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ABSTRACT

In the last three decades, English studies in Anglophone
colleges and universities in Canada have seen a marked
diversification, including a return toward an historically
normative program featuring both poetics and rhetoric. Such a
balanced program, present at colleges like Dalhousie and McGill
at the time of Canadian Confederation, developed from the earlier
classical program of studies that itself included both poétics
and rhetoric in Latin and Greek in each college’s Classics
offerings.

The earliest Anglo-Canadian colleges, opened in the first
half of the nineteenth century, were products of the religiods
interests .of separate social groups each rooted in particular
traditions. Anglican colleges stressed a curriculum modeled on
Oxford and Cambridge, who featured liberal studies emphasizing
classical learning in both content and language. Presbyterian
colleges, modeled on Scottish universities, included classical
studies but included a practical emphasis on rhétorical study.in
the vernacular. Methodist education, influenced by both English
and American ties, was the most practical, with a strong
rhetorical emphasis in the vernacular.

Shortly after mid-century, English literature began to gain
a place in non-Anglican colleges, and the rhetoric and poetics
focus of Classical studies gradually moved to English. 1In the

1880s, however, the development of English studies was suddenly
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diverted from an expansion of rhetoric and poetics together to a
strong literary focus. Instruction in oral rhetoric virtually
died, and the teaching of written rhetoric was subsumed into a
focus | on expository writing as a means of examining literary
criticism. The new currichlum,, following Matthew Arnold’s
emphasis on "the best that has been known and thought," featured
historical masterpieces in British literature. The focus of this
curriculum was supported by a philosophical idealism that
combined historic Christian thought with neo-Begelianism in
liberal Protestant institutions throughout the nation at the
century’s end. The narrowing of the curriculum was further
fostered by academic specialization that swept Anglo-Canadian
colleges just as idealism took a strong hold on liberal academic
thought. This late nineteenth-century idealistic curriculum

controlled Anglo-Canadian English studies until the late 1960s.



TABLE OF CONTENTS

Abstract

Acknowledgments

Introduction

Chapter 1 Scottish and English Traditions:
Democracy vs. Elitism

Chapter 2 Religious Affiliations and the
Rhetorical Curriculum in British
North America, 1800-1853

Chapter 3 English Studies in Victorian Britain

Chapter 4 Anglo-Canadian Developments, 1853-1884

Chapter 5 Specialization, Idealism and British
Literature in Canada, 1884-1900

Conclusion

Bibliography

Statutes,

Calendars Consulted

Hubert iv

ii

17

44
97

171

229
302
358

383



Hubert v

ACKNOWLEDGMENTS

I wish to thank Cariboo College for its support through five
years of graduate study and research, the English Department at
the University of British Columbia for making these five years
intellectually and professionally rewarding, the Extension
Services of the University of British Columbia 1library for
searching for obscure historical texts, copying microfiche, or
simply mailing monographs quickly, and the Social Sciences and
Research Council of Canada for a year’s support toward completion
of the present study.

At the personal level, I am grateful to Andrea Lunsford, to
Alexander Globe, and to Eva-Marie Kroeller for their enthusiastic
personal support, and éspecially to Nan Johnson for sharing her
wealth of historical data, for offering strategic advice, and for

the highest dedication in supervision.



Hubert 1

INTRODUCTION

The last three decades have seen remarkable changes in the
undergraduate English studies curriculum in Anglo-Canadian uni-
versities. These changes have expanded course offerings from
what thirty years ago was a remarkably homogeneous program nat-
ionally to a present program with wide diversity, both within
individual English departments and among programs in different
universities. The traditional program focused largely on poet-
ics. It featured the works of historical British authors, as
Northrup Frye puts it, "from Beowulf to Virginia Woolf" (Harris
1988, ix). To this pre-1960 core curriculum were added single
courses on Anglo-Saxon, the history of the English language, and
the history of criticisn. Composition was subsumed under the
study of literature in the first year; often composition was not
specifically taught, exféting only as feedback on essays of
literary criticism, such essays being the chief--often the only--
form of writing in English courses. In contrast, present prog-
rams include the study of a wide range of non-British literature
in English, a wealth of authors in translation, numerous courses
in criticism (including the most contemporary theorists), courses
in linguistics, specific attention to the traditional study of
rhetoric and composition (with writing in a variety of formats

and styles), and, in some non-traditional programs, studies in
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theatre, dance, film, and communication theory.l 1In this expan-
sion, the Anglo-—Canadian. English studies curriculum has begun a
return to the full traditions of poetics and rhetoric iost since
two decades after Confederation. |

Since <classical times, this combination of rhetoric. and
poetics has been the theorei:ical norm, although often institu-
tional practice has not féllowed this norm. Cicero describes aé
"absurd and unprofitable and reprehensible" the "severance bet-
ween the tongue and the brain, leading to our having one set of

| professors to teach us to think and another to teach us to speak"

(De__Oratore IIXI. xvi. 61). Cicero’s concern for separating
thought and speech would, in contemporary English studies, trané—
late into concern for separating thought (literature) and writ-
ing. In the late 1870s, Dalhousie College in Halifax followed
the Ciceronian norm. Dalhousie required all its first-year
students to read Elizabethan and Victorian writers and to study
Anglo-Saxon as part of a full hi-story of the English language;

this course of study also prescribed Whately’s Elements of Rhet-

oric and Campbell’s Philosophy of Rhetoric, and assigned daily

exercises and weekly essays in composition. Oratory (or elocu-
tion) was studied for half of the academic year. Dalhousie’s
honours students also fulfilled these general requirements but

added literature from Chaucer to Pope. A decade earlier, McGill

lThe concluding chapter of this dissertation includes a
review of twentieth-century English studies developments in
Anglo-Canadian universities.
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College in Montreal had offered the same brqad scope, but with a
greater depth in coﬁrSes since it offered English in all years.
However, McGill and Dalhousie offerings between 1860 and 1880
were not typical of the English studies and rhetoric curricula in
Anglo-Canadian colleges throughout the century.

Religious interests, generally Anglican or Presbyterian,
founded or at least controlled the earliest Anglo-Canadian col-
leges. The Anglican Church was associated with the culture of
England; the Presbyterian tradition was associated with a Scot-
tish heritage. In the early part of the nineteenth century,
however, neither the Anglican nor Presbyterian college had an
English curriculum with a strong literature component. This
became standard only at the end of the nineteenth century. In-
deed, the early colleges had little English of any kind in the
curriculum. The two oldest colleges, one at Windsor, Nova Scot-
ia, and one at Fredericton, New Brunswick, had curricula modeled
on England’s Oxford College. The Oxford curriculum was classical
in both language and content; it, therefore, foéused on Greek and
Latin grammar and literaﬁure, with the classical works including
both rhetoric and poetics. So strong was the classical in-
fluence, however, that the statutes of Windsor’s King’s College,
which prescribed the curriculum and class exercises, limited the
extent of English instruction_to one English theme (in prose or
verse) every sé;6nd week, alternating weekly with a Latin theme.

In additioh, every Saturday two students presented‘a memorized
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recitation in Latin, Greek, or. English. The statutes suggest
thét no English language instruction beyond the 'correc{:ing of the
themes was anticipated for Canada’s first anglophone colleges.
The Fredericton curriculum followed the same general pattern as
Windsor’s. |

At colleges such as Dalhousie, and Queen’s College in King-
ston, Upper Canada, Scottish traditions modified the classical
curriculum by adding a specific emphasis on English comﬁositipn.
At Dalhousie and Queen’s, the bulk of students’ education in
" rhetoric and reading also occurred in the classics classes, where
translation from English to Greek and Latin, and from the classi-
"cal languages to English, took place continually. The only
exception to this strong classical focus in the curriculum before
the middle of the nineteenth century was at Cobourg’s Victoria
College, a Methodist institution that opened in 1842. Victoria
stressed college work as both a liberal and a ufilitarian prepar-
ation for the professions, with an emphasis on the Christian
ministry. Victoria, therefore, included rhetorical theory and
both oratory and compositibnA in the vernacular. Before‘ 1850,
Victoria’s literature program continued to be classical.

Neither Victoria nor any of the other early colleges allowed
optionsﬁ all students studied the same curriculum. Professors of
rhetoric (who generally also taught classics) at all the colleges
were invariably clergymen, who themselves had but three or four

years of the general classical education that they now trans-



Hubert 5

mitted to their students.

In étrong contrast to its relative absence in this.early
curriculum, English studies was a specialty by the end of the
century, often with several senior-level options as well as
honours programs for those desiring a B.A. with an area con-
centration. By 1900, the professors were also almost all Eng-
lish specialists; ordained ministers were an exception. English
programs in all anglophone colleges no longer focused on classi-
cal or rhetorical studies, but almost wholly on English litera-
ture. Rhetoric as a separate theoretical study had been absorbed
into literature classes as criticism and composition. Elocution
had diéappéared. This English studies curriculum, which doﬁin—
ated English studies in Anglo-Canadian colleges and universities
till after the middle of the twentieth century, and which still
has a strong influence today, privileged literature over lan-
guage, and literary analysis..and appreciation over rhetorical
production, especially in speaking, but in writing as well.

The present dissertation is an historical study whose prim-
ary purpose is to detail this development of English studies in
Anglo-Canadian colleges. Since this_ié an historical study,.the
wa:ning of Isaiah Berlin is in order: "Historical explanation is
to a large degree arrangement of the discovered facts in patterns
which satisfy us because they accord with life as ﬁe know it and
imagine it" (gtd. in Shermén, 214). The thesis this dissertation

is meant to satisfy is that the English studies curriculum that
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evolved in Anglo-Canadian colleges ‘and unive-rsities at the end of
the nineteenth cenfury was strongly literary owing to strong
ideological pressures. These pressures derived from a philosoph-
ical idealism that, in the wake of Darwinism and of German higher
criticism o.f the Bible, swept over Canadian liberal thought in
the late Victorian period. This idealism, as manifested in
British literature, was strongly influenced by Matthew Arnold’s
seafch for "the best that is known and thought in the worlad"
(1865, 440). A secondéry assumption in tﬁis dissertation is that
" this strongly 1literary curriculum was an aberration from the
classical norm, which combined rhetoric and poetics, especially
in the Ciceronian tradition.

While presenting a warning about the neéessarily intérpre-—
tive stance of any historical study, Isaiah Berlin’s statement is
also a rephrasing of the traditional argument for historical
study of almost any kind; namely, thatbit reveals to us our past
within a context meaningful to our present. Richard E. Young, an
American composition scholar who advocates historical study,
states, "We cannot understand what is happening unless we under-
stand what happened. . . . Furthermore, without a knowledge of
history, we have no way of knowing what is genuinely new, what is
redundant, what is promising, what has been tried before and
found wanting" (qtd. in Murphy 1982, v). -Young sees historical
studies as adding a comparative perspective especially .valuable

during times of crisis (Young' 45). Although some might argue
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that Anglo—Canadian English studies are not in a full-blown
crisis, the present state of rapid curricular development is
certainly not normal in historic terms.?2

It is now a hundred yearsrsince English studies in Anglo-
canadian colleges and universities underwent a radical shift from
a primary emphasis on rhetoric to a strong emphasis on poetics.
Leading up to that shift was a far-reaching change in social
attitudes and epistemological concepf.ions that broke into the
open with the emergence of German higher criticism and Darwinian
thought just after the middle of the nineteenth century. After a
century, the Anglo—-Canadian English studies curriculum is once
again in a transitional period; we need a wide perspective to
understand the impetus for the preseht changes, the nature of the
changes, and the potential scope of the changes to help us in
directing their course. The presence of this change is, 6f
course, inevitable. To some extent, at least the scdpe of pres-
ent change within Anglo-Canadian university English studies can
be determined by' the scope of the curriculum in the past, for the

limits of English studies have been initially defined there,

2The twentieth-century overview in the last chapter of this
dissertation shows that though the English studies curriculum
across the nation remained fairly stable from 1890 to the late
1950s, since 1960 English studies offerings at many Anglo-Canad-
ian universities have more than tripled, with the scope of Eng-
lish departments broadening dramatically. In 1980, for in-
stance, McGill offered three options in English studies: Litera-
ture, Drama, and Film and Communication. In addition to courses
in literature, York, in 1980, offered such courses as dance,
film, and theatre. In historical terms, this rapid change in
focus and scope is remarkable.



Hubert 8

whether or not the limits are how redefined. The past at least
provides the‘presént with an objective standard.3 | o
The present inquiry began as an attempt to find reasons for
. the strong and sometimes virtually exclusive focus of Anglo-
Canadian English studies on 1literature, specifically British
literature, through the first sixty years of this century. Given
the early nineteenth century rhetorical roots of English studies,
given the continuing need for college graduates to communicate
effectively in their own language, given repeated complaints
that students’ writing skills were weak,? and given alternative
curricular models in America (always a ‘powerful influence on
Canada), the strong tendency toward excluding rhetoric from the
early twentieth-century English curriculum needs explanation.
The emﬁhasis on literature without a corresponding emphasis on
rhetoric had such a strong influence on Anglo-Canadian English
studies in Canada in the first éii decades ofAthé present century
(and it still influences the college-level curriculum), that the
English studies profession needs this historical perspective to

understand many of its own attitudes toward poetics and rhetoric

3The basics of the Ehninger argument are taken from Richard
Young’s review of Ehninger as given in Young’s "Paradigms and
Problems: Needed Research in Rhetorical Invention" (1978).
Ehninger’s original article, "On Systems of Rhetoric," appeared
in Philosophy and Rhetoric 1 (1968): 131-144. : -

4concerns about poor student writing have dogged the strong
literature curriculum through the decades. R. S. Harris records
the concern at the University of Toronto as early as 1892 (R. S.
Harris 1988, 32); see Harris 1953, 8, as well as Broadus 1927.



Hubert 9 '

even today. This study, therefore, explores the development of
thé nineteenth-century 'Anglo-Canadian college English studies
curriculum to determine the roots of the dominating 1literary
content ahd focus, and the resilience of this poetics-oriented
Anglo-Canadian English studies curriculum that resisted sig-
nificant change for almost a century.

One of the most significant ideological features of the late
nineteenth~century English curriculum was its emphasis on an -
ideal culture embedded in the works of historic British. authors,
from the Anglo-Saxon writers in the eighth and ninth centuries to
TennysQn and other late Victorians. In this idealistic bent, the
curriculum was influenced 'by the philosophical environment. 1In
the last decades of the nineteenth century, Anglo-Canada  devel-
oped a strong sense of the ideal in both theoretical philosophy
and in liberal culture, which included highef education as well
as a large segmént of mainline protestantism. In large measure,
this idealistic emphasis privileged 'poetics over rhetoric in
English studies, and literary criticism over all other modes of
‘writing. This idealism derived from roots deep in British
religious énd educational traditions, both Scottish and English,.
although the two differed considerably from each other. However,
the strength of this late nineteenth-century idealism ip the
‘curriculum overpowered these culturai differences énd national
backgfounds in -‘Canada. This idealism also overcame a strong

utilitarianism. that emerged with the decline of the classical
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curriculum just after mid—centﬁry. The strong importance ac-
corded British literature in anglophone Canada also derived from
an historically strong colonial attachment toward Britain. This
commitment to British traditions went back not only to the Brit-
ish infiuence in eighteenth-century .settlement, but also, and
perhaps eQen more importantly, to the arrival in the Canadian
colonies of thé United Empire Loyalists after the American Revol- -
utionary War. The pro-British attitude was further deepened by
the War of 1812, which, together with already existing loyalist
sentiment, resulted in a strong anti-Americanism that drove
Canadian educational (as well as political and industrial) poli-
cies up to Confederation, and which lingered long after 1867.
Therefore, the English studies cﬁrriculum emerging from
Anglo-Canadian higher education at the beginning of the twentieth
century was the result of numerous cultural forces. To date no
extended analysis of cultural influences on the English studies
curriculum has been done. A number of small studies of English
departments at individual colleges and universities have, of
course, been writteh. An example would be R. D. McMaster’s
University of Alberta study, entitled "The Department of English,
1908-1982," written primarily as a review of the careers of early
department heads, and, in this case, written for the University
of Alberta’s 75th anniversary. Suéh studies have not been meant
as comprehensivé works on English studies in Canada. A highly

valuable study of an individual university, however, was pub-
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lished in the spring of 1988 by Professor R. S. Harris of Innis
Coliege at the University of Toronto. Harris’ work is a full~-
length historical monograph entitled Eﬁglish Studies at Toronto:
A History.® Harris’ study is especially important because it
details developments 'from 1853 to 1985 in what became Canada’s
leading university within decades of its fotmdingA ‘in 1843.6

Valuable as well for a study of English studies in the present
century is Professor Harris’ 1953 doctoral dissertation, "The
Place of English Studies in a University Program of General
Education," which reviews all programs in anglophone univer-

sities and colleges in Canada in 1951-52.7

Sprofessor Harris was kind enough to give me a draft copy of
his book well in advance of its publication, so the present
dissertation has had the benefit of Professor Harris’ research
even though I began writing well before the book was published.

®Not cnly did the University of Toronto become the largest
university in Canada before Confederation, a status it has held
ever since, but, as a result, it has graduated more students in
English than any other Canadian institution. The University of
Toronto has also had a strong influence on English studies in
Canada as a result of its graduate program. It produced its
first Ph.D. in English in 1920 (R. K. Gordon, who became the
second English Department head at the University of Alberta), ‘and
from then to 1984 the University of Toronto has granted 40% of
Canada’s doctorates in English: 492 of a total of 1231 (R. S.
Harris 1988, 291).

7anticipating the present emphasis on writing across the
curriculum, Professor Harris’ dissertation argques that writing
should be taught in all general education courses in a university
program. It also argques that the combination of teaching com-~
position and 1literature in English departments hurts both com-
position and 1literature. Harris concludes that English Depart-
ments, as the most important representatives of traditional
humanistic study, should teach 1literature exclusively, though
they might coordinate the writing instruction throughout the
other university programs.
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Professor Harris’ works do not, however, attempt an extended
analysis of the historic cultural environment in which English
studies developed. The present dissertation is, therefore, the
first to attempt such a ‘task for English studies in canada.
Similar studies have been done in both Britain and the United
States. The most recent British studies are bleerry Eagleton,

whose Literary Theory: An Introduction includes an excellent
first chapter entitled "The Rise of English," and by Jo McMurtry,

whose English Langquage and Literature: The Creation of an Acade-

" mic Discipline has been of great importance in the present dis-

sertation. D. J. Palmer’s The Rise of English Studies has also-

been valuable. All three of these monographs relate the rise of
English studies to the cultural interests of England especially,
although McMurtry includes discussions of Scottish traditions as
well. American studies review rhetoric (Guthrie, Kitzhaber
1§53), English departments (Parker) and, most recently, composi-
tion. The most valuable of these for the present dissertation
have been two recent works by James Berlin, the first of which
(1984) reviews nineteénth-century developments, .and the sedond
(1987), twentieth-century rhetorical curriéula in American col-
leges. Although Berlin focuses on writing instruction rather
than English studies generally, his analysis is important, for it
is based on the premise that "the traﬁsformations that occur in a
society’s rhetorics are also related to lérger social and politi-

cal developments. In taking into account this relationship, we
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are in an area of thought commonly designatedvas ideology" (1987,
4). Although the present dissertation does not strive to categ-
orize curricula by narrowly identified ideologies, as Berlin’s
studies do, this dissertation assumes Berlin’s basic stance that
changes in a society’s rhetorical and poetic curriéula are "re-
lated to larger social and political developments."

