils, and his figures are probably conservative.46 The
number of high schools in 1860 was approximately 300, although over
one hundred of these were located in Massachusetts.a7 Their rapid
growth following the Civil War is attributed to the fact that the
academy was essentially a rural, or small town institution, while the
high school was adapted to urban areas. In 1889-1890 there were
2,526 public high schools with total enrollments of 202,963, and
1,632 private secondary schools enrolling 94,931 students in all.l‘8
Both academies and high schools frequently incorporated two
courses of study: a "classical" course or curriculum, which emphasized
Latin, Greek, and mathematics, and was intended to prepare students
for college; and a so-called "English" course, which was usually a
terminal course for girls and for boys who did not anticipate further
educational training. The term "English," however, did not mean
necessarily that English subjects were taught, and its use to denote

the study of vernacular language and literature did not become wide-

spread until after 1880.



26

The concept of a practical, useful secondary education had
been proposed by Benjamin Franklin as early as 1749. The academy
studies represented, as Sizer points out, "a break from the medieval
curriculum of the Latin [grammar]) school."l’9 While the academy
offered a wide variety of subjects, the high school was an upward
extension of the common school, and tended to offer advanced work in
primary subjects such as English, mathematics, and history, with the

addition of Latin.so High schools became well established in the

north central states by 1860,51 with 80 percent offering both prepara-
tory and English programs.

Despite the large numbers of academies at mid-century, college
attendance was comparatively small. Sizer points out that by Barnard's
1850 count, fully nine times as many people attended academies as went
to college.52 In fact, in some areas colleges and academies competed
for the same students. Well past the middle of the century, in some
states, there continued to be an overlap between the academy and the
college. Sizer explains that '"the academy offered a more flexible and

useful course of study and . . . most fledgling colleges were taking

53
students as young and as untutored as were the academies."

In urban areas the growth of the high school was frequently
related to the concern of the gentry and the upper class and the upper
middle class entrepreneurs over the threat posed by an undisciplined
mass of uneducated lower class and immigrant persons. Educators per-
ceived one of their primary functions to be that of training students
to control their passions. The Boston School Committee in 1857-58

thought the function of the schools to be:
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taking children at random from a great city, undisciplined,
uninstructed, often with inveterate forwardness and obstinacy and
with the inherited stupidity of centuries of ignorant ancestors;
forming them from animals into intellectual beings, and . . . from
intellectual beings into spiritual beings; giving to many their
first appreciation of what is wise, what is true, what is lovely
and what is pure.54

Thus, although the demands of colleges dictated the classical
curriculum, the English, non-preparatory curriculum was formulated in
order to discipline and acculturate the masses. In his book The Irony

of Early School Reform Michael Katz points out that the lower classes

showed little interest in the extension of public secondary education.
They frequently voted against the establishment of high schools. More-
over, Katz concludes, in mid-century Massachusetts, high schools
generally were "minority institutions probably attended mainly by
middle class children."55
In the minds of the gentry educators and reformers, however,
the schools would reestablish a new sense of order to counteract the
disintegrating effects of urbanization, industrialization and immi-
gration. George Bountwell, third secretary of the Boston Board of
Education, stressed the "employee'" virtues which he believed the
education should provide in a description of the ideal school, which
"inculcates habits of regularity, punctuality, constancy and industry
in the pursuits of business; through literature and the sciences in
their elements . . . it leads the pupil toward the fountain of life
and wisdom; and by moral and religious instruction daily given, some
preparation is made for the duties and temptations of the world."56

Bountwell's successor on the Board of Education, Joseph White, empha-

sized the gentry hope that the lower classes would adopt the values and
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manners of the middle class through the institute of the public high
school. He writes:
The children of the rich and the poor, of the honored and the
unknown, meet together on common ground. Their pursuits, their
aims and aspirations are one. No distinctions find place, but such
as talent and industry and good conduct create.

Applebee points out that reading books had long been part of an
ethical tradition, as evidenced by the catechism and prayers included
in typical seventeenth and eighteenth century primers. While readers
became secularized during the first quarter of the century, they main-
tained an ethical function throughout the period studied. The gentry
broadened this ethical function of literature to include a whole range
of cultural attitudes and values. Changing educational theories about
the nature of the learner also began to favor methods and materials
which enticed or gently led the student, rather than threatening or
preaching. While overtly moralistic stories continued in the lower
readers, in the advanced readers the didactic moralism of the early
period faded, to be replaced by imaginative literature embodying
cultural values.

The importance of culture in establishing a new social order

was articulated clearly in Matthew Arnold's Culture and Anarchy (1867).

