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!.. T A. E ·1 t::ACt- _ .. CULLFGF: 

THE PLACE OF HISTORY IN THE EDUCATION OF 

TEACHERS. 

This im;titution recognizes the special value of historical study 
in tlw pre11aration of kachers and hence requir(•s at least one unit 
ol' hiRtory and two thirds of a unit of civil government, both of 
high school rank, for the rural and the elementary crrtificatcs, and 
at least one unit of history of college rank for thr cliplomn.. l\Iany 
studrntR take morr than the minimum requirernrnts for the crr­
tificatcs and thr diploma. It is belicwd that all teaelwrn, it matters 
not what subjects thry may be called on to trach, "ill he better 
eq uipped as teacb(•rs and as citizens in the communities in which 
they teach if they have taken acln111tage of their opportunities 
while in sc hool and have pursued more than the minimum rr­
quirrments in history. The stud!· of hi tory bron,clens thrir view of 
thing~ and enables them to appreciate more fully the social condi­
tions of the present This is especially trur in thesr latter clays whrn 
the field of hi ' tory has been wiclrnecl until it is no longer confined 
to th e accounts of rulers and their petty warn and jealou. ics but 
is coming more and more to deal with man in all of his social 
relations. History is not only becoming more and morr interest­
ing because of this "iclening of its scope but it is getting to be more 
utilitarian. The new history that is now being brought forth 
sreks not only to make its students sec things as the>· were but 
abo to see things as they came to be what they were or what they 
arc now. The idea of development and growth is cvrr before 
the mind of the history student of tocla.v, and he is not satisfied 
until he ha~ followed the evolutionary processes he finds at work 
in human society from their beginnings to the present. His­
torical study is no longer a study of the past merely, but of tlw 
past in it. relation to the present. To study things as the>' were 
50, 100, or 5000 years ago is interesting enough as an antiquarian 
pursuit, but to stucl:v the past and relate it to the present is to 
put a new motive in the work that makes it more vital and 
,·aluablc. It i,· for this reason, if for no other , that the teacher, 
it matters not what his work or rank ma>' be, should know some­
th ing of hi story, and the more the better. If historicn.l study 
:-nablcs one to properly appreciate present conditions in thrir 
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true rrlation,~, he is better equipped to be mon' rlfoctive in his 
bis influence upon bi. J upil,; and the community where lw live;;. 

Tu this encl it i,; held that thl' pro,;pective traC'h<'r ;;huuld as 
a rule fir,;( secure a gPtwral knowlc•dge of the entire field of hi:<tor:1·. 
and th<'n put as much time as he C"an spare upon thr sprcial 
fields. This inHtitutiun offers two beginning course's in histor>· 
and Oil(' in civil govc•rnrnc'n( that arr of high sC'hool rank, and 
eight courses of history and government that arr of collrgr rank. 
Tho;;c who do not expect to bccom<' ,spt'eialists in history would 
do well to take at Jrm-;( all th<' cour:.;es of high school rnnk. To 
takr thr course in Amrrican History without thr eourse in Euro­
pean history, or Yice Yersa, would he ddrimental, esprciall_,. if 
latrr only the minimum of collrge history i;; to hr tak('tl. If 
conditions as they arr in this c0t111tr)·, to sa)' nothing of the "·orld 
hr)·ond our bordC'rs, arc to hr understood, the history of the 
ancient, mrdieYal, ancl modrrn tinws in Europr and England 
must he pursued as wrll as (hr history of our own eountr.1·. Pros­
prC'tivr teachers an• thcrrforc advised to make ;;urc of co1·('ring 
the whole firlcl o[ history in somr mannrr brforr completing 
tlwir prPparation. 

E. 111. '\'. 



HISTORY COURSES IN ELEMENTARY SCHOOLS. 

The condition of history teaching in the high school~ of 
:\Iissouri is b.v no means idC'al ns yet, but it is Ynstly bettN than 
in the rlPmcnt,11'.\· schools. A questionnaire conducted about 
t\\'O years ago b.v the :\Iissouri Society of Teachers of History 
and Govrrnmrnt concern ing histor_\: in l\Iissouri High Hchools. 
showrcl that in practically all four year high schools outside of 
Rt. Louis the courses in history follo\\' the plans and suggestions 
made by thr C'ommittC'c of Seven of tlw .\mC'ri<·an Historical 
Association in its rrport in mos. It also shO\\'C'd that in thC' tlm:I.' 
and the two .n?ar high schools as much of the committC'C' 's plans 
as is possible is followed . That mrans that in prnetieall>' C'VC'ry 
high school in the state of lwo yC'ars or more outsidr of :-lt. Louis , 
there arc nt least as man>· >"<'ars of histor~· givC'n as there' are 
yrars in the course'. The ordrr of the~c courses is most grncrall .v 
Ancient I-Iistor>·, :\IcdicYal nnd :\Iodern History, Englif,h Histor>·· 
and An1Prican Ilistory. 

But on turning to the elementary grades we find a stat<' of 
affairs that in most instances is dcplorablr . llistory is to be sure 
taught in l'\'('J'_,. graded school and in practically E'YCry rural 
school. But \\'ith the exC<'ption of a few of the lwttcr town schools 
the only form of histor.,· that is taught is Amrrican History. 
That no other form of history is taught is bad enough but the 
situation is made all the more deplorable by the fact that in many 
of the schoob- perlrnps iL would be perfcctl? safe to sn.v in the 
vast majority of the schools in both the country and town- th(' 
course in history is given not merely in one grade but is repeated 
in two or three grades. In many schools .\mcriran histor)· is 
giwn the pupils in the sixth grade; when they come to the even th 
grade it is given them again; and when the>· come to the eighth 
grade it is repealed a third time. Notwithstt,nding the fact that 
an attempt is often made to rnakr the work of the higher grn,clc 
more advanced than that of the lower graclc, the general trsti­
mony of the pupi J., who have gone through this mill is that the 
life is taken out of the subjl'Ct and they come away frequently 
with a pronounced clislikc for history. 

For this unfortunate condition the teacher is not altogether 
responsibl e. He frequently finds his hand · tied when he would 



do thing~ difft•n•nlly, and he i~ comprll('cl to do wh~lt is prescrib<•d 
for him ii)· big;lwr authoritirs. :\Ioreon•r, when the morr wide 
nwak<' trachrr or suprrintrnclrnt has IH'rn g;i,·rn the opportunity 
to hrttrr mattNs along; llH· li1w of his(or.v (<•,whing 1,y wa)·, for 
l'x:unplr, of inlroclu('ing; o(hN forrnH of history into th<' grade8, 
ther haw had thrir :u:nbitions tbwartrd liy tlw lad: of adequate 
tc-xtlJooks or outli ,u•s of mirk. Cnd<·r ci(h<'r of llws<' conditions 
thPrr arp Pxtt'nualing tir<·umslan<'<',. But th<' titm• has arri,·r<l 
\Yhrn tlH' plea of lack of ndrqunt<• tp:--1.hoob or oulli1ws cf hi~tor)· 
work for tlw g;rndPs in ot lwr fil'lcls than ,\nwri t,lll history cannot 
hr made. [1 is ilH• purpos<' of this papl'r lo inclicalrwhat thrn• 
i,; now availai>lr in thr way of this kind of rnakrial. 

First of all, at l<'nlion is callee! to thr H<•port of lhr Com­
mill<'<' of Eight of thr r\rneri ean Ilistorieal ,\ ssociati<;n whid1 
was puhlislwd in HJI 0. This eonunit1PC' was appoinkd in Hl06 
to mak<• out a prog,ram in history for thr c•lemrntar)· sehool and 
consider other elos(•l~· alli(•d tupi<:H, and in ordrr that it~ \\·ork 
might br as prn<-ticahl<' as possihlr, this er,mmittrr \\·as madr up 
lnrg<'ly of superintencl<'nis and normal school profrssors. Only 
two c-olleg<' prof<'ssors \YC'n' mrmhern. It madr its report after 
considerable labor and ycry cxten~i,·(• ohsrrnltion and consulta­
tion with rlrmrntary history trarhrr, and sup<'rintenclrnt' 
throughout thr country. The rrport has been publislJPcl by 
Rcrilmers and costs only fifty crnts. 

This rrport ought to br in the hand of every superintendent, 
principal, and teacher of history in the grades. Xot that it 
offrrs a perf<'ct scheme of history study in the grade. -tlw com­
rnittrr mak<'s no claim to perfection but instead admits t hat its 
work is subjrrt to improvrment-but it i. full of hrlpful sugges­
tions as to what kind of history may hr pursued in a ll the grades 
from thr first to eighth, and also something as how it should be 
taught. 

It i.- not the intention to set forth here any elaborate outline 
of the committee's suggestions or plans, but something should 
be said as to the general charnctrr of the scheme and particularly 
a8 to that which gives it cbstinction. 

Fundamentally thr p lan of the course of study as outlined 
by the committee is based on the proposition that " history 
teaching in elementary Hehools should be focused around American 
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Ilistor:1·." But that docs not mean that AmNican Ilistor~· 
rcquin's an ac-count of things that hnYP o(·(·t11Ttd in ,\mcrica and 
nothing morl'. Instead t]l(' aim has l,l'< n to r·,plain th<' ,\ml'ric-n 
of today, ib c-i,·ilization, its institutions, and its traditions," 
and that involves taking into nc('ot1nt th(' history of its 1woplrs 
bl'fort' (hpy ('J'Osscd t[l(' Atlantic and sl'ltlcd hPrP. How that is 
to])(' donp nrny he ~hown in tlw following hrirf statl'tnent of what 
is n'commcnclc'd for the Pl'Yeral grndl's. 

In the first and second gradl's ,d1l'rc prnctically nil the ,rnrk 
proceeds hy m1y of stor~· t l' lling h~· tl1l' tc,ad1l'r , thl' topics c·on­
si<lPrc'd arl' c·onncckcl "ith primitin• Indian life' and our om1 pulilic 
holidays. Tlw treatment of thP topics is a littk differcnt in the 
sl'roml grndl' l'rom what it is in thl' first grade. B:1· means of this 
work "an historical background is thus ginn that supplic,; the 
kaC'!H'r " ·ith nlmndtmcl' of nrntPrial for making these Yitai points 
pNmanl'nt in t 11l' child's life•." 

In t he third gradP tl1l' prohlrm is a litt!C' different from what 
it is in t he first and srcond gr:uks. B:1· this t ime thr child is able 
to rrad undl'rntandingl~· and 11(' is lhc'rl'fore askrd to read fir:t 
si mpll' stories of hProC's of o1 h<'r lands and timl's than his own . 
But puhlie holidays sti ll r l'Cl'iY(' the grl'atC'st consideration from 
the lC'achl'r. But in the fourth and fifth grades !('ss attention 
is giYen to public holidays t han in thr earlil'r grad<'::-, and sonwthing 
in ti](' ,rny of biographical studies ancl drscriptions of life, mannr rs, 
and custom s of the early coloni~ts is maclr. 

On coming to the sixth grade WC' rrac·h " ·hat constitutrs the 
most distinctive feature of tll(' (·ommitt('<''s rrport. H erc "those 
frat urcs of ancient and mcdil'val lifl' whiC'h l'xplain rithcr important 
rlements of our civi lization or whiC'h show how tlw movemrnt 
fo r diseOYl'ry or colonization originated,'' arl' dralt with. Thcrr 
is no intention " that groups of topics should br taught a. organized 
hi , tory." "Pupil;; in this gradr a re not prepared to study 
,·cientific history in its logical and orderly development. But 
thry ar(' prrpared to rl'Cl'ive morl' or lrss (i('finitr inpressions 
that 111:1)' be conyeyed to t!1Pm h:1· means of pi ctures, descriptions, 
and illustrated storil's arrnngC'd in chronological seq uence. In 
r('cei,·ing ~uch impressions thry will not undcrstand thr full 
meaning of the past eYents touchC'd upon, but th('y will catC'h 
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son1C'thing of the pirit and purpose of the Greeks and Roman. 
and other t)1)es of social life. " 

In the seventh grade the work is arranged so that t he settlement 
and growth of the colonies in America should be taken up, the 
voyages of discovery and the earli est attempt at colonization 
having been dealt with at t he clo. r of the study in the sixth grade. 
The eighth grade work begins where t he seventh left off-that is 
at the close of t he American Revoltuion-and comes down to the 
present. 

In neither the seventh nor eighth grades " is it intended that 
much attention should be given to affairs in Europe or outh 
America, but the aim is to bring more into view than has been 
customary the broad sweep of reYolutionary movement and also 
show near the close of the eight h grade enough of the reconstruc­
tion of modern Europe to enabl e the pupil to gain , ome compre­
hension of what England, France, Germany, and Italy have 
become through the last fifty years." 

But the Committee of E ight is not alone in this effort to 
improve history teaching in t he elementary schools. In fact 
its p lan is far from being t he first that has been put forth. At 
kast t wo p lans that antedate t he committee ' · plan, may be con­
sidered here . One of t hem is Professor Lucy l\I. Salmon 's out­
line of a six year course of study fo r the grades from thi rd to eighth 
inclusive. This outline was published as a part of the R eport 
of the Commi ttee of Seven on History in Secondary Schools. This 
report was published by l\1:acmillan and Co., and costs fifty cents. 
In this plan biographies of great men are to be presented in the 
third and fourth grades, and elementary Ancient History, l\Iedieval 
and Modern History, English History and American History 
are to follow in the succeeding grades. The other plan is that 
of Professor E llwood K emp. It is published by Ginn & Co., 
under the title of "Out line of History for the Grades. " and is 
to accompany the a uthor's text book entit led " History for Grades 
and District Schools. " Both are published by the Ginn & Co. 
Kemp's plan provides for the presentation of primitive life in the 
first grade; Oriental history in the second; Greek hi tory in the 
third; Roman hi. tory in t he fourth; m edieval history in the fifth 
and Hixth; and American history in t he seventh and eighth . 
Concerning this plan this much may be said; in the grades below 
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the eventh there is too much of formal history. The references 
given in connection with the work of each grade cannot possibly 
be intended for the pupils at all in at least the first five or six grades. 
E\'en most of the references given for the- sennth and eighth 
graclrs are not suitable fo r them. 

But since the report of t he Committee of Eight has come out, 
Professor Bli ·s of the San Diego, (Calif. ) Normal School has pub­
Ii heel t hrough the American Book Company a book on Hi. tory 
in Elrmentary Schools. C-1.50) . HC' claims for the cour ·c 
outlined in his book that it is first of all practicable; that it has 
been subjected to the test of tcachC'r and upcrvisors in elementary 
schools throughout the country, and of Xormal Schools; that it 
is the result of years of experience in public schools conducted 
under ordinary conditions; and that it is easily adaptable to 
either graded or ungraded schools. 