To develop é coherent argument, this dissertation proceeds
chronologically, with the study divided into three main periods.
The first period, 1800 to 1853, focuses on the founding of col-
leges in the three main regions of the British North American
colonies: the Maritimes, Lower Canada, and Upper Canada. All of
- these early colleges opened with a unified, predominantly class~-
ical curriculum compulsory for all students. The second period;
1853 to 1884, a transitional period, leads from the early classi-
cal curriculum to the strongly idealistic, literary curriculum at
the end of the céntury. The year 1853 marks the University of
Toronto’s appointment of Daniel Wilson to a position as Professor
of English History and Literature. Although Wilson’s position
included two subjecté, Wilson was British North America’s first
professor of English- as a separate college subject. Wilson
retained this post until 1889, when W. J. Alexander came to
Toronto as- its first appointment solely in English. The final
period, however, begins with Alexander in 1884, when Alexander
was appointed as the first George Munro Professor of Engiish

Language and Literature at Dalhousie,. the earliest Canadian
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specialist appointment exclusively in English sfudies. Since the
Canadian development of the English curriculum is so closély
- related to developments in Britain, each of the three periods
discussed is preceded by a discussion of prior developments in
Britain. The British dates do not consiétently conform to the
calendar established for Canada, especially since British col-
leges often developed slowly what was then _implemented fairly
directly on this side of the Atlantic. -

Apart from the conclusion, which reviews the first six_
decades of the present céntury, and which includes a brief dis-
cussion of reasons for recent changes in Anglo-Canadian English
studies, the following dissertation focuses on the nineteenth
century. This study’s primary curricular emphasis is the shift-
ing focus between rhetorical and 1literary concerns in English
studies. The development of specific philological and lingﬁistic
topics, although not excluded, is incidental rather than central
for this investigation, since the study of language, as grammar,
was related to rhetoric in classical study; The main discussion
of this dissertation is restricted to eight colleges, all es-
tablished before 1855,‘ since the English studies curriCulum
spread to the Canadian West after gaining its unique focus in
Ontario, Quebec, and the Maritimes. The colleges chosen were
vamong the first or the most typical in each area. In the Mari-
times, this included the two King’s Colleges (one at Windsor,

Nova Scotia and one at Fredericton, New Brunswick--King’s Col-
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‘lege, Fredericton was named the College of New Brunswick until
1828, then King’s College until 1859, when it became the Univer-
sity of New Brunswick); Dalhousie College, in Halifax; McGill
College, in Montreal; Victoria College, in Cobourg, Ontario until
1890 (when it 3joined the University of Toronto federation in
Toronto) ; Queen’s College, in Kingston; King’s College, in Toron-
to (after 1850, University College); and Trinity College, in
Toronto (after 1904 also part of the University of Toronto feder-
ation). The following study uses the terms "college" and "uni-
versity" somewhat interchangeably. Strictly speaking, a college
was generally considered to be an institution offering an under-
graduate liberal arts degree. All the earliest institutions,
therefore, began as colleges. All, however, also developed into
institutions containing professional or graduate schools as
course offerings specialized and divided, so, by the end of the
century, all the institutions in this study officially were
universities, although their common names still carried the
college designation.®
Rhetoric and élassics, and then English studies, formed the
humanistic core of the liberal arts program, the major focus of
' these institutions’ curricula. The present study now turns to
this core, to determine how and whyAa deveioping Anglo-Canadian

culture in the nineteenth century shifted the focus of its foun-

81t was common for institutions to have both names, such as
"University of Trinity College" in Toronto, for instance, or
"University of King’s College" in Windsor.
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dation courses in the liberal studies program from a combination
of rhetoric and- »1iterature 1n the early period to an almost
exclusively literary focus at century’s end. Under a strong
Scottish utilitarianism, rhetoric balanced poetics as Anglo-
Canadian college studies turned to the vernacular in the decades
following the middle of the nineteenth century, but, in the last
two decades of the century, a growing idealisﬁ overshadowed the
- historic emphasis on rhetoric in the Anglo—-Canadian liberal arts
‘curriculum, preparing the way for the strong emphasis on British
literature that typified Anglo-Canadian English studies until

after the middle of the twentieth century.
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CHAPTER 1: SCOTTISH AND ENGLISH TRADITIONS:

DEMOCRACY VS. ELITISM

The earliest English 1language colleges in British North
America were founded by English and Scottish settlers, with the
English strongly influenced by United Empire Loyalistsp newly-
arrived following the American Revolutionary War. Although both
the English and the Scots spoke the same language, they settled
in different regions and tended to keep their own cultures. The
English, together with the United Empire Loyalists, established
colleges funded by the English crown and the Anglican church,
with curricula modeled on Oxford and Cambridge. The Scottish
settlers, on the other hand, excluded from the Anglican colleges
by statutes and social pressure that required students to belong
to the Church of England, funded their own colleges, or, as in
the case of Dalhousie, and, to some extent McGill, dominated in-
stitutions established by govérnment funds. The Scots’ curricula
derived from the universities of Scotland. To understand the
educational dynamics of those early nineteenth-century colleges,
as well as the rivalries that soon developed between the two
parties, it is necessary to turn briefly to Britain to review the
educational culture of England and Scotland. Especially impor-
tant are their historic attitudes towards poetics and rhetoric,
the two concerns most directly related to the development of
English studies in British North America in the nineteenth cen-

tury.
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In 1809, R. L. Edgeworth, an Anglo-Irish social and educa-
tional reformer, published Essays on Professional Education, a
volume that attacked the traditional British system of university
studies that strongly emphasized classical thought and classical
languages, Edgeworth’s volume fdcused on a debate that would
'influence‘higher education not only in Britain but also in Canada
for the next hundred years. The debate highlighted differences
"between Scottish and English.higher education, but, instead of
initiating a convergence between the two systems, Edgeworth’s
essays reinforced their differences. The Scottish university
system continued its evolution toward a practical education,
emphésizing universal access and use of the vernacular; the
English system, in contrast, reacted to the attack by reasserting
the importance of a non-utilitarian curriculum stressing the
classics in both language and content. Following Edgeworth’s
concern about the lack of useful application in a curriculum
predominantly made up of classical language and learning, The

Edinburgh Review in October of the same year printed an article

that also attacked the universities of England:
What ought the temm University to mean, but a place
where every science is taught which is liberal, and at
the same timé useful to mankind. Nothing would so much
tend to bring ciassical literature within proper
bounds, as a steady and invariable appeal to utility in

our appreciation of all human knowledge. (gtd. in
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Sanderson 37-38)
The  Scottish attacks incensed Oxford and Cambridge, who
stoutly defended their curriculum. The following year, Edward
Copleston of Oriel College, Oxford, wrote A Reply to the Calum-—

nies of the Edinburgh Review Against Oxford, Containing' an

Account of Studies Pursued at the University. Copleston argued

that a university education was not meant primarily to train its
graduates for employment:

Without directly qualifying a man for any of the em-

ployments of life, it enriches and enncbles all . "

. . If a question arise concerning the comparative

utility of two things, it can only be determined by

considering the nature of the ends to which they res~

pectively lead. . . .

There must surely be a cultivating of the mind,

which is in itself a good: a good of the highest order.
Copleston argued that a classical education regarded in that
light would be found faultless (Sanderson 37-38). The purpose of
an English university  education was not to train professionals
but to prepare young men for all professional training by laying
a strong foundation in mental competence, religion, and morality.
The same argument was made repeatedly by later Oxford professors,
most notably by John Henry Newman, who elucidated the position

clearly even after his resignation from Oxford. In The Idea of a

University (1852), Newman defined the goals of Oxford and Cam-
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bridge when he defined a liberal education as ‘the "prbceSs of
training, by which the intellect, instead of being formed or
sacrificed to some particular or accidental purpose, some speci-
fic trade or profession, or study or science, is disciplined »for
its own sake, for the perception of its own proper object, and
for its own highest cultﬁre" (211).

George Elder Davie’s The Democratic Intellect, an historic

study of the development of Scottish universities, points out'
that the concerns of Edgeworth and'the attacks of the Edinburgh
+ Review, in fact, coincided with a debate that had bequn in Scot-
land itself, a debate that would continue through most of the
century. The disagreements bétween Scotland and England on the
merits of utilitarian education versus the merits of a classical
education arose out of differing traditional roles of the univer-
sity in Scotland and England. During thé eighteenth century,
Oxford and Cambridge had begun to specialize in classical learn-
ing, but the Scottish universities had remained general in their
curriculum. Whereas the English system restricted entrance to
those eighteen years or older, thereby allowing 0xf<l)rd and Cam-
bridge to deinand a preparation that only a sophisticated secon;
dary education could produce, the Scottish system still offered
higher learning to all who desired if., even if their secondary
education lacked the finish of expensive English schools. - As a
result, toward ’the end of the eightee‘nth_ century some Scots had

begun to worry that their national universities were falling



Hubert 21

behind Oxford and'Cambridge. This fear led to the initial debate
on curriculum in Scotland. According to_Davie, the object of the
Scottish struggle was to decide whether the approach of the
univefsity should be philosophical or classical, focusing on
fundamentals of thought in mental,vmoral, and natural philosophy,
and de-emphasize the classics, or whether public schools should
focus on the basics of the classical 1languages, essentially
completing them before the student even left school. The uhivér—

sity would then develop classical thought from this base set in

. the schools, that is, follow the English model (Davie 5).

More than two centuries of tradition seﬁarated the early
nineteenth-century Scottish and the English educational systems,
including both school and university, so the debate addressed
fundamental issues. During the protestant reformation in Scot-
land, John Knox had insisted that the populace be educated in
order to read the Bible. The Scottish school system was thus
both universal and democratic, at least in theory. Reflecting
this Scottish belief in the accessability of the complete educa-
tion systém from the earliest years through to the final years at
a university, the well-known reformer and Uhivérsity Member of
Parliament Lyon Piayfair, as late as 1871, argued that

Primary and secondary education are. . . so thoroughly
ingrained in Scotland that you cannot deal with them
separaﬁely, nor would Scotchmen give one farthing for a

system of national initial education in which they were
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separated. The great Napoleon used to say that every
soldier carried his Marshall’s baton in his knapsack;
so every Scotch peasant, when he goes to school, car-
ries in his satchel a minister’s gown, or the emblem of
a learned profession, and it is his own fault if he
lose it. (gtd. in Anderson 108) |

The same spirit was reflected in the report of the Argyll Commis-

sion into Scottish education in 1867-68: |
It cannot be too often repeated, fhat the theory of our
School system, as originally conceived, was to supply
every member of the country with the means of obtaining
for his children not only the elements of education,
but such instruction as would fit him to pass to the
Burgh school, and thence to University, or directly to
ﬁhe University from the Parish school. . . . (gtd. in
Anderson 106)

The Scottish history of education, from school entrance to
university graduation, thus combined three related céncerns:
religion, democracy and economics. Davie’s study emphasizes the

first two, and a later study by R. D. Anderson, Education and

Opportunity in Victorian Scotland, adds the third concern,

through his emphasis on utility in education. Part of the Scot-
tish difficulty with the Oxford emphasis on classics was the lack
of practical application of a highly classical education. While

the English system could be content to serve the privileged
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classes that had no need to apply their education to gain employ-
ment outside the church, the Scottish universities were strongly
driven by the economic interests of the middle class. The popu-
lar emphésis on universal access to a university education,
re.gardless of the economic status of the student, accentuated
this economic impetus in the shaping of the Scottish curriculum.
Indeed, Anderson suggests that, since the universities we-re
driven by the economic interests of the -middle class, the concept

of Scottish education as totally democratic was little but a

“ -+ myth. Even as a myth, however, it exerted a powerful impact on

the Scottish curriculum (Anderson 336).

This emphasis on universal education, then, in theory in-
cluding university for those desiring it and able to complete the
necessary prerequisites in publicly funded schools, necessitated
a ﬁon—specialized, philosophical wuniversity curriculum that
stressed general principles over detailed analysis with which
séme of the students could not have coped. 'i‘he philosophical
approach to education was also fostered by the emphasis on
learned discourse, especially as’bracticed in Scotland’s Pres-
byterian pulpits. The result was a "characteristically humanist
flavour" in the Scotti.sh university system (Davie '13). Even the
study of classics fpcused on aesthetics and criticism, an em-
phasis "cond;emned 'by Oxonians as yet one more instance of the .
Scottish vice of prémature intellectualism, and of unreasonable

addiction to metaphysics" (Davie 206).
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In 1826, a university reform commission was established to
examine the need for changes in Scotland’s universities. The
previous year, George Jardine, Professor of Logic at Glasgow,

had published the second edition of his Outlines of a Philosophi-

cal Education, in which he "contrasted the Scottish system with

the English one, and pointed out the basic difference that,
whereas the former aimed at a general education, the latter was
devoted chiefly to the cause of specialized education,” Oxford
focusing on classics and Cambridgé on mathematics. Jardine
afgued that sciences, both physical and mental, were more impor-
tant than a focus exclusively classical and philosophical (Davie
10). The concern for competing with the Enhglish universities
emanated from English admirers. William Illsley’s dissertation
on the history of teaching English in Scotland substantiates
Davie’s position, finding the roots of English influence in the
eighteenth century:

Aimost throughout this ' century many Scottish

intellectuals were concerned in schemes to improve -

their English pronunciation; either because of

awakening interest in the vernacular, or because

of recognition (however reluctant) that, subse-

quent to the Act of Union, cultivation»of a form

of speech comprehensible in South as well as in

North Britain was becoming a necessity. (Illsley

189)
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This interest in English elocution led to the great success for
Thomas Sheridan, the leader of what became known és the "elocu-
tionary movement," and for John Walker, who published a pronounc-
ing dictionary in 1774 (Illsley 215).1

The study 6f rhetoric in Scotland was thus not always’rest-A
ricted to a chair of rhetoric. Indeed, rhetoric was most often a
component of the course in logic. At Glasgow, for instance,
George Jardine, Professor of Logic from 1787 to 1827, supple-
mented his lectures by daily oral questioning and by frequent
written essays on a wide variety of general themes (Anderson
33). Prior to Jardine’s time, Glasgow’s Professor of"Moral
Philosophy, none other than Adam Smith, in 1762-63 gavevLectures

on__Rhetoric and Belles ILettres, subsequently published from

student notes. Smith’s lectures dealt with argument, they em-
phasized a plain, natural style and simple arrangement, and they
related rhetoric to all literature.

Prior to gaining a professorship at Glasgow, hdwever, Smith
had given a series of public lectures on rhetoric in Edinburgh,
where the strongest rhetorical traditions in the eighteenth and
early nineteenth centuries were established. Here John Stevenson
taught'logic for over forty years, up to 1775. Sir Alexander

Grant, historian of the University of Edinburgh, states that "the

lThe elocutionary movement did not confine itself to
Scotland. Walker’s and Sheridan’s works, which shifted the
meaning of elocution from style to delivery (Corbett 620), were
widely read in England and in the colonies, and remained influen-
tial well into the nineteenth century.
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most important and fruitful part of Stevenson’s work was that
which he did as a teacher of Rhetoric, which subject, although
not named in his title, was considered to belong to his Chair"
(Grant II, 279). He read with his class Aristbtle's Poetics and

Longinus On_the Sublime as a basis for treating the principles

of criticism. He discussed extracts from the prose discourses
and prefaces of Dryden, Addison’s papers ir_l the Spectator, Pope’s
notes, and French authors.

Stevenson’s course included a strong emphasis on composi-
tion. Stevenson, of course, taught during the very period of
concern for learning proper English prbnunciation and other
aspects of English culture, including literature. In his study
of higher education in Britain, Stephen Potter writes, only half-
facetiously, that to the Scottish, English was a foreign tongue:
"to ._1ecture in good English was in itself no unimportant feat"
(104). Grant alludes to the academic spirit of the time when he
remarks that Stévenson' s lectures "had really an extraordinary
effect; they were delivered just at a period when a certain
aspiration after literature was begihning‘ to be felt in Edin-
burgh, when an intellectual revival, after the Covenanting .dark
age, was in the air" (II, 280).

In 1782, Hugh Blair, Stevenson’s student, was given a new
chair of Rhetoric and Belles Lettres, part of the teaching that
had belonged to Stevenson. As is well known from his published

Lectures on Rhetoric and Belles lettres, Blair, unlike Stevenson,
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but like Adam Smith, lectured in English. Blair focused on cul-
tivating a proper taste, which his second lecture defines as
"The power of ‘rece_iving pleasure from the beauties of nature and
art." Blair’s published lectures became enormously succeésful,
and were subsequently used throughout the British empire, in
addition to being printed in numerous translations. Unlike
Stevenson and Jardine, however, Blair included no composition
assignments with hié lectures (Meikle 94). The strength of
Blair’s rhetorical instruction was thus more philosophical than
utilitarian.? Indeed, Blair’s emphasis on belles lettres shif-
ted the focus of rhetoric in his university chair from writing
and oratory toward aesthetics and the reading of English litera-
ture. At Edinburgh, writing was thus related more closely to
logic than to rhetoric. The emphasis bn aesthetics in the lec-
-tures of Adam Smith and Hugh Blair thus bégan a shift that would
see the full study of poetics shift from classics to English
literature, with English literature at Edinburgh initially taught
by the professor- of rhetoric. |

In Scottish universities of the eighteenth and nineteenth

centuries, specific chairs were highly adaptable to the demands

2Interestingly, none of the works consulted in this study
reviewed programs in oratory at any of the Scottish universities
prior to the Victorian period. 1Illsley points out that Sheridan
and Walker, along with numerous 'other itinerant 1lecturers,
created a strong interest in ‘elocution, which was sometimes
incorporated into school programs, but no mention is made of
university programs (Illsley, Ch. 6). Perhaps daily recitations
were considered sufficient to train students in oratory.
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of the academic environment. At Edinburgh, ‘John Wilson, Profes-
sor of Moral Philosophy from 1820 to 1853, also turned his lec-
tures into classes in rhetoric and belles lettres. Grant writes
that Wilson "treated of the passions, virtues, duties, and so on,
but he dealt with them in the concrete, with illustrations from
literature. . . . [‘I‘]heA tendency of his nature was towards the
concrete and poetical, rather than the abstract and philoso-
phical" (345). Wilson, as "Christopher North," was himself a
well-known Scottish writer and critic. Like Stevenson before
him, Wilson also encouraged his students in writing. Grant
states, "Nothing was more remarkable in his Professoriate than
~his conscientious diligénce in reading and commenting on all the
essays produced by his numerous classes" (II, 345).

Concurrent with Wilson teaching rhetoric and belles lettres, .
including composition, in his philosophy classes, William Spal-
ding held Blair’s chair of Rhetoric and Belles Lettres at Edin-
burgh from 1840 to 1845. 'Owing to poor lectures froin ‘Blair's
immediate successors, the popularity of the chair fell after
Blair’s retirment (Meikle 97). 1In addition, a report of the 1826
Royal Commission on education criticized "the low state of gram-
matical instruction in this part of the island, and the local and
provincial idioms prevalent in fhe works even of the learned."
As a result, the professor’s time was "employed in minute remarks
on th-e choice_f'_‘of words, the structure of sentences, and the

errors or inadvertances which obstructed the perspicuitj of
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‘composition" (qtd. in Meikle 97). In thé years after Blair,
rhetoric at Edinburgh thus developed a grammatical focus. Essayé
were‘voluntéry, ﬁhe course had no exams, and teaching was mostly
by lecture. Spalding tried to change the pattern when he ascended
to the éhair'in 1839. Althouéh attendance alone was required for
the degree, Spalding assigned weekly essays and examinations for
students to complete if they wished to compete for.prizes that
Spalding provided. With only a small class of twenty to thirty
students, however, Spalding soon left for the chair of logic at
St. Andrews.

Spalding's successor, William Edmoﬁstoune Aytoun, not only
reversed the slide of rhetoric and belles lettres as a separate
subject at Edinburgh, he followed Blair in shifting the whole
direction of Scottish rhetorical study toward a critical readiﬁg
of literature in the vernacular. But that is to anticipate.
Important here is Aytoun’s attitude toward the question of util-
ity, in which Aytoun took. a decidedly Scottish position. If
students came to the university unprepared for advanced wofk, he
would teach them.

As for the argument that it is beneath the dignity of a
Univefsity to deal with rudimentary elements, we dis-
miss that at once with the contempt which it deserves.
No higher privilege is granted to man than the power of
instruction, however humble or limited that instruction

may be. (Aytoun 82)
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As for the question of the 'university teaching practical matters,
Aytoun again asserted the position of most of his countrymen;
making the point that Scotland’s wealth and culture were dif-
ferent from that of England, so vth-e English system should not be
taken as a model. "Scholastic 1eérning commands but a low price
in the general market when offered in its own shape," he argued.
"Combined with other material, it becomes of much higher value"
(80) .

The Scottish system of rhetoric and composition instruction
prior to Aytoun in 1845, therefore, was built on logic as a base,
and, from Adam Smith onward, included a study of belles lettres
in the vernacular. But only Edinburgh had a separate chair in
rhetoric, its chair deriving from Blair’s regius appointment in
1762. The interest in composition and belles lettres overlapped
subjects though, with composition taught in logic, rhetoric, and
philosophy courses, with philosophy also including belletristic
interests. The curriculum featured a general education rather
than a specific division of 1labor. Within this context, the
focus appears to have been on the developmeht_ of a 1literate
student able to compose at least his written thought with perspi-
cuity.

This emphasis on the student as one who should graduate as a
‘literate person derived from three factors already mentioned: the
economic, the /,,»'_rel'igious,v and the democratic. The latter two

" concerns went back to the Knox reformation, and the consequent
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growth of a school system that would teach everyone to read the’
Bible. 1In the nineteenth-centﬁry, however, the economic'impetus:
for education gained ascendancy, as the middle classes asserted
their interest in a utilitarian education,‘an interest which
naturally emphasized the vernacular over the classical. Added to
a local utilitarianism was also the Scottish recognitionvthat
Scotland’s political union with England demanded an expertise in
the vernacular of the South, which dominated the whole British
economy and government. Relétai to the interest in the ver-
nacular was also an aesthetic consciousness, especially in the
cultured citizens of the capital city of Scotland. 1In 1762, this
had led Edinburgh to take the lead in rhetorical innovation by
supporting Hugh Blair, the prestigious minister of the historic
St. Giles church, for the Edinburgh chair in fhetoric, a chair
with lectures focused on sound criticism and taste. This Edin-
burgh focus on rhetoric and aesthetics would continue under
Aytoun. »

These basic economic, religious and democratic concerns
related to rhetoric were to be foremost in the culture that was
carried to early nineteenth-century British North America by
Scotsmen involved in the birth of higher -education in the Mari-
times and jfl Upper and Lower Canada in the first half of the
nineteenth céntury. The Scottish emphasis on‘universél acces-
sibility in British North America would relate to access fér all,

regardless of religion, nationality, or economic status. Within

A
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this context, both the democratic and the utilitarian emphasis in
Scottish education} would stress the importance of rheforical
study in the vernacular. |

| The development of the rhetorical tradition in England up to
1850 contrasts sharply with that of its northern counterpart, the
"contrasts becoming more and more pronounced after the French
revolution. Just as the Scottish universities developed within
the context of a whole Presbyterian culture, stressing education
and democracy within the framework of general religious and
social values, so the English system, featuring Oxford and Cam-
bridge as finishing schools for the upper classes, grew out of
English religious structures and social values.