Applebee points out that Arnold was an inspector of schools as well as
a poet and critic, and "it was from this vantage point that he recog-
nized that public education, if it were given culture as a primary
goal, could emerge as the new unifying and civilizing agent.58 In the
United States the urban high school and the study of literature as a

vehicle for culture developed concurrently.
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To educators and others, the greatest necessity for cultural
training was in the non-preparatory curriculum, where, presumably, the
lower class and immigrant students were enrolled. Lull points out
that "the non-preparatory branches were introduced by the academies
and later by the high schools for practical, cultural, and civic
purposes, without so much regard to their disciplinary values."59

While New England's greater industrialization and urbanization,
its large number of recent immigrants, and its well established educa-
tional system were atypical of other areas of the country, New England
nevertheless made a unique contribution to the secondary school study
of literature, and provided models for secondary schools throughout
the country. First, a number of reader compilers were from New Eng-
1and.60 Boston and New York were centers of textbook production, and
the fact that educational systems were established early in New England
also meant that the early educational journals developed there. Not
only was Boston the major literary center, but the contemporary
American literature which was included in the readers came almost
exclusively from New England writers. As Applebee points out,

For the definitions of the culture to be transmitted through its
schools, America looked to New England, in particular to Boston.
It was a reassuring culture that could be found there during the
late nineteenth century, a mid-Victorian culture which avoided
such problems as civil war and industrialization by turning to a
pastoral, detached literature.6l

That much of the literature being written in New England should

conform to the views of the gentry was not coincidental. In The

Decline of American Gentility, Stow Persons describes the alliance

between the gentry elite and the writer in the later half of the

nineteenth century:
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For all practical purposes, gentility was now divorced from
privilege and power and affiliated with the literacy, artistic, and
educational elites. It became the principal function of gentility
in the nineteenth century to furnish the social identity for those
engaged in high cultural activity. . . . The exchange of privilege
for learning and creativity altered the gentleman's character.

His growing sense of cultural responsibility strengthened the
qualities of earnestness and sobriety, which in turn caused him

to identify himself more closely with the religious and educational
leaders. On the other hand, the creative person, in availing him-
self of the social role of the gentlman, was obliged to conform to
the social and moral norms prescribed by the gentry code. . . . The
gentleman became the apostle of culture in a world of democratic
capitalistic mobility.62

Articles in three important nineteenth century journals serve
to illustrate the pervasiveness of the theory that the acculturation of
the masses was urgent, and that through the teaching of literature the
public common and secondary schools could impose a new form of order, or
even return to the pre-war, traditional controls.

An article by Francis H. Underwood which appeared in the

October 1872 Massachusetts Teacher emphasizes that literature is the

source of culture, and culture is the lasting glory of a nation and an
age. He writes, '"success in arms and the acquisition of territory give

temporary renown, but after the lapse of a few centuries, everything but

the great thoughts of a people perishes." The literature of Spenser,

Bacon, Shakespeare, and Milton, he points out, outshines the reputation
of the monarchs and rulers who governed England during writers' lives.
He predicts that "when the true perspective has been adjusted, ours
will be known as the age of Emerson, Irving, and Hawthorne,--of Bryant,
Longfellow, and Whittier,--of Lowell and Holmes."63

As the Tables 2-4 show, Irving, Bryant, and Longfellow appear

in the greatest number of readers studied. In the period 1860-1880
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Hawthorne and Holmes appear in over half of the readers, while Emerson
is included in more than a third of the readers.
The statements which follow, however, are even more significant

in their illumination of the popular attitude toward these poets:

Who can doubt that in the next century people will say to their

grandchildren, "I heard Emerson in my childhood. I once saw the

gracious smile of Longfellow. I have felt the electric stroke of

Holmes's wit. Shall I ever forget Lowell's features, gleaming as

though from inner light, when he recited the 'Ode to the ever

sweet and shining memory of the sons of Harvard that died for their

country' 764
It is clear, as the biographies of authors in the readers also illus-
trate, that a writer's character was as important as the moral quality
of the literature which he wrote. Underwood's statement that literature
should not be used solely for grammatical or rhetorical purposes as a
means of exercising students' mental powers is also significant. He
writes, "while other studies are pursued mainly for discipline, litera-
ture is at once a means and an end of culture."65

An 1878 article by Jonathan B. Harris in the popular Atlantic

Monthly entitled "Certain Dangerous Tendencies in American Life"
summarizes the fears of the gentry and the wealthy upper classes con-
cerning the breakdown of traditional patterns of life and authority.
Harris writes that after the Civil War, Americans were no longer exempt
from the ills which they had become accustomed to associating with
Europe--poverty, labor unrest, and reckless spending. It was clear that
the authority and character of religion had weakened into a "decorous
worldliness," and addressed itself to taste and aesthetic judgement
rather than to duty and morality. Social position no longer depended

on character, but rather on "the style of dress and house-furnishing."