In the primary grades the general thcmC' is primit ive civiliza­
tion. In the first grade the Tree Dweller , the Cave Dwellers, 
t he Cli ff Dwellers, thC' Lake Dweller,·, and primitive li fe among 
the North AmC'rican Indians arc considered. In t he second 
grade the stories that arc told the pupils rC'late more specially to 
certain historical people· "·hile in their primitive conditions, 
such a: Egyptians, Phoenicians and other like them . In the 
third grade ~tories of Persians, Greeks and Romans, of the begin­
nings of Teutonic civil ization, of American Indians and i:ipanish 
PionC'ers in the South \Ye t, of English Colonial Life in America, 
a rc introduced; and in the fourth grade there is taken up a con­
tinuation of the stories pursued in the thi rd grade. 

The general theme of the fifth and sixth grades is the develop­
ment of the ci\'ilization during t he mrdieval and early modC'rn 
periods. The aims are to givC' t he childrC'n an outlook on the 
fields of European history; to make them familiar with the names 
and incidents that have become part of the common stock of 
intelligent people; and to furni h them in some manner with the 
background for the formal study of American hi~tory which is 
taken up in the eighth grade. 

The se\'cnth and eighth grades arC' devoted to American hi,;tory 
with considerable attention to Europran setting and to contcm­
poraneou,; European events. 
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Bli,,:'s plan ha, mon• t>l,tliorately arrangc·d lists or rPfrrpnc·e, 
lo boob than the l'('JH>rl of lhP C'ommiltC'C' or Eight. 

. \11:- atlPmpt to follow th(• c·o11r,(' of ,tud,\· a,; nrrangr•d h:­
tlH' ( 'ommitle'<' or Eight or Ii:-· l'rofp,-;sor llliss rPquirl's a ne'\I' mde r 
of tl'xt hook,, t',pl'l'i:tll:- for till' sixth g;radr of the• commilke•·s 
plan am! for the fifth and sixth ii;radps or Blis~'s plan. A]l'(•ad.1 

thC' IH'<'d c·n•atl'd Ii:- the· n·1wrt of the eommitt<'C' in thi~ l'('S]l{('1 

is bring met hy th<' ntriou, JH1'1Ji,-;hing rornpanil's. Tlw l'ollo\1·­
inp; ll'xt, ,uitaliil• for till' ,ixth ii;rad<' han· hrPn puhlisllt'd: llard­
ing;. :-it or:-· of EuropL', :-;e-olt, ForPsman & ( 'o .. S.uO: C:ordy, .\nwrie·an 
Be•p;inning, in Europ<', :-;c•rilnwr,, ,-;J .00: Atkinson, Eurnpe•an 
Bqi;inning,-; of .\meril'nn llistor:-·. (:inn c\: C'o., ;.;l.00; Bourn<' & 
lknton, lntroduetiou lo .\nll'riean Ili,tor:-·, Heath & ( 'o . 

OthC'rs an' to come· out in tlw 1war future, among which is Xicla. 
Emo])<'llll Foundations of .\mprirnn History, :\Iacmillan, whiC'h 
is mmounl't'd as forth l'ominp; \'l'I'_\ shortly. 

Xu :;inglc plan thal has lie•t>n sulnnittc-d will like]:-· c·ommPnd 
itself tu '\'C'ryliucly as ont' that should lw uniYPrsnll:-· acloptc-cl. 
In ract l'Yery wiclC' awake' tt-aelH'r will find it clC',;irabl<' to mocliry 
an:-· plan, no matter how Pxc·rllt•nl. aC'eording to local eonditions 
and to hi,-, opportunilic·s. ): othing that has h('c•n said in this 
artiC'IP i,-, to l>(• eon,;truC'd a, an rndorsC'mC'nt of all tlw clc-taib 
of an:-· plan that has h('l'll dis(·uss(•<l. The aim of tlw ,1-ritPr ha, 
hc-c•n to eall attention to what has rec-cntly been don<' to" ·arcl~ 
makinp; improYC'llll'nb in history teal'hing in the gradl's, with the 
sinePrl' hope that therr may i>P an inrrPase of intC're~t on the part 
of :\liRsouri teachrrs and tiUJ)('rintC'ndrnts in the plan,; and sug­
gc,;tions that ha\'C' hrcn made by the Committee of Eight and surh 
111('ll as Profes,;or Bliss. 

E. i\ I. \' . 
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EGYPTIAN AG RI CULTURE- A STUDY ADAPTED F OR 
USE I N T H E FIFTH GRADE. 

NOTE-The following description with the illustrations was used by 
fifth grade pupils. 1'- is a concrete ca.ge of the study of the life of a great 
people. The illustrations were worked out from negatives of lantern sl ides 
made in this school. It is of very greaf advantage to the history teacher to 
know bow to make lantern slides. Through the cooperation of Professor 
BwTows, many students in hlst01·y classes learn how to make lantern slides. 
The making of lantern slides in connection with the history work is not just a 
fad in thls school. " 'c know what we are doing and why we do it . It is 
not clone for ptll'poses of mere entertainment or spectacular display. It is 
clone with the serious in tention of understanding more clearly what men 
clid in the past. It, is believed the illustrations given below really iilustrnte, 
else they would not be given. 

Can you think why Egypt, though very small, did so many 
more useful things than most countries larger than she? It is 
because the soil will grow so many of the things which man wants, 
and do it year in and year out without much care on the part of 
man . In our country we must not grow the same crops on the 
same fi eld every year else the land gets poor. The Egyptian 
did not have to be so careful because the river plastered the land 
with mud each year. The Egyptian was also surer of enough 
water than we are. But the Nile when it overflowed did not 
reach all the valley, so man had to get the water to these dry spots. 
He did not carry the water in bucket. , but used a shacluf. This 
was something like our old well sweeps. (See page 14.) 

Just after the Nile had gone back into its banks was a very 
busy time for the farmer. The first thing he must do was to 
plough the land. You will surely want to know what the 
Egyptian plough looked like. It was made up of a long wooden 
share into which was fastened two bent handles. A long pole 

( was tied on to the back part of the share. At the other end of 
this pole and across it was fastened another pole. This last pole 

PLOWING HOEING, AND SOWING UNDER THE OLD KINGDOM. (Erman p. 127) 
13 



_.,/ • ,<11~""'•W'IJ,-r'.' ,..-

MODERN 8B.ADUF (Erman, p. 426.) 

' 

ANCIEl'T SJJADUl' ( \Y,klins-011, Vol. II p. 4.) 
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Ftn. 1. Bmi:AKS Tim CLODS AF'l'lm THI·: PiaOW HAS PASSF!O. 

F1<:. 2. IloLDS T1t:1-1 P1.ow. 
!1' 10 :; T,rn D,unm. 
1"1e: . ·L A lhuuEL. PnOBADLY Co:,;1 Al:-:1:<G 8EED. 

Fws f. and G. Two EGYPTIANS 'l'.\l ,KING (Wilkinson, \'ol ll. p. l:l. J 

was tied to the horn ~ of the oxen which pulled the plow. ThiH 
kinc..l of a plow was ll~l'cl by the Egyptians for hundreds of years. 
It took two men and two oxen to one plow. One man drove the 
oxen, and the other held the plow in tlw ground. 

The Egn)tians have left us pictures i11 which the clriYer is 
saying to the plowman, "Press the plow clown, press it clown 
with thy hand " The same driver yells to his oxen, " Pull hard!" 
and when they arc to turn at the encl of the field, "Be around!" 
Usually there were two plows run togcthEr, one behind the other. 

The Egyptian did not plow deep at all. Before the ground 
was seeded the big clods had to be broken up. For long, long 

WOODEN HOES. (Wilkinson, Vol. IL, p. 16.) 
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FlG. 4. GOA'l'S TREADlNG IN 'I'Jl.E GR.A.Ir-." ,,,..HEN SOWN. IN 'l'JIE FIELD AE'TER 

THE NTLE HAS GoNE DowN. (i ,s SPIUNKLb\'G THE SEED FROM THE BASKET 

11I~ H OLDS JN 111s L EFT l-L\..i~D, ·r IIB 0THERR AH.1~ Dn.1\'JNG 'l'HE GOA'l'S OVER rr1-rE 

C:nouND. (\Yilkinson, Yo!. 1, p. 12) . 

years this was clone with a wooden hoe. Some of their hoes have 
been found and you may sec a picture of them. 

Of course t he time to use the hoc was while the plowing was 
being clone. The hoe seems to have been used more than any 
other tool on the farm. It may be that some ground was not 
plowed at all but just hoed up. 

·when the ground was all ready the seed was sown. It was 
scattered by band 2.ncl tramped in by sheep, and sometimes by 
other animals. 

After the grain bad ripened it was cut with a short sickle. 
It was cut high above the ground, so most of the straw was left 
standing. The harvest men talked as they worked, and boasted 
what good laborers they were. 

CUT'.l'ING WHEA'l' ,u,m P ULLING UP D URRA. (Erman p. 435). 
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PAPYtll"S l1AtwES1', OLD K1i<Gno,1. (Br<',tslcd, p. !l7). 

Homctimcs the grain was bound togcthrr in shicvrs with 
roprs, sometimrs it was put loosPly in lhr basket or sack in which 
it was carried to the threshing floor. 

Pt:LLING UP •ruB DuHRA, BIND ING L'r L'\'l'O 13 UXD LJ<.;~ AND PULLlNG OFF TUE 

HEADS. (Erman, p. 4:35). 

ONE \ \'AY OF CAnllYING CHAIN. (Erman, p. 431.) 

You will like to scC' the picture of a donkey carrying the grain 
to be threshed, The grain was thrown into a stack on the 
floor, and then trodden out by animals, usually donkeys. 

IT 
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ilARl'EST S CENE (\\"ilkinson, Yol. 11, p . 4,1). 

After the grain was threshed it was collected into a round 
heap with a wooden fork. The women, then cleaned the grain 
of chaff and dirt by throwing it up quickly with two bent boards. 
Sieves were also used to clean the grain. Once the grain was 
clean, a little of it was sent to the man who owned the Janel for 
him to look at and some was given to Min, the God of Agriculture. 
Each heap of grain was measured by two men sent out by the 
owner of the Janel before it was taken to the granaries. These 
granuries were nearly all built in about the same way. A piece 
of ground was closed in by a sun dried brick wall and inside of 
this was made one or two row · of cone-shaped mud buildings. 
Each building was about sixteen feet high and six and one half 
feet broucl. Each had also two small windows, one high up and 
the other half way up or near the ground. The sacks of grain 
were emptied into the higher window, and the grain taken out 
through the lower. This kind of a building kept out the mice. 
Sometimes other kinds of granarie were used which had flat 
roofs. 

TaRESlllNG \VJTII DONKEYS (Erman, p. 431.) 
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GRANARY, S 11 ow1NG aow· THE Gu..uN WAS PU'I' IN AND ·ruE Doons THROUGH 

\\' men IT WAS TAKEN Ol:T. (Wilkinson, \"ol l , p . 32.) 

l\IoDEL OF A GnANARY. (Erman, p. c!34.) 
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i\IARKING CATTLE. WITH A FlcJT I noN. ONE l\Lrn JS H EATING THE IRONS, TWO 

OTHERS ARE i\LlllKING THE CATfL.E AND ANOTEIEll IS KEEPING AWAY 

THE CAJ,VES. ("IYilkinson, Yol. I., p. 217.) 

Now we have just been seeing how wheat was raised and 
taken care of. We think barley wa · handled in about the same 
way. Another kind of plant they harvested goes by the name of 
clurra. This plant was more like our millet than anything else. 
This, they pulled up by the roots. We have pictures showing 
that this was clone with a tool something like a comb. 

We should like to know how the Egyptian of the long ago 
planted and took care of his onions, cucumbers, melons, and many 
other vegetables, but he has left us so little about this that we can 
not lmow. We can find out a good deal though about how 
he raised his cattle. The old Egyptian thought more of his 
cattle than any one of his other tame animals. He talked to and 

HoHNLEss CAT'!'LE, D umNG 1'BE OLD KINGDOM. (Erman, p. 437.) 
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FEEOJXG AN Ox (Erman, p. -l:38). 

petted his cat.tic as we do om dogs. He thought that gods and 
goddesses came to him in the forms of bulls and cmY. . They had 
several kind of cattle just as we do. The kind they thought the 
most of had long horns, and "·en' usually pure white, although 
some were yellow or brown, while others were white, spotted with 
red or black. 

They raised also short horned and hornless cattle. They trice! 
to breed better cattle of each kind and gl't rid of the scrubs. 

MILKING A Cow. (Perrot and Chipicz, \ 'ol. I., p. 39) . 
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HEHDS).IAN Oc;T IN 'l'IIE CoL1NTHY. (Erman 1 p. 4--!0) 

I kno,Y you would likr to know how they fattenrd thei r cattle. 
·well, they made a dough much like our bread dough, then they 
pushed the dough into the mouth saying such things as "Eat 
there." They gave the fattening cattle water in great earthen 
vessels. Before telling you about the people who took care 
of the large herds of cattle, I know you would like to see how a 
cow was milked. (See page 21.) 

For u long time at least a great deal of t he Deltu was not 
plowed up and it was used for pasturage in the summer. The 
men who took care of the cattle hucl no settled homes. " Te can 
see them in the evening when the clay's work is clone, squutting 
around a low hearth, roasting their geese on wooden spit , cooking 
dough for the cattle or planting papyrus seeds. 

These herdsmen did not seem to like thi life very well, for 
it was a happy clay when they "went out of the north country 
and cl.rove their cattle upwards." "\Ve can see them in thP pic­
tures driving their cattle along, and sometimes swimming them 
through th0 water. 

Arriving home with the cattle, the herdsmen must show to 
men, 1wnt out by tlw owner of the animals, what they have 
returned. 

HEnD OF OXEN TAKEN Trnwuau THE \YATER. (Erman, p. -440). 
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l{EEPEll 01;' Tll"E . \ XHL\LS OX A FAll.:\1 T E LLING TIIE ;\JASTBH 11()\\" :\J ANY 

H1'J .IIAS OP gA('H h:t XD. 'fllM l( EEPER I S f,;'l'ANDINH I N )'~JtOX'l' OF Tlfg 

L ONG Jlon:rno CA'J"l'LE. (Wilkinson, \ 'ol. 11. , p li9). 