England’s sixteenth-century interest in the vernacular has
been well aocumented in numerous histories of both English liter-
ature and rhetoric.3 Both Oxford and Cambridge flourished in
Elizabethan England.. However, in the turbulent seventeenth
century, the civil war and sﬁbsequent restoration of the monarchy
resulted in a reaction against the vernacular by the upper
classes, a reaction that also led to a hardening of social class
differences. The 1662 Act of Uniformity not only deprived  the
non-—éonformist clergy of their livings, but also denied their

sons the opportunity of gaining degrees from England’s two uni-

3Edward Corbett’s Classical Rhetoric for the Modern Student
[ (New York: Oxford UP) 1965] presents an overview; Wilbur S.
Howell’s Logic and Rhetoric in England, 1500-1700 [ (Princeton:
Princeton UP) 1956] provides a detailed history. ‘
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versities. Often the newly unemployed clerics turned to educa-
tion, setting up their own institutions, known as "dissenting
academies," many of ﬁhich soon replaced Latin with English
instruction (Palmer 5-7}. At Oxford, first-year enrolment fell
from over 450 before the Act of Uniformity to about 300 by the
end of the century. As competition for positions in the church
increased, the wealthy gained the advantage of political in-
fluence to gain employment. Since poor Anglican families could
not afford adequate classical schooling,'Latin became more and
- more a mark of an Anglican gentleman (Stone 36ff.).

Richard Altick’s The English Common Reader: A Social History

of the Mass Reading Public 1800-1900 states that in an attempt

to prevent another civil war, public policy allowed the old idea
of "degree" to hardenl“into a rigid pattern of social attitudes
. . . and everywhere there was an intensified awareness éf sta-
tus" (31). One way of ensurihg peace was to Kkeep the masses
ignorant. As an added advantage, this policy ensured a supply of
cheap labor as the nation entered a period of rapid expansion in
industry. The fear of revolt pervaded society through the
eighteenth centufy and into the nineteenth. The results of this
fear led to a moral dilemma for those with religious concerns
about the nation. Devout Anglicans and dissenters alike wished
to propagate the Christian gospel through print, especially in an
age when‘tracts were a chief means of reaching the masses. The

Aﬁglican founders of the Society for Promoting Christian Know-
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ledge in 1699 argued that a knowledge at least of reading was
necessary, for without that, how could piety, morality, industry,
and ungquestioning loyalty to the Protestant faith be impressed
upon the masses? (Altick 32-34). The Methodist followers of John
Wésley, generally among theAlower classes, also stressed reading
for the same reasons. "Reading Christians," wrote Wesley, "will
be knowing' Christians" (qtd. in Altick 35). |

At the end of the eighteenth century, the atrocities of the
French Revolution redoubled opposition to popular education,

intensifying the historic English fear of revolution. When

Thomas Paine’s The Rights of Man gained popular notice in 1791-
92, leaders of the Sunday school movement, which had stressed
reading, were cast as public enemies for having provided the
lessons that now allowed the lower classes to read seditious
literature (Altiék 67). Even the liberally educated, like Samuel
Taylor Coleridge, shared the fear‘of literacy exténding beyond

reading to writing and ~to oratory. "Of the laboring classes. . .

more than this [reading] is not . . . perhaps generally desir-

able," Coleridge said. "They are not sought for in public coun-

sil, nor need they be found where politic sentences are spoken.

It is enough if every one is wise in the working of his own:

craft: so best will they maintain the state of the world" (em-

phasis in original; qfd. in Altick 144).
The relationship of Oxford and Cambridge to this social

structure was, of course, obvious, but it is presented poignantly
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by Charles Kingsley'’s Alton Locke (1850), whose main character

muses as he scans th.e spires of Oxford:
Yoﬁ refuse to admit any who . . will not sign the
dogmas of the Church of England, whether they believe a
word of them or not. ©Useless formalism! which lets
through the reckless, the profligate, the ignoraht, the
hypocritical; and only excludes the honest aﬁd the
conscientious, and the mass of intellectual working
men. Why are we to be shut out from the universities,
which were founded for us. . . . It is not merely
because we are bad churchmen that you exclude us.
. . . No! The real reason for our exclusion, churchmen
or not, 1is, because we are poor." (gtd. in Sanderson
54-55)

At the beginning of the nineteenth century especially,
Oxford and Cambridge had the reputation of requiring vast sums of
money, for the sons 6f England’s social elite attended more to
gain the universities’ stamp of approval as gentlemen than to
- gain insight into human history and philosophy, natural or moral.
Emphasizing the utilitarian nature of Scottish education, but
contrasting the requirements of the southern universities with
those of Scotland, Lyon Playfair told the House of Commons, "The
English Universities . . .teach men how to. spend one fhousand
pounds a year Wwith dignity and intelligence while the Scotch

Universities teach them how to make one thousand pounds a year
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with dignity and intelligence" (qtd. in Anderson 35).

Although Oxford ‘and Cambridge became the finishing schoois
of the Vwealthy, the relationship between the Anglican church and
the two universities was also central to the English way of life.
William Whewell, a Cambridge philosopher, stated that the church
could not exist without the prevailing system of education (Sand-
erson 201). AThis relationship between the Church of England and
the universities was of financial importance for all graduates as
well as for the Anglican church, for a' degree from Oxford and
Cambridge normally 1led directly into an ecclesiastical 1living.
In order to prevent widespread unemployment among graduates of
the two universities, the number of students could not exceed by
much the available annual positions in the church.

Given the nature of the relationship between university and
church and the complex question of social class, the 1809 Edin-

burgh Review attack castigating Oxford and cCambridge for their

insistence on the classics, for the Scots an anti-utilitarian

focus, resulted in Coplestone’s highly idealistic defense, as

reviewed at the beginning of this chapter. Further, given the

growth o-f utility-oriented dissenting academies for the rising
non-Anglican middle class, institutions which deflected much
potential criticism from the classicai curriculum of the two
univérsities, forces for change in Oxford and Cambridge had
little effect./' Insofar as the dissenting academies needed uni-

versity-level support, that was supplied by Scottish connections.
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D. J. Palmer suggests that the Scottish colleges may even have
been the models for the English dissenting academies (7-9).
Nevertheless, the exclusion of non-Anglicans irritated many of
the wealthy middle class in London.

Although these Londoners despised the religious exclusive-
ness of Oxford and Cambridge, and although they ridiculed the
classical curriculum, the lack of an opportunity to gain univer-
sity degrees upset enough influential citizens that after the
Napoleonic wars the British government founded University Col-
lege, a non-Anglican institution, in London (1826). Because it
was not affiliated formally with a religious body, it quickly
became known as "the Godless institution on Gower Street."
Palmer states that its curriculum was modeled after the Scottish
universities, especially since most of the early professors were
themselves Scotsmen (16). University College, therefore, offered
instruction in the vernacular, including instruction in English
literature. Initially, however, the new college could not offei‘
degrees.4

The first professor of English at the "Godless Institution"

4In offering a curriculum without allowing a degree,
" University College, in fact, resembled Cambridge, since dis-
senters could also get a college education there, though not a
degree since the oath of allegiance to the Thirty-Nine Articles

was taken at the end of the course of studies. In Scotland
leaving the university without obtaining a degree was also a
commonplace. ‘ »

Three years after University College opened in 1828, the
Church of England founded King’s College, also in London. In 1836
both were affiliated under the administrative umbrella of the
University of London, which then began granting its own degrees.
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was an evangelical clergyman, the Rev. Thomas Dale. Dale im-
mediately clarified his position relative to_public concern about
godlessness. In this he set the direction for the next half
century in the study of ‘English literature.' His inaugural
lecture, delivered at University College 1in October 1828,
stressed that "moral culture should be connected with moral
instruction, and both enlisted in the service of Religion"
(Palmer 19). His course included the history, philosophy and
"use and applications" of the language in the various kinds of
speaking and composition, "commencing with the plain and perspic-
uous, and proceeding upward to the elevated and majestic style."
His main concern, however, expressed in suitable flowers of
eloquence, was clearly morality:
But in all my Lectures, more particularly when treating
upon that glorious and inexhaustible subject, the
LITERATURE of our country--I shall esteem it my duty--
-—and I trust I shall find it my delight--to inculcate
lessons of virtue, through the medium of the mastery of
our language. . . . [N]ever, in tracking the course of
those brilliant luminaries that éparkle in the firma-
ment of our literature--never will I suffer the eye of
inexperienced youth to be dazzled by the brilliancy of
genius, when its broad 1us£re obscures the deformity of
vice; never will I affect to stifle the expression of a

just indignation, when wit, taste, -and talent, have



Hubert 39

been designedly prostituted by their unworthy posses-

'sors to the excitement of unholy passions, the pallia-
tion of gquilty indulgences, the ridicule of virtue, or
the disparagement of religion. (Palmér 20)

The bulk of Dale’s instruction at University College, how-
ever, was not in literature but in lahguage, iﬁ which subject he
lectured three times a week. Palmer is not impressed with the
quality of Dale’s instruction, for ffom examination questions it

appears that "the principle [sic] test was of ability to remember

"+« the Professor’s prescribed answers®™ to questions such as the

following:

‘Who is the first distinguished writer of English
prose? Point out the characteristic features of his
style, and say in what respect it differs from that of
Lord Clarendon. . . .

When is the translation of an idiomatic expression
perfect? . . .

Why is D a perfect letfer?' (qtd. in Palmer 22)

These are questions from.a five-part exam cbvering the History of
the English Language, English Grammar, Principles and Practice of
English Composition, Translations from Classical Authors into
English, and Rhetoric (Palmer 21).

In its early years, English study at University College
followed the empiricist tradition of emphasizing factual materi-

al, which a rigid examination system forced the students to
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learn. 'i'he titles of Dale’s lectures suggest an approach through
rhetorical forms: Dramatic Poetry (8 lectures), Epic Poetry (é
lectures), Divinity (5 lectures), and the History of Romantic -
Fiction (one lecture). Dale also ‘Ereated the History of English
Literature; the factual nature of such lectures is revealed in a
letter frém John Ruskin to'. his father: "Four lectures on this
subject have spoken of four celebrated authors of old time--Sir
John Mandevill, Sir John Gower, Chaucer and Wickiiffe. We are
made acquainted with theif birth, parentage, education, etc.; the
character of their writings is spoken of-, and extracts are read
as examples of their style" (qtd. in Palmer 23).

Although Dale resigned after two years, the nature of the
course changed 1little for the next twenty years. An historical
and biographical emphasis only gradually replaced the organiza-
tion by rhetorical classification. Except to note that student
compositions were assigned, neither Palmer nor other histories of
University College reviewed for this study comment further on
formal rhetorical study.
| Important for the present analysis'inAAnglo—Cana-dian studies
in rhetoric and English, therefore, is an appreciation for' the
close relationship between education and the Church of England,
as well as a distinct class consciousness related to a ﬁniversity
education in. Englahd. Whereas University College included in-
struction in tl{e verncaular, the Church of England’s concept of

an education at Oxford and Cambridge was distinctly classical in
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néture: the concern was more the productlon of a sophlstlcated
gentleman than the development of an 1mmed1ate1y useful profes-_
- sional _educatlon. In its attltude toward utility, the’ Oxf_ord
-system differed from the Scottish in both philosophy and pfac—
tice. In their relationships to the church, both systems dif-
fered as well. Oxford and Cambridge degrees led directly into
church livings; Scottish degrees guéranteed no position. Since
Scotland’s democratic philosophy ostensibly ensured a university
education to all deserving students, the Scottish system produced
far more graduates than Scotland could employ. This, in part,
would account for the strong Scottish influence in the history of
Canadian higher education, for Scotland regularly exported its
educational philosophies with its graduates.5

The battle between the Scottish and English approaches to
higher education was carried to British North American co-lleges
from their very inception_. Scotland’s emphasis on utility, on
accessibility, and on the vernacuiar stressed the importance of
rhetorical training, especially in writing, which Scotland taught

in both logic and rhetoric classes. Oxford and Cambridge in-

5Thomas McCulloch and John Strachan, two seminal figures in
Anglo-Canadian higher education and discussed in the following
chapter, illustrate well the Scottish educational influence in
the early development of British North America. This influence
continued throughout the century. Other influential alumni of
Scottish univerisities discussed in this dissertation include Sir
J. W. Dawson, President of McGill, Sir Daniel Wilson, Professor
of English Literature and Hlstory at Toronto, the Rev. W. T.
Leach, Professor of Rhetoric and later of English Literature at
McGill, and James Cappon, Professor of English at Queen’s.
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fluences in British North America, in contrast, .denounced the
utilitarian approach, rlrestricted access to Anglicans, and em-
phasized the classics, both in language and éontent.' In the col-
onies, however, the differences between English and Scottish
systems would not be separated by national boundaries. As col-
onial administrators and seftlers of both Scottish and English
heritage, therefore, turned to education as a means of ensuring
future social and economic stability, differences in the educa-
tional philosophy and practice were obvious. These differences,
naturally, followed national and religious lines, given that the
early Canadian colleges were all tied to official religious
organizations, each of these associated with particular immigrant
groups.

In British North America, therefore, early colleges with
Scottish roots tended to be Presbyterian in religion but with no
religious bars for entering students. These colleges also em-
phasized rhetoric in the vernacular, arguing that a strongly
classical education did not suit the social and economic situa-
tion of the colonies. The early Anglican colleges, on the other
hand, restricted entrance to thosé who affirmed the Thirty-nine
Articles of the Church of England. The curriculum was strongly
classical, with little formal attention to the vernacu'lar--except
a strong concern for English elocution in its most basic sense;
namely, the correct pronunciation of the King’s English. Whereas

colleges with Scottish roots thus emphasized an education with
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practical economic benefits, the Anglican colleges, even in the

colonies, strove to produce an upper'cléss Anglican gentleman.
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CHAPTER 2: RELIGIOUS AFFILIATIONS AND THE RHETORICAL CURRICULUM

IN BRITISH NORTH AMERICA, 1800 - 1853

In early hnhineteenth-century higher education in Britain,
utilitarian values and emphasis on instruction in the vernacular
separated the Scottish university system'from that of Oxford and
Cambridge. The English universities valued classical languages
and a liberal education unrelated to training for a pfofession
after graduation; the Scots considered the professions important
in their educational system. The English system was elitist; the
Scottish system, democratic. These values were brought to the
shores of Nova Scotia and the townships of Upper Canada by emi-
grants from the two British countries and from post-
revolutionary America. In British North America, the English
elitism was only slightly modified by the democratic experience
of the United Empire Loyalists, who came north in large measure
because of their strong English attachments. Many of the Loyal-
ists also had strong religious convictions, convictions which
were to have a strong impact on education in the Loyalists’ neﬁ
home.

The national differences between the Scots and the English
in the British North American colonies were marked overtly by
differences in religious practice, with the Scots committed to
their Presbyterian order, which permitted a fair measure of local

autonomy, and the English committed to the Anglican hierarchy,
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tied directly to English authority, both political and religious.
Because of vtheir social énd religious differences, the two groups
established separate colleges.

The rhetorical prdgrams of the early éolleges were related
to the social objectives of the two respective constituenciés.
The colleges dominated by Scottish professors emphasized a utili-
tarian curriculum that fitted the social situation of a new
colony struggling for economic growth. The rhetorical curriculum
of these colleges emphasized both composition and speech in the
vernacular. The Anglican colleges, on the other hand, emphasized
the classics, familiarity with which marked a gentleman in the
colonies as well as in England. The Anglican curriculum in
rhetoric was confined largely to reading classical authors to
learn their languages by translating them into English, and from
English back to Latin and Greek. Oral exercises in Greek, Latin
and English, of cdurse, also focused on classical learning. | The
first half of the nineteenth century saw other groups establish
colleges as well,l but in order to trace the most important
developments of early ninéteenth-céntury Anglophone education in
British North America, this study traces the two earliest and

most prominent traditions, the Anglican and Presbyterian. These

1The most common religious denominations, most of which were
involved in higher education, were Anglican, Presbyterian, Wes-
leyan, and Roman Catholic (generally French). Other early col-
leges not discussed in this dissertation include Acadia (Bap-
tist), Mt. Allison (Methodist), Bishop’s (Anglican), and Bytown
(O0ttawa--R. Catholic and bilingual).
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two are then followed by the Wesleyan-Methodist tradition, which
combined British dissenting pietism .with- a colonial American
emphasis on utility. In this emphasis on utility, Presbyterians
and Methodists often found common ground in opposing Anglican
elitism, especially in 'Upper Canada. This opposition resulted
in social friction, almost constantly associated with higher
education in the first half of the century. Differences in
values, of course, were reflected in different curricula, espec-
ially in rhetoric. However, to understand rhetorical develop-
ments, we must first understand the larger colonial issues relat-
ing especially to Anglicans and Presbyterians, 1issues which
affected the development of the whole college curric_ulum.
English interests were controlled by colonial leaders ap-
pointed by London. As members of England’s ruling class, these
colonial leaders had a low opinion of the colonists, most of whom
were relatively poor, and who, therefore, would have remained
uneducated in England. Colonial government leaders thus saw
little need for colleges in British North America. Indeed, some
saw British North America generally as nothing but a Aburden for
the mother country. In 1816, Admiral Sir David Milne, newly
appointed to Halifax, wrote back to England, "From what I have
seen it would be lucky for this coun'try [England] to be weel reid
of it [Canada].. It is certainly a fine country buf: too distant
for us to defgn;i against so powerful a neighbour" (gtd. in Agnew

34). Nineteenth-century Canadian historian J. G. Bourinot sug-



Hubert 47

gests that this view, though magnified by the political situation
following the American and French revolutions, antedated both of
them. As far back as Wolfe’s conquest of the French on the
Plains of Abraham in 1759, the British as well as the French had
doubts about the value of fhis northern region. Bourinot sug-
gests that, the wealth of the fishery and fur trade notwithstand-
ing, London feared the future costs of defending these coionies
(Bourinot 1881, 16). |
The attitude of the Church of England to the colonies before
the American Revolution corresponded to that of the crown.
Reviewing the Anglican Church’s record in colonial America in
1832, Archdeacoﬁ John Strachan of Toronto wrote to Thomas Chal-
mers, Professor of Divinity at Edinburgh:
In the British-American settlements, before the revolu-
tion, no attention whatever was paid by imperial gov-
ernment to the religious instruction of the colonists:
in this matter they were left entirély to themselves;
and laboured under the moét serious difficulties; they:
were indeed so great, that, had not the Society for the
Propagation of the Gospel in‘Foreign Parts taken pity
upon her members, and sent tﬂém missionaries, an epis-
copal clergyman would have been hardly found in British
North-America at the era of the revolution. The Plan-
tations, as the colonies were then called, were con-

sidered a part of the spiritual charge of the Bishop of
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London, but no prelate of the Church had ever beheld
them. The clergy and parishes were without superinten-
dence; the churches and buriél grounds remained uncon-
secrated; the childfen were without confinnafion. . .
(Strachan 1832, 4-5)

- Although the arrival of Loyalists from America following the
Revolutionary War hecessariiy changed London’s indifference to
British North America, owing to many of the Loyalists’ strong
personal ties to the mother country, the colonies still ranked
low in England’s concerns. These attitudes spilled over into
~education. England’s eighteenth-century view that education bred
rebellion was reinforced with the revolution of Thirteen Col-
onies. Lord Durham’s Report, following the 1837 rebellions in
Upper and Lower Canada, confirms that this attitude had existed.
"I am grieved," he wrote, "to be obliged to reinark, that the
British Government has, since its possession of this Province,
done, or even attempted, nothing for the promotion of general
education" (72).

The perspective of Anglican religious léaders in the colon-
ies after the American Revolution diffefed from that of the
political governors. The c_lergy, many of them United Empire
Loyalists who had served as missionaries in the Thirteen Colon-
ies, recognized that the role of the church was paramount in the
colonial culture. Canadian cultural historién S. F. Wise points

out that, at the end of the eighteenth century, "it was the
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clergy, not the politicians, who bore the chief responsibility
‘for interpreting the meaning of Europe’s convulsions to society:
at large." He notes that clergymen were extremely influential in
the days before the journalist and politician-gained-access to
the people through the newspaper (Wise 82).