Harris emphasizes the responsibility of the gentry for establishing a
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new cultural order. There are many people, he notes, who have rejected
traditional religious and moral values but who nonetheless remain moral
and intelligent. However,
Their greatest defect seems to be that they feel too little respon-
sibility for the moral culture of their children and those of their
neighbors. . . . Their future course depends upon that of the
cultivated classes. If there is within a few years a marked expan-
sion of national culture and increase of its dynamic vitality, these
people will do62uch to strengthen the better tendencies of the
nation's life.
The author deplores the tendency toward inaction of the "cul-

tured classes,"

while the "more ignorant and undeveloped" seem
committed to action. He describes a radical pro-labor movement in the
country which actively opposes the cultural ideals of the upper classes.
These people not only have subverted the educational system, but '"the
strongest tendencies and influences now operating among these people are
leading them to a region and condition in which regard for the higher
elements of the life of civilized man, for art, literature, and culture,
is 1mpossib1e."67
The author notes two defects in popular school education which
contribute to this decline: education "usually leads to no interest in
literature or acquaintance with it, nor to any sense of the value of
history for modern men."68 The problem lies in the fact that "culture
itself is not yet in this country vital and dynamic,"69 and the culti-
vated classes are unwilling to become directly and personally involved
in disseminating their beliefs. He writes,
The people who believe in culture, in property, and in order, that
is, in civilization, must establish the necessary agencies for the
diffusion of a new culture. Capital must protect itself by
organized activities for a new object,--the education of the people.

Those who possess property, and those who value it as one of the
great forces and supports of civilization, will be obliged to learn
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that legislation, even if the laws are properly enforced, is not an
adequate means for the protection of property and the reBression of
the disorderly and destructive elements in our society.7
Harris denies the theory of cultural or moral relativity, and
insists that there is "an order which man did not make and cannot
change."71 Among the solutions he advocates is the teaching of litera-
ture. He writes,
A change in the reading of the people is necessary, if we are to
improve the national life. Men who could really teach English
literature, and show people how to read and understand it, so as
to receive culture from it, would be among the most valuable
missionaries of the new order of things. If there are such men
it would be profitable to employ them.’2
Horace Scudder was "the most widely quoted American spokesman
for an Arnoldian view of cultural education."73 As a member of the

Cambridge, Massachusetts school committee, a chief editor for Houghton

Mifflin, and later editor of the Atlantic Monthly, he was in an influ-

ential position to advocate the transmission of American culture through
the teaching of American literature. In an 1888 Atlantic article,
Scudder traces the history of the study of literature in the public
schools. He notes the strong influence of the Bible in the early
schools, and writes that while its exclusive use prevented early stu-
dents from exposure to "that literature of the spirit which finds a

nl4 that the Bible nevertheless

response in the imagination and fancy,
contains substantial literary variety and merit.

Scudder laments that literature did not immediately become the
content of the readers when use of the Bible as reading book was dis-
continued. He criticizes the '"refinement" of readers, which made them

into mere textbooks--with a 'regard for intellectual gradation, a

minute attention to all the apparatus for reading, the details of
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pronunciation, of definition, of accent."75 He complains that the
content of readers was often used to reinforce other subjects such as
history or geography; that the readers were used as exercises for elo-
cution or for treatises on ethics and patriotism; and that the
literature used was fragmented.

He describes the increased growth and mechanism of the public
school system which has tended to standardize and mechanize education.
He writes, ''the avenues by which spiritual power finds entrance to the
soul are more varied than our fathers supposed. . . . Nature is such an
avenue."76 He also acknowledges that music and art are elevating, but
they do not have "anything like the possibility of power to affect the
spiritual nature of children which literature possesses."77

His canon of authors is familiar: Bryant, Emerson, Longfellow,
Whittier, Holmes, Lowell, and "those other great ones, like Hawthorne,
Irving, and Cooper, who associate with them in spiritual power."78
Scudder contrasts warriors and rulers as Underwood had done: "The nation
may command armies and schools to rise from its soil, but it cannot call
into life a poet. Yet when the poet comes, we hear his voice in the
upper air, then we know that the nation he owns is worthy of the

n79
name.