KE>WER~ OF GEESE G1nNG . \< 'Cot·,;T OF Tmc.\l. (Erman , p . l-12 ) 



:\I.,:-. D1mi,rn Tioc:s Di:cRI>:G TD1E OF '!'HE E"PlllE. (Erman, p. -JA3) 

Flocks of geese had to he accounted for in thC'sameway. We 
should like to kno,v how the Eg)·ptian looked after his goats, 
shC'C'p, clonke)·s and hog~, but he has left us so ,·cry fe11· pictures 
of thrm. He surely cli cl not think so very much of t hese animals. 

\Vere you a~kcd to tc-11 11·hat kind of tame bird our farmer~ 
thought the most of you ,rnulcl answrr, "chickens." But so 
far as 11·C' know the Egyptians did not ha,·e chickens. ThC' tame 
bird he liked bC'st 11·as thC' goosC'. C:C'ese were not only usC'd fo r 
food, hut also for pets. It seC'm~ that now and then even a married 
woman ll'oulcl h:we a goose for a pet. 

From all WC' haYe sai<l you ,r ill not think it odd that the 
Egyptian llC'lic•vC'cl agriculturC' with ('a[t lr raising; was t he grC'ak st 
work to I><' <ionr. but it wil l st'C'm odd to you t hat t hC' mr n wh o 
did tliC' work on tlw farms were lookC'd clown upon by those who 
ownrcl thr farms. Thrsr farm hands worked very hard, but 
wrrr barely able to make a living. T hry were often beaten and 
throm1 into prison. Rti ll thr ·r laborrrs on t he fa rms made up 
most of llH' people of Egypt. \Vith all his suffr rings t he Egyptian 
lahorrr gan' thanks many time's rac h year, no doubt , fo r the N'ile 
which brought him water and caused his plants t o grow. 

E. F. 



i\ l AN, REPn EsgNTED AS TUE ~11.E ll1t1:--:u1NG \ 'As1..:s OF ,YATER AXD F1.ow1,;1N. 

(Ennan, p. 4:25) 
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THE TEACHING OF ORIENTAL HISTORY. 

Thc'rC' is no onC' subject more n<'glc·cted today in t he college 
curriculum, than Ancient Oriental History. Hardly a writer or 
High School or Colkge textbooks but what will say t his subj ect 
is Yery important and should be emphasized from the standpoint 
of modern origins at least. Yet these same writers too often let 
the matter go, by making the statement of the importance, with 
no particular effort to prove the case. 

Since there is not much denial as to the relative great import­
ance of this subject it is fair to enquire \\·hy it is so neglected. 
There arc several reasons, among which may be mentioned; the 
lack of definite information both on the part of writers and teacher.·; 
the unusable form in which much that we do know is placed; the 
constantly new matC'rial being found making it difficult to keep 
up with ,diat is known; the tendency on the part of some to make 
modern history stand by itself ,Yithout very much reference 
to its past; the idea that the study of Ancient Oriental History 
\\·ill haYe a d isturbing influence on old time beliefs and practices. 
ThcsC' rea~ons arc cvicknt but tho main reason i~ not very evident 
until one has talked "·ith many people on this matter . The 
chief reason will then be found, on thC' part of t he tC'acher, to be 
rear of getting into trouble. This stn.1cment, of course, is made on 
the assumption that tho most fundamental reason for teaching 
Ancient OriC'nta l History is to understand the religious history 
of the I-frbrews in its hearing on subsequent religious history and 
C'specially on .i\Ioclern Christianity . Religion may not still be 
"the key to history," bul all will concede that it is one of t he most 
important keys; yet in comparison with the political, economic 
and social k0ys it is rusty . But begin to polish and usr th is key 
and slumb0ring wonderings will waken to tense li fe and rooms will 
be opened up which were thought to uontain only dogmas and by­
gone ri1.uak 01w of 1.h0 mo:;t astounding yet oft made statements 
of \\TilcrK of political, social and economic history is that a perfect 
morality and religion were taught some two thousand yea rs ago. 
Grral things w<'rr worked out then and prC'viously, both in religion 
and morals, but are these things usually looked upon as having 
hern workC'd out or are they usually looked upon as having sprung 
fully grown from 1.he ltead of some imagined deity'? 
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Thr activr oprn mimkd young prrson of toclay must see 
the "stonr upon stone" development in every field of hi tory 
or the sincerity, honesty ::ind knowledge of the teacher and writer 
arr bound to be questioned. This fear of the consequences of 
teaching that our religious ideas of today represent a long age 
development can be met and banished. The most welcome 
opponents that the teacher may have arc the honest but extremely 
orthodox persons who really think t hat th.ings are going to the 
bow-wows, because intrcprctations of religious history different 
from their own are made. Such persons may create for the time 
a great deal of furore against the teachers, but if the latter is calm, 
honest, fearless and reacly to listen to all arguments, whatever 
m::iy be the personal conviction involved, thought will be stimu­
lated and many per.·ons will take an intere t in the school work 
who would not have otherwise done so; hence here will be a real 
example of exploiting history. 

Probably no prejudices are so strong as the religious. In 
almost every community there are persons with sinister motive 
who !mow this and will undertake to uproot both the teacher 
and his work rather for prrsonal reasons than religious. ·To such 
person the teachrr must how that he has reel blood in his veins 
and is willing to run risks and stand up to the fight like a man . 
Here then are some of the difficulties to be met and it is not amiss 
to ~ay these difficultie. may be met and solved. 

For a decade one third of the t ime and effort spent in the 
year 's work in college Ancient History in this Norm:11 School, 
has been given to Oriental History. Our experiemce and experi­
ment have ended with no great regrets as to our attempts. Our 
greatest fai lure no doubt has been in not relating the work closely 
enough to the church life round about us all . It is safe to say that 
t he fear less expression of ones' own opinion with proof for the same, 
both by teachers and students has been not only permitted but 
encouraged. 

The onslaught of the ultra orthodox, the most extreme 
atheist and the middle of the roader have all been welcomed. 
They together usually have made very unrasy those persons who 
wished to fence and take no tand of any 8ort. This has been 
shown over and over again when students would say to the teacher 
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- "I "·ould like to know what :\IiRs So and So thinks about this 
mnttN since shr hns tried to trar to pieces what I have said." 

B11l thr most <'nc·ouraging developments Lhat havr cornr 
hnY<' brPn illustrntrd by s11C'h a question as this: "I· not sueh 
n brlid or practiC'C' assoeiatrd historically with such a belief or 
practice of today?" And the student usually th ink of himsdf 
too, ns having intimately to do with this belief or practice. This 
mran.· entlnrniasm and detcrmination to examine now the actions 
of individuals including self, with sympathetic regard to what 
has been and what may be. It means that the facts and effects 
of Ancient OriPntal History arc so connected with our present 
that to kno\\· them is to understand one more of the threads of 
life which has about it elemental power. 

E . F. 
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THE TEACHING OF MEDIEVAL HISTORY IN THE HIGH 
SCHOOL. 

There is perhaps no field in hiHtory as difficult for high Rchool 
students to follow and get something out of a :i\leclieval History. 
Ancient History i. fairly easy for most of them, especially if it 
is confined to the Greek and Homan periods. There is very 
littlr confusion in following thr rournc of development in Grerk 
Histo ry or in Homan I-Ii. tory. Each of these fields appPars as 
a unit in it elf and is easily graspPd. But the student who has 
found smooth ailing in Ancient Ilistory oftentimes find it rathC'I" 
rough going in Medieval Ili ·t.ory. The breaking up of the 
Roman Empire oftentimes marks for him the paoRing of all unity 
in all subsequent hi, tory, and the medieval period may be approach­
ed and followed_by him in such a way tbat hr never comes to real­
ize that there are certain 1110vements in it whieh arr as well definrd 
and as traceable in their growth and development as thoRe in 
Greek and Homan Hi tory. This difficulty is not confined to 
high school tudents. Even college stud(•nts often find the 
period lacking in unity and in intrrrst, a pniod of veritabi(• 
darkness. 

That Medieval History has bren so cliffi('ult and so meaning­
leRs to many students who had found the Ancient History interest­
i11g and significant, ha, been dur in large part to the textbook 
"Titers. \VJ-rile there bas bern a great improvement in th 
textbooks on :\Iedieval IliHtory in tlw last tC'n years, there is yet 
room for still further impro\·cmC'nt as PYcry wide awnke teach{'r 
realizes. 

But tlw irouhle has nut been clue altogether to the text.. 
The teacllC'rH themselves luwe not always been \\"Cll trained in 
this particular fiC'lcl, and this haR proved the greatest difficulty 
in making mrclieval hiHtory proprrly understood in our sehoohs. 
AR long as tlw leachN:,; fail to appreciate the significance of thr 
field they are trying to present, the best of texts will not avail to en­
lighten thr subject very much. On the other hand if the teacher, 
know what is significant they will hring it out in some way no 
matter what the te:-..1; may be. 

The medieval period ·\\'ill appear in its true significance only 
a it is viewed as the age during whieh most of our present insti-
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tutions and customs arose. That means it mu t be studied 
largely from the institutionnl point of vie1L The student whose 
medieval history is made to consist largely of narratives of event 
as they occurred during this pC'riod is very likely to become con­
fused. As he passes from one people or nation to another in his 
efforts to follow these events he may find it difficult to remember 
which characters arc French, which are German, and which arc 
EngliRh, or to keep thr thrrads of the different narratives from 
gPLting inicrwovrn or tangled. But if his medieval history is 
made to consist largely of a study of the life and in ·titutions of 
the period he will find it interesting and profitable. Herein lie· 
the secret of succeRsful teaching of the subj ect. 

One of the first things that a teacher should develop in the 
study of medieval history i.- the fact that the modern nations of 
Europe haYe arisen out of conditions that existed in the medieval 
period. In doing this there is no necessity of bringing in a great 
amount of what :is called political history. Ordinarily the text 
books contain all t he facts t hat arc essential to an under tancling 
of this phase. In attempting to explain, for example, the rise of 
France, Germany and Italy it will be quite sufficient for the 
teacher to make clear first, the establishment of a great many 
petty German kingdoms in western Europe after the fall of the 
Roman Empire in the fifth century; second, the creation of a 
great Frankish Empire under Charles the Great through the 
consolidation of the e Germanic Kingdoms; third, the dissolu­
t ion of that empire into a great many fragments; fourth, the 
reconsolidation of those fragments about tln·ee national centers, 
resulting ultimately in the formation of France, Germany, and 
Italy. The fo rmation of modern Germany and Italy was not 
<'omplelcd until in t he nineteenth century, but though long 
delayed, the foundations for it were laid far back in medieval 
times. 

This line of historical development constitutes one of the 
threads which will guide the student through the apparent maize 
of medieval history, anti as has been suggessted the material in 
the te,.i hook is ordinarily sufficient for that purpose. However, 
some attention should be given in this connection to the study 
of the development of the governmental institutions of these 
nations as they are being evolved . This will at times require a 
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good deal of reading outside of the text, but it should not become 
burdensome nor stressed to the detrimC'nt of other mattNs. 
Other guiding threads will be found in the study of the C'conomic 
and ecclesiatical development during this period, and for tbe 
successful prosC'cution of this work material must be ecured out­
side of the text. Apropos that matter the following sugges­
tions arc offered. 

The feudal system is largely responsible for the dissolution 
of the Caroligian Empire. [f for no othC'r reason that would IJr 
sufficient to justify some study of it as an in. titution. But there' 
are other rea ons \Yhich are perhaps more important wby feudalism 
should receive a gooc.l deal of attention. l\[edieval sociC'ty had 
a feudal basis. Save in a few districts here and there, Pvrry man 
at some time or other sustained the relation of either lord or 
clepC'ndent upon some one else. Certain customs and practice's 
prevail which not only characterized tlw period but had an 
important influence upon subsequent time's. There should 
be not only some study given to those conditions that gave rise 
to feudalism and to those that brought on its decline, but tlwre 
should be a great deal more of study put upon tbc feudal in:ti­
tutions themselves. For C'xample, thr feudal manor is a subjC'd 
worthy of study lasting; several clays. 8ueh matters as tlw 
castle or manor house, the life of the lord and his tenants, the 
arrangements of the fields , thC' method of agriculture, the means 
of recreation and the JikC', arc among thC' topirs that may be 
pursued with great profit and intere -t, inasmuch as they reveal 
the manner of life' in the c·mmtry during this period. Other 
subjects, such as the feudal obligations of lord and vassal, feudal 
ceremonies, and feudal warfare 8hould hC' carefully studied. 
(Cheyney, 8ocial and Inclu.trial History of England , Chapter 11, 
and Seignobos, Feudal Regime, Chapter I, arc good a.\'ailablc 
referenceH on the manorial system. Hobinson's History of 
\Yestern Europe, C'ha;Jter IX; ::\Iunro, ::\Iedicval Emope, Chaptrr 
,·; Emerton, ::\ledieval Europe, Chapter xn·, and :\Iunro & 
Sellery, l\IcdiC'Yal Civilization, page.- 159 to 211, are convenient 
references on the fully developed feudal system.) 

In like maimer the life of the cities should be given ~pceial 
attention. The governmental institutionH of the cities, market:; , 
fairs, guilds, processes of manufacturing, means of inter-communi­
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cation are subjects that reveRl much of the manner of life in 
mecli val cities, and shou ld not be neglected. (Cheyney, Social 
and Industrial History of England, chapters III and IV; Day 
History of Commerce; 1Vebster, History of Commerce are con­
venient books to con ·ult on medieval cities and commerce. Many 
of the l\lrclieval Towns Series published by E. P. Dutton & Co., 
N . Y., offer material on this subj ect.) 

But mrdioval life is only half understood if looked at from 
the economic point of view. Medieval society was -trikingly 
ecclesiastical. The church played a part in medieval times which 
was vaster and far more dominating than it has has played in 
recent modern timrs. Such matters as tho founding of the church, 
the rise of the papacy, the episcopal organization, and the 
strngglc between thr Pope and Emperor fo r supremacy in the 
Roman Empire, should be clearly developed. But in addition 
to these matters which pertain to church organi1,ation, special 
emphasis should be put upon the practices, ceremonies and 
beliefs of the church. This is especially important fo r students 
whose home or community religious environment has been such 
as to leave them generally uninformed on a great variety of 
matters pertaining to the Catholic church. A study of medieval 
chmch practices and doctrines will not only contribute to a clearer 
unclerstancling on the part of the student of its dominating in­
fluence in medieval t imes but wi ll also help him to appreciate 
the religious movements, both Protestant and Catholic, in modern 
times. (Flick, Rise of the Medieval Church, develops the insti­
tutional phase of church history and also presents a very interest­
ing narrative of its growth.) 

l\Iedieval art and architecture should be given more attention 
than they usually get. At least enough attention should be given 
to Gothic architecture so that the student would be able to 
recognize a Gothic building when he should sec one or see a picture 
of one. This encl might be best attained by making a special 
study of some one great cathedral, or for example, Notre Dame 
at Paris, or the Cathedral of Rheims or of Cologne, or West­
minster Abbey of London. (Hamlin's Hi.story of Architecture 
and Goodyear's Roman and l\feclieval Art are handy and very 
satisfactory hand books fo r this work.) 