It is not surprising, then, that the important Anglican
agitatgrs for colleges in early Canada were almost exclusively
Loyalist clergymen. In fact, the first concerns for higher

education in the Maritimes were transmitted to London before two

" . of these clergymen had even arrived in Nova Scotia. On March 8,

1783, eighteen Church of England clergyﬁen in New York formulated
"A Plan of Religious and Literary Institution for the Province of
Nova Scotia." The plan included churches, church lands, clergy,
and a seminary, academy or college. The plan also called for a
grammar school for learning in the classical languages. on
October 18, 1783 the plan was reaffirmed and sent to London with
Guy Carleton, then Commander-in-Chief ét New York. A member of
the original group of eiéhteen was Charles Inglis, an Irish-born
American clergyman about to emigrate to Nova Scotia, where, in
1787, he would become British North America’s first Anglican
bishop.

For Inglis, the Church needed a college for training minis-
ters. In January 1788, he wrote from Nova Scotia to the Arch-
bishop: "There are two objects which I have in view--one is a

proper Establishment of the Church in this Province, by an Act



Hubert 50

of the Legislature; the‘otﬁer is, the Establishment of a college,
without which Church matters must be in.an imperfect state" (qtd. 
in R. V. Harris 112). Thus, Canada’s first Anglican bishop
envisioned for his new charge the English pattern of higher
education linked to the church and to government authority.
This 1link was especially important because of Nova; Scotia’s
proximity to post-revolutionary America, which had forcibly
rejected British ideals, ideals which had led the Loyalists to
seek new beginnings in the British colonies to the north.2 A
distrust of American culture in politics, religion and education
would influence the development of colleges in the colonies of
British North America until Confederation in 1867--and even after
that.

Inglis had served as a missionary priest in America, and had.
personally experienced the anger of the revolutionaries for his

loyalty to the British monarchy.3 An even more serious social

2In 1790, Inglis wrote in a letter:

With respect to our seminary, one of my principal
motives for pushing it forward was to prevent the
importation of American Divines and American policies
into the province. Unless we have a seminary here, the
youth of Nova Scotia will be sent for their education
to the Revolted Colonies--the inevitable consequence
would be a corruption of their religious and political
principles" (gtd. in Vroom 25).

3although actual incidents are difficult to find, stories
circulating among Church of England worshippers told of attacks
on priests by troops waiting outside the church until the priest
prayed for the King in the "Intercession," part of the service of
holy communion.  Since prayer for the British king was an act of
treason, the priests were branded as traitors and treated as such.
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disintegration than a revolution 1like that in America, was,
however, taking place in France, even while Inglis planned for a
college in Nova Scotia. S. F. Wise.holds that for Inglis,  the
French‘Revolution was an event without precedent in hﬁhan his-
tory-—-and it was the result of impiety in the upper orders of the
European nation. For Inglis, Britain’s vicfory in the Frehch war
indicated God’s approval of the British social order, which, as
an ideal in God’s will, Inglis wished to implement in Nova Scotia
(Wise 84,85). The college, therefore, waé not primarily an
institution for training lawyers and merchants to increase the
physical wealth of the colony. It was an integral part of God’s
kingdom on earth.

But Inglis had difficulty founding the college he so des-
ired, owing to the elitist attitudes of Nova Scotia’s English
political 1leaders. In 1790, he wroﬁe the Archbishop about his
difficulties with Governor Parr: "He holds literature in great
contempt, and often hints that it does hurt to mankind. . . . It
is with difficulty that I can get him and the other Governors to
meet on any business.relative to it [the Collgge] and when met,
the business goes on heavily. .At present I seem to roll a Sisy-
phean stone" (gtd. in Vroom 25). One of.the other troublesoﬁe
governors of the college was Alexander Croke, Vice-judge of the
Admiralty, who, against Inglis’ pfotestations to the Archbishop
of Canterburyniinsisted_that all students of the new college

subscribe to the Thirty-nine Articles of the Church of England.
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Croké also insisted on hiring only professors who had studied at
British universities linked to the Church of England. These men
were to set an English "tone of charécter." Croke held that "a
very principal object of the new institution would be accomp-
lished by assimilating the manners of the rising generation to
those of the parent state." 1In charging the first professors of
the new college with their duties, he was especially concerned
about elocution: "We think that it is of no smali importance to
this seminary to teach the genuine use, practice and pronuncia-
tion of the English language, undebased by 1local or national
accents and solecisms" (qtd. in Vroom 37).

The statutes of the University of King’s College, based on
the royal charter of 1802 but officially proclaimed as statutes
in 1803, present not only the proposed curriculum, but also the
exclusive nature of the institution ultimately established by the
Anglican Board of Governors dominated by Croke. The college was
to have four professors, with the following teaching divisions:
Divinity and Hebrew; Moral Sciences and Metaphysics; Méthematics,
Natural Philosophy, and Astronomy; and Grammar, Rhetoric and
Logic. The duties for this last professor were prescribed:

1st. He shall lecture in Grammar, and the Greek
and Latin Classics, alternately, every day, in term,
except Sundays and Holydays, the first, and the two
last days, from nine to ten. And his Pupils éhall be

all Students during their third and fourth years; he
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shall read different books the second year from those
he shall read the first. |
2d. In‘Rhetoriq, every day, in term . . . the
first and the two last days, from half past ten to half
past eleven. His Pupils shall be all Students during
the first year. |
34. And in Logic, every day, in term. . . the
first and the two last days, from twelve to one. His
pupils shall be all Students during their first year.
(Statutes 1803, 4)
Masters were to be procured to teach Modern Languages, particu-
larly French. Students were allowed private instruction in
Drawing, Dancing, Music, French, Riding, "and other polite ac-
complishmenté" (Statutes 1803, 13).

Exercises were also stipulated. These reflected the strohg
classical nature of the curriculum, with classical work deemed
fully as important as that of the vérnacular. "All Uhdergréd-
uates except Civilians" were to compose "a Theme every week in
term, either in prose or verse, in English and Latin.alternately"
(Statutes 1803; "Exercizes," 1) Every Saturday undergraduates and
Bachelors of Arts were to rotate in giving two declamations, one
in English and the other in Latin. Every Saturday, selected
passages from English, Latin or Greek authors wére to be recited
from memory by two or more undergraduates. The statutes specifi-

cally demanded that in all
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‘declamations, recitations, and in all other exerciées,
in which the Studénts shall read aloud or speak in
public, great attention shall be paid to their
pronunciation, that they shall avoid all. Provincial
accents, and other improprieties, and shall deliver
themselves with correcfness and in proper emphasis.

(Statutes 1803, "Exercizes," 4)

In informal exercises, the emphasis on classical material
with English again reflected the goal of the curriculum as pro-
ducing a graduate just as familiar with Greek and Latin as with
_his native culture. Each student was to make collections, in
English, Latin, or Greek, "either by abridgement, by a logical
analysis and resolution of arguments into syllogisms, or by
making extracts of the finest or most material, passages, to-
gether with his own criticism, and observations upon them. And
finally, every Sunday there were to be disputations, "either
logical or rhetorical."

The emphasis on education as a-training in moral culture was
also stressed. Students’ private behavio: was to be monitored by
tutors:

It shall be the office of the Tutor to direct and
examine the private studies of his Pupil, particﬁlarly
'in case he shall find him deficient in Grammar and the-
Classics upon' admission; to inspect his moral and.

religious conduct; to control his expences; and to

(
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regulate all those parts of education and behaviour,
which ére not within the province of ahy of the Profes-
sors, and are too minute for the attention of the
President. (Statutes 1803, "Of 'i‘he Tutors")
Non-Anglican religious pi'actice and non-aristocratic principles
were strongly proscribed as Anglican exclusiveness mixed with an
anti-American consciousness was reinforced by the statutes:

No member of the University shall hold, maintain,
or teach, any atheistical, deistical, or democratical
doctrines, principles contrary to the Chriétian faith,
or to good morals, or subversive of the British Con-
stitution as by Law Established. . . .

No member of .the University shall frequent the
Romish mass, or the meeting Houses of the Presbyter-
ians, Baptists, or Methodists, or the Conventicles or
places of Worship, of any other dissenters from the
Church of Englénd, or shall be present at any sedi-
tions, or rebellious meetings. (Statutes 1803, "Of
Moral Conduct and Behavior" 3)°

From the beginning, Inglis had protested Croke’s plans as
too restrictive and far too grandiose and éxpensive for a small
colony. When the college finally opened, his fears proved. trueA.
First, owing to the religious prescriptions and the lack of an
adequate preparatory school, there were few students. Second,

the college had a difficult time finding a teaching staff that
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met Croke’s stipulations. And third, since the college was
situated at Windsor, a day’s journey from Halifax, it attracted
few part-time students, such as were common in Scottish univer-
sities. The college, therefore, struggled with only two profes-
sors through its first years; with financial difficulties suffi-
cient to force temporary layoffs even then. In addition, the
Professor of Grammar, Rhetoric, and Logic was a graduate of
Dublin, since no incumbent from Oxford or Cambridge could be
procured. Notwithstanding the reélity of the situation, Croke
insisted that this professor deliver his Logic lectures in Latin,
"because this was the custom at Oxford." Vroom writes that "Dr.
Cochran readily consented, but the folly of it was soon appar-
ent." In Rhetoric though, "Cochran and his students read Quinc-
tilian in the Latin" (Vroom 50).

Within a decade of Windsor’s opening, the classical focus,
together with the exclusive Anglican orientation had repercus-
sions beyond the confines of the néw college. In the fall of the
vear that the statutes of King’s College were proclaimed, Thomas
McCulloch, an emigrant Presbyterian minister from Glasgow, ini-
tially bound for Prince Edward Island, was swayed by the appeals
of Pictou Scots to stay the winter. In McCulloch’s agreement the
foundation of Pictou Academy was laid--and in the necessity for
Pictou Academy itself was embodied a deep resistance to the
Church of England establishment represented by King’s College at

Windsor. McCulloch was not opposed to a religious college, but
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his Scottish heritage revolted against a university demanding
that students adhere to a specific creed in order to gain an
education. Although Scottish universities were decidedly Chris-
tian, often with a strong Presbyterian flavor, they preséribed no
religious tests, welcoming Roman Catholic, Anglican or Presbyter-
ian without prejudice.?

McCulloch;s Presbyterianisnm diffefed significantly from
Croke’s Anglicanism, with important results for McCulloch’s
philosophy of education. Education for all was a basic necessity
for a healthy individual as well as a healthy society. "The
original conformation and state of the human mind, connected with
the peculiarity of those circumstances in which man is placed,"
stated McCulloch, "show that he has been designed for intellec-
tual and moral improvement" (1819, 3). However, because deep-
rooted imperfections prevent one from achieving one’s potential,
individuals cannot improve themselves; especially in youth,
superiors must remove from the individuél "everything tending to
depravity of disposition," putting in its place "whatever ap-
pear[s] to be good and useful and calculated to encourage imita-
tion "(4). The end of a liberal education, then, was "the im-
provement of man in intelligence and moral principle, as the

basis of his subsequent duty and happiness" (6). A strong sense

4w. B. Hamilton’s article entitled "Thomas McCulloch: Advo-
cate of Non-Sectarian Education" discusses McCulloch’s commitment
to non-denominational education in early nineteenth-century Nova
Scotia. '
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of duty arose from the interrelationships between the individual
» and society: "The existence of a social state produces a variety
of offices and duties, which, by promoting the safety and comfort
of the individual parts of society, ultimately tend to the bene-
fit of the whole." Further, education was important because one
could not perform one’s duty "unless he have previously ascer-
tained both its nature and the mode of performance®" (7). In this
duty to know one’s social responsibilities and to perform them

lay the necessity of teaching rhetoric, which was central to

* . McCulloch’s concept of learning:

A liberal education, beside unfolding the principles of
science, is particularly calculated to qualify the mind
both for the acquisition and the communication of
knowledge. 1In every well requlated seminary, it is so
conducted as to exercise the thinking powers; and,
also,"to connect the acquisition of knowledge with a
corresponding improvement in the power of communica-
tion. (McCulloch 1819, 18)
To gaih knowledge without the ability to act on it or communicate
it would have defeated the purpose of McCulloch’s acadenmy.
McCulloch therefore believed that the curriculum of King’s,
heavily emphasizing classical languages, was unsuited for NoVa
Scotia, for practical as well as for religious and social rea-
sons.

McCulloch soon determined to establish a non-sectarian
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school in Pictou. In 1809, he opened the famous Pictou Acadeny,
hoping to gain a degree-granting college for those unable to go-
to the Anglicans’ King’s College at Windsor.. The legislative
council in Halifax, however, controlled by elitist English at-
titudes and jealous of any competition for King’s College, stood
in his way. To gain degrees, therefore, Pictou graduates (most
of them Presbyterian, since the legislative council, against
McCulloch’s wishes, had also not allowed a non-denbminational
school) had to travel to the Uhited States or to Scotland. Three
important educators of the next generation, J. W. Dawson, presi-
dent of McGill College, George Munro Grant, president of Queen’s
College at XKingston, and William Brydon Jack, presiéent of the
University of New Brunswick, proceeded from Pictou to Scotland to
receive M.A.s from Glasgow, McCulloch’s alma mater. |
On the surface, the Pictou Academy course of studies may
have appeared to parallel that of King’s College, except perhaps
in the emphasis on the practical .éubjects in Iﬁathematics and
natural philosophy, reflecting McCulloch’s high interest and wide
reputation in geology. The 1830 statutes of Pictou, for in-
stance, required the following curriculum:
First year: Latin and Greek;
Second Year: Logic, including deneral Grammar and
Rhetoric; Latin and Greek continued;
Third Year: Moral Philosophy, Mathematics with_their

practical applications, Algebra;
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Fourth Year: Natural Philosophy, Mathematics and
Algebra .(qtd. in McMullin 146)

William MccCulloch, thev son of Thomas McCulloch, wrote in the
biography of the elder McCulioch, however, that as pa-rtlof his
teaching in Grammar and»Rhetoric at Pictou, McCulloch stressed
analysis and composition in English (179). Further, Scottish
universities taught the classical curriculum as well, but, it is
clear that in Scottish teaching the focus of studies was set by
the professor, not by the curriculum. McCulloch’s concerns for
the practical education of his students determined that they
would be well versed in the fundamentals of rhetoric in the
vernacular, oral as well as written.

In 1838, McCglloch left Pictou Academy to become the first
president of Dalhousie College in Halifax. This college too grew
out of a reaction to the Anglican exclusiveness of King’s Col-
lege. In 1816, George Ramsay, Ninth Earl of Dalhousie, was
appointed as 1lieutenant-governor to Nova Scotia. A Scot, he
noted the paucity of educational opportunities for non-Anglicans,
so in 1818 he founded a 1liberal, non-denominational college,
modelled on the University of Edinburgh. Resistance from the
legislative council kept Dalhousie from opening till long after
Lord Dalhousie himself had left the colony. In 1838, sectarién
strife within the Nova Scotia Presbyterian community, présent
almost from McCulloch’s earliest days in Pictou, finally led to

McCulloch’s removal from Pictou to take up the presidency at.
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Dalhousie. Unfortunately, McCulloch died after only five years
in Halifax. Unable to continue without him, Dalhousie reor-
ganized as a high school until 1863, when Nova Scotians rallied
to support its revival as a non-sectarian university.
McCulloch’s 1838 inaﬁgural address at Dalhousie stressed the
necessity of a practical education. He supported studying the
classical languages, but for specific reasons: that Hebrew,
Greek and Latin helped one understand the classical writings,

especially the Christian scriptures. "He who teaches these

- languages in Dalhousie College should know his business well," he

saj.d, as respectability required. However, learning one’s native

- tongue was more important:
But . that boys should in Halifax or elsewhere spend six
or seven years upon Latin and Greek and then four more
in college partly occupied with the same languages is a
waste of human life adapted neither to the circum-
stances or the prosperity of Nova Scotia. . . . If
Dalhousie College acquire usefulness and eminence it
will be not by an imitation of Oxford, but as an in-
stitution of science and practical intelligence. (qgtd.
in Harris 1976, 33)

Dalhousie opened with only sixteen students, most of them without

a good preparation, so McCulloch held special night classes in

combosition and logic (Harvey 1938, 52-3). McCulloch used Lindley

Murray’s English Grammar, with the subtitle "Adapted for Dif-
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ferent Classes of Learners." McCulloch also resisted an undue
emphasis on the classics, in spite of strong pressure from Dr.
Crawley, a King’s-educated convert to the Baptists and a rival to
McCulloch for the presidency of Dalhousie.® The Scottish in-
fluence of McCulloch thus led to a practical emphasis on both
writing and oratory in early colonial Nova Scotia, first in
Pictou Acadefny and then in Dalhousie College.

In New Brunswick, the Nova 'Scot'ia educational problems
deriving from Anglican elitism repeated themselves. A college .
was first envisioned by Rev. John Odéll, poet, clergyman, doctor,
politician and first provincial secretary. Odell was also one of
the group of Loyalist clergy that originally petitioned for a
college while still in New York, in 1783. Having emigrated to
New Brunswick by 1785, Odell, with other New Brunswick leaders,
petitioned Governor Thomas Carleton for "an academy of liberal
arts and sciences" (Bailey 16). Unlike Parr in Nova Scotia,
Carleton responded immediately, setting aside 6,000 acres of land
in the parish of Fredericton. By 1787 an acaﬁemy was in opera-
tion, but it failed to prosper. The New Brunswick historian A.
G. Bailey sees five reasons for the weakness of the academy,

which New Brunswick proposed to elevate to degree-granting sta-

Scrawley insisted that the liberal and noble sentiments
fostered in the mother country arose from England’s emphasis on
classical literature. McCulloch, resisting Crawley’s emphasis,
held that religion, not the classics, had ennobled the British
(Harvey 1938, 52-3). '
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.tus: the area lacked qualified insﬁructors: too few students
enrolled (17 in the academy in 1793); the 1793 draft éharter
restricted matriculation to Anglicans; Bishop Inglis’ opposition
to the New Brunswick college because it would weaken the college
at Windsor nearby:; and, finaliy, an unspoken policy to rule by
the divide-~and-conquer mentality, meant to keep colonies from
mutual cooperation, consciously implemented by London after the
1776 American rebellion (17-18).

The last three of these five reasons relate to concerns

- regarding political control of the colony rather than to educa-

tion. In these three concerns, the Anglican church was to act as
the hand of London’s colonial policy. In the history of British
North America, the Anglican church and official colonial policy
were inevitably intertwined, given the union of church and state
in England, and thus in the colonies. Problems arising from this
union inevitably bedeviled British North America.

Originaily chartered as the College'of New Brunswick, the
Fredericton institution, in 1828, attempted to gain popular
support by abolishing the Anglican restrictions on both students
and faculty, and to gain the English crown’s support by asking
for a new charter. The college was thus renamed King’s College.
Although the crown agreed to the new charter and provided modest
annual fundihg, the plan failed, owing to the continuing classi-
cal curriculum, which New Brunswick timber merchants considered a

waste of time. Further, the continued Anglican elitist attitudes
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"of the céllege, a practical factor that the revised statutes did
not alter, irritated many, whether wealthy or not. The probléms
at Fredericton were not solved until 1855-60, when a commission
éf educators from outside the province recommended changes, which
were implemented largely after the 1859 resignation of Oxford-
educated President Edwin Jacob.

In Upper Canada, religious and social friction deriving from
Church of England restrictions to mass eduéation once again led
to problems, although a strong Methodist presenﬁevcomplicated the
Upper Canada situation somewhat. As in Nova Scotia, strong
personalities were involved, one of the strongest that of the
Rev. John Strachan, in 1839 to become the Anglican Bishop of
Toronto. Strachan was invited to Upper Canada by John Graves
'Simcoe, Lieutenant-Governor of Upper Canada from 1791-95. Sim-
coe’s attitudes toward education were atypical for an Englishman.
Immediately upon being appointed governor, Simcoe determined to
establish a school system culminating in a university in order to
keep young men from having to gain their education in America,
where their political sensibilities would be perverted (Ross.9).v
To pay for this system, and to finance the work of the church,

Simcoe arranged to have set aside huge tracts of public land.®

®Educated at Eton and at Oxford, Simcoe nevertheless saw the
need for education in the colony. He argued that "a college of a
higher class would be eminently useful, and would give a tone of
principle and manners that would be of infinite support to Gov-
ernment"” (Hodgins I, 11). Simcoe, therefore, set 1in motion
legislation, approved in 1798, that appropriated almost 300,000
acres as an endowment for a university (Ross 1896, 11).