Scudder writes that contemporary American authors are valua-
ble, but cannot supplant the "classic" authors like Bryant and
Longfellow, who are '"in the philosophic sense idols of the imagination,
and by virtue of the divinity which thus hedges them their lightest
words have a weight which is incommunicable by those spoken from the

lips of men and women not yet elevated above the young by the affection

and admiration of generations of readers."80
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Scudder advocates an appreciative rather than a critical study
of "our great authors," because only a "free, generous'" use of them will
secure '"the full measure of spiritual light." His nationalism does not
disparage or exclude British literature, as the patriotism of the early
decades had, but he argues that '"the youth must be a citizen of his
own country before he can become naturalized in the world."81

The readers since midcentury had contained the American litera-

ture which Scudder advocated, although in short pieces and excerpts.

As James D. Hart points out in The Popular Book, Scudder's reverence

for the New England poets reflects that of the gentry, of conservative
institutions, and of the older generation. Hart writes:

As the century moved on into its later decades the people's
poets were still those established in the 'forties and fifties.
By school and by parent they were carried over into the minds of
younger generations of readers, who with rare exceptions, found
no new favorites for themselves. New techniques in poetry
divorced it from the common reader, who was busy with more "practi-
cal" problems than those considered appropriate to poetry. As
Bryant said near the end of his poetic career, ". . . The taste for
it [poetry] is something old-fashioned, the march of the age is in
another direction; mankind are occupied with politics, railroads
and steamboats." . . . A tougher-minded era more concerned with
mechanics than with nature, more interested in politics than
religion, had less use for the poet. No longer was the poet the
seer and interpreter.8

It was precisely this trend that Scudder and others were trying to

reverse.

While this cultural view of literature increased literary study
within "English" curricula, the influence of colleges on preparatory
programs remained strong. Until 1871, when the University of Michigan
began to accept graduates of accredited secondary schools without
examination, each college had administered its own entrance examination.

Although many colleges developed parallel courses of study leading to
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Ph.B. or B.S. degrees which admitted students without full classical
83
training, classical and mathematical subjects continued to dominate
secondary classical curricula. Lull describes the state of affairs in
the late 1870s, when Harvard offered examinations in two courses of
study, one emphasizing more mathematics in place of some Latin and
Greek requirements. Lull writes,
Not only were preparatory students compelled to emphasize their
studies according to the proportion of one of the two methods of
examination . . . , but also to spend their entire secondary
school period in pursuing the studies of one group or the other.
So, practically, these requirements made up the main course in
all the large high schools and the complete course of small high
schools, which were preparatory schools for Harvard. Harvard's
admission requirements were typical of those of other eastern
colleges.84
English subjects played a small role in college entrance
requirements. In 1870, for example, six major colleges and univer-
sities examined students in five areas. The following chart lists the

total number of subjects in which students were examined, and the

number and type of English subiects:

Total number Total number
of examination of English Name of English
subjects School subjects subjects
13 Yale 1 English Grammar
14 Cornell 1 English Grammar
17 Columbia 1 English Grammar
17 Univ. of Michigan 1 English Grammar
18 Harvard 1 Reading English
18 Princeton 4 English Grammar,
Orthography,
Punctuation,

Short and simple
composition85
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Literature was included for the first time in the list of
entrance examination subjects by Harvard in 1874. The catalog
announced:
Each candidate will be required to write a short English Composi-
tion, correct in spelling, punctuation, grammar, and expression,
the subject taken from such works of standard authors as shall be
announced from time to time. The subject for 1874 will be taken
from one of the following works: Shakespeare's Tempest, Julius
Caesar, the Merchant of Venice; Goldsmith's Vicar of Wakefield;
Scott's Ivanhoe, and Lay of the Last Minstrel.86

Although this requirement used literature as subject matter for demon-

strating writing competence, the result was to establish literature

firmly in both the classical and non-preparatory English curricula.