If medieval history is pursued along the lines here sug-
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gested, it will undoubtedly prove attractive and fruitful of good 
r<'sults. ·what may have appeared a~ a period of conf1rni on and 
disorder will reveal it elf as one of unity ancl clrvelopmcnt and will 
offer rxplanations for many institutions and customs that cxisL 
with us today. 

In the average high school course of medieval and modern 
history, one half of the time is u ually given to the rneclirval 
period and one half to the modern period . Notwithstanding 
the importance of the meclieval period, not more than one third 
of the time should be given to it in a general course in medieval 
and modern history. Moreover at least one thi rd of the time 
should be given to the nineteenth century. The course in med ieval 
and modern history t hat is at:ranged in this way will giw greater 
opportunity for enabling the students pursuing it to appreciate 
conditions a th y are today than if they divided the t ime equally 
between the medieval and the modern periods, provided the teacher 
knows how to seize upon those things that are cs ential and elim­
inate all that is not. 

In view of t his position it may be t hought by some that this 
school is giving undue attention and emphasis to medieval history 
in its coJJege cow"e . To that objection, if any is raised, we "·otdd 
reply that the student wbo spends a year in college medi<'vnl 
history will not only acquire for himself a fairly good under~tand­
ing of the subj ect but will be in a position where he can sdect for 
himself t hose things that are essential ancl make them clear to 
his students when he undertakes to teach the 8ubject in a high 
school. It is only t he well trained student in meclieval hi~tory 
who can make a success of a high school course where only onE' 
t hird of the time is devoted to that ubject. 

E.l\I. V. 



AMERICAN HISTORY DURING THE LAST TWENTY­
FIVE YEARS. 

What say you of the teaching of American History of the 
last twenty-five years? This colloquial question comes up time 
and again. The more conservative teachers will inform you that 
the difficulties are so great that only a passing glance should be 
given. They will tell you that the period is so recent that undue 
prejudices will be aroused, that the history of that time is very 
well known by most young people, that the teacher will have 
great trouble in distinguishing the difference between recent 
history and current events. 

Now the proper perspective may not be obtained but are 
there not facts to be ascertained, interpreted and lived among? 
There surely are, perspective or no perspective. Every intelligent 
person must face these fact.. . These facts will likely appeal 
differently to our descendants two hundred years from now when 
there is the proper perspecti vo, so to speak, but the futw-e genera­
tions do not wish a patent on things that we are compelled to use. 

Undue prejudices will be aroused unless the teacher possesses 
catholicity of spirit and is willing to admit at almost every turn 
that different interpretations and differentiations must be faced. 
This facing in different directions is healthful, it is so akin to real 
life, it is real life. 

As to the matter of waste of ti.me, since American History 
of the last twenty-five years is very well understood, it may be 
the writer's experience has been a peculiar one, but almost every­
thing he knows about it proves that this history is not well under­
Rtood. If this is true how are we to study tho past in relation 
to the present unless we know what the present is? 

The flim. iest of all the difficultie stated is the fear that recent 
history and current events will not be carefully enough separated 
from each other. Not long since in a body of history teachers, a 
rrader of a paper was quite severrly criticised because he changed 
the title of his paper from "Current Events" to "Current 1-listory." 
It may be, considering the tenor of tho paper, that the criticism 
was just, but it appealed to some of the listeners a largely a 
waste of words. "\Vhy should t he history teacher wish to get 
his subject off in a corner to itself and say, "There, clear child, 
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k•t us not wandC'r away." Tll(' wandl'ring now and then may 
rnl'an strongl' r muse I C's, ])Lfff'r blood and hrt1 c'r lungs for both thr 
ch ild and his guardian. 

If most of the clifficulties mcntionl'd may be brushrd aside, 
then how shall one shift more emphasis to th(' last twC'nty-fivp 
year~ 9 The text book· are just beginning to help ouL some in 
that respect, but the information they give i~ by no means sufficient 
for any grad(' of work. The shifting of thr l'm[Jhasis will dPpC'nd 
largely upon the teacher and the teacher will bC' compelled to st'P 
American history of the last twenty-fi,·p ypars from many viC'w 
points. 

About the first serious inquiry is as to how these view points 
arc to be ol taincd. This might be an8wC'rrd in various ways, 
but perhaps the most fundampntal answer is obtained by consult­
ing the grrat daily newspapPr and weekly and monthly magazines. 
In the ·e one will find out pretty well what is now going on, espec­
ially in the economic, ~ocial and political life. Once haYing 
found the. c view points cxprcssrcl in the vital movement,; of today , 
it is well to become a " B('llany Looking Bac·kwnrcls." In doing 
thi. the present may br in tcrpr('tccl historirally, that is may he 
seen in its growth. ThC' writer knows of a few teachers who 
rather insist that the pupib who arl' stud~·ing th(' beginnings of 
American Histor)· keep up with current c,·pnts. If this habit 
of keeping up with currcnl events may bP gained oncP, it mPans 
for the rest of the life of the ~tudent, he will have some vital interest 
and will learn more history after leaving Hl'hool than he cvPr ,Lid 
while in school. 

Some one may ay this sounds like good theory but how arc 
you going to do it'? The school takes vC'r)' few papcrn or maga­
zines There is no money for such things. " There arc few 
communiti es now in which thcrC' arc not newspapern al lrast 
taken. Tlwy arc usually th rown away. ThcRe ncwspirpers 
can with case be made tllC' common property of the Rchool- clip­
pings may be made or tllC'y may be kPpl on file. Until bcttC'r 
text-books arc written, a good beginning in tlw emphasis 
of the things that now arl', is b)· tlw u;;p of t hr material j usl mC'n­
tioned. It will not h(' long 1111lil modern text-hooks will be 
written. Unt il then tlwre shou ld be no hrsitancy in trying to 
get acquainted with the world as it is now. 
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THE USE OF S O URCE M ATERIAL. 

The term source matrrial has by co=on acceptation comp 
to mean those selections from original sources that have bC'rn 
edited and published in boolrn that are called source books, read­
ings, translations and reprints and the like. It is in that sense 
that the term is used in this article. 

The purpose of the teacher in using source material in the 
study of history is to illuminate the subject in hand an give the 
students a better comprehen. ion of the same. Historical teach­
ing should alway· have at least one encl in view, that is the develop­
ment on the part of the student of a better understanding of the 
times in which he lives. But this can be clone only by showing 
him the past a it was and as it came to be what it was. It i 
here that source material renders its service. If it is some his­
torical character that is under consideration, such as Sargon, 
Cyrus, Caesar, Charlemagne, Alfred, Cromwell, Washington, 
or Lincoln, it is not sufficient that the student should be limited 
in his reading to what men of our own t imes have written about 
them. The e characters should be allowed to speak for themselves 
or their own contemporaries should be called upon to bear witness. 
Nothing makes a historical character become a man of real 
flesh and blood more readily in the minds of the students than a 
reading of what he said or what some of his contemporaries said 
of him. Just as the events of the Spanish American War take 
on with us a more human interest if we receive a letter from a 
friend or relative who was an eye witness to some of the things 
that happened in that war, so do the Crusades become more real 
and life-like if we are able to follow t he account of one of the 
Crusaders as he related the events in which he participated in a 
letter written from Palestine back to his friends or family at home. 

Source material for extensive class room use has been available 
in only the last twenty-five year . Prior to that time the student 
was largely confined to the text or to the larger secondary works. 
The pioneers in this effort to put source material in the hands of 
the students in such form as would be usable, are, as far as I 
know, Mary Sheldon Barnes in her General History, Channing 
and Hart in their American History Leaflets, and the Old South 
Meeting House Association in their Old South Leaflets. At 
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present there is an abundance of source material avaibble for 
class room use and there is yet more to come. This material 
appear· in two cliffcrrnt kinds of books: 1. ;o;ource books which 
eontain complrte documents of varying length and extracts from 
a great variety of original sources. The documents and extract· 
may be brought together in a single volume merely to illustrate 
various phases or subjects in a given field, as for example Thatcher 
and l\1cNeal's Source Book, Robinson's Readings, and Ogg's 
Source Book; or they may be arranged so as to approximate a 
narrative of the period, as for example Botsford's Story of Rome. 
2. Complete works such as Herodotus, Thucydides, Pulybius, 
the Anglo-Sn,xon Chronicle, Froissart, memoirs, journals, diaries, 
collected works of prominent men, and so on. Some of the ··e 
are avai lable in very cheap form, as in the Everyman's Library 
and the Bohn Series. 

There is much to cri ticisc in the source books. ·Many teachers 
hope that they will soon be abandoned and that in their stead 
the complete works wi.11 be used. While that is a comsummation 
that may be devoutly hoped for, yet the source book with all its 
faults h::i,5 rendered a great , ervicc, and if its defects are remedied 
in the new editions that are to come forth, its day of u efulnes~ 
will be prolonged for a long time to come. For one thing it is 
incxpensivE' ::i · compared with the complete works; the cost of 
equipping a library with a set of source books is a great deal less 
than the cost of a sufficient number of the complete works. 

The question before the thoughtful teacher is how to use this 
material. The available amount of this material increases every 
year. Only a limited portion can be appropriated. But how 
select and apply this material is the important question. With 
this question in mind the following suggestions are mn,dc and it 
is hoped that they may be of some practical value to the teachers 
who are seeking to make a more intelligent use of source material. 

The suggestions that arc made are based upon the actual 
experience which the writer has had in his classes. It is believed 
that greater good is derived from specific and concrete illustra­
tions drawn from actual experience than from generaliti e · which 
arc not based upon any experiences at all. And so at the risk 
of appearing too personal tho writer has chosen tu relate how he 
has handled source material in hi. classes in Medieval, "Modern 
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and English Hi. tory. 1t is thereforr to br understood that ev!'l'y 
illustration hrreaftC'r mrntionrd i,; liasrcl upon some actual 
<'x1wrienee which tlw writer has had in hi~ work a~ a teacher. 

The teacher finds that source material for class room use is 
lo be had iJ1 its most convenient fo rm in "·hat is commonly called 
sourrc books, such as Thatcher and J\IeKeal, Robinson, Cheyney, 
Colby, Ogg, and others. There are at kast two different ways to 
handle the material in books of this sort. First the teacher may 
assign a certain document or set of documents in one of these 
books to be read along with the assignments in the text or in 
some sprcial reference work. \Vhen this is done some pecific 
question or questions may be definitely put to the class which 
they will find answered in the document or documents which 
they arc required to read. l~or example, if a study is being made 
of the \Yar of Invrstiturr between Henry IY and Gregory VII, 
the lc•tters that passed between them as given in Thatcher 
and ::\Ir Neal may be assigned for study, and the specific question, 
whaL impression is gained from these documents as to the character 
of the . trugglc, may he asked of the students. Or, if the fifteenth 
century church councils are being considered the documents 
given in the series of the University of Pennsylvania Transla­
tions and Reprints, Vol. II, Xo. 6 may be assigned for st udy and 
the students required to make an outline of the schemes of reform 
that were b(,forc the Council~ as far as the documents given them 
will show. Or, if the Peasants Revolt an England in 1381 is the 
subj ect, the class may be asked to make an analysis of the pro­
visions of the Statute of Laborers as given in Lee's Sou rce Book 
of English History or Adams and Stephens English Constitutional 
Documents, and the reasons for each of these provisions; or they 
ma)· be asked to read Froissart' account of the revolt and be 
prepared to discuss the author's attitude to the matter and the 
revelations of his character that are made in his account. 

It is not always neeessary or desirable to give definite ques­
tions tu the students which they will find answered in the docu­
ments they are to read and study. Rather at times it is well to 
assign the documents with no hint as to what use is to be made of 
t llf'm. The . tudcnts arc to be left to make out for themselves 
what is significant in the documents and make their own applica­
t ion of the result· they obtain. 
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Occasionally the stu<lents may be required to put into wri tten 
form the resu lts of the> st udy of the> documents which they havf' 
l,een making beforr coming to t he cla.,s, but more gPnPrnl ly it 
is best to have them discuss the matter orally. 

But it is not a lways desirable to put the source material in 
t he hands of the students before they come to the class room. 
There are times when the teacher finds that it is better to defer 
putting this material in the hands of the students for the first 
t ime until t hey have come to the class room. There is a limi t 
to the amount of work which can be expected of the t udents in 
preparation for the class discussions, so that not all the available 
material on a given subject can be assigned for their considera­
tion before they appear in the cla , room. Moreover it is well to 
remember that the class exercisP can be made, and shou ld be made, 
occasionally at least, a study period when new subj ect matter 
will be introduced and worked out at once. The history teacher 
will not find it inappropriate to put new material in the hands 
of the students when t hey assemble for the cla, s discussion of 
material they have already been \\"Orking upon. Source material 
lends itself readily to such uses. For example, if the events lead­
ing up to the Franco-Pru~sian \Var arc the subjects for con idera­
tion, the story of how Bismark edited th<.' famous Ems telrgram 
for publication is made all the more interesting to tlw st udent~ 
if the teacher put in thei1· bands copieH of Anderson's D ocuments 
of France and turns to the page where the original te legram and the 
blue penciled edition are found side by ;sid e on the same page in 
parallel columns. Or , if the subject of legal penalties in England 
in the nineteenth century i the topic for study, some one in the 
class may be asked to read aloud from C'heyney's Readingti t he 
extracts from the Report of the Committee to Parliament in 1820 
on t hat subj ect. l\Iany instances of this sort co uld he given to 
show how a topic could be made more lively and profitable in 
the class di cussion by the mere introduction of new materia l 
while the subject wa. under consideration. 

Frequently the teacher will find it desirable to have certain 
loc uments before the studentH while in the class even t hough they 

have already made some study of them in advance. This is 
particular ly true of constitutional documents such as the :l\Iagna 
Charta, the Petition of Right, t he Bill of Rights, or t he Constitu-
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tion of 1791 in France. The Magna Chart for example, is so 
fu ll of technicalities that it is absolutely nPcessary to have it under 
th0 0y<'s of the students in d iscussing certain of its provi. ions. 
The teachPr finds it possible to offer explanations and make 
applications if the students have before them this document 
than he would otherwise find extremely difficult to do. The 
Petit ion of Right can be all the better understood if while under 
discussion it is in the hands of the tudent ·. The teacher can 
point out the formula that was follo,ved by those who drafted it­
how they set forth, first the existing laws in a given matter; 
. econd, the violation of these Jaws by the Icing; and third, the 
request that he would v iolate them no more. In malcing use 
of the document itself in the class in this way, the fact that the 
Petit ion of Right was no new law but merely a petition to the 
Icing to observe existing law, is so clearly brought out that it will 
never be forgotten. 