Hubert 65

Before he could complete his plans, however, he was replaced.
Prior to 1leaving, however, he invited John Strachén, a recent
Aberdeen graduaté reputed to be a good teacher, to come to Canada
to help in the organization of "a college or university." When
Strachan arrived in Kingston on the last day of 1799, he was, of
course, disappointed in his expectations, but, impoverished after
the long journey, he was forced to stay in Upper Canada.
Simcoe’s réassignment from British North America before
Strachan’s arrival forced the young Scot to alter his plans.
Following three years as a private tutor in Kingston, Strachan
entered the ministry of the Church of England and moved to Corn-
wall, where he became famous for the manner in which he taught at
the Cornwall Grammar School, attended by many the children of
Upper Canada’s Tory elite. Strachan’s educational philosophy is
reflected in a letter to one of his students:
In conducting your education, one of my principal
objects has always been to fit you for discharging with
credit the duties of any office to which you may here-
after be called. To accomplish this, it was necessary
for you to be accustomed fréquently to depend upon, and
think for yourselves: accordingly I have' always en-
couraged this disposition, which when preserved within
due bounds, ié one of the greatest benefits that can
possibility be acquired. (gtd. in Scadding 161) -

George Spragge, én~ editor of Strachan’s letters, suggests
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that Strachan expected his students "for their own sakes, for the
sake of the colony, and, very probably, for the effectual carry-
ing out of his own plans, to take a prominent place in public
life." To train his pupils for their futuré vocations, he gave
them practice in debating, the issues chosen frequently being
famous debates from the British House of Commons. By this method
he also familiarized his students with the British parliamentary
system, thus preparing them for future leadership (Spragge xi-
xii).7 |

The stress on facility in English oratory set Strachan’s
Cornwall grammar school apart from the traditional upper-class,
Anglican view of education. Strachan’s focus on debate may have
been rooted in two motives, the one compatible with other Angli-
can views, the other not. On the one hand, Strachan’s students
in Cornwall were members of Tory establishment families, so
Strachan was convinced thét these students would become community
leaders. Hence they were to be prépared to take their place in
society, able to assert traditional views éffectively. Oon the
other hahd, being a Scotsman, Strachan had grown up in an en-
vironment in which education was the right of every citizen.
Even as an Anglican, Strachan appears to have espoused tradition-

al Scottish wvalues in education. In the Anglican Christian

7A comprehensive discussion of Strachan’s teaching at Corn-
wall, where he appears to have conceived much of his later educa-
tional philosophy, is given in G.  W. Spragge, "The Cornwall
School Under John Strachan," in Ontario Historical Society Papers
and Records 34 (1942): 63-85.
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Record of 1819, Strachan stated clearly his belief in a democra-

tic education intimately associated with Christianity.
It was reserved for Christianity to suggest and put
into practice the sublime work of educating a whole_
people. . . . Accordingly, the Chriﬁtian Church has, in
every country, where it has been established, shown a
becoming solicitude for the education of youth, and
been at great pain in directing their minds to a know-
ledge of the leading and important doctrines of the
holy scriptures. Nor is the praise of this conduct
confined to one, but is equally due to all denomina-
tions. (gtd. in Purdy 1962, 55)

Not for the young Strachan was the common upper class Anglican

view that education threatened the social order.

Strachan’s early acceptance of other Christiah denominations
later narrowed from the charity of this 1819 article. The problem
appeared to increase as Strachan rose in the Church of England
hierarchy, for he accepted more and more the Anglican position
that the Church of ﬁngland deserved an exclusive pqsition within
the social structure of British North America, similar to the
position the Anglican church enjoyed in England. In an 1836
sermon to the clergy of the Established Church of Upper Canada,
he affirmed the biblical precedents of union between church and
state, citingxthe history of Jewish support for thé temple in

ancient Israel. He begged his opponents to "look to England and
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Scotland, each of which had a religious establishment, to which
they were mainly indebted for their vast superiority to other
nations" (gtd. in Ryerson i883, 215). Writing to the Rev. Dr.
Thomas Chalmers of Edinburgh in 1832, he reviewed an argument
with Bishop Hobart of New York abouf the American model of separ-
ating church and state:
Such influence [of the American Episcopal Church] on
the manner and habité of the people is next to nothing.
. « .+ Add to this the dependence of your clergy upon
the people for support--a state of things which is
attended with most pernicious consequences. . . . It is
the duty of Christian nations to constitute within
their boundaries, ecclesiastical establishment. (qgtd.
in Ryerson 1883, 215)
As Strachan’s official duties in the Church of England led to an
ever—-increasing advocacy for the Church, Strachan’s increasingly
narrow views on the priority 6f the Church of England in the
colony led to a shift in his educational priorities.

Strachan’s concern aboﬁt‘a weak episcopal church was but one
of several fears related to the influence of American ways.
Drawn into leadership of the local militia in the War of 1812, he
came to share Loyalist sentiments that despised American politi-

cal ideals. He thus feared the propagatiph of those ideals in
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American education.® Strachan was particularly appalled by the
"atheistic" approach to education following from the separation
of church and state. Regardless of his other positions, the
bedrock of Strachan’s educational philosophy was‘Jthat all educa-
tion must be founded on Christian principles. 1In his 1836 ad-
dress to Church of England clergy he asked,.‘ "Now what is solid
education but the knowledge of the Gospel? . . .Is not the word
of God the true mine of christian education?" (46). In the 1832
letter to Rev. Thomas Chalmers in Edinburgh, he stated,

The first best purpose of education, and which has

given holiness and glory to every scheme for its im-

provement,; is to connect thought and principle by the

8strachan’s attitude toward America is revealed in an 1815
funeral sermon honoring Richard Cartwright, a Loyalist magis-
trate. Strachan’s sermon followed praise of Britain with a
vitriolic description of America in the Napoleonic wars:

The American Government, like cormorants, delighted in
the contests which agitated Europe, laughed at the
groans of the dying, and fed upon the slain, had no
sympathy with the fallen; and when at length the despot
had trampled upon all the continental nations, and
nothing was seen but desolation and despair, when
Britain alone was left to combat with his colossal
power, and her means of resistance appeared to be fast
diminishing, this government, lost to every feeling of
honor and glory, hastened to join itself to the oppres-
sor of nations, and to congratulate him on the total
destruction of the liberty of the world. . . . Pos-
terity, better than the present age, will be able to
appreciate the conduct of the two governments during
the convulsions in Europe, and while Britain will
appear an example of magnanimity, unequalled in his-
tory, the star that has directed the European family to
happiness and peace, BAmerica will be consigned to
bitter execration, as the betrayer of the liberty and
independence of mankind. (Strachan 1815, 39-40)
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fullest demonstration of truth. This brings forth all
that is religious in man; - it makes him the true wor-
shipper of God and the self-denying friend of his
species. (Strachan 1832, 32) |
Possibly referring to events following the French Revolution, as
well as to British unrest leading to the Reform Act of 1832,
Strachan revealed a growing aristocratic view of society that
permitted Anglican elitism in education. He asked,
What do we see in Europe as the consequence of know-
ledge without religion? The perversion of public
principle, the daily weakening of the bonds of union
between the humble ranks of society and their natural
guardians and protectors, growing insubordination,
disregard to the laws, increase of crime, the denuncia-
tion of good men, mockery of religion, impatience of
just control and salutary restraint, contempt of sound
learning and experience, and the interruption of honest
industry. ‘(Strachan 1832, 28)
The bedrock of all education for Strachan was »faith in the tenets
of the Christian‘ religion. In this, Strachan would have had the
agreement of all other leading educators in British North Amer-
ica. The problem lay in how that faith should be practiced.
Strachan’s rising power within the Church of England, his
concern for education generally, and for an educated clergy

within the Anglican Church specifically, his concern that the
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morals of young men be protected from anarchic American prin-
ciples, and his political influence--all these circumstances and
concerns thrust him into the struggle to establish a university
in ﬁpper Canada. In 1815 already, Strachan had submitted to Sir
Gordon Drummond, acting administrator of Upper Canada, a report
on education in the colony. Obviously deriving from Strachan’s
Scottish heritage, the report had contained a universal educa-
tional scheme for Upper Canada, including a univérsity. Stra-
chan’s system was based on the success of his grammar school at
Cornwall (Purdy 1964, 45-64). The scheme did not stipulate
Church of England professors in the college, nor did a school act
that sStrachan drafted in 1816 call for Church of England school
teachers. In proposing a college at York, Strachan had also
anticipated a non-sectarian institution. This institution was,
however, to be controlled by an Anglican board and an Anglican
president. The plan also stressed rhetorical concerns in the
_vernacular, and practical ‘studies rather than predominantly
classical texts.

However, in 1827, when Strachan- went -to England to win
funding and a charter for a university in Upper Canada, many of
his earlier liberal attitudes toward education seemed to vanish.
In a pamphlet entitled An Appeal to the Friends of Religion and
Literature, In Behalf of the University of Upper Canada, Strachan

presented the proposed university as "essentially a Missionary

_College," important in preserving the young nen of Upper Canada
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from the corruption of an American education (14). The charter,
written under Strachan’s supervision in England, left King's
College under strictly sectarian governance, although students
were not required to submit to the Thir’;:y-nine Articles--but they
were expected to attend the daily Anglican chepel services.

Based primarily on the argument that public money was being
used fo‘r strictly sectarian purposes, Strachan’s 1827 charter
raised such opposition in Upper Canada that the university did
not open until 1843. Against his own wishes, Strachan, now
« Bishop of Toronto, was appointed president of the new King’s
College. Strachan believed that the controversy of more than a
decade would simply be renewed if he took a prominent role in
the college. Fﬁrther, he did not wish to highlight the sectarian
nature of the college. In the matter of a practical English
curriculum, Strachan was also overruled. In spite of his pander-
ing to English educational biases in raising money in 1827, as
late as 1837 Strachan had promoted a curriculum which was to
include instruction in both "Classical and Modern Literature",
with Modern Literature including both English and foreign lan-
guages. This div.ision was also to include Logic, Rhetoric,
Grammar, Composition, Style, and Modern History, served by two
professors. Unlike Oxford and Cambridge, but 1like Scottish
universities, the institution was to include the professions of
Theology, Jurisprudence and Medicine (Ross 1896, Appendix C).

This curriculum, based again on Strachan’s Cornwall experience,
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had already been rejected by Lieutenant-Govefnbr John Colborne in
1828. Colborne had demanded that King’s College use a standard
classical curriculum, based on Oxford models. In spite of Col-
.borne’s rejection, Strachan again put forward his curriculum,
which appears to have been accepted by the College Board in June
1837, when the Board expected to open the college shortly (Ross
278). However, when the opening of King’s College was delayed
until 1843, it began with a solidly classical curriculum.

The main force behind the 1843 clagsical curriculum was not

"+ Bishop Strachan but the Rev. John McCaul, a scholar of high

reputation from Dublin’s Trinity College, the Irish daughter of
Oxford. McCaul’s official title was Professor of Classical
Literature, Logic, Rhetoric and Belles Lettres. The course at
King’s covered in three years most of what required four in
Dublin. R. A. Falconer, University of Toronto President from
1907 to 1932, labelled the exams for 1844 "long and thorough"
(Falconer 1927, 109). The course waé so difficult that it
attracted most of its students from Upper .Canada College, an
Anglican preparato_ry school at which McCaul had served as prin-
cipal before 1843. Upper Canada College had been established in
1829, in the years that King’s College opening was delayed.

From the perspective of the Anglican governors of King’s
College, there were good reasons for a conservative, classical
curriculum in 1843‘. As every student of Canadian history knows,

the attacks on social inequities by Joseph Papineau in - Lower
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Canada and by William Lyon Mackenzie in Upper Canada finally led,
in the fall of 1837, to populist uprisings, brief but shocking'tg
The Family Compact, the colony’s ruling group closely inter-
related by marriage and business ties. King’s College, was
intimately connected with this power base in Toronto. D. C.
Masters’ history of Toronto points out that of the original
King’s faculty, five members were related to well-known Family
Compact members, either by marriage or blood.® The 1837 rebel-
lion shocked 1leading Torontonians, themselves among the most
conservative citizens in British North America,l? into a reac-
tionary shell. Given that non-Anglican students were not de-
barred from matriculation, the university’s teaching of oratory
and written rhetoric would simply have meant educating more men
like William Lyon Mackenzie or other outspoken opponents of the
Tories.

The curriculum in rhetoric and composition at King’s, like
the curriculum at the other colleges discussed in this chapter,

derived from the social values and political views of those in

‘ 9D. C. Masters traces the family relationships as evidence
for arguing that "the university had. . . an official and Angli-
can air "(40). Masters argues that "From the time of the origin-
al act chartering the University of King’s College in 1827 it had
appeared certain that the University would be little better than
a branch of the Family Compact. This probability seemed con-
firmed when King’s College was finally opened in 1843, instruc-
tion beginning in the o0ld Parliament Buildings. The Compact was
strongly represented in the University Council of 1842" (39).

10charles Dickens in 1842 wrote that "the wild and rabid
Toryism of Toronto was appalling" (gtd. in Masters 20).
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power in the university. oxford-educated Tories in the colonies
expected higher education to provide a graduate with the stamp of
culture, which meant a facility in the classical languages, an
aesthetic appréciation of classical literature, and a well—devel—
oped mind. The purpose of higher education was to provide a
liberal education, the object of which was knowledge unattached
to any particular end,_neitﬁer theological nor financial.

For Tory leaders in the colonies, an added advantage in the
classical curriculum--though perhaps an advantage unspoken--was
that university graduates would not be ready speakers and writers
in the vernacular, a point'of prime importanCe.in a university
admitting all applicants, regardless of religious affiliation.
Further, a graduate of the classical curriculum would be thor-
oughly imbued with noble thoughts and concerns for social stabil-
ity, and thus not given to radical, political action.

Before 1837, the developments in King’s College in Toronto
could have been influenced by Strachan’s Scottish views that
stressed universal access to education, views that affirmed the
value of an education for everyone in society. By 1843, however
(after the 1837 uprisings), Strachan had become Bishop of Tor-
onto, and his views on education had become consérvative, con-
sistent with +the Anglican emphasis on an elitist, classical
education rather than the préctical, rhetorical emphasis of his
teaching in Cornwall. Strachan’s address at the opening of

King’s College in 1843 made no mention of the loss of the ver-
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nacular curriculum in rhetoric.

King’s College was not John Strachan’s only college-related
interest. From his Cornwall days onward, Strachan had had a
continuing personal interest in the growth of McGill College.in
Montreal. Indeed, he had discussed with James McGill, a wealthy
Montreal entrepreneﬁr related to Strachan by marriage, the pos-
sibility of McGill’s leavinc_j a bequest for public education.
When the Hon. James McGill died in 1813, he left a tract of land
and a sum of 10,000 pounds to build a university. As one of
McGill’s four executors, Strachan became involved in planning the
Montreal college from the first. In February 1815, he wrote
letters to various persons involved in the enterprise, giving his
views about how to proceed. The importance of the college,
again, lay in the fact that its absence forced young men to go to
England, a dangerous and expensive venturell, or to go to Ameri-
ca, an even worse possibility, since America presented untold

religious and political dangers for impressionable minds.2 The

llstrachan wrote to Thomas Chalmers in Edinburgh that in the
American colonial period, owing to the lack of Anglican super-
vision in British North America,

: every candidate for the ministry was under the neces-
sity of going to Europe for ordination--a voyage so
dangerous, from the imperfect state of navigation at
that period, that no less than one-fifth of the young
men who aspired to serve the Lord in the sanctuary,
perished in the ocean. (Strachan 1832, 5)

121h his famous Appeal to the Friends of Religion and Liter-
ature, Strachan in 1827 raised funds for King’s College with

anti-American arguments such as the following:
Now in the United States a custom prevails unknown to
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college of his plans was to have no religious tests, although the
religious character of the college was to be. ensured by havihg
the principel a Church of England clergyman, with his departmenf
being Moral Philosophy, Logic and Rhetoric. The institution wes
to be modeled on the "Scotch and German Universities. . . because
much more may be done at one foﬁrth of the Expence.f Oxford and
Cambridge were praised for "so rich and populous and learned a
country as England," but not for a colony. Similarly, McGill was
not to hire graduates from England: "Learning they may have in
. abundance, but the industry the  labour (I may say drudgery) and
accommodation to circumstance cannot be expected of themﬂ
(Spragge 68-9). However, legal maneuvers by McGill’s step-son,
who hoped to win the McGill property for himself, delayed the
opening of the college. During the delay, strong Anglican inter-

ests gradually came to dominate the curriculum. McGill College,

or unpracticed by any other nation; in all other coun-
tries morals and religion are made the basis of public
instruction, and the first books put into the hands of
children teach them the domestic, the social, and
religious virtues; but in the United States politics
pervade the whole system of education; the school books
from the very first elements are stuffed with praises
of their own institutions and breathe hatred to every
thing English.

To such a country our youth may go strongly at-
tached to their native land and to all its establish-
ments, but by hearing them continually depreciated and
those of America praised, this attachment will in many
be gradually weakened; and some may become fascinated
with that 1liberty which has degenerated into 1licen-
tiousness, and imbibe, perhaps unconsciously, senti-
ments unfriendly to things of which Engllshmen are
proud. (Strachan 1827, 5-6)
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therefore, did not open until 1829. Unlike the King’s Colleges,
however, it matriculated students from‘all‘religions. Its set-
ting in Montreal isolated it from the religious strife in other
areas of British North America, since Montreal had a history of
religious cooperation.13' Although the college was trulf non-
sectarian, attracting students.of various protestant denomina-
tions as well as Roman Catholics, the influence of Anglican
leadership resulted in a classical curriculum, with the Rev. W.
T. Leach appointed Professor of Classical Literature in 1846.
Leach was a graduate of Edinburgh, bﬁt, like Strachan, a Church
of England cleric. He held posts in both the university and the
church, from 1841 to 1865 as Rector of St. George’s church in
Montreal, and thereafter as archdeacon of Montreal. He served as
Vice-President of McGill from 1846 until 1886 (Collard 503).
Another college that struggled for decades before finally
assuming educational leadership was Queen’s, a Presbyterian
college in Kingston. As concerned as other religious groups
about the lack of trained ministers in Upper Canada, the Pres-
byterians had originally requested that the jpublicly' endowed
King’s.College include a Presbyterian professor in its divinity
faculty. Given the importance of the Presbyterian Church in

affairs of state in Scotland, the Presbyterians of Upper Canada

13fpor twenty years before 1789 the Episcopal congregation
used the Roman Catholic church building of the Recollect Fathers
(MacMillan 33). Bishop Inglis of Nova Scotia preached in this
church on his first visit to Montreal in 1784 (R. V. Harris 101).
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considered their political rights equal to those of the Angli-
cans. But when King’s was delayed in opening, the Presbyterians
gained a charter for their own college, placing it at Kingston at
a time when Kingston was considered the 1likely future capital
city. Owing to the small student body and to an 1844 split in
the Presbyterian Church just two years after Queen’s opened, the
college struggled simply to survive for more than two decades.
Another college established while Kings’ College in Toronto

delayed opening was Victoria College. Built in Cobourg, Victoria

"« College had no ties with either Scotland or England. A Wesleyan

Methodist college, modeled on an existing Wesleyan university in
Connecticut (Hodgins IV, 110), Victoria inaugurated a new direc-
tion for rhetoric in English. It attempted to implement a rhe-
torical curriculum that would give Victoria graduates thevpracti—,‘
cal expertise to communicate persuasively in English 1in both
writing and speaking. In his inaugural speech at the opening of
Victoria College on June 21, 1842, President Egerton Ryerson
related his rhetorical concerns back to Aristotle and Cicerb,
stating that "the art of speaking and writing with purity, prop-
riety, and elegance, is of the highest importance" (18). Ryerson
also praised Greek and Roman culture for cultivating their own
tongues. In like manner, he held, the contemporary world should
strive for excellence in English, ﬁot through classical languages
but through a direct study of the peoples’ own tongue: "Why there

should be provision for the teaching of dead and foreign lan-
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guages, and none for the teaching of our own vernacular tongue,
is a phenomenon for which I can assign no reason but custom and
prejudice" (10). Deflecting arguments against his position,

Ryerson quoted the tenth of Blair’s Lectures in Rhetoric and

~Belles lettres, which 1listed the advantages of English as a

language over other languages owing to its rich vocabulary.
Ryerson considered both writing and speaking in his cur-
riculum, first defining both: "Rhetoric. . .as relating to dis-

course; Belles-Lettres, to writing." He then added that "In an

age of printing and writing--in éll its varieties--to write well

is of the last [i.e., most] importance.”
The power . which an eloquent orator exerts over an
assembly, and able writer exerts over a country. The
"pen of a ready writer" has frequently proved an in-
strument of more potent power, than the sword of the
soldier, or the sceptre of the monarch. The "heavens
are his sounding board," and a nation, if not the
world, his audience; and his productions will be 1lis-
tened to with edification and delight, by thousands and
millions whom the human voice could never reach. (1842,
18-19)

Ryerson was not willing to leave either of these important stud-

ies to chance, or to literary societies, as was so often‘the

case, especially with practice in oratory, often considered

extraneous to academic interests. The study of both writing and
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speaking needed classroom instruction:
the oral and critical instructions of a competent judge
of good speaking and composition must be superadded to
rules, and will furnish the student with the most.
efficient aid in cbrrecting the defects, remedying the
blemishes, and cultivating the beauties of oratory ana
, writing. (1842, 19)
Ryerson was aware that his proposed emphasis on practical English
rhetoric was an innovation. He introduced the topic of English
- study in his inaugural by allowing that "the admission of an

ENGLISH DEPARTMENT of Language, Science, and Literature, into a

Collegiate Institution" [emphasis in original] might be regarded
"a novelty, or innovation," but he was confident that this in-
novation would become as commonplace as the telescope, the micro-
scope, or compass (10).