The possibilities for the development of literary training during
the nineteenth century were severely limited by the lack of well-
qualified literature teachers. Even at the secondary level there were
no exclusively "English'" teachers. Those who taught language and
literature courses such as oratory, grammar, and rhetoric also fre-
quently taught science or mathematics courses. The large number of
both preparatory and non-preparatory courses offered by even very small
secondary schools and academies intensified the problem of unqualified
teachers. Lull quotes a Massachusetts high school inspector who in
1870 wrote, "I have not unfrequently found from forty to sixty and
even more pupils pursuing the study of Greek, Latin, and French and
all the 'ologies' and 'osophies' usually embraced in a high school
course of study, and but a single person employed to teach them all."87

While early in the century academies offered courses in teacher

training, the establishment of normal schools became one of Horace

Mann's goals. The first normal school was established in Massachusetts
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in 1838. A year later Henry Barnard held the first teacher's institute,
Binder writes that these institutes "assembled pedagogues for periods
ranging from a few days to several weeks to be inspired by eminent
educationalists, instructed in the latest techniques, and informed of
the most modern materials."88
Stout points out, however, that in normal schools (or in
secondary schools which offered teacher preparation programs) the
courses of study "'were usually only one or two years in length,
emphasizing the common branches and devoting some attention to pedagogy
and less frequently to psychology. They recognized rather vaguely a
demand for the training of teachers, although the attempt to meet the
demand was meager and they revealed clearly that the purpose was to
prepare for teachers' examinations rather than for the actual work of
teaching."89 Of the twenty-four courses offered in a two-year normal
course in a Jacksonville, Illinois normal program in 1869, only three
were "English" subjects--Grammar, Spelling, and Reading.90
As late as 1903 G. R. Carpenter writes,
taking the country up and down, certainly half our high school
teachers of English have not had even college instruction in that
subject, much less university instruction; have no special know-
ledge of the history of our language and literature; and are
incompetent, from any rational point of view, to give thorough
instruction in their native tongue.
Carpenter also complains of a lack of agreement among educators
concerning the proper methods of teaching English:
American educational periodicals contain numerous articles on
special points connected with the teaching of English, and there
are several books dealing with the subject as a whole; but these
articles and treatises are almost without exception the result
merely of individual or local experience. Each expresses a

different point of view, and has little in common with others.
This is perhaps the case with articles on English in the secondary
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schools, about which there were no signs of a common basis of

agreement, in point of method or system, until the appearance of

the much discussed report of the Committee of Ten in 1894.92

The lack of preparation and the numerous subjects each teacher
was responsible for caused teachers to depend on the organization and
methods included in schoolbooks. Sizer notes that the hard-pressed
teachers "were saved only by the fact that virtually all courses were
taught from a text; the teacher had merely to hear recitations."93
Binder suggests that the academies, which lacked the economic resources
to hire large staffs well skilled in a number of fields could not have
functioned without the development of a wide range of textbooks in a
variety of fields. He writes, "the recent technical revolution in
printing and book publishing played a considerable role in the academy
movement."94
In his study of the New England high school, Grizzell reports

that organizing the material of instruction into courses of instruction
was "hardly thought of" before the end of the Civil War. He writes,
"ags a matter of fact the textbook supplied the need for a definite
organization of the material in the subjects taught long after 1885."95
As the following chapter demonstrates, most readers contained a peda-
gogical apparatus for the teacher to use. The remarks by compilers in
a number of advanced reader prefaces also indicates that they were
aware of the limitations of teachers. An 1846 reader contains the
statement that the principles of reading and elocution "have been

carefully deduced, and are so simplified as to be easily comprehended

by the most ordinary teacher.'"(24.). An 1848 McGuffey Fourth Reader

states,
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By the questions, all the pupil knows, and sometimes more, will

be put in requisition. This will not be unpleasant to those whose
minds are sufficiently active and vigorous, to take delight in new
efforts, and fresh acquisitions. It may even happen that some of
the questions cannot be answered by the instructor. Still, there
is nothing which an intelligent teacher of a "common school" might
not be expected to learn, or easily acquire. Nothing is so well
taught as what has been recently learned (26.).

Even as late as 1872 a compiler realized that teachers may be deficient

in the "analysis of the literary character . . . of the lessons'--an

analysis which was aided through the use of notes on '"the different
kinds of composition, in both prose and poetry; the leading figures of

speech; qualities of style, etc." The compiler writes that he believes
"this feature of the work [the notes]--introduced in a very elementary
way, and without at all interfering with the main design of the reading

lesson--will be of great value to the teacher, at least, in leading him

to a more just appreciation of the character of the lessons, and to a
better knowledge of the structure of the language'" (76.).

Certainly the low level of teacher training in general, and in
the field of English particularly, inhibited the teaching of literature
at the secondary level throughout much of the century. This
deficiency, however, increases the importance of the reader itself and
its pedagogical apparatus in determining the literary training and

experience of nineteenth century Americans.