Fortunately for the cause of historical study and teaching 
it is no longer necessary to be satisfied in all cases with mere 
extracts from the sources. ·w 01·ks that are counted as original 
sources are now being published in cheap form and the list of 
such publications i growing. The use that can be made of uch 
works depends upon conditions but in nearly every instance the 
complete work will be found much more effective than the extracts 
in the ~ource book. For example, a copy of the Koran in the 
hands of the student wilJ enable him to see for himself its form and 
a great deal more of its contents than he could find in the extracts 
that are in the .·ource books. Imagine the conception that any 
of us would form of t he Bible if our only first hand knowledge 
of it was gained through extract.· printed in a book that contained 
also extracts from possibly fifty or more other works. Th!eclieval 
Chronicle mean a great deal more to the student if copies of the 
Anglo-Saxon Chronicle and Froissart a re in their hands. He is 
able to find out for himself what thing intere tecl the chroniclers 
and how they were recorded by them. He can also draw some 
conclusions of his own from his personal investigations of these 
workH as to their merits and their value as historical documents. 

The students may have copies of Einhard's Life of Charles 
the Great put in their hands and may be told to construct their 
own story of that character from this book and to compare the 
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results of their investigations with the accounts of various authors. 
This little work is available in very inexpensive form. 

In making use of such material as this, the teacher may pro­
ceed as in the case of source books. He may make definite :vsign­
ments in these works or he may set certain specific questions before 
the students which they are to solve from the examination of the 
sources. Or he may leave the students to browse around in t he ·e 
works as their fancy or interC'st may suggC'st, and see what rc~ults 
they gather up. 

An a ll important question now needs attention. How often 
should the students be sent to the' source books or complete 
original works? To that question let a concijtional an wer be 
given. If it is high school tuclent. , or freshmen or sophomores 
in collC'ge that the teacher is dealing with, it is not "'ise to bring 
in such work daily. The attempt to have student of this rank 
develop a subject from the original sources alone is sheer folly. 
Suppose the Crusades a rc under consideration and a fairly good 
lot of sources had already been collected and edited in such a way 
that the narrative of the entire subject could be worked out of 
them by the students. It is doubtful whether trus mC'thod would 
be advi able. For one thing the mass of the sources necessary 
to give a good idea merely of the events of the Crusades \\"Oulcl 
have to be much greater than the account written by a skilled 
author of today. Far better is it that the students should follow 
as a guide an account written by a specialist, and then 
make use of well chosen extracts or documents that bear upon 
some special topic or phase of the subject. A general rule' wh i<'h 
would likely bC' safe to follow is that sources should lie' u~C'd 
often enough to lend additional interest and to illuminak tlw 
whjcct in hand, and very seldom, if ever, use I exclusively in 
the development of any ubjcct. Sources if used unskillfully 
will kill interest as quickly as mere tC'xt book reciting without 
comment or illscussion. 

The sources that have been rC'fcrred to so far haYe beC'n ,;uch 
that, could bC' read and studied by the studC'nt.· in some manner. 
But there is another kind of sourcC'R that can be usC'cl in high school 
and ah,o college classc;.; for exhibitory purpose's merely. The 
Ii t of such ~ources iR a rather long one but the method of using 
them may be illustrated in one or two ways. 
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SurpoRe t he class is making some study of th<' l\Iagna C'harta 
and has brrn using t hr prin tc-d doeumr nt as found in the :ourcc 
books. Suppose whil r this stud)· is br ing made a facsimile re­
production of t h :\fagna C'harta is shown to the class. The whole 
subj Pet means a great deal mo rr th an it did bcfo rr . The doeumcnt 
as it apprarecl in t he print ed page of t he sourer book docH not 
nppra l to t he Rt udcnt at fi rn t glaner as sornthing tha t has come 
down from a long timr ,1go . But t hr facsimile copy , though thr 
trad wr and t he st udPnlH ma_v not bt' able to read one line of it , 
will make t hem at ]past f PC' i t hat t he Charte r belongs to some 
otlwr agP than l hr ir own . Likrwise facsimil r~ of Papal Bulls 
nnd Imperial Charters may be shown with great intr rest and 
profit. T he Doomsday Survry of William the Conquorer means 
,1 grrat deal more to the studr nts if they can scr t he fac:imile 
of t hat portion pertaini ng toany onr county in England at that 
t imr . 

:\[an~· a student who rracls about t he codification of the 
Roman Law under Justinian fails to rrali ze t hat the la,bor bestowrd 
upon t hat r ffort evr r res1iltrd in anything that took tangible 
fo rm. But if t he student has before him a set of the Corpus 
,Juris C' ivilis in modern form , hr will realizr t hat not only did the 
labo r of J ustinian and his collaborators produce somthing definite 
and tangible, hut that it has come down to the present da_y. 
T hough he ma~• not be able to rt'acl a word of t he Latin and Greek 
origina l, he gets an apprec-iat ion of the matter t hat he would not 
ot hr rnise have gotten if th is modern edit ion of t he Corpu. had not 
bc('ll plaeed b<'fore him. Likt'\vist' t he Corpus Juris Canonici 
and thr Pseudo-faidorean D ccretals a re made a ll t he more real 
and interesting if copic>s of tl1rs1' works arP wit hin reach of tlw 
Hludcnts. Even t hr mere handling of work · that are translated, 
suth as th e K oran or t he Anglo-Saxon Chronicle, will be of ·ome 
benefit t hough not a linr of t hem be read. The mere physical 
contact does something to develop a better historical apprecia­
tion whic·h juRt ifie · the purchase of certain ource materials for 
exhi bito ry purposes only. 

Another practical question a riseH. Ho,Y hall a library be 
!'ffrctively equipped wit h source materia l? That depends always 
upon the amount of monP~' that tan be used . But one sugge"tion 
wi ll apply to all libraries no matter how much money can be had, 
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and that is to buy aR many duplicate copies as possible of tho books 
that will be needed most for effective hi.-torical study. After 
that is clone then buy duplicate copies of tho next ancl thr next 
until the list of such books has been exhausted, and then begin 
to buy singl e copies of those books t hat arc not so much needed . 
To make tho case as con crete as possible if t he teacher has onlv 
$15 to spend on so urce books it would be better to put at lea;t 
$10 of it in buying duplicate copies of one title rather than buying 
a single copy of aH many books as t he whole amount would socu r('. 

The possibilities that lie open to t ho history teachers in the 
use of source material arc eirtensive but t hey have hardly been 
realized by them as yet. The source method has been overdone 
by some teachers. One prominent advocate of the source method 
carried to its extreme limit, has sought to put hi:;tory study upon 
the same basis as physics, for example. I t is no longer considered 
a good thing, so he says, for the students in physics to cover the 
whole range of t he subj ect in the ordinary course. Instead of 
doing t hat, they are required to restrict t heir study to a very few 
things in physics and to perform a great many experiments and 
establish for themselves through these experiments a few principles 
in this science. According to this it is better that the 'tuclents 
should know thoroughly how and why a few things arc done in 
physics than they should know a litt le about a great many things. 
So in history, tlus enthusiast over the so urce method wou ld have 
students confine themselves to the ta.-k of constructing history 
for themselves. The trouble with t his method is that it supposes 
that every every student of lustory is going to become a special ist 
in the ·ubj ect while as a matter of fact only a very few will e,·n 
becom e HO. Instead of getting every student of history lo 
construct from the original sources his own account of " 
few topics, it is better to put him under the guidance of some good 
authoritative work or set of works and have him use source ma­
terial largely for illustrative purposes. The golden mean between 
no use of source material and the use of it to the exclusion of all 
secondary material, ~eems to be worthy of consideration and 
adoption. 

The appcnclecl list of source books may be of ~omc vul ue to 
those who would like to make a more extcn~ive use of such in their 
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teaching of hi tory in secondary schools. Only tho e books 
that are easily available arc here listed. 

ANCIENT HISTORY. 

Botsford, Rtory of Rome as the Greeks and Romans Tell It. 
Macmillan. 1903. $ .90. 

As the editors say in the preface to this book their object 
has been to supply pupils in Roman Ristor:v with instruction 
:incl interesting reading from the sources. They have con­
nected and interwoven the material elected from the various 
sources in such a manner as to form a continuous story. The 
difficulties in the eirtracts are explained in tho notes and refer­
ences. , ome of the extracts describe institution· but most 
of them are narrative and biograhpical. 

Da\·is, Readings in Ancient History: Illustrative Extracts from 
the sources. Vol I, Greece and tho East. Allyn & Bii,con. 
1912. Sl .00. 

ThiR volume, according to the editor, has been prepared 
for immature students and is clovoicl of learned notes and 
citations. Its notes and introductions are to make the selec­
tions comprehensible to readers with little experience in 
Ancient Hi, tory. It is the only book that contains readings 
on Oriental History. A second volume on Roman history 
is evidently in preparation. 

Fling, Source Book of Greek History. Heath. 1907. $1.00. 
l\Iunro, Source Book of Roman History. Heath, 1904. $ .90. 

These two books are companion books and are arranged 
on the same plan. The extracts in them illustrate not 
only the narrative history of Greece and of Rome but 
also the institutions of Government and manners and cus­
toms. Each book has about twenty-five pictures drawn 
from the original sources that illustrate still further the topics 
treated. In the appendieeR are some editorial comments 
on the sources from which the extracts have been drawn and 
on the illustrations. 

l\1EDIEVAL AND JVIODERN HISTGRY. 

Anderson, Constitutions and other Select Documents Illustra­
tive of the History of France, 1789-1907. Wilson. Second 
Edition, revised and enlarged, 1908. $2.00. 

44 



tat, ' cl er C lie 1b a 

rlll inclispcnsable help to those trncing the constitu­
tional devPlopnwnt in Frnneo since the outbreak of th0 
Frenc-h HC'Yolution. ThC're has been very little abbrevia­
tion of the more important documents. 

Henderson, Select Documents of the l\Ii !die Ages. Bell, Bohn 
Series. 1892. $1.50. 

One of the very first source books on medieval history. 
Except for the fir. t group of selections which bear upon 
English history the materials that have been selected by 
the author illustrate the Empire and Church . Law, re­
ligion, politics and feudal civilization have guided him in his 
selections. There are no editorial note of explanation 
as in Thatcher and McNeal or Robinson. 

Ogg, Source Book of Medieval History. American Book Co. 
1908. Sl.50. 

A book of well selected and judicially edited source 
extracts. They are neither too fragmentary nor too lengthy 
as in many of the sourer books. As a rule each extract is 
of sufficient length to arouse interest. The explanatory 
notes of the editor are well worked out. 

Robinson, Readings in European History, 2 vols. Ginn. 1904 
$1.50 a volume. 

A collection of extracts from the sources chosen for tl1e 
pmpo. e of illustrating the progress in Western Europe since 
the invasions. The extracts illustrate the subjects emphas­
ized by the author in his teA-t, "The History of Western 
Europe." The author's interest in the life, manners, and 
customs of all the classes of the people is seen in the selection 
of materials. 

An abridged one :volume-eclition has been published and is 
very usable in high schools that may find it impossible 
to buy the larger two volume edition. This can be purchased 
for $1.50. 

Robinson and Beard, Readings in Modern European History, 
2 vols. Ginn. 1908. $1.40 and $1.50. 

A collection of extracts from the sources chosen to 
illustrate the development of Europe during the last 200 
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years. The first volume deals with t he age of Loui:· XIV, 
t he French Revolu tion, antl Napoleon . A:; fa r a. the French 
Revolution and :;\'apoleon a re concerned t hr extracts in this 
work are practically t lw same as those in the second volume 
of Readings of European HiHtory . The other periods are 
more amply illustrated, especia lly the nineteenth cent ury. 
The work is const ructed along the lines followed in the 
author's text " The Development of l\Iodern Europe," 2 vols. 

Thatcher and l\IcNeal , A Source Book for Medieval History. 
Scribners. 1905. $2,00. 

A carefu lly selected and well edited collection. The 
book is particularly valuable fo r the criti cal notes of the 
editors which prove to be helpful to both teacher and student . 
It contains nothing on English or French History . The 
editors felt there was no need of documents on English 
History because of the many excellent source books in that 
field that are available. They promised to make up for the 
omission of French History documents by publishing later 
a collect ion devoted exclusively to French History, but as 
yet it has not appeared. Fully one half of the book is given 
up to the empire and the ch urch. 

University of Pennsy lvania Translation and Reprints from the 
Original Sources of E uropean History. D epartment of 
History, University of Pennsylvania, 1894-99. 

Thi. is a series of pamphlet pub\i, heel by the Hi tory 
Department of the University of Pennsylvania. They contain 
documents bearing upon Anc ient, l\1edieval and Modern 
History. There a re six volumes in the 8eries, each of which 
contains from two to seven pamphlets. The documents 
in a given pamph let bear upon a single subj ect and develop 
it historically. Each pamphlet is edited by an aclrnowleclgecl 
authority in the subject that i treated. There i however, 
very li ttle of explanation made by t hese editors on the various 
documents in the pamphlets. The volumes may be bought 
separately, and so may likewise the pamphlets, from either 
the University of Pennsylvania or Longmans Green and Co., 
N. Y. The price of the pamphlets ranges from 15 to 80 
cents. 
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.Just as this hullrtin is going to pr('RR a circular from Harper 
Brotlwr,; announc('R that a n('w sour<:r book on .i\kdieval HiHtory 
by Duncalf and J(rey is now in prrss and will br forthcoming 
vrry shortly. From the announcPment it appears to br quite 
n('w in method, the subject being pre ented in the form of problt'ms. 

ENGLISH HISTORY. 

A.darns and Stephens, Documents Illustrative of English Consti­
tutional History. i\'Iarmillan. . 2.25. 

As the title suggests th(' document· in this book a rc 
constitutional in character. Xothing is given on the Anglo­
Saxon period as the editors hold that. very little, if anything, 
wa contributed to the pr('srnt English Government from 
that time. Ko comment is gi\'C'n on nny of the documents. 

Cheyney, Readings in English Histor)' drawn from the Original 
Source's. Ginn. l 908. SJ .80. 

Arranged to accompany thC' author's text book, A 
Short History of England. Thr number of topics illustrated 
is a large onr. The interrst of the author in the social and 
industrial affairs is seen in thr character of many of the 
extracts put in the book. 