Ryerson’s emphasis on composition and oratory derived from
his Methodist environment, which, although strongly protestant,
differed from the traditions of both Presbyterianism and Angli-
canism.l4 Unlike them, Methodism was not part of the official
culture of the state, but an intensely private matter. The
Calvinist Presbyterian doctrine. of predestination placed respon-
sibility for an individual’s faith, and to some extent his be-

havior, on God, . and Anglicanism emphasized the role of the com-

l4gee Goldwin French, "Egerton Ryerson and the Methodist
Model for Upper Canada" in Egerton Ryerson and His Times, edited
by N. McDonald and A. Chaiton.
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munity in the worship and faith of an individual. Methodists,
on the other hénd, stressed the importance of each individual’s
relationship and duty to God. In his 1842 inaugural, Ryerson
stressed that the study 6f theology alone did not qualify an
individual to serve in the church:
To educate young men for the sacred ministry--irrespec-
tive of their talents or spiritual attainments énd
character--has filled some sections of the CcChristian
Church with unconverted Ministers of God’s Holy Word.
. . .When a young man who has been ‘born from above’

feels in his heart that constraining desire, that

perpetual and special kindling within to save souls
[emphasis in original] . . .what can be more rational
and scriptural than for him to ‘study to become a
workman that needeth not to be ashamed?’ (1842, 19-20)
This personal commitment gave Ryerson’s Christianity a more
charged sense of duty than the Anglicanism of Strachan, and even
more than the Presbyterianism of McCulloch. |
‘In its insistence 6n the primacy of the Christian tradition
for the social, political and cultural 6rdef, Wesleyan Methodism
was. at one with Presbyterianism and Anglicanism. However, it
differed from both in its insistence on the separation of church
and state, since religion was a matter of the private conscience,
not of social pélity. From the emphasis on the individual flowed

the concept of religious and civil liberty for all, although this
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was not a licence for anti-social behavior. For Ryerson, public
morality and reépectvfor the crown were simpiy manifestations of
true religion. But the intense focus on the individual made
necessary the development of each individual in society, a neces-
sity which involuntarily demanded universal education. The sense
of personal duty to both God and man was reflected in Ryerson’s
early life, following his conversion to Methodism.1® His father
was deeply disturbed by the turning of his sons, especially
Egerton, from historic Episcopalianism. This parental disap-
pointment strengthened Ryerson’s resolve both to improve himself
and to prove the utility of his newfound religion to a strict
father:

From that time I became a diligent student, and new

quickness and strength seemed to be imparted to my

15The intensely personal commitment to the Christian faith
became important to Ryerson as a child. In his autobiography
Ryerson relates a conversion experience so important that it
remained with him through life:
At the close of the American. War, in 1815, when I was
twelve years of age, my three elder brothers, George,
William, and John, became deeply religious, and I
imbibed the same spirit. My consciousness of guilt and
sinfulness was humbling, oppressive, and distressing;
and my experience of relief, refreshing and joyous. 1In
the end I simply trusted in Christ, and looked to Him
for a present salvation; and, as I looked up in my bed,
the light appeared to my mind, and, as I thought, to my
bodily eye also, in the form of One, white-robed, who
approached .the bedside with a smile, and with more of
the expression of the countenance of Titian’s Christ
than of any person whom I have ever seen. I turned,
rose ;to my knees, bowed my head, and covered my face,
rejoiced with trembling, saying to a brother who was
lying beside me, that the Savior was now near us.
(Ryerson 1883, 25) '
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understanding and memory. Whilé working on the farm I
did more than ordinary day’s work, that it might show
how industrious, instead of lazy, as some said, relig-
ion made a person. I studied between three and.six
o’clock in the morning, carried a book in my pocket
during the day to improve odd moments by reading or
learning, and then reviewed my studies of the day aloud
while walking out in the evening. (26)
The high moral seriousness in practical as wéll as religious
affairs reflected here would be Ryerson’s public hallmark as
both an itinerant Methodist minister, and, later, as the superin-
tendent of education for Canada West and, after Confederation,
for the province of Ontario. In 1877, the year after his retire-
ment from office, Ryerson published Elements of Political Econ-

omy; Or, How Individuals and a_Country Become Rich, in which he

presented his philosophy of duty in pragmatic economic terms,

applying to every individual the economic principles relating to
business:

as all gains arise from small and successive_accumula—

tions, and as almost every product is liable to waste,

it is manifest that habitual negligence . . . must

. greatly diminish, if it do not entirely consume, all

the.net revenue of an establishment. The effort of

every man should be to unite every fraction of capital

with industry, and to keep it so united continually.
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Any gain, even the smallest, is better than no gain at
all. (24) | |

Ryerson applied this economic principle to a country in
relation to education. First, he defined education as qualifying
the individual "to perform his duties and exercise his rights as
a Christian citizen, whatever may be his circumstances, employ-
ment or profession" (1877, 150). He then related the education
of individuals with the economy of a nation. Education, both by
knowledge and by principles, fitted the student "to understand
and value the laws and government of his country, and to perform
his duties and exercise his rights as an intelligent, Christian
citizen." In contrast, an illiterate citizen weakened civil
government, thereby presenting a danger to security of life and
property. The economic value of an education alone was demon-
strated each time a skilled or educated laborer was paid a higher

wage than an unskilled or uneducated worker (1877, 150).
Methodism’s strong dual interest in the welfare of the
individual and in the welfare of the state laid the base for a
utilitarian approach to rhetoric in the ‘vernacular. Only as
individuals imprpved themselves could they be effective in soci-
ety, and only as individuals in society improved themselves
corporately could society itself advance. An educational system
based on these principles would not foster of defend an elitist,
classical curriéulum in a public university. Like McCulioch,

4

Ryerson supported classical learning, but this support was utili-



Hubert 86

tarian, for without knowing Hebrew and Greek, ministefs could not
read the scriptures in their original tongue. Further, classical
and sacred litérature provided "both the miﬂa and heart of the
pupil with the conviction of the dignity and duty of uniting
personal industry and enterprise with genius and learning in all
the private and public relations of life" (1842, 15). Thus, the
practical application of every kind of learning was, for Ryerson,
paramount.

In his memoirs, Ryerson left a review of how he himself
learned rhetorical excellence. In the introduction to the mem-
oirs, J. G. Hodgins’ writes of Ryerson,

He was an indefatigable student; and so thoroughly did
he in early life ground himself in English subjects--
grammar, logic, rhetoric--and the classics, and that,
too, under the most adverse circumstances, that, in his
subsequent active career ‘as a writer and controver-
sialist, he evinced a power and réadiness with his
tongue and pen, that often astonished those who were
unacquainted with the laboricus thoroughness of his
previous mental preparation. (1883, xiv-xv)
Ryerson learned English grammar by the parsing method in a system
which Ryerson termed "the most effective I have ever since wit-
nessed, having charts, etc., to illustrate the agreement and
government of erds“ (1883, 23). Ryerson followed the study of

grammar with Murray’s Expositions and Exercises, Kames’ Elements
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of Criticism, and Blair’s Lectures on Rhetoric, of which he kept
the notes till the end of his life. When one of his grammar
teachers fell ill, Ryerson, at the age of fifteen, was asked to
substitute. "Thus, before I was sixteen,"” he writes, i"I was
inducted as a teacher, by lecturing. on my native language. This
course of instruction, and exercises in English, have proved of
the greatest advantage to me, not less in enabling me to study
foreign languages than in using my own" (1883, 25). Apart from
his grammar school training, Ryerson was largely self-taught,
aided by the standard four-year apprenticeship for Methodist
ministers without a formal higher education.

Ryerson’s own career constantly proved to him the importance
of rhetorical skills in both speaking and writing. His oratori-
cal skills enabled him to serve his church and his God well, and
therefore also his country, which to Loyalist Methodists was
highly important. His writing skills, especially as demonstrated
in a series of published letters to Strachan in 1828, won him-
honour and influence.l® This ability to influence others lay at

" the heart of rhetoric, and of education: "Not to be able to

161n 1827, Ryerson, a young Methodist minister, sprang to
prominence in the clergy reserves debate about whether the
Anglican church could act as a state church--thereby alone bene-
fitting from the huge land tracts that Lieutenant-Governor Sim-
coe, in 1795, had set aside for the church. In 1827, dissenting
ministers lacked even the legal right to perform marriages and
official funeral duties. Ryerson also addressed the Anglican ex-
clusiveness of the 1827 King’s College charter, taking special
offence at Strachan’s charge that Methodist relationships with
their American conference bred disloyalty to the British crown.
(Ryerson 1828)
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communicate our knowledge, is but little better than to be with-
out.knowledge. .To be useful to others, and to be in the fullest
sense advantageous to ourselves, our knowledge must be communi-
cated" (1842, 18). But; again, the utility was for the society
at large, not for the students themselves, as Ryerson stressed in
the conclusion of his 1842 inauqural: "Self is not to be neg-
lected, but, to prefer one’s self to his country, is to prefer
one to thousands."

The specific curriculum in English and rhetoric arising out
of this philosophy was appended to Ryerson’s inaugural address,
for publication with it. [Emphasizing studies that integrated
the senior years of grammar school with college, the Victoria
College preparatory division included spelling, reading,. and
writing, together with English grammar. In addition, Victoria
College also contained a commercial department for those not
taking the classical course. The curriculum guide stated, "To
such pupils will be given as thorough a prepafation as, through
the English Language, can be imparted for the active business of
life, either as Merchants, Engineers, or Mechanics," with the
English component of the course focusing on English grammar and
composition.

Distinctive about Victoria; however, was not only the philo-
sophical emphasis on rhetoric and belles lettres, as understood
by Ryersoﬁ, but also the division\of the féculty. In the fifst‘

year, when Ryerson served in Cobourg as president of the college,
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he himself taught rhetoric--it was not taught by the classics
professor, as was common in other Anglo-Canadian institutions
before mid-century and for.a decade or two after. A Rev. J.
Spencer is listed as "Teacher iﬁ the English Department;" prob-
ably an indication that he taught in the preparatory division.
The same division of labor still held in 1848/49, with Rev.
William Ormiston as Professor of Rhetoric and Mental Philosophy,
Thomas G. Chesnut as English teacher, and John Wilson as Profes-
sor of Latin and Greek Language§ (Classics).

Victoria’s concern for rhetoric is reflected in the journals
of S. S. Nelles, an -early Victoria student, in the 1850s profés—
sor of rhetoric, and later college presiéent. Nelles analyzed
situations and speakers, and pondered and deliberated on arrang-
ement, style and delivery, in both composition and oratory,
especially in relation to preaching. Agreeing with Cicero,
Nelles wrote in his journal in fhe fall of 1848 that wide ex-
perience rather than rules should govern rhetoric: "Experience
is the best Rhetoric. A man must be taught from within. It is
little :good to encase the mind in rules." Nelles agreed with
Cicero’s emphasis on emotion as well. In another undated journal

entry he wrote, "The orator should think upon his theme until he

not only understands every part of it, but feels it deeply" (File

29, [p. 26]). In order to be effective the speaker should con-
centrate on hi$‘subject: "Get life inward-—think intensely—-feel_

burningly and-then let the words marshal themselves" (File 29,
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Fall 1848). He applied this principle to composition as well as
to oratory: "Write with fury and correct with phlegm" (Fall
1848) .17

" The curriculum at Victoria .college thus broke entirely new
ground in Anglo-Canadian colleges. A moment’s reflection, of
course, reveals th.et the .utilitarian approach simply applied
classical principles to British North America in the middle of
the nineteenth century. Aristotle’s definition of rhetoric as
situational, and his stress on appropriateness--indeed, the
emphasis on audience in all classical rhetoric--puts utility at

the centre of rhetoric. In creating the Victoria curriculum,

17Nelles’ journal entries cover topics ranging from presen-
tation in oratory, to arrangement, to content. He much preferred
a subdued to a Demosthenic style (File 30, January 1849, pp. 27,
29); he believed in a plain introduction (File 29, June 1847), a
logical body, and an emotional, but still subdued, conclusion
(File 30, p. 29); he stressed a strong emphasis on unity in both
oratory and writing (File 29, Jan. 1849).

Ryerson was obviously a model for Nelles, both positively
and negatively Observing Ryerson’s oratory at a conference in
Toronto in June 1847, he wrote,

Dr. Ryerson made a lengthy oration on the Union ques—
tion. And prefaced it with a huge exordium about him-
self. His speech was full of sophistry and seemed to
have 1little weight--not because they detected his
sophisms but because Dr. Ryerson has lost his influ-

ence. No one trusts him. He has too much vanity to
succeed in anything--least of all in genuine eloquence.
(File 29)

However, later Nelles praised Ryerson’s style, perhaps because it
especially fit Nelles’ own interest in a controlled, 1low-key
presentation: "There is a certain measured slowness of utterance
which adds force to delivery. A lingering of the syllables--yet
not so as to drag" (File 30, after June 27). Nelles acknowledged
that this manner was Rev. Mr. Ryerson’s great forte, but it
required great presence of mind and preparatlon, and was ‘dif-
ficult for a young speaker. h
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Ryerson simply followed the advice of Aristotle and Cicero, as
indicated by his references to them in his inauguration speech.
In spite of the political controversy surrounding the found-
ing of the three King’s College, Pictou Académy and Dalhousie
College, and McGill, Queen’s ahd Victoria Colleges, these col-
leges all supported a curriculum based on fundamentél religious
and social wvalues. Besides all sharing a British protestant
Christian culture, these colleges also shared in the values
relating to that culture: traditional individual and public
morality arising from Christian values, an appreciation of the
worth of an individual, the importance of developing that in-
dividual through education, and a high appreciation of.the Brit-
ish crown and allegiance to it. Further, the social and cultural
context of those colonists that valued an education did not
include wide economic divergence: in the absence of a hereditary
upper class, support for college education came from the middle
class. Finally, with the colonial situation solidly middle
class, the emphasis on economics was paramount. Given this
commonality, the divergence in the curriculum of these colleges
is puzzling if their individual cultural roots are ignored.l From
a late twentieth-century perspective, 'therefore, the English
insistence on a classical curriculum might be puzzling, given the
praéfical demands of a colonial economy; From a modern perspec-
tive, the question is not why Victoria College chose to stress

rhetorical practice in English as of the highest goal of the
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curriculum, but rather why the other colleges did not. Did the
othef colleges not share Ryerson’s views that a college graduate
should be able to communicate readily what he had learned?

To answef this question, we must turn to the specific colon-
ial culture of each of the three groups reviewed in this chapter.
The Anglican and Presbyterian college constituencies derived
largely from England and Scotland rather than from the immediate
situation in the various colonies in British North America.  of
all the college presidents before mid-century, Ryerson was the
only one native born. His conversion from Episcopalianism,
structured on a national hierarchical model, to Methodism, based
on a .congregationalist form of church governance, reinforced
immediate and practical interests rather>than hierarchical values
in church and society. Added to this, Ryerson was largely self-
educated, so his attitudes toward education were shaped by his
experience as a circuit preacher within the Methodist conventions
as well as by the general thrust of new-world Methodism, which
stressed the need for an educated ministry. In contrast, the
‘concerns of the Présbyterian and Anglican colleges were both
rooted in the social situation of Britain. Divisions within
Scottish Presbyterianism, for instance, continued to affect the
lives of institutions like Pictou Academy, Dalhousiechllege and -
Queen’s College through to the end of the cehtury. The college
constituencies of first-generation colonists, therefore, had

values and attitudes rooted in Britain rather than in the colon-
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ies.

However, Scottish settlers pulsed with vigor in both intel-
lectual and religious endeavors. Combined with a thorough-going
faith in democracy, these attitudes demanded access to education.
The late eighteenth-century Scottish desire for English culture
modified the traditional concern for classical learning, espe-
cialiy in language and literature. In Scotland, this concern for
English 1learning translated into :rhetoricél education in both
elocution and compositibn at the end of the eighteenth century,
- as well as in an aesthetic interest in English 1literature,
especially at Edinburgh. For McCulloch in Nova Scotia, all these
Scottish attitudes resulted in basic English literacy courses, as
necessary, and in a general educational program that, according
to historian D. C. Harvey in 1933, "moulded a generation of
fellow Scots as journalists, teachers, lawyers, scientists, and
clergymen" and "a series of intellectual movements that have not
yvet spent themselves" (15).

Anglican concerns: in education wére also attached to an old
world culture. Unlike democratic ideals in Presbyterianism,"
however, Anglican ideals were molded by Oxford and Cambridge,
which were part of the social structure of the ruling class in
England, and thus thoroughly elitist in both entrance require4
ments and curriculum, in addition to being expensive. The re-
quirements for students to swear allegiance to the Thirty-nine

Articles, either at matriculation or graduation, ensured that the
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educational thrust at Oxford and Cambridge would not be staﬁped
by a utilitarianism that became the hallmark of the rising-in-
dustrial class of early nineteenth-century England. The anti-
utilitarian stance was intensified by fhe reaction of Oxford and
Cambridge to Scottish attacks in the early decades of the nine-
teenth century. Transferred to British North America, these
attitudes resulted in an- emphasis on classics in language and
literature, meant, theoretically at 1least, to develop the stu-~
dents’ mind rather than his estate. Faculty and supporters of
the King’s Colleges did not see their curriculum as out of place
in a colony. They believed that the human condition was the same
in all situations. That human condition demanded a 1liberal
education that would help the student to think critically and
creatively. If those thinking powers were developed, the student
would naturally learn the utilitarian rhetorical skills that the
Scots  taught and that the Methodists placed foremost in their
curriculum. To quote John Henry Newmén, a true liberal education
ga&e a man "a clear conscious view of his own opinions and judg-
ments, a ‘Fruth in developing them, 'an eloquence in expressing
them, and a force in urging them" (216). Toward this end, the
classical curriculum included rﬁetoric and poetics--but in Latin
and Greek rather than in English. Furthermore, toward this end

the classical curriculum taught rhetoric not as a "knack," but as
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an "art,"18 not toward an immediate use, but toward the ultimate
goal of educating a responsible, prodﬁctive member of the com-
munity. |

In practical, pblitical terms, however, the classical educa-
tion was meant to set an Anglican university graduate apart from
(in the Tory view, above) his fellow citizens. This elitism was
'supported by the effective political structure of the colonies
that placed decision-making powers in the hands of a Tory legis-
lative council with enough power to defy even the wishes of a
governor. Hence the liberal arts curricula of the three King’s
Colleges (Windsor, Fredericton, and Toronto) as well as the
composition of the student body, whether by official or unoffi—
cial entrance requirements, reflected the concerns of Oxford and
Cambridge. These concerns were further supported by faculty of
the King’s colleges, invariably graduates of Oxford, Cambridge,
or of Trinity in Dublin, modeled after Oxford.

To understand the later nineteenth-century development of
English studies in Anglo-Canadian colleges, however, one cannot
focus exclusively on the early nineteenth-century differences
among the three educational traditions associated with the Angli-
cans, Presbyterians, and Methodists. 1In the second half of the
nineteenth century, the deep-rooted divisions separating_ the

three traditions in rhetoric would .gradually disappear, producing

181n Plato’s Gorgias, Socrates defines an-"art" as an ac-
tivity giving thought to the soul’s best  interest; a "knack" is
concerned only with the soul’s pleasure (74).
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in all Anglo-Canadian colleges a éommon English curriculum
strong and resilient enough to resist significant change for
almost a century. This later unity reflected a common philosoph-
ical substratum among all the traditions. The components of this
substratum were the Christian religion, traditional individual
and public morality arising from Christian values, a high ap-
preciation for the British crown, and allegiance to it, and,
finally, an aesthetic appreéiation of literature, fostered by the
traditional classical curriculum in all the early colleges, by
-~ the emphasis on "téste" encouraged by the belletristic tradition
of Hugh Blair, and by the growing emphasis on text as an object
of study 1in an increasingly scientific culture.