An examination of literary training would not be complete
without a discussion of the differences in the education of men and
women. In the seventeenth and eighteenth centuries the religious
domination of the educational system caused girls to receive at least
a rudimentary education, since Bible reading was a necessity for both

sexes. Although girls were excluded from the preparatory Latin grammar
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schools, a few coeducational or exclusively female academies were
established in the late 1700s. In the early nineteenth century, the
daughters of the upper class received a secondary education to fit them
for their social roles. As Witt points out, "one social requirement
was an ability to make elegant conversation, and one approved subject
of conversation was literature."96
While the "finishing" school for women survived, soon the
middle class also became sufficiently affluent to send their daughters
to school beyond the elementary level. The demand for a more practical
education became evident. In addition, the aristocratic concept of a
female education which consisted solely of instruction in subjects such
as music, drawing, and other non-utilitarian arts became increasingly
unpopular in a hardworking, democratic republic. A number of readers,
for example, contain selections which criticize an ornamental education.
Students read that "for a young woman to have been properly

instructed in the management of a family, is far more essential to her
than all the elegant arts on which so much time and expense are
bestowed" (16.). Another selection states,

daughters should, also, be thoroughly acquainted with the business

and cares of a family. These are among the first objects of

woman's creation; they ought to be made among the first branches

of her education. She was made for a mother. They should learn

neatness, economy, industry, and sobriety. These will constitute
their ornaments. (8.)

An article in Sanders Young Ladies' Reader (1855) condemns the

replacement of "housewifery" by "accomplishments' as the model of

female education.” A selection in the Young Ladies' Class Book (1831)

expresses the fear that "to play, sing, dress, glide down the dance,
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and get a husband is the lesson; not to be qualified to render his
home quiet, well-ordered and happy,"

With an increasing emphasis on the nurture of the child, it
became clear that the mother was the child's true first teacher, and
that a child's character might well be molded before the child even
reached school. Furthermore, women began to become teachers (an exten-
sion of their maternal role) in great numbers. Catherine Beecher even
recommended 77 that all women enrolled in a secondary school take
normal courses. In 1840, 61 percent of the public school teachers in
Massachusetts were men, for example, while by 1865, this figure had
dropped to 14 percent.98 The education of women was not dictated by
the colleges, since the normal school was not considered to be "higher"
education, and frequently was merely a course of study within the high
school. Women, therefore, even if they planned to teach, did not take
preparatory courses.

Proper literary training was also considered to be especially
crucial for women, because they were perceived to be the principal
consumers of cheap, corrupting fiction. According to Persons, for
example, '"by the middle of the century, four-fifths of the hard-core
reading public were women." 99 One reader contains an extract from an
address delivered in 1858 at a meeting which was concerned with estab-
lishing a Woman's Free Library in New York. The author, James T.
Brady, summarizes his reasons for supporting the education of women:

Women have been made teachers; they can be made teachers, or

made to accomplish any thing for which intellect and education are
required. But what if they cannot? 1Is it nothing to afford a poor
girl the means of enlightening her mind, and elevating her

character? 1Is it nothing to assist her in protecting herself from
the corrupting influences of that cheap literature which teaches
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her false views of society, of life, of ambition, and of des-
tiny? (68.).

Two other selections emphasize the importance of cultivating
a moral literary taste. In a selection entitled "Conversation" the
author emphasizes that knowledge, not merely an ornamental education,
is necessary for true conversation. He adds "though it were denied
that the acquisition of serious knowledge is of itself important to
woman, still it prevents a taste for silly and pernicious works of
imagination" (16.) An essay by Judge Story entitled "Female Educa-
tion," however, teaches that the "refinement of literature adds luster
to the devotion of piety. . . . There is not a rank of female society,
however high, which does not now pay homage to literature, or that
would not blush even at the suspicion of the ignorance, which, a half
century ago, was neither uncommon nor discreditable" (25.).

As Grizzell points out, "an important incentive to high school
development throughout the period before the Civil War was the pro-

«100

vision of facilities for the higher instruction of girls. In an

1845 report Henry Barnard discusses the role of the high school in
educating both sexes. He writes that such a course should give:
to every young man a thorough English education, preparatory. to
the pursuits of agriculture, commerce, trade, manufactures, and
the mechanical arts, and if desired, for college; and to every
young woman, a well disciplined mind, high moral aims, and practi-
cal views of her own duties, and those resources of health,
thought, manners and conversation, which bless alike the highest
and lowest stations in life.l01
While boys and girls might attend the same school, it was

assumed that both their mental capacities and their future roles were

different. Even where girls studied Latin, for example, it generally
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was not a college preparatory subject. The counterpart of the male
debating society was the woman's literary society.