Colby, 8dcetions from the Sources of English lfo;tory. Long­
mans, Green and Co. Sl .:'i0. 

A well arranged group of rxtracts. One of tlw first 
source books gotten out on English History. 

Kendall , Source book of English History. i\Iacmillan. 1900. 
80 cents. 

The least expensive source hook on English History on 
thr market. l\Iost of the cxtraetH illustrate social and in­
du~trial life. The constitutional phasr of English History 
is practically ignored. The rdiiorial comments are made 
on the margin of thr pages, and to many thry appear in objec­
tional form. 

Lee, Source Book of English Ifatory. l900. Holt. $2 .00. 
1\fost of the documents containrd in this hook are !C'gal 

or constitutional in character though thrre are many extracts 
from comtemporaneous writer,; on othrr matters. The book 
contains a well arranged bibliography of the Sources of 
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English History and in lhi~ particular is unlike any other 
Source Book. ThcrC' is vPr,Y littlP of Pditorin,I comment 
given with the documents. 

Old South Leaflets. 8 vob. DirC'ctorn of Old South Work, 
I3o.-ton. 

There arc 202 leaflets in this series. Th y dC'al largely 
with American History but there arc many that deal with 
English History . A liHt of lhc series may be had on applica­
tion of the publisher'. Each leaflet costs five cents. 

In addition to the:;c bookH thC're should be mentioned Stubbs, 
Select Charters Illustrative of Engli h Constitutional History, 
. 2.25; Prothero, Statute· and Constitution::t.l Documents, 2.00; 
Gardiner Constitutional Documents of the Puritan Revolution, 
$2.25. These arc published by the Clarendon Press, Oxford, 
England. Stubbs coverH the early l\Iedieval Period, Prothero 
the Reigns of Elizabeth and James I, and Gardiner the Period 
of the Puritan Revolution. They arc intended primarily fo r 
advanced students bul may be used to some advantage by high 
school students in parts at lea~t. 

AMERICAN HISTORY. 

C'alclwcll and Persinger, Source History of the United States 
from 1492 to 1877. Ainsworth. Chicago. 1909. 

The extract: in this book are arranged in sections so 
that in a given section a given topic will be developed. At 
the close of each section is a series of questions and references 
to certain text books. The purpose of the questions is to 
lead the student to do more than casually read the extracts. 
From the material offered in the extracts and from the 
references· the student ii; expected to frame his own state­
ment of the subject under consideration. 

Channing and Hart, American History Leafiets. Lovell and Co. 
1892-1896. 

At least thirty pamphlets have been published in this 
series. Many of the most important document· pertaining 
to our hi tory were brought out in accessible form for the 
first time through this series. The pamphlets are sold sep­
arately at ten cenls a piece. 
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Hart, American History Told hy Contemporaries, 4 vols. M ac­
millan. 1899-1901. ~2.00 a volume. The volunws arc 
sold Rcparately. 

These arc the most entcn. ive general source books on 
American History that have as yet lwcn published. Vol. 1 
covers the period from 1492 to 168!}; Yo!. II , 168!} to 178:3 ; 
Vol. III, 1783 to 184.5 ; Vol. I\', 1 4.5 to 1900. In this scri cH 
arc set forth man.v rare and important document· which arc 
to be found only in lhc larg<'r collections or very inaccesHibk 
books. 

Hart , Source Book of American History. J\Iacmillan. ]!)0!} ... 60. 

This book c·ontainH sel0ctions from a great variety of 
sourccR co\·rring the cntir0 field of American IluRtory down 
to 1 9 . The first 46 pagl's are given to discussion of sources 
and their use. Thr ed itor ha.' given explanatory nolcs on 
the margin,- of the pages. Fae-simile rpproductions of fom 
important documents arc included "to Ruggcst to you ng 
people the kind of manus('ript and other material with which 
historians arc familiar." 

H art, Source Hc,aclcrs in American R eaders. J\Iacmillan. J H02-:3. 

These sou rce readers were arrangccl for pupils in t hC' 
gradPs, but high school stuclt,nt: will find them of us<' and 
inl rest. The main olJ,icC'l has bc'rn to ·ct forth tlw lil'P of 
the ])('Opie' of the past as it has iJC'C'll rc'cordccl in the writings 
of contrmporaries. \ 'o lumc' I is entitled Colonial Children; 
II, C'amps and FiresidPs of the Revolution; III, H ow our 
GrandfallH'rs LiYccl; I\', Homance of C'i\'il \Var . 

Mat"clonald, 1-iC'lC'ct ChnrtC'rs lllustrati ve of Anll'rican History, 
IU0J- 1775. :i\Iacmillan. 18\l!}. 

1\Incdonald , Document s Illus(r:ilivc of llistory of Un.itcd Slates, 
1775-1861. MnC"mill:rn. 18!18. 

:\l acdonalcl, Scleet f'itatu(Ps and Other Document 1llustrat iYc 
of the History of 1:-ni(Pd RlatPs, 1861-1808. 

ThPsC' books C'onstituk a C'onnccted s!'l'ies. The docu­
menb selected hy the editor arc largely constitutional. 
T hey C'Onstitutc an indispl'nsable tool to tho students in 
working on constitulional and legislative problems in our 
history. 
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Old South Lraftets. (Rrr Rtatrmrnt concerning them under 
English History .) 

Pr,Hton, D ocuments Illustrntivr of American Ilislory. 1601-
1863. Putman'H. 1886. 

This volume unclrrtnkr~ to do in a brief way what ~Iac­
donalcl does more rxtc-nsivrly in three. It was long in usr 
before i\lacdonn lcl eamr out. M acdona ld is better because 
of its scopr but PrrHlo n will srrve t hr purpose if the other 
work, which is tlw more C'XJJC'nsive, cannot ilP had. 

E.i\J.\'. 



SETTING THE PROBLEM. 

(Rcprintrd from the History Teachers ::\Iagazinr for Oetober , 
1912) . 

Successful teaching involves on the part of the teacher the 
ability to make clear to hi,; students what they are expected to 
do in the cours<\ they are pursuing, and to indicate at least some 
of the goals towards which th<'ir study is lrading them. In other 
words it invo lvrs the proper" setting of the problem." Inasmueh 
as I con.-iclcr thi:,; a very \·ital matter, I wish to ct forth a few things 
concerning it, which are based upon my experience a a teacher 
for ten years or more . And in order that it may be clearer to 
those who may read this article as to character of students I have 
been dealing with, I would say that during this time I have had 
regularly each year one class in history of high school rank and 
two or three classes of college rank. 

I have found that the problems that I have been able to put 
before my students divide themselves into two great groups: 
first those \,·hich arc to be solved in regular class work; second, 
those which arr to be solved outside of regular class work. The 
first group is made up of all those questions and topics to which 
the attention of the entire class is directed and upon which the 
teacher and ;students put a co1runon effort; the second group is 
made up of those questions and topics which are assigned to 
different students in the c-lass for special investigation, the results 
of which may or may not be brought brforc tlw whole class. In 
order that this paper may not hr too long I shall confinr mysrlf 
to the first group. 

In the first group of problems I am able to distinguish thrrr 
d ifferent kinds. Thrre arc first the daily problems, that is thosr 
problems that arc given today for tomorrow';; Htudy and ;;olution. 
::luch problem;; rshoulcl be ;;ct before thr students in the cleare8t 
possible way . The teaeher o,,·es it to himself and to his class to 
;;tate the nrxt clay's ,,·ork in sueh a mannrr that he can not be 
misunclcrntood by the !'Studrnt of avrragr intrlligPnrr at least. That 
mrans as a usual thing a drfinitc as,-;ignment in the text book or 
books of reference, or both. It may be sometimes advisable 
for the teaclwr to leave it to his student:,; to find the book or books 
\\·hich contain the material wanted, and tlwn to search around 
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around therein until thi material is found. But in high school 
11·ork and often in the fir t two yearn of college work, it is more 
generally advisable for the teacher to cite his students directly 
to those books that may be used in the preparation of the task 
assigned, and to the very pages in those books. It is not only 
Have· the time of the students, but it prevents them from that 
tecling of de ·peration that oftentimes comes over them when 
t hey discover that the material that they have found for themselves 
is either not enough or more than they can possibly make u e of 
in the time at their disposal. 

The teacher who is supposed to have gone over the fi eld 
fairly thoroughly in advance of bis tudents , hould aid them in 
getting directly at the matter in hand and not leave them to 
flounder around without adequate direction. Perhaps this plan 
of giving specific references should not be followed all the time. 
Doubt less there is much to be gained in occasionally leaving 
the students to t heir own devices in finding their material, but 
the likelihood is that if this becomes the regular rule the laborious-
1wRs of the task upon the part of the student would be incrcasrcl 
without suffi cirnt compensation to justify it. 

Generally the daily problem should be set before the studeutH 
with some rxplanation as to its naturr. This may take the form 
of au outline in which the main topics arc set forth, or it may bl' 
by way of a few suggrstions as to what is significant in the work, 
or what to look for in the study that is to be made. ,vhatever 
explanation is given in advance of thr lesson should not be so 
fu ll as to anti('ipatc a ll or most of the ideas that the students 
would C'Volve out of thC'i r own study and thinking over the lrsson. 
A Hurc way to deaden the interest of the students in their work 
iK for tlw tc-ar-hrr to nmke th0 outline so full as to predigest all 
that i. given thrm. 

Time rnough shoul d be taken at paeh session of the cla:;" to 
mnkP tlw dail:v assignment of work . Somr teachrrs allow them­
i-;rh·C'H the first or the last five minute's fo r this mattrr . Perhaps 
tlw hl'Ht tinw to make the daily assignment,; arr n.t thr elo e of 
the hour. But many a teacher has found that the safrst plan 
is to make them at the opening of thr hour so that ampl0 time is 
assu red. If the assignmrnt is put off unti l the 1T r.1· last , the 
c-hanc<'s arc that the mattrr will he clone hurrirdly and thus 
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unsatisfactorily. I have found that the character of the subject 
in hand on a giYen day cletrrmines whether it would be lwst to 
sl't the problem,; for the next day's 11·ork at the beginning or a! 
the close of the hom. 

The second class of problems that arise in the study of history 
consists of those whose solution cannot be rrached in one day's 
work, but only after several clays. t.uc:h problems generally arise 
when the clas begins the study of certain well defined movements 
or periods . They can usually be set before the students by undcr­
tak.ing a general survey of the moYement or period beforC' the 
detailed study is taken up. For example suppose that the unifica­
tion of Italy is the movement that is to be studied, and the teacher 
has reason to believe that the students do not have very much 
information, if any, on the subject in advance of the tudy they 
ru·e about to make. It might well be the best thing to start this 
work by spending the fir t clay in taking a survey of the "·hole 
movement, some brief account of the same being used ati a basis 
for this study. At the time this survey is being made, the teacher 
could very carefully indicate what arc the significant factors in 
this movement, and thus open up the way to the more intensivc 
study that will be made in the following assignment . For 
example thi survey will reveal that at least l\Iazzini, Cavour, 
Garibaldi, and Victor Emmanuel were among the men whose 
work made united Italy possible, and the details of their contri­
butions to that end could be made the object of investigation on 
the following clay . Or the problem could be put in the form of 
a question or two and the discussion defined until the proper 
point had been reached in the study of this movement. 

An example in church history will show how problems may 
be set in that field. On taking up the Reformation, the teacher 
might ask the students to be prepared at the end of their study 
of that movement to di cuss the attitude of the different rulers 
towards the Reformation in their own countries and in other 
countries, and the effects of their attitude on the course of the 
Reformation. Or the teacher may put emphasis on the doctrines 
of the different Protestant leaders and set a the problem the 
comparison of these different doctrines, with the under.'tancling 
that the discussion of this matter will be had perhaps at the close 
of the study of the movement. The advantage of this kind of 
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problem is that the students know sometime in advance what 
they arc to work upon when the study of a given movement or period 
i~ to be closC'cl up, and they will naturally become alert to dis­
cover material on t heir problems as t hey are doing their regular 
daily work. 

The third kind of problem is that which is placed before the 
class very early in the course, if not at the very beginning, and 
which can not be completely solved until along towards the close 
of the course . The purpose of such a problem is to direct the 
attention of the students all through a given cour e to certain 
ronclusions that are to be reached at the encl, and then assist 
them in taking definite steps towards t hose conclusions as the 
course proceeds. An example or two will illustrate. 

In the course in l\foclieval and Modern History the teacher 
necessarily gives a great deal of attention to church history. If 
he wishes to increase the interest of his students in this phase of 
his subject, he will begin work upon it by making a study of the 
ehurch as it is today, cspecin,lly t he Roman Catholic Church. 
In doing thi he will serve two ends. In the first place if he lives 
in a Protestant community he will likely find that the information 
which his students have on the Catholic Church is very meager 
nnd distorted, and he can by some study of that church as it is 
today give to them some very important and much needed in­
formation, ancl perhaps set them right as regards many things 
about which they had been in error. He thus puts them in a posi­
tion where they can study intelligently, if not sympathetically, 
the hi8tory of that church. In the second place he can then put 
before them this problem: How cl.id the Catholic Church become 
to be what is it today? After this brief survey of conditions at 
the present he can take up the study of the hlstory of the church 
from its very beginnings, and as he brings the cla. s along through 
the various stages of its development he can point out how it 
gradually comes to be what it is today. At certain stages he can 
point out the origin and development of certain practice , customs, 
and in8titutions. Take for example t he College of Cardinals. 
This involve. first the study of t ho method of electing the Pope 
prior to the creation of the College of Cardinals by the decree of 
Nicholas II in 105!), and then of the evolution of the Conclave sys­
tem. The teacher who wishes to make clear the historical reasons for 

54 



the present method of electing the Pope will therefore be careful 
lo sec that his students know at the out set how the Pope is elec:t('cl 
at tlw present and will then have them study al different points 
in the eourse lh(' various nwthods of his election from earliest 
time. to the present. Other subjects may be treated similarly 
with equal succe ·s . 

In English History the teacher may find it desirable to develop 
the historical explanation for the present Cabinet System. If so 
he will greatly assi ·t himself in this work by having his . tudcnts 
study the present organization of the English government either 
at the beginning of the course or just after the Norman Conquest, 
and then develop the subject step by step as the medieval organ­
ization unfolds ::me! becomes what it is today. 

Personally I am fully convinced that one of the chief purposes 
of history study in the schools and college should be to enable 
the student to understand the time in which they arc living; 
to enable them "to read their newspapers intelligently," as some 
one has put it. And if this is a legitimate object in history teach­
ing, the teacher will find it much easier to attain it by outl ining; 
early in his COUI"CS, especially those in l\Iedieval and l\Iodern, 
English, and .American History, the condition a they arc at the 
present in their respective fields, and then by setting the problrm 
as to how thingH came to be what they arc today. 