The developments of the next decades, therefore, had their
roots in the 0l1d World, so we must now turn back to trace Vic-
torian developments in Britain, before returning again to see how
Anglo-Canadian colleges reacted to these changes, both in rheto-

ric itself and in areas that affected the development of rheto-

ric.
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CHAPTER 3: ENGLISH STUDIES IN VICTORIAN BRITAIN

British traditions played a central part in the development
of British North America’s first English-speaking universities in
the first half of the nineteenth century. Apart from Victoria
College, in Cogourg, Upper Canada, all the early anglophone
colleges examined in the present study were influenced by either
the English or Scottish academic heritage. In the Maritimes, two
King’s Colleges, one in Nova Scotia and one in New Brunswick,
were opened by the Anglican Church in the first decade. Another
King’s College opened in Toronto in 1843. Theée three colleges
taught a curriculum modeled on that of Oxford College in England.
Within the context of a liberal education consciously dissociat-
ing their curricula from a professional career, these Anglican
collegés emphasized classical learning in language and content.
The purpose of education at a King’stollege was to teach the
intellectual culture of the British ruling class. This culture
ostensibly included critical and creative thought, facility in
the classical languages and in classical and Christian thought,
and an appreciation of upper class English cultural mores.

Because of the strong Anglican orientation of the King’s
Colleges, non-Anglican colonists were obliged to establish their
own colleges. The Scots established Queen’s College in Kingston,
and strongly influenced Dalhousie College in the Maritinmes.
Scottish influence was also strong in McGill College, in Mon-
treal, although McGill originally opened as a non-denominational

institution in 1829 and operated under Anglican control until
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mid-century. The Scottish educators; in British North America
affirmed fhe value of claséical'cultu‘re, but they also insisted
that a colonial college education must have a basic utilitarian
value. The Scots, thérefore, insisted on teaching English rheto-
ric, both written and spoken, in addition to teaching the classi-
cal curriculum containing rhetoric and poetic's in Latin and
Greek. Vehemently opposing the religious exclusiveness of the
Anglican colleges, the Scots emphasized open access to their
colleges. The colonial Scots derived their educational values
from their homeland’s universities at Edinburgh, Glasgow, Aber-
deen and St. Andrews. |

The influence of British universities continued unabated in
the second half of the nineteenth century. The general influence
of Scottish and English educational traditions and the direct
impact of British-educated graduates ensured the prominence of
British culture in British North America (after 1867, the Domin-
ion of Canada). Educational developments in Scotland and England
thus continued to have a profound effect on Canadian institu-
tions, and thus on the Canadian rhetorical curriculumn. As the
century advanced, these developments in Britain included intel-
lectual movements in society at large, curricular developments
within colleges affected by these general social movements, and
specific develbpments in the discipline of rhetoric itself. The
complexity of social developments in Britain during Queen Vic-

toria’s reign defy brief analysis. However, forced to use a
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single word to describe the era, one would do well to say,

"change." In The Victorian Frame of Mind, Walter Houghtoh leads
into his first paragraph by noting that Victorians recognized
that they lived in a time of transition (1). At the beginning of
Queen Victoria’s reign in 1837, neither Oxford nor Cambridge even
considered English literature for their curricula. By 1901, both
had committed themselves to it. Indeed, in all of Great Britain
in 1837, only the recently-established Universify ‘of London
taught literature in the vernacular as a separate course.

One of the most basic stimuli for the radical change in
educational thought that eventually brought English studies to
.all colleges in the nation was the shift from a religious toward
a secularized society. In 1826, the University of London itself
had its birth in University College, at first called "thé Godless
institution on Gower Street," because the break between the
Anglican church and education was then a radical concept. By
century’s end, religious domination of educational inquiry was
considered intolerable. This transit‘;idn from religious to secu-
lar thought, which saw educational institutions ‘gradually break
their ties to formal religion, began in eighteenth century
thought already, but it gained strong momentum in the nineteenth
century, spurred on by the philosophies of Jeremy Bentham and
John Stuart Mill, by the science of Charles Lyell and Charles
Darwin, and by‘. new biblical criticism originating in German

universities.



Hubert 100

The general focus on critical thought fostered by German
universities had other profound effects on the British curricu-
lum, one of the most important being a strong movement toward
specialization. As long as higher education insisted on a single
curriculum based on the medieval trivium and quadrivium, a cur-
riculum concerned with transmitting a traditional culture from
generation to generation, structural changes in university stud-
ies remained difficult. However, as education came to focus on
discreet subject areas, curricular changes appeared with ever
greater ease. In England, this new focus on discreet areas of
learning led initially to the establishing of Mechanics Insti-
tutes, originally providing technical training for the new class
of working men in industrial England at the same time as the
University of London was being established. A keen public inter-
est in English 1literature, however, soon éaw the Mechanics In-
stitutes focus attention on vernacular literature. This popular
interest then led to the introduction of English studies into the
University of London. The new focus on discreet areas of study
also aided the rise of women’s education. By the 1870s, women
began to have a significant impact in college-level studies,
especially in the study of English literature.

The study of rhetoric and poetics within the college setting
historically belonged to the classics curriculum, which included
not only the study of classical languages beyond the grammar

school 1level, but also the study of Greek and Latin poetry,
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drama, and oratory, as well as the classical theory relating to
these fields. As English studies gained prominence--in London as
early as the 1830s, and in Edinburgh beginning in 1845, and from
there spreading to Glasgow. and Aberdéen——the Study of rhetorical
theory and poetics in English grew as more and hére attentionAwas
given to the reading of native literature and the writing of the
English language. With this shift of rhetoric and poetics from
classics to English, however, the focus of rhetoric changed from
oratory and persuasion to prose composition focusing on style,
and the focus of poetics soon incorporated an emphasis on moral
culture in addition to the traditional emphasis on aesthetics
derived from the study of classical literature. The stress on
moral culture mixed with aesthetics was especially strong in
England after mid-century, with Matthew Arnold spearheéding a
movement that saw British cultural ideals embedded in English
literature become a substitute for traditional religion. This
emphasis on English literature as a moral and aesthetic guide for
the nation eventually gained enough popular support that, by the
end »of the century, even Oxford and Cambridge, newly freed from
formal ties to the Anglican Church,l were forced to introduce
English studies into their curricula.

All of the factors listed above--cultural secularization,

academic specialization, women’s education, the shift of rhetoric

lrhe seventeenth-century Test Acts, which had required
matriculants at Oxford and graduates at Cambridge to affirm their
allegiance to Anglican dogma, were repealed in 1871 (Moorman 409).
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and poetics from classics to English, and, finally, the emphasis
on cultural ideals in literature--were carried from England to
British North America in'fhe second half of the nineteenth cen-
tury, so they require close review as the basis of change in
Anglo-Canadian education.’ .Secularization was undoubtedly the
most general of these features, and thus had thé broadest in-
fluence. As the works of scientists such as Charles Lyell and
Charleé Darwin gained acceptance around mid-century and later,
traditional faith in Christian values was shaken.2 Higher bibli-

cal criticism, originating in Germany3 added to the doubt in-

2charles Lyell published a three-volume study entitled
Principles of Geology (1830-33), which found that natural proces-
ses could explain geological phenomena, but that these processes
required far longer than provided by a traditional reading of
Genesis. Charles Darwin’s On _the Origin of Species (1859) argued
that evolution based on natural selection could account for the
development of life on earth.

3cultural historian Brian Fraser defines Higher Criticism
and relates it to secularization as follows: '

Higher Criticism was the critical study of the text in
Scripture in its original historical setting, as dis-
tinct from Lower Criticism, which endeavored to arrive
at the original text. It had its modern origins in the
eighteenth century, where Biblical Scholars tried to
establish a pure science of Biblical research that
would yield impartial, objective answers to the ques-
tions posed by repetitions, discrepancies and con-
tradictions in the canonical arrangement of the Scrip-
tures. They developed an historical-critical method to
analyze historical and 1literary questions. In the
atmosphere of free inquiry provided by the loose ties
between the German churches and the universities, many
German scholars followed their conclusions into un-
belief, unable to reconcile their critical understand-
ing of the Bible with the Christian orthodoxy of the
day. (28)
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stilled by those who came to follow Darwin’s evolutionary
thought. In his study of Victprian England, Walter Houghton.
reflects that "Victorians were utterly unprepared for the radical
crisis in thought and society which burst over England" (66).
James Anthony Froude, Carlyle’s biographer, wfote, YAll round us,
the intellectual lightships had broken from their moorings, and
it was then a new and trying experience" (gtd. in Houghton 66).
Britain’s foremost literary artists reflected the anguish of
the new era. As early as 1830, Thomas Carlyle sensed the coming

of the new secular. age in Sartor Resartus. Carlyle’s protagonist

recognises that "for a pure moral nature, the loss of . . .
religious belief was the loss of everything," but he cannot help
himself: "Doubt had darkened into Unbelief," he writes; "shade
after shade goes grimly over your soul, till you have the fixed,
starless, Tartarean black" ("The Everlasting No"). As late as
1867, Matthew Arnold felt the same condition, addressed most
notably in "Dover Beach": |

The Sea of Faith

Was once, too, at the full, and round earth’s shore

Lay like the folds of a bright girdle furled.

But now I only hear

Its melancholy, long, withdrawing roar,

Retreating, to the breath -

Of the night wind, down the vast édges drear

And naked shingles of the world.
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In 1850, even before Darwin’s. Of the Origin of Species had ap-
peared, Tennyson’s "In Memoriam" already asked,’ .‘

Are God and Nature then at strife, -

That Nature lends such evil dreams?

So careful of the type she seens,

So careless of the single life. (LV)

The roots of this challenge to traditional religious faith

went back to the Renaissance and were intimately related to the
whole focus of higher learning in Western Europe. The crisis in

"« faith was thus inevitably linked to the university curriculum.

In England, Francis Bacon’s Advancement of Learning (1605), for
example, had asserted the néed»to gain knowledge through personal .
experience and the use of the physical senses. This approach to
learning ran counter to the medieval university emphasis, which
focused on the transmission of knowledge deriving from revelation
transmitted through the Christian tradition, modified by classi-
cal Greek and Latin culture. In the medieval university, the
trivium taught the traditional classical languages in grammar,
the traditional pattern of thought in légic, and the traditional
transmission of that thought in rhetoric. The quadrivium then
focused on the content of the culture transmitted from generation
to generation. And in the Middle Ages, the' cCatholic church
controlled the content of the curriculumf- Part of that control
lay in the facF that all students studied the same curriculum.

Though somewhat modified, this medieval approach to educa-
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tion was essentially the classical curriculum of the earlly.nine—
teenth century in England and Scotland. All students studied the
classical languages, all studied essentiallyvthe same curriculum,
and all learning was acceptable to ecclesia’sticél authorities,
both in Presbyterian Scotland and in Anglican England. In such
an atmosphere, new learning, which included the study of the
vernacular, which itself tied learning to a contemporary rather
than a past tradition, inevitably threatened the existing struc-
ture. The advocates of the new, experimental learning in the
nineteenth century thus 1looked to Germany, where the proialems
relating to the classical curriculum had been dealt with.

The German solution involved three major prerequisites. To
become relevant in the nineteenth century, the curriculum had to
be vernacular, specialized, and freed from church--or state—-
control. The vernacular was necessary because classical lan-
guages were simply too inflexible to communicate the wealth of
new knowledge and the patterns of thought demanded in the nine-

teenth century.4 Specialization was necessary because the ex-

470 illustrate his argument in favor of the vernacular,
Friederich Paulsen’s 1906 study of German universities cites the
argument of a Catholic theologian who had lectured in Latin:

Nothing could be more desirable and convenient for the

- mediocre and weak teacher, who has only the traditional
to impart, than the use of the Latin language. His own
lack of clearness of thought and meagreness of ideas
can be admirably disguised in the well-worn ruts and
impoverished idioms of this 1language in its modern
form. - Commonplaces which would be unbearable when
clothed in German always sound somewhat more respec-
table in Latin disguise" (Paulsen 50).
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plosion of knowledge demanded that research be réstricted to
discreet areas.® Freedom from Christian dogma and political
interference was necessary because the search for new knowledge
grew out of Baconian and Lockian premises that knowledge origina-
ted in physical human experience rather than from authorities
deriving dogma from religious ‘or political tradition.

Early Victorian social values were, of course, Christian,
and the classical curriculum of British universities reinforced
those values. In Scotland, the universities, though open to all
religious denominations, 'were the capstones of an educational
system rooted in John Knox’s sixteenth-century Presbyterian
reformation. In England, Oxford and Cambridge were formally tied
to the Church of England, with students having to swear alleg-
iance to the Thirty-nine Articles, and with the professors hold-
ing formal church positions. As British university culture
gained a Baconian perspective in learning it inevitably developed
philosophical tensions with its traditions rooted in Christian
and classical thought. These tensions between the universities
and the state, which combined both political and religious con-
ventions, grew as the century progressed, as illuétratéd in the
early Victorian examination of Benjamin Jowett, the future Master

of Balliol College, who wrote of his ordination as a priest in

5The development of specialization in German universities is
presented well 'in Ben-David and Zlowczower’s "Universities and
Academic Systems in Modern Societies," in the European Journal of
Sociology 3 (1962): 45-84.
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1 1845:
The Bishop asked, among other questions, in what sense
the candidate signed the [Thirty-nine] Articles. ‘In
Paley’s sense.’ "What does Péley say?" ‘That it is an
‘absurdity' if the Legislature meant to say that you
assented to four or five hundred disputed propositions.
It only meant that you were an attached member of the
Church of England.’ The answer satisfied the Bishop.
(Faber 184)

For Jowett, advancement at Oxford required ordination as an

Anglican priest, a requirement stipulated by the civil govern-

ment. The new learning, however, required freedom from tradi-

tional restrictions to free thought. By the 1850s, even so

conservative a scholar as John Henry Newman, in The Jdea of a

University (1852), argued for the new freedom of thought within

the context of a liberal education.
The tensions between Christian traditions and contemporary

learning increased until higher 1learning was freed from Church

control,® although the process was slow. The influence of the

®The career of Charles Lyell illustrates this growing diver-
gence between learning and Church. Lyell matriculated at Oxford
in 1816, and studied law upon graduating. His geological inter-
ests, however, led to his publishing Principles of Geology (1830-
33), which stressed close observation as a basis of theory. He
won repeated professional honors, and was knighted in 1848. He
also taught briefly at King’s College in London. He was, there-
fore, a leading figure in English culture, respected in both
religious and scientific circles. Although his own geological
work refuted traditional reading of the biblical creation ac-
count, and although he was impressed by Darwin’s work, he ini-
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church - and state pn'_learning in E_:ngland was brought home to
Matthew Arnold in 1865, when he went to the Continent to examine
education. He was especia11y  impressed by German academic
.freédom: .

Lehrfreiheit and Lernfreihet, 1liberty for the teacher

and liberty for the learner; and Wissenschaft, science,
knowledge systematically pursued and prized in and for
itself, are the fundamental ideas of the systen.
(Arnold 1874, 165)
This emphasis on freedom of the mind fitted the traditional
Oxford and Cambridge emphasis on a liberal education, for Oxford
and Cambridge stressed the disinterested nature of Jlearning.
Just as education was to be free from professional interests at
the beginning of the century, it was now to be free from reli-
gious control. Foliowing this Oxford tradition back through
Newman to the beginning of the century, Arnold stressed:
The aim and office of instruction, say many people, is
to make a man a good citizen, or a good Christian, or a
gentleman; or it is to fit him to get on in the world,

or it is to enable him to do his duty in that state of

tially questioned the evolutionary hypothesis, but in 1865 he
affirmed Darwin’s views, thereby alienating many of his earlier
supporters within the church. of this shift, Darwin stated,
"Considering his age, his former views, and position in society,
I think his action has been heroic" (Macomber 209). Even before
1865, however, ‘Lyell agitated for educational reform in English
universities; he objected to church control of thought in college
studies.
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life to which he is called. It is none of these, and
the modern spirit more and more discerns it to be none
of these. . . .its prime direct aim is to enable a man

to know himself and the world. (Arnold 1874, 169)

The thrust of mid-Victorian higher education in England thus
urged the freeing of Oxford and Cambridgé from narrow Church of
England interests. Further, the rise of the University of Lon-
don, especially of University College, also led the way in free-
ing higher education from church control. The problems of relig-
ious control in Scotland were not, of course, as severe aé those
especially in oxford and Cambridge, for Scottish universities
were not formally controlled by the church.

The growing secularization of society as a whole, and the
gradual secularization of the universities, was accompanied by
the second feature of German learning; namely, academic speciali-
zation, itself associated with the use of the vernacular in
university instruction. The new focus of learning rooted in
human experience rather than on a given body of transmitted
knowledge forced an ever narrower focus in the individual pursuit
of information. The early university curriculum had seen profes-
sors move from chair to chair, as Spalding did in moving from
Edinburgh’s chair of rhetoric to Glasgow’s chair of logic in
1845, for instance. Further, the tfaditional curriculum did not
clearly distinguish courses of sfudy. The object of education

was the development of the student as much as it was the trans-
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mission of a distinct body of knowledge by a professor in a
distinct chair. Thus, at the béginniﬁg of the nineteenth cen-
tury, composition at Edinburgh wés taught in both rhetoric and
logic, with logic the more important. In England, 'the lack of
specialization was reflected in Oxford’s use’ of dons, who as-
sisted the students in all branches of learning. As the century
wore on, however, this practicev of professors moving from dis-
cipline to discipline faded as courses of study became-composed
of ever more discreet bodies of teaching and research. As
Britain lagged in providing specialized instruction, increasing
numbers of scholars were attracted to German universities.
Germany offered specialized studies in which successful reseérch
was recognized by doctoral degrees. 1In his tour of the Continent
in 1865, Matthew Arnold emphasized the German concern fbr Wis-
senschaft (science), stating that though the British 1lacked

Germany’s Lernfreiheit and Lehrfreihet (freedom to learn and

freedom to teach), it was especially in science that Britain had
"most need to borrow from the German universities" (1874, 166).

This emphasis on Wissenschaft was focused not on the physical

world alone, on geology, chemistry and physics, for instance,
but also on a thorough learning of both the spirit and power of
antiquity, gained through a study of the original works (1874,
179).. The gradual evolution of British higher education would

thus see the doctoral degree change from an honorary to an earned
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research degree.7

The concept of knowledge valued for its own sake rather than
for the sake of creating an English gentleman was central to the
growth of full specialization in England. However, the birth of
English studies in England did not have to wait for the estab-
lishing of doctoral programs in Oxford and Cambridge, or even in
the UniVersity of London. Early in the. nineteenth century,
already, reformers saw}the need for educating the masses for
openly utilitarian reasons. For progressive thinkers like the
parliamentarian Henry Brougham, the whole educational system
needed a much more utilitarian focus than that provided by Church-
of England institutions. The changes wrought by the Industrial
Revolution led to a social and industrial complexity requiring a
much more widespread literacy than had previously been needed.
out of this need rose the Mechanics’ Inétitutes, the firsﬁ in
London founded by Henry Brougham as early as 1823.- By 1850 over
506 such adult education cells were bringing literary culture as

well as science to the masses (Palmer 31).

7abraham Flexner’s 1930 study of the development of American
British and German universities sees the "new universities"”
function as that of developing knowledge (311). Mid-victorian
Oxford and Cambridge could not do this.
Despite the efforts of philosophers and reformers, the
English universities. . .formed a close social and
intellectual circle up to almost the last quarter of
the nineteenth century. They were. . .organs of the
Anglican Church; they were hostile to dissent; they
were as institutions concerned with the production of a
type--the English gentleman, a moral and social rather
than an intellectual type. (224)
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The original purpose of the Mechanics’ Institutes was
to give working men an understanding of the scientific
principles underlying their new mechanical tfédes. But
from the beginning the-appetite for useful knowiedge,
and for self-improvement, took other forms as well.
. « . most of them included lectures on'English litera-
ture in their programmes, and through their 1libraries
they enabled many members to develop the reading habit
and to make some acquaintance with the national litera-
ture. (Palmér 33)
Because 1literary lectures required no background, they were
generally more accessible to the working men than technical
lectures. Literary discussions, therefore, soon outranked mech-
anical lectures. Further, many reformers believed that "lectures
on literature to mechanics would make them less open to corrup-
tion by the abundance of cheap sensational fiction then coming
into circulation" (Pélmer 34).