A list of the literary subjects offered in female seminaries
shows that literature was included in many of the programs for women.
The course offerings of 162 female seminaries from 1742-1871 were
examined. Of them the following subjects were offered, along with the

number of times each subject appears.

119 Reading
43 Criticism
23 English Authors
16 English Literature
14 Analysis: English Authors and Poetry
13 History of American Literature
8 Belles Lettres

2 American Literature102

Most nineteenth century women with a secondary education had
had significantly more literary training than the typical college-
educated man. Furthermore, the literary training of women had
concentrated less on the exercise of mental discipline through gram-
matical or rhetorical analysis of literature, and more on appreciating
the beauty of literary form and thought. Eventually this tradition

was incorporated into the English programs for both sexes.
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CHAPTER II

SECULARIZATION AND THE ESTABLISHMENT OF

LITERATURE IN THE ADVANCED READER

The religious domination of American education extended well
into the nineteenth century. Until after the Revolution, schools often
had been associated with a church, the clergy had approved the selec-
tion of textbooks, and frequently were themselves teachers. Many
immigrants brought textbooks with them, or imported them from Europe.
These books were almost wholly religious in content, and in many cases
the Bible itself was used as a reader. As late as 1831 the Annals of
Education report that most children, when asked what they read in

school, would respond, "'The English Reader'l; with perhaps the

additional information, 'I read in that now and spell in the dictionary,
but I used to read in the testament and spell in the spelling book.'"2
Elson points out that early in the century many spellers recommended
the New Testament as a reader.3

After the Revolution, however, secularization of education, and
of readers, began. Besides the constitutional separation of church and
state, the rivalry among Protestant sects forced removal of religious

tracts, hymns, prayers, and other religious material from readers.

51



52

Many states passed legislation prohibiting the inclusion of sectarian
or doctrinare religious material in schoolbooks. The influence of non-
religious European educators such as Pestalozzi, along with
philosophical movements such as English deism4 helped to influence com-
pilers to reduce drastically the amount of religious material they
included. The professions of teaching and textbook writing also became
secularized. Robinson concludes in his study that the "purely reli-
gious" content of readers had disappeared by 1830, while Tingelstad
writes that the period 1775-1825 was one of transition from religious
to secular mater:l.als.5

As religion declined within the schools, other institutions
assumed the function of religious education, such as the church-
sponsored '"Sunday school." By the 1840s the American Tract Society
had assumed responsibility for the wide distribution of religious
materials. Carl Bode notes in his study of popular culture that this
organization, which produced three million tracts in 1840 and twelve
million in 1855, was established in 1814 by Ebenezer Porter, a
Massachusetts minister who also compiled readers (cf. 14.) and
rhetorics.6

During this period of transition, compilers were sensitive to
charges of both sectarianism and secularism. In the preface to the

High School Reader (1832) Rev. J. Blake writes that in a community

"like ours" there are:

a great variety of tastes. . . . We have no umpire to originate
canons, which reduce to a uniformity of sentiment, in literature
and religion, such a discordant multitude as would be likely to
manifest an interest in matters of this nature. . . . It is not
proposed to vindicate one system of views, or denounce another.
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In the Monitorial Reader (1839),7 Daniel Adams writes, ''the influences

will all be found on the side of virtue, morality, and, though last,
not least, religion. Every thing sectarian is scrupulously avoided."
Lyman Cobb also wants to avoid the sectarian, but not the religious.
In his 1835 reader he writes, '"nothing has been inserted which is
sectarian, or in anywise calculated to offend the feelings of persons,
of any denomination. Whenever religion is the topick, it is treated
of in a serious manner, with an expression of its importance to man,
without dictation to any one, in what particular manner he must worship,
or what his creed must be" (12.).

Many readers continued to include a number of Bible excerpts.

An 1829 edition of The English Reader, for example, contains the

statement that "the compiler has been solicitous to recommend to
young persons, the perusal of the Sacred Scriptures, by interspersing
through his work some of the most beautiful and interesting passages

of those invaluable writings." In his 1831 Rhetorical Reader Ebenezer

Porter writes that he had intended to include a ''greater proportion of
extracts from the Bible . . . both because it furnishes many of the
best lessons for rhetorical reading; and because the book which, more
than all others, is adapted to promote the sanctification and salva-
tion of the young, has been too much neglected in all departments of
education.”

The McGuffey series contained a higher percentage of religious
material than other readers--as high as 30 percent in the 1837 and 1844

8
editions of the Fourth Reader, according to one researcher. In an

1853 edition of McGuffey's Newly Revised Rhetorical Guide two "testi-

monials" emphasize that the religious content will offend no
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denomination. The Rev. Dr, Biggs, President of Woodward College,
writes about the readers that "while they are admirably adapted for

instilling into the mind of the pupil pure religious principles, the

author has happily avoided the introduction of any sectarian matter."