If this is the conscious object of the teacher, he will srr to iL 
that many of his daily assignments of work will contribuLe Lo 
the solution of the problems set at the beginning of the course. 
While in a mea. ure evrry thing in the past has its part in explain­
ing the pre ·ent, some things arc more important than others in 
that respect, and no teacher would try to shown how every evl'nt 
in the past playrcl its part in the rvolution of the present. Hence 
many of the daily problemR in history study are concerned with 
matters that may be apparently of the momPnt. And yrt the 
daily problem at many points in the course may be cast in such 
a way that it solution may bring the student~ one step nearer 
to the olution of th larger problem of rxplain.ing the present. 

As a matter of fact howrver the teacher will find it difficult 
to live up to hi· original intention of bringing before his students 
the various stages in the evolution of the present out of the past, 
especially if he is dealing with the history of in titutions. He 
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may frequently find that the material needed for developing the 
diffrrent phases of this evolutionary proces. will be inadequat<' 
or poorly organized for his purpose·. But the teacher should 
alway~ keep the question before him as to whether the work of 
today will assist his student to see the growth of the present out 
of the past, and if he thinks it will , he should bend every energy 
towards directing that day's work so that it will make its contri­
bution to that encl. If this i clone he will find an additional 
in1.ere;-;t in the daily work that "ill compensate him fully for the 
rxtrn. l'ffort that it may have cost. 

Exprricnce has hown me that the sPconcl and third kinds 
of problems that I have been disc ussing here may be set before 
;-;tudents of high school rank as well as of college rank. Of course, 
the problems set before the high school students should not be as 
compl icated as those before college students. I have not een 
such work tried in the elementary school, and am therefore not 
prepared to say whether it would work or not; but I am inclined 
to believe it could be adopted and made usable there in many 
instances. E. M . V. 
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McCLELLAN'S PENINSULAR CAMPAIGN AS 
REVEALED BY THE SOURCES. 

In the year 1088 there died the good Benedictine monk Lam­
bert H ertzfeld who had set about to write a history of the world 
from the Creation, but who unfortunately <liC'd just before rC'ach­
ing the t imes in which he lived- and the only times of which hC' 
knew. A similar unkind fate overtook RC'gino of Prim, whose 
history of thC' Christain c-hurch began \\0iLh the incarnation, but 
stopped aL the opening of the Carolingian period. Their works 
might more properly be called rurious accumulations of misin­
formation than history. It has become axiomatic that one must 
know of a period before hC' can write its history, or cliscu s it 
intelligently. 

There is, howewr, grC'at reluctance by people who partici­
pated in events acknowledging any ignorance about them de-spite 
the fact that governmental archives frpquC'ntly reYcal situations 
of which participants were either partially or wholly ignorant. 
The object of this paper is to cite one rC'marlrnhle example of this 
which has chanced to come under my pC'rsonal observation. 

Shortly after the defeat at Bull Run the command o[ lhe 
army of the Potomac was given to Gen. CC'o. B. ::\IcC'lcllan who 
had just made a brilliant record in -western Virginia. .\idrd by 
the volunteers 1Yho poured into \\' ashingon in response lo PrcsidcnL 
Lincoln's call for 500,000 voluntrerR, he soon fortified the ( 'apilol , 
and built an army of approximatrly two hunclrrcl thousand, 11·bosr 
idol hr became, and has to a remarkable Pxtent ever sincr i><'<'n. 
This may have turned hi,; head, but at any ratr, when mgrd, in 
C'arl)' spring of 1862 to assume the offrn,-;i\' , and l'aplure Hil"h­
moml, for which purpose the army had largl'i)• h<•c•n crl'akd , IH' 
had resort to su h diltttory tactics that tlH' nation quitr lost 
patience, and the President was finally comJJ('\led1 lo is,;ue a 
General Order commanding an nclvancr on Fr!Jruary 22d .

2 

There were sever::tl plans. the 1-wo mosl important '3 b!'ing 
Lincoln's, to attack the ConfcdE'rntc troop,-; squarely in front­
by whieh plan the arm_,. would Ren'e the doul>ir purposP of pro­
tecting the cit)· and attacking the enemy; and .:\IcClellan's own, 
of moving to Fortrrss l\Ionro,• and to the end o[ the Pl'ninsula 
between the York and James Rivers, and attacking Richmond 
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from there. McClellan finally succeeded in gaining the adoption of 
his plan, whereupon there followed a long delay until a naval force 
could be as embled large enough to transport his troops. Pro­
Yision, it had been stipulated,4 must be made for the defense of 
the city of "\Vash.ington, but as thi seemed inadequate to the 
PresidC'nt5 and Secretary of vVar, at lhe last moment ·McDowell 
was detal'hed from t he m ain army and ordered to remain at 
"\Vas hington.° Despite this red uction of 40,000 there were landed 
at FortrC'ss i\Ionroe 112,000 troops,7 to face whom the confederate 
commander had a force of 12,0008 immediately avai lable under 
i\fogruder, and hardly over 60,000 in all Virginia. 

H ardly had the campaign begun, however, when Gen. :.\Ic­
('lc llan became obse, eel with the idea that the troops facing him 
greatly outnumbered his own,9 and the ridiculous spectacle was 
then witnessed of his army laying cautious siege to Yorktown­
defrndecl by 11 ,000 men, one rifle and several smooth bore cannon, 
ancl a large number of "Quakers," wooden logs mounted and so 
paintC'd as to resemble artillery. 10 vVhen, after a month, this 
fortress wa · finally abandoncd 11 by the Confederate troops a day 
before :.\1cClellan's batteries would have been ready to open 
fire , sufficient time had elapsed to a llow the assemblage of a con­
sidC'rahle army to defend Richmond . 

.i\IcClellan then slowly advanced and after some less impor­
tant engagements finally put his army in sight of the city, in 
shape of a gigantic letter V, separated widely at the tips, and 
into two halves by a small river, the Chickahominy, across which 
there was but one bridge available for the Union soldiers. Herc 
the ( 'onfccleratcs attempted un. uccessfully to crumple the 
L' nion left wing (in the battle of Fair Oaks) altho the whole attack 
had to be met by only four divisions of the Federal army.12 Then 
(ien. Lee conceived t he idea of uniting J ackson to his own army, 
and attacking the Union right.13 Again but a part of the Federal 
troops were used, but during the seven day's battle which ended 
July 1st, the "Union center was made the J ames River, the base 
w:lH moved and at the last clay of the fighting, at U alvern Hill, 
,;outheast of Tiichmond, the Confederates were heavily repulsed. 
~o badly dPmoralized were they, so heavily had they lost, and so in­
significant on that clay had been the Union losses14 that one might 
naturally expect an immediate attack on Richmond, which at 
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this moment could hardly have been ucces~fully clPfenclccl. 15 

Instead of doing so, however, the Union troopps were withdrmvn 
to Harri on Landing on the James, the position was heavily 
fortified, and the campaign ceased. 

As has already been stated, thP Union army was 112, 000 
strong at the beginning of the campaign, and de,;pite a heavy 
sick list and the losse,; by battle, ended wilh with 86,500 men in 
active servicP.rn Tlw strength of the Confederate. was gradually 
increa eel until it reached a possible maximum of 82,00017 men at 
the opening of the seven clays battle. At the lose of that period 
Lee reported 59,000.18 There were further 35,000 men absent 
from the Federal army by authority. This is the closest the 
confederate army ever came to equalling the nion, and yet 
early in the campaign Lhc commander began the complaint19 that 
he was seriously handicapped by lack of support from \Vashington, 
and by constant interferrnce on the part of the administration 
in his plans. That there wa · such interference, the correspondence 
and orders hardly show while his dcc:laration of lack of support 
is absolutely false. He never seemed to use even the material 
that lay at band. The cry was however taken up by his soldiers, 
who for some reason idolized him and is widely cntrrtained by 
veterans of his army at the present time. 

Thus ended this remarkable campaign, in which the Gnion 
forces out-numbered the confederate from first to last; in which 
the entire Union army had never once been engaged all togctlwr; 
in which there were at least fivc2° excellent opportunities to c-aplure 
Richmond ; and in which, after every important engagement had 
been won, the campaign itself had been lo t, not, howenr, thru 
the interference of the Government at \Vashington, bul Lhru 
the incapacity of the officers in command. 

J. L. K. 

1. Sec Personal Memoirs of Grant, Yol. II, pnµ;es 122-3. 
2. The President's Order i$ µ;ivcn in Official Records of the L:nion nnd 

Confederate _\rmies, Series 1, \"ol. \', pages H-2. 
:3. Official Records s,,rics, 1, \"ol. \', pages -ll-5. Hl'c also Gorham­

Life of Stanton . \'ol. 1, paµ;es 345 ff. 
-l. Official Rc<·ords, Series I, \'ol. \", paµ;es -15, 50, fi7R-R,i, 71:J. 
5. Oflic·inl Hl'torcls, Hl'rics 1, \ 'ol. Xl, p:u·t JII, pagc•s -ii-02. O/lic-ial 

Records, 8crics I , \' ol. XII, p:ut I, page.s 230-1. 
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6. Official Records, Series I , Vol. XI, part III. pages 66-7. 
7. Official R ecords, Series I , Vol. V, pages 19-22. Official Records, Series 

J, Yol. X I, part III, pages 53-97. Gorham-Life of Stanton, Yo!. I , 383 differs. 
8. Official Records, Series I, Vol. X I , part I , page 405. Official Records, 

Series I , Yo!. X I , part III, pages 64-84. 
9. This was his attitude from the beginning of t he Yorktown siege, 

and grew steadily tlu·oughout the campaign. See Official Records, Series 
I , Yo!. XI, part Ill, pages 71,79, 143, 151, 181, pa.rt I, page 26, and his corres­
pondence with Lincoln and Stanton for the period . 

Hee fcu-thcr Gorham-Life of Stanton, Vol. I, pages :366 ff. 
10. There is no reference to " Quakers" in the Official Reports of cithe1· 

side, but many memoirs of Confederates refer to thefr existence, aud Gen. 
i\l cClellan warmly denies that any such existed. 

11. flee Gorham-Life of Stanton, Vol. I , page 390. Also Official 
Records, Hcrie. I , Vol. XI, par t 3, pages 489-90. 

12. Official Records, Series I, Vol. XI, part I, pages 757 ff. 
13. Official Records, Series I , Yo!. XI, part II, page 490. See further 

Henderson-Stonewall Jackson, Vol. ll, pages 10, ff . 
14. Official Records, Series I , Vol. X I , part II, page 37 gives the l"nion 

losses; 502, 973 the Confederate. 
1.5. The army of the Potamac (Union) was alleged by McClellan to 

contain but 50,-000 men (See Official R ecords, Series 1, Vol. XI, part III, page 
292) but was repo1-tecl officially at 98,631 (icl. page 312) while Lee's army 
at the beginn ing of the seven clays' battle had numbered 86,500, and bad lost 
approximately 20,000 men. 

16. Sec note 15. 
17. Henderson-Stonewall Jackson, gives (II page 9) 86,500 for the Con­

federate army, after being joined by J ackson with 18,500 men. The records 
contain (series I , Yo!. XI, pages 483-9) simply an enumeration of the divisions, 
no figures . 

18. Sec Henderson- Jackson, Yo!. II, pages 9 and 72. Confederate 
casualties are reported in the Official Records, Series I , Vol. XI, pm·t II, pages 
973-84. 

rn. Official Records, Series I, Vol. XII, part I, pages 230-1. Official 
Hecords, Series l , Yo!. X I, pm·t III, pagl'S 294-299, 311,319. Gorham- Life 
of cltanton, Yol. I , Chapter ,52, quoles a large number of these complaining 
letters. 8ee also correspondence of Gen. Wool with Secretary Stanton on 
Official Records, Series I , Yo!. XI, part,s I , and III passim. 

20. \\·hen he first arrived on the Peninsul a; alter the capture of York­
town; afkr Fai,· Oaks; at the beginning of the Seven D ays' Battle, when 
i\fagrudrr held Richmond with but 30,000 men and when only a part of the 
Union army ,Yas fighting Lee and Jackson ; and after M alvem Hill. For the 
la t, SN' Uenclc•rson-Life of J ackson, pages 6 -70 of Yo!. II . 
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State fea ht. C II c lll>r 

THE EQUIPMENT OF THE DIVISION OF HISTORY 
AND GOVERNMENT. 

Tlw makri:11 equipnwnt of tlw DiYision of Histor~· :1nd 
Govrmmrnt consist;; of a wrll srlrdl'd lol of hooks on history 
and govrrnmrnt, and consiclrrablr apparnt us in the wv~· of maps. 
charts, stProptieons, lantrrn slidPs :1nd moclrls. 

EspPeial carr has hPl'n rxrreis<'d in sC'lrding; the hooks . Thr, 
main eonsiclrrntion has })('C'll to ,spJer·t thos(' books that would })(' 
most sprviecahlP in soh·ing the prohh·ms :sl't IJPforp tlH' 
st udrnts in tlwir rrgular elms, work . In some of our eour~<'s tlw 
stuclc•nb arr n'quirecl to providr (hpms<•h-es with texts hooks. 
hut 11w t<>xt furnishps only a basis for tlw work. Tlir suhjPC't 
pmsuecl in n gin'n com,sr is deYC'l<,])<•d lnr!!;rly through the LM' 

of library rpfrrrncr books. In man~· eoursrs no lPxt hook~ ar<' 
required at all so that the suhjeds in thos<' eourses arc' work<·d 
out through library books altogether. 

\\'e have found from exprrienec that as a rule mo;;t suc·eessful 
rrsults arP obtained in a givrn class whPn all in that class <':'lll 
study tlw same daily assignmrnts in refrrenrr works. Bernus<• 
of this wr have followl•cl the poli('y of sreuring enough duplieatr 
copiC's of thosC' books to which nssignmenls are gin'n ~o tlrnt all 
the membC'rs of tllC' clas~ C'an do lhC' snmr n•tuling. .\ s a rulP 
thrre i,- one copy of a gi,·pn book for <'YC'ry two or thrrr students 
in a elass. Our library is therpfore wpll ,-;(o<·ked "ith a largP 
numbrr of srts of cluplirate copies. i-,ometimrs thr assignnwnts 
for a giveu day';:; " ·ork in a gi,·en cla"s may hr mad<' to diffrn'nt 
books, and thr stuclC'nts \\ill, on comin!!; to thr elass. c·ompar<> 
and ~upplrmcnt what they have gathNrd. But generally tl,P <'lass 
works as one pc-rson upon the smnl' nssignmrnt. 

In addition to these sC'ts of duplieate copic•" which an' UHC'd 
in tlwir rC'gular elas~ \\·ork , we lun-C' been gradually acquiring a 
good many books in single copies for spreial work. ThC'H!? books 
havr beC'n sC'lected with a8 much earr as tho~e purclrn~Pd in dupli­
cate copies . 

Xot counting "C. S. govC'rnmC'nt doeumrnts \Ye haYr in our 
library about 10.000 voh.1mC's on history and govl'rnmrnt. 

In addition to the library faciliti<•s th<' diYision is WC'll <>quippNl 
with apparatus of a vari<>cl rhnrnd,'r whieh is put in, ,l dail~· u~e 
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in tlw various classes. This apparatus includes maps, chart8, 
stC'reopti com; with hundreds of lantern slide;;, and models. 

The following lists of maps and charts will indicate some­
thing as to their character and value. 

NAME OF :IIAP 

\Yorlcl , Physical 
World 
Anci<'nt \Vorld 
PalC'stine 
Holy Lancl (double) 
PPr,;ian and l\1aceclonian Empires 
GreecC', Ancient 
Athens, Ancient 
Italy, Ancient 
Roman Empire 
Roman Forum 
Europe, Physical 
Aw,trit1-I-Iungary, l\'Ioclern 
Germany, l\Ioclern 
Franc<', l\Iodern 
Italy, :\Ioclern 
British fales, l\Ioclern 
Rm;sia, :\Ioclern 
Paris, :\Iodern 
London, ::\Iodern 

A "CT IIOR OR SERIES SIZE 

Rand , :\Ic-Nally 39x53 
Columbian 39x53 
Kiepert 40x72 
Kiepert 75x50 
Johnston 42x42 
Kiepert 38x76 
Kiepert 60x75 
Scha\\·be 74x62 
Kiepert 50x40 
Kiepert 55x72 
Huelsen 3lx57 
Rand McN ally 42x60 
Kiepert 44x78 
Columbian 43x51 
Kiepert 52x42 
Kiepert 72x42 
Columbian 
Kiepert 52xJ8 
Barrer 2h30 
Sanford 50x60 

All the above named maps are in individual wooden cases 
and c-an be moved about from place to place. There is in ad­
dition a seriC's of maps in a large case which are permanently fixed 
to thC' walls of one of the rooms. The maps in this case are of 
various modern countries of the world. 

HC'liC'f '.\faps: There arc six of these, each 34x48 inches in 
sizP. Thc>y arc of Europe Asia Africa, North America, South 
AmPriea, ·rnitecl :-,tates. ' The; were made by the Central 
School Supply House of Chicago. 

Historic-al Charts: There arc four sPts of historical Charts 
a-; follows: 

:\Iac-C'oun, Ancient Hi ·tory. 
l\Iar-C'oun, l\1C'dicval and l\1odern History. 
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~farC'onn , United States History. 
Foster, Unitecl Htates History. 

In addition to all these, the Division has several large isize 
"C"nites State;:; Government lvlaps, a rnap of Adair County by 
Yice, a black hoard map of Europe, ancl a great lot of wall outline 
maps. The wall outline maps were made on the maps published 
by the i\IcE:inlcy Publishing C'o., Philaclclphia and contain data. 
that have been inse rted by the students or the instructors. 

The Division has t wo stereopticons, one in each or the two 
room where most of the history classrs meet, and hundreds of 
lantern ::;liclcs which arc frequently used to illustrate different 
phasrs of work in hand. Somet imes an entire hour is taken up 
with such work , at whic-h time a larg(' numhrr of slides are pre­
sented . At other times the .·tereoptic-on will br u,-;;ed for only a 
few minutes for the purpose of illustrating one or two points that 
have come up in the lesson, after which the regular work will 
go on. The slides arc arranged in sets to illustrate different 
subjects in Ancient, l\Iedieval, and American History especially. 

One of thr stereoptieons has a rrflectoscope attachment by 
means of which opaque objec-ts Ruch as pictures and maps and 
the like, not over five inches squarc, may be imngcd on the screen 
directly from hooks or cards with almost tlw ,same elcarne;,s ns 
slides. 

These stereopticorn, arc uscd in thc history courses in the 
Practice School and in the Ronna! School. Often the same set 
of .· lidos will be shown to pupils or thc grnclcs and to . tudcnts in 
the high . chool and college courses with of course an adaptation 
of explrmation n ecessary to the case. 

The division has a large number of thc famous Rausch his­
toric-al models which illustrate many phnscs of Ancient and l\Ied­
icval History . 
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C O URSES IN HIST ORY A N D GO V E RNME NT. 

Th<' Divi:-;ion of Hi:<!Ol')' 1crnd CoY<·rnmc'nt offC'r:< four coursC';; 
of high :sdwol rank and ,sC'YC'n c·ours<'" of collqr<' rank. It a],-;o 
offpr,; a collt':<C' in the T<'aching <'f Hi,-,(or_,·. 

ThP High ~chool c·ours(',-; arC' a:s fol Im,·,-;: 
1. .\nwric-an Ili,-,tory , :3 <[lt:H(,,r,-;. :\Ir. Fair, :\Ir. King,-;-

hury. :\Ir. OttC'rson. 
2. Civil Go,·crnm<'nt. :2 quart<'r:s. 
:3. .\<h·aneC'd ( 'iYil ( :m·C'rnmC'nt. 1 
4. EuropPnn Ili,-,tory. 3 quar(C'r,-;. 

E:ing:-;hm')' . 
Tlw ( 'ollC'gc ( 'our:-;c•s arP a:-; follows: 

:\ [r. OttPrson. 
quart<'r. :\Ir. Ottcn.;on. 
:\Ir. \'iol!'tlc and :\Ir. 

1. .\nciPnt I-Ii:<imy. :3 f[um-ter:s. :\Ir. King;;lmr)'. 
2. :\[pdievnl Ili,-,tor)· , :3 quartrrs. :\Ir. Yioktte. 
:3. :\fodC'rn Histor.,·. ;3 quart<'rs. :\Ir. \'iolC'tte . 
4. Engli:-;h I-fo.;tory, ;3 quartc-rs. • fr. \'iolcttc'. 
5. Anwriean Constiitutional Ili:-;tor_,·, 3 quar!<'l':-;. :\ Ir. Fair 
o. Politiral lrn;titutions, 3 quartprs. :\Ir. Fair. 
7. Ameri<·an C:o\'C'l"llment and Polities, 3 quarten; . :\Ir. Fai r. 

Tlw Teaching of Hi:-;tory, one quarter. :\Ir. \' iolette and 
l\Ir. Fair. 

Ext<-nsion course;; have been giYC'n for the Ja:-;t two year;:.; by 
l\Ir. Fair at Lancaster, QuC'cn City, and l\Iaeon. H e is giving 
one thi:-; year at Green City. The c:b:-ses have averaged about 
ten in number eaeh year. 

Inquiries conet'rning any of thesr courses may be directed 
to tlw C'hnirm.an of the DiYision or thr teacher o f t he course or 
cour:-;c•:-; about which inquiry is being m ad e. 
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ART HISTORY AND ART APPRECIATION. 

The cour;;e in Art I-Iistor>- and Art appreeiation aim::; to 
''enrich the lives of the ;;tuclents hy a study of the greatest Art 
of the past, thereby refining ancl Rtimulating creative effort for 
the exprl"'ssion of the life of the present." Close correlation with 
the "ork of the Hi;;tory Dl"'11artmc'nt makes more vital the know­
ledge that tlw mf'aRure of growth in th0 appr0eiation of the 
hC':.lUtiful is also a measure of thP true ancl good iu man's drnrnci.C'r. 

.\. prl"'requisitC' to this collcgc c·otm;c in Fine Arts is at !cast 
a cour,;e of Europc::m History of High :-,chool rank. Each period 
in the dcYclopmcnt of Art i,,; stuclied by tlw aid of the best refcr­
encc,-, lantern :-;liclc , rich illustrative material an l animated 
ela;;s discussions. This has beeu founcl a more ,satisfactory mcthocl 
than that of lectures in which tlw pupils take no part saNC' the 
preparation of certain text book aR:-;ignments. 

N"ote books illustrated with sketches and prints are made 
by each student and arc an invaluable record of an inten:-;ely 
interesting study. 

This course in its entirety is as a general thing pursued only 
by students whose major subject is Fine Art;;. In order to give 
to the whole tudcnt body some conversance with the grcat Art 
of the past and at least some power to interpret and appreciate 
the beautiful, a series of talks on .Art appreciation, illustra,tcd 
by the fincst slide obtainahlc, will be given during the year at 
the hour of general assembly. 

Scattered throughout the building arc a number of repro­
ductions of great scuplture and painting to which addition:-; will 
be made from time to tirn.e. These will be given especial attention 
in the Art talks and each pupil will be cxpectcd to recognize, 
appreciate and locate these work:-; of Art both in nationality, 
history and type of Art cxprC'ssion. The half tone cuts on ad­
joining pages represent some of the replicas of famous picccs of 
sculpture pos ·e eel by the school. 

The course as outlined below will be studied in carcful ck•tnil 
by the class in Art History and will be treatNl in a more gC'm'n,l 
way in the informal talks given to the assembly. 

The following courses of one quarter each arc given in tlw 
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Lom,Nzo DE lVI1m1cr BY l\'.hcHELANGELO. 

(On :\orlhwcslC'1·n stainrny of the :fonr.al School Builc!in1c. ) 



History and Appreciation of Art and the PrinciplC's of Historic 
Ornament. 

I. P rehistoric. Oriental and GrC'ek Art. 
A . Prehistoric Art. The origin of Art as illustrated in 
the Stone / •.ge and the :\Ieta l Age. The crafts of such 
people as the cave chYellers, the prehistoric tribes of 
Brittany ancl Switzerland. Ba ketry, pottery and 
picture writing of our modern Indians used as examples 
of the growth of a decorative a r t out of purely utili­
tarian crafts. 

B. Oriental Art. 
l. Egypt. the Janel of the temple builders. Stu­
dents grow familiar w:itli 

a. the maj estic pyramids and tl'mples such 
a,; Luxor, Karnak and Eclfou, the ~phinx and 
the colos,-nl figures of :i\Iemnon. 
b. :-,ketches of temple plan.·, architectural 
detail and hi,;toric ornament prepared for the 
notP books. 

2. Brid sketch of the ornament and sculpture of 
Assyria nllll Dahylonin with a short study of the 
architc•cture of those nations. 

C. Prehistoric Greek Art . 
Old Agean and :\Iycencan studied with an especial vie,Y 
to developing the rela,tion of the Art of thi::; period to 
Historic Greek Art nncl Arehitecture. 
D. Historic Greek Art and Architecture. 

l. Architc-cture. 
a. Infl.uence of elimate . 
b. C lasse;, of buildings. Building material::;. 
c. btyles of arcbitecturC'. Doric, Ionic and 
Corinthian Orientation. 
cl. Acropolis and Greek temple;;. 
Parthenon 
E rectheum. 
Theseum. 
e. Sculptural clC'corations of architecture. 
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2. Sculpture. Development of sculpture from 
an·haism to the Golden Age and Hellenistic iwriocl. 

The great pi<'l'l'S of classic seulpture arc m:ul,· 
familiar objects to tlw :-;tudent. Relation of elassi<' 
art and architecture to our modern art and areh­
itecture are made a special study. 
3. Brief study of Greek painting. 

Iore extensive study of the minor arts, vases, 
jewelry, mausoleums, metal work, etc . 
Some clay modeling and wooden models of Gn,c•k 
architecture are used as illustrative material. 

II. Roman and Nieclieval Art. 
A. Roman Art. 

l. Architecture. Its development through com­
bination of Greek architecture with Roman ideas. 
The evolution of an original Roman architecture. 
2. Sculpture. Its relation to Greek sculpture. 
3. Roman painting and the minor arts. 

B. Christian Art. Development from Roman Art and 
Architecture. Development in the East and \Vest as 
illu tratecl in the :Mosque of Omar and the Alhambra. 
C. Romanesque and Gothic Art and Architecture. 
Development and comparisons between differPnt 
styles in different countries of Europe. 
Four periods of Gothic architecture 
Different types of sculpture in different countric•:,;. 
Symbolism. 
Comparison with classic sculpture. 
Gothic painting. 
Stained glass windows. 

III. Renaissance Art and Architecture. 
A. Relation of Renaissance Architecture to Clas,-,ic 
Architecture. 
Individualistic architecture. 
B. Sculpture. A study of the old master,;. 1\Iic-lwl-
angelo. 

G9 



Comparison with Greek Sculpture. 
C'. Painting. A study and comparic1on of the grrnt 
nrnstns of tlw HPnaissnnc·c', l'specially of tliPnna,, Floren('<', 
Venice, Leonardo da \'c,niei, Haphacl, Titian. 
The l\Iilanese and Homan Schools, Coreggio. 
France and the Flancln · Yan Eyck, Rembrandt, Rubens, 
Yan Dyck, Hals. 
Germany, 
Durer, Holbein. 
Italian decadence ancl the Spanish school. 
Yelasque7, ancl l\Iurillo. 

TY. l\Ioclern Art and Architecture. 
A. l\Io lcrn Architecture. American work emphasized 
with an aim toward in1provement of modern ideals. 
B. tlculpturc and painting. A study of modern 
masters. Development from the Renaissance. An 
especial study of American masters and ideals in Art. 

Tlw follo,yjng is a list of some of the reference books used 
in the courses of History of Art and A.rt Appreciation. 

Penot and Chipiez, Histories of Ancient Art. 
l\fitchcl, History of Ancient Sculpture. 
Reber, History of Ancient Art. 
Lubke, History of Art. 
PPrry, Egypt, the Land of the Temple Builders. 
Tarbell, History of Greek Art. 
Gardner, Ancient Athens. 
D'Ooge, The Acropolis of Athens. 
Hamlin, History of Architecture. 
Bannister Fletcher, History of Architecture. 
Gardner, Handbook of Greek Sculpture. 
Oanlncr, Grarrunar of Greek Art. 
H.clwr, History of l\Icdieval Art. 
l\1oorc, Gothic Architecture. 
::\Ioore, Character of H.c•naissance Architecture. 
AnclPrson, Italian Hcnaissnnce Architecture. 
Wolfflin, The Art of the Italian Renaissance. 
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Crowe and Cava.Jcaselle, History of Painting in Italy. 
Rcinacb , Apollo. 
l\1uther, History of 1\Iodern Painting. 
Isham, History of American Painting. 
Taft, History of American ~c-ulpturc'. 
Caffin, The Story of American Painting. 
R:ing, American l\!Iural Painting. 
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