Rev. Lyman Beecher adds, ''they are excellent for educational purposes--

their religion is unsectarian, true religion--their morality the

morality of the Gospel. I commend this series to the Christian, the
Teacher, and the Philanthropist." Given these endorsements, McGuffey
includes not only essays on religion such as Channing's "Religion the
only Basis of Society," and religious poetry such as Bryant's "God's
First Temples,' but Bible lessons like '"Death of Absolom'" and "Christ
and the Blind Man." 1In the preface he states:

From no source has the author drawn more copiously than from the

Sacred Scriptures. For this certainly he apprehends no censure.

In a Christian country, that man is to be pitied, who, at this

day, can honestly object to imbuing the minds of youth with the

language and the spirit of the word of God.

Those who advocated literature as a means of acculturation

sometimes favored a return to use of the Bible in schools. An 1870

editorial in The Massachusetts Teacher regrets that Catholics, Jews,

and "unbelievers" demand the exclusion of the Bible from the public
schools. He reminds his readers that "the founders of the common
school system were men who believed in the Bible and loved it. . . . To
the Bible itself it [the common school] owes its origin." The
editorial ends with the statement that Bible reading in the schools
would not be sectarian, but rather would emphasize "universal
brotherhood." The author attempts to answer objections by stating,

The child of the Jew may sometimes hear what he has been taught to

regard as false; but he hears also the matchless songs of praise
of the inspired psalmist, the wise sayings of his wisest king, and
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the sublime utterances of ancient prophets. . . . The children of
"theists'" and "positivists" will sometimes hear ''gross supersti-
tions," but they will also hear the fiery eloquence of Paul, the
loving words of John, the tender and winning tones of the Great
Teacher drawing lessons from bird and flower, teaching by parable
and life, bidding them seek those things which are pure and true,
and live for God and man.?

Textbook compilers, however, realized that a return to Biblical
and overtly religious selections would hurt their sales, especially in
urban areas, where there were significant non-Protestant populations.
The preface to an 1875 reader published in New York, for example,
states, ''the lessons of this reader are . . . of an unusually high
moral and religious character; yet great care has been taken to omit
every sentiment that might be offensive to the religious or political

views of any citizen. The rights of all in our common schools have

been carefully respected" (81.).

As religious selections declined in readers, they were not
immediately replaced by literary selections. Even though the early

texts of Murray, such as his English Reader (1799) were popular and

widely reprinted through midcentury, many compilers did not follow

Murray's lead in using literature for reading selections. The English

Reader consisted of selections in prose (divided into categories of
narrative, didactic, argumentative, descriptive, pathetic, dialogue,
public speeches, and miscellaneous pieces), and the work of various
poets-—-among them Addison, Milton, Young, Cowper, Gray, and Pope.
Although the two other compilers who had large sales before 1830--
Caleb Bingham and John Pierpont--both included British and American
literature in their readers, some other compilers chose more "useful"

subjects to include in their series.
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As Ruth Elson points out in her study, nineteenth century text-
books reflect an orientation toward practical, applied knowledge
rather than theoretical studies. She writes that, '"the primary
intellectual value embodied in nineteenth century American schoolbooks
is that the only important knowledge is that which is 'useful.' The
word 'knowledge' is so often preceded by the word 'useful' that it is
clear that only such knowledge is approved and that it is the only
kind of knowledge that a sound education provides."10 This emphasis
on "useful knowledge'" resulted in a number of specialized readers early

in the century which included little or no literature. In 1824 Daniel

Adams published the Agricultural Reader, with lessons on planting and

domestic economy. The Historical Reader, by Rev. J. Blake, appeared

in 1822, and was reprinted in many editions. In 1848 Swan published
a forerunner to the "supplementary" texts of the 1890s, entitled The

Instructive Reader; or a Course of Reading in Natural History, Science

and Literature. It was designed for the upper grades, and taught mostly

science. Swan defended it by arguing, ''Many children are compelled,
from various causes, to leave school before completing, or hardly
commencing, a regular course of instruction upon these subjects."11

Others were written specifically for girls, such as The Young Ladies

Class Book (1831), by Ebenezer Bailey, and Sanders' Young Ladies'

Reader (1855), but these readers contained a greater percentage of
literature than general readers.

The most ambitious and radical specialized readers were the
seven books of Marcius Willson, published in 1860. This series
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