Also related to the development of English studies in Eng-
land, as well as to reforms that led to the development of Mech-‘
anics’ Institutes, was the rise of women’s education. Educa-
" tional reformers such as Henry Brougham and F. D. Maurice
stressed the need for eduéation in all of society, female as well
as male. Concurrent with the growth of specialization in Bri-
tain, therefore; came the rise of working men’s education, then

of women’s education, and later the merging of the sexes in co-



Hubert 113

education. The role of English studies was important to the
advancement of women’s educatioﬁ from the.beginning. The common
Victorian concept of the female role in society was that of "the
submissive wife whose whole excuse for being was to lo§e, honor,
obey--and amuse--her lord and master, and to manage his household
and bring up his children" (Houghton 348). For the middle and
upper classes, women, especially young women, were social orna-
ments. Beatrice Potter Webb described the "London Season" of the
’eighties as follows:
with its derivative country-house visiting, [it] was
regarded by wealthy parents as the equivalent, for
their daughters, of the university education and pro-
fessional training afforded for their sons; the reason
being that marriage to a man ofvtheir own or a higher
social grade was the only recognised vocation for women
not compelled to earn their own livelihood. (qtd. in
Ideas and Beliefs 352) |
Such frivolity conflicted with a deeply-rooted mdral - ear-
nestness in Victorian society, a moral earnestness often
associated with both women and with literature. Since women were
considered less capable of rigorous thought than men, English was
more suitable than Classics for the sensitive sex, since, as
' already seen in the emphasis on English literature in the Mechan-
ics’ Institutes,:the study of English 1literature did not require

" the intellectual rigor demanded by classical studies in the
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university curricula. According to Terry Eagleton, English was
considered "an untaxing.sort of affair, concerned with the finer
feelings rather than with the more virile topics of bona fide
academic ‘disciplines,’ . . . a convenient sort of non-subject to
palm off on the ladies"™ (28). Eagleton quotes a witness to an
1877 Royal Commission, suggesting that Engliéh literature might
be a suitable subject for "women. . .and the second- and third-
rate men who . . .became schoolmasters" (28). Though women were
considered intellectually inferior, they were welcomed as new
students because they filled classes in the new colleges. Fur-
ther, because of their sex, they did not threaten their male
professors with the loss of jobs (McMurtry 13).

However, the integration of women into regular university
classes proceeded slowly, with the fear of declining morals often
cited és a barrier to advancement in this venture. In 1863,
University College in London amended its charter to allow women
into classes. According to Henry Solly, the first course allow-
ing women to enroi was in Post-Biblical Hebrew (308). Presumably
the 'authorities considered this so esoteric a course that no
female with non-acadenmic int_erests (such as would corrupt young
men’s morals) 'would.enrol. In 1878, University College opened
degrees to women, and in that year Henry ﬁorley, who had been
teaching af women’s colleges and in women’s extension classes for
years, opened his lectures to co-education. ' The practiée of

mixed classes spread only gradually, in both England and Scot-
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land, with integration coming to Glasgow, for instance, in 1894.
- But everywhere the moral role of English literature was equated
with the guiding and uplifting qualities of women. Ruékin’s "of
Queen’s Gardens" reviews the evidence in Homer, Dante, Shake--
speare and Scott, where womén are "infallibly faithful and wise
counsellors," by their virtue and wisdom redeeming men from
weakness and vice (gtd. in Houghton 350).

This relationship of English literature with cultural ideals
was not restricted to co-education. The growing importance of
English studies iﬁ a whole culture which, except for the Univer-
sity of London, had long rejected the need for such study in both
language and especially in literature, reflected the  depth of
change in British culture in the last_ decades of the century.
As suggested above, the major impetus for the rise of English‘
studies in Victorian England was the sense of lostness resulting
from the fading power of the Christian faith in the first half of -
the century already. Robert Scholes points out that 1literary
interpretation arises out a reader’s sense of incompleteness, and
criticism arises out of a sense of disorder in a literary work
(22-25). The rise of both criticism and interpretation in Eng-
lish studies in the second half of the nineteenth century thus
reflected a new dissonance in. society: it was no longer true that
any reader could understand fully every author, not because the
author was deliberately confusing but because social values and

cultural beliefs had shifted to such an extent that deepest
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cultural assumptions were no longer shared. The rising secular-
ism, associated with a new scientific world view and with both
utilitarian philosophy and the socialAdisruption brought by fhe
Industrial Revolution, forced British society to re-evaluate its
beliefs at the deepest levels of national consciousness. Terry
Eagleton writes baldly, "If one were asked to provide a single
explanation for the growth of English studies in the later nine-
teenth century, one could do worse than reply: ‘the failure of
religion’" (22).

The interest in English literature was, therefore, a general
social phenomenon, rather than one specifically academic. 1In the
second half of the century, Chandos Classics, a popular, inexpen-
éive publication of British classics, sold 3.5 million volumes,
and this series was only one of many available at modest cost
(Palmer 35). Richard Altick points out that the sale in monthly
parts of Dickens’ novels averaged 40,000 copies, and from mid-
century onward, popular papers like the Family Herald and the

London Journal had circulations. into six figures. The depth of

feeling toward British literary figures, Altick suggests, can
only be given in anecdote: |
It is not irrelevant to recall the many stories of
Scott’s fame among all classes of society--for example,
of a London workman accosting Charles Lamb to point in
awe to the author of Waverly cross the street. We hear

of the o0ld charwoman who never missed a subscription
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tea conducted on the first Monday of every month at a
snuff shop over which she lodged, when the 1landlord

read the newest number of Dombey and Son . . . [or]

of the vagrant in Covent Gardens who . . . plucked
Tennyson’s sleeve, saying, "Look here, sir, here am I.
I’ve been drunk for six days out of seven, but if you
will shake me by the hand, I’m damned if I ever get
drunk again. (2)
In both England and Scotland, this was the social environment
. that shaped English studies, both in poetics and criticism as
well as in rhetoric and composition.

Owing to the differing social and educational traditions in
Scotland and England, the curricular developments in the two
countries proceeded largely independently, though developments in
both countries were strongly influenced by the general seculariz-
ation of society and the burgeoning popularity of English litera-
ture, beginning even before the first years of Queen Victoria’s
reign. In both countries, too, English studies developed in
parallel patterns, with both rhetoric and poetics gradually
shifting from classics to English, and rhetoric itself shifting
from a traditional emphasis on persuasion to an emphasis on style
in written composition. Further, both countries saw a shift in
poetics from a strong focus on aesthetics in classics to a rising
focus on moral culture in English studies, though this movement

was stronger in England than in Scotland. Finally, toward the
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end of the century, both countries experienced a strong shift
toward idealism in the study of literature. In England, this
shift was led by Matthew Arnold, and in Scotland by Benjamin
Jowett’s Balliol school of neo-Hegelians at Glasgow: especially
Edward Caird in philosophy, and John Nichol in English litera-
ture. This blend of Scottish philosophical idealism and English
cultural idealism would later be carried to Canada by both Scot-
tish and English traditions to form a remarkably strong ideal-
istic focus that would dominate Anglo-Canadian English studies
into the second half of the twentieth century.

In Scotland, ,tﬁe shift of poetics and rhetoric from classics
to English studies took different routes at individual univer-
sities. The premier position in rhetoric in the nation was, of
course, Hugh Blair’s historic chair in rhetoric at the University
of Edinburgh. In lecturing on rhetoric in the vernacular before
the beginning of the nineteenth century, Blair had already begun
the shift of rhetoric and poetics from classics to English studi-
es. However, since the Edinburgh chair in rhetoric was to remain
unique in Scotland until after mid-century, the main thrust in
converting classical rhetoric into English studies occurred in
the nineteenth century. Blair had been the first of three
clergymen to hold this chair; the last was the Reverend Dr.
Andrew Brown, offered the chair after Walter. Scott turned it down
in 1801 (Meikle 95). According to a Royal Commission appointed

in 1826, the object of the course for Brown was to
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convert the art of Criticism, which had hitherto rested
on the authority of illustrious names and classical
works, into a Scienée,.by referring the productions of
genius, in all the departments of élegant design, to
those operations and laws of our sensitive and intel-
lectual nature, to which everything that aspires to
please must be accommodated. (gtd. in Meikle 96-7)
The Royal Commission Report, however, noted thatipractice fell
far below the ideal: "much of the Professor’s time was . . .
. employed in minute remarks on the choice of words, the structure
of sentences, and the errors or inadvertances which obstructed
the perspicuity of the composition" (gtd. in Meikle 97). Be-
cause regular attendance in the class was not required for a
degree, the cémmissioners recommended that "the separate Rheto-
ric class ought not to be continued but should be again united
with the class of Logic" (qtd. in Meikle 97).
This reintegration of logic and rhetoric was not to occur.
When Brown’s inauspicious career ended in 1834, the.Tories had
taken power from the Whigs, so they kept the'Chair of Rhetoric
and Belles Lettres at Edinburgh, perhaps to reward one of their
own supporters with an appointment to it. The chair thus became
the domain of lawyers for the next thirty years: George Moir
(1854-39), William Spalding (1839-45), and William Edmonstoune
Aytoun (1845—65). The last of these is the most important for

our study, for Aytoun’s revitalization of Hugh Blair’s Edinburgh
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Chair of Rhetoric and Belles Le{:tres led to the formally legis-
lated introductj.on of English literature into the Scottish uni-
versity system. |
| Aytoun’s success was the result of conscious preparation,
undoubtedly based on the popularity of English literature in
British society at the time. _'In his youth, Aytoun had studied
English literature at the Edinburgh Academy, which, in the early
nineteenth century, offered the only class of thaf: nature in
Britain (Meikle 100). After completing college, Aytoun went to
Germany in 1833, to write and to study literature for one winter.
Like other young Scots, he wished to follow Scott and Carlyle in
securing literary fame. "I am very anxious'.to increase, if I can,
any reputation I may have acquired," he explained in a letter to
his father, noting that that would not be done by keeping his
hands. in his pockets. Aytoun’s real motive, however, lay deeper
than a desire for public recognition as a writer, as his letter
indicated: | |
| The Chair of Belles-Lettres, which in the time of Blair
was the best attended 'in the College, must, in the
common course of events, be vacant in the course of a
few years. In its present state it is not likely that
any very distinguished name will be found among the
candidates, and if such should be the case, I shall
make a push for it. (gtd. in Meikle 101)

Unfortunately for Aytoun, William Spalding gained the position in
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1839, so Aytoun was forced to practicé law for a total of twelve

years before gaining his goal. In this period he did, indeed,

gain literary recognition by contributions to Blackwood’s Maga-

zine, as well as to other newly established literary journals.

He also published The Gaultier Ballads and Lays of the Scottish
Cavaliers, which brought him lasting fame. Aytoun’s literary
interests were, therefore, widely established by the time hé was
finally appointed to Edinburgh’s Chair of Rhetoric and Belles
Lettres in 1845 (Meikle 101).

Given the focus of his commitment to English 1letters,
_Aytoun’s objectives in the class were literary rather than rheto-
rical from the beginning. His aspirations proved to be in tune
with general sentiments, for he inherited a class of thirty and
left the class twenty years later with an enrolment of one hun-
dred and fifty (Méikle 103). However, Aytoun did not consider
the teaching of 1literature in isolation an acceptable practice.
In an article entitled "Scottish Universities," in Blackwood’s
Magazine in 1858, Aytoun called for Scottish chairs of English
Literature that would include "the important studies of composi-
tion and delivery." He‘wrote,A "No such Chair exists in any of
the Scottish.Universities, except that of Edinburgh, in which it
is disguised under the name of Rhetoric and Belles Lettres."™ The
practical rhetorical content of his course was important, for
Aytoun argued ;hat attendance upon such lectures should be made

compulsory, not only for intending graduates, but especially for
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all who sought entrance into divinity programs (Blackwoods, Vol.

83, 90). Meikle reviews Aytoun’s own course listed in the uni-

versity calendar for 1864-65 as follows:

(1)

(2)

(3)

(4)

(5)

Lectures on composition which . . . "have been
carefully reviséd.f

Examination of style as exhibited by the most
eminent English authors.

The art of public speaking--including the manage-
ment of the voice and method of delivery.

A complete review of British literature. . .each
epoch being_considered referentially to the exter-
nal history and social development of the country.
As the Rhetorical part of the course [is] strictly
practical and useful, the Professér "will not
prelect upon the scheme of Formal Rhetoric accord-
ing to the Aristotelian method, beyond an explana-
tion of its principles. . . . Subsequent to the
Christmas recess the Professor will occasionally

give elocutionary readings. (Meikle 102)

Aytoun gave four lectures a week for six months in the year. He

laid great stress on weekly essays about a variety of topics, not

only about literature. In the 1850s Aytoun "infected his class"

- with enthusiasm for Scottish Rights. "I have a great class this

winter," he wrote, "which adds to my other discomforts, for the

youth have caught the spirit of the time~-are all young Scot-
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landers, eager to write and make speeches, and are frantic for
reputation. I have as much manuscript in the shape of exercises
as could roast an ox to correct next week" (gtd. in Meikle 102).
Aytoun’s large literature classes attracted the particular
"attention of the Scottish university commission of 1858-62, which
doubled his salary to two hundred pounds, in addition to class
fees, and recommended not only that the cChair of Rhetoric and
Belles Lettres be renamed the Chair of Rhetoric and English

Literature, but also that English literature should be introduced

"« to the national Scottish curriculum. The commissioners’ reasons

are given in their 1863 report:
in explaining the reasons which rendered it necessary,
in our opinion, that a Professorship of this branch
should be founded in the University of Glasgow, we
showed, by a reference to the striking increase in the
number of students of the Professor in Edinburgh, that.
greater importance than formerly is now attached to the
study of English Literature, as a branch of education.
The success whigh has attended the labours of the
distinguished Professor, who now occupies the Edinburgh
Chair, has Eontributed in no small degree to this
result. Our inquiries satisfied us, that the students
of that University derived the most marked benefit from
attendance on his lectures; and we concluded that it

was desirable, that similar 6pportunities of instruc-
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tion should be afforded to the students of the other
Universities. In Glasgow, the number of the students
in the Faculty of Arts justified, in our opinion, the
foundation of a separate Chair for the purpose; and
already we have seen éause to be assured of its suc-
cess. In St. Andrew’s, and in Aberdeen, the subject
has been assigned to the Professor of Logic and the
value, which is attached to the course in these univer-
sities, is shown by the fact that, although in the one
the class has been instituted for not more than two
sessions and in the other for not more than three, it
is already one of the most numerously attended classes
in either University. Considering the importance which
belongs to the study of the English Language and Liter-
ature, as part of a 1liberal education, we did not

hesitate to prescribe attendance on the course to all

candidates for degrees in Arts. (General Report, 1863,
XXix)
As the commissioners noticed, Aytoun had correctly read the
prevailing currents of scholarly interest in his introduction of
English literature. |
- In developing his curriculum in rhetoric and poetics in the
vernacular, Aytoun had included both compoéition and‘oratory.
However, the gméﬁasis was on practice, not on theory. The public

speaking focus was "practical and useful." Aytoun’s curriculum
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explicitly stated that "Formal Rhetoric accofding to the Aris-
totelian methoa" would not be stressed. In this he embarked in a
- direction that others would follow as rhetoric shifted from
classics to English; nameiy, that the formal theory of rhetoric
would gradually fall away, leaving first oratory and composition
without ' a theoretical base, and then, as oratory fell away,
leaving composition studies without the strong theoretical foun-
dation that classical rhetoric itself had had in the Aristotelian
and Ciceronian traditions.

In 1865, David Masson succeeded Aytoun, but, following the
recommendation of the Universities Commission, the professorship
was renamed as the Chair of Rhetoric and English Literature.8
Masson affirmed the direction Aytoun had set for the study of
English language and literature‘by asserting the preeminence of
literary works as é whole over the traditional belletristic
approach, which focused more on using existing writing as models

in both taste and composition than on examining the literary work

8Masson entered Marischal College, Aberdeen, at the age of
thirteen, intending on the study of divinity. However, owing to
the "Disruption" (in which the evangelical wing of the Church of
Scotland broke away from the moderate wing over the issue of
patronage appointments to the ministry) Masson did not take -a
church position. Instead, he took up journalism, eventually
going to London, where Alexander Bain, a childhood friend from
Aberdeen, introduced him to influential literary circles in 1847.
In 1852 Masson was appointed professor at University College,
London, where English language and literature became an option
for a degree in Modern Languages in 1859 (McMurtry 120).
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as a seif-contained whole.? Masson and his immediate successors
" examined the works as historical documents in the study of cul-
ture as well. Jo McMurtry’s history of the. rise of English
studies presents the difference between the eighteenth-century
belletristic and nineteenth-century literary approaches this way:

The term belles lettres, though it does have to do with

the study of literature, connotes aesthetic appeal,
standards of taste, rather than the linguistic‘ and
historical continuum appropriate to the subject as
Masson and many of his contemporaries saw it. In
combination with the study of rhetoric, belles lettres
tended to treat literature as a kind of window display,
to be taken in snippets, an extract here and an epigram .
there, as illustrations for rhetorical techniques.
(122)

Masson thus treated literature aé a reflection of national cul-

ture rather than as a model of individual style. This shift in

9In Lectures on Rhetoric and Belles Lettres, Blair concludes
his introductory chapter by dividing his lectures into five
sections: the nature of taste and the sources of its pleasures,
language, style, eloquence, and "a critical examination of the
most distinguished species of composition.® In each section,
Blair’s aim is to detail individual topics in rhetoric rather
than the impact of the whole in an author’s work. The nature of
his study is reflected in the last section, in which the lectures
discuss up to five authors. The study of individual authors in a
given lecture is illustrated in Volume I, Ch. 24, titled "Criti-
cal Examination of the Style in a Passage of Dean Swift’s Writ-
ings," where individual sentences are discussed, or in Volume
II, Ch. 27, subtitled, "Extracts from Demosthenes," where the
discussion of Demosthenes is restricted 1largely to argument,
although the lecture also treats style and expression.
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focus did not preclude the total use of authors as models, but it
did reflect a shift in interest from literature as stylistic
model in composition to literature as a reflection and repository
of culture.

Traditional rhetorical theory, using models, was not set
aside immediately. However, Masson tried to separate the various
elements of the new instruction in English. Masson divided the
various elements of his instruction in rhetofic, language, and
literature into distinct studies. The first part of his full-
year course, which he taught from 1865 on for thirty years, dealt
with style and with rhetorical classification: "a sorting out of
all 1literature into a number of categories—--‘historical and
descriptive literature,; ‘expository or didaétic literature’ and
so on." Thé second part "presented a chronological survey in
which the writers from each period were described, with the
important ones ‘reviewed more at large,’" in addition to a review
of the history of the Enélish language. Part three allowed one
hour weekly for "‘practical instruction in English composi-
tion,’ . .« . from the theoretical to the practical. Students
wrote brief exercises in the classroom and turned in others,
composed at more leisure, on assigned éubjects" (McMurtry 124).

Given Masson’s extended syllabus, the content of the Edin-
burgh course was obviously“more broad than deép. The historical

review of English literature dominated, but the literary analysis
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was also important. James Barrie, one of Masson’s students, re-
called Masson’s lectures és follbws: |
Masson always comes to my memory first knocking nails
into his desk or trying to tear the gas-bracket from
its socket. He said that the Danes scattered over
England, taking such hold as a nail takes when it is
driven into wood. For the moment he saw his desk
turned into England; he whirled an invisible hammer in
thé air, and down it came on the desk with a crash. No
one who sat under Masson can forget how the Danes
nailed themselves upon England. His desk is thick with
their tombstones. It was when his mind groped for an
image that he clutched the bracket. He seemed to tear
his good things out of it. Silence overcame the class.
Some were fascinated.by the man; others trembled for
the bracket. It shook, groaned, and yielded. Masson
said another of the things that made his 1lectures
literature; the crisis was passed; and everybody
breathed again. He masters a éubject by 1letting it
master him; for though his critical reputation is built
on honesty, it is his enthusiasm that makes his work
‘warm with life. Sometimes he entered the classroom so
full of what he had to say that he began before he
reachéd his desk. If he was in the middle of a perora-

tion when the bell rang, even the back-benches forgot
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to empty. (Bellot 287-88)

~ The focus of Masson’s literature classes is further given in
a 2,000-word essay assignment on the Fool in [King lear, as
redorded in a student’s records: "What is wanted is not an ab-
stract of King ILear but try to clutch the one character and étudy
and explain Shakespeare’s notion of the character and what is his
function--what is his business in the play" (gqtd. in McMurtry
127). The literary history, therefore, was not given in oﬁtline,
but in as much reading of the primary works as the students could
manage. Though Oxford often objected to such close reading,
Masson praised the Germans for leading the way in this approach
to literary analysis: "The English say that this is all nonsense
but it is not . . . . The German method is a right one if well
pursued" (gtd. in McMurtry 128).

A further indication of Masson’s interest is reflected in
the 1883 M.A. level exam, typical of Masson’s exams for his
entire period at Edinburgh. The first hourlof the three-hour
exam required an éssay, length not stipulated, on one of two
authors, or a comparison of two, all based on specific parts of
works, both poetry and prose. Composition as well as content was
important. The two remaining hours included quesfions ranging
wideiy in the history of both literature and rhetoric, as indi-
cated in‘the following excerpts from the exam:

1.  Explain and illustrate any two of the following

phrases from the Lectures” (phrases ranging from
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- Addison to Aristotle);
4. Name ggggg_important English prose write;s between
1300 and 1400. |
6. What were the main varieties of English dialect in
the fourteenth century, and how can they be dis—»
tinguished from one another?
7. Annotate shortly as many as you can of the follow-
ing passages [seven passages from literature
.given]. (McMurtry 127 - 131).
History, analysis, language and composition were therefore parts
of Masson’s instruction, but parts he kept as discrete from each
other as possible. Significantly, nowhere is there a mention of
oratory, which seems to have fallen away with the founding of the
new chair of Rhetoric and English literature. After Aytoun,
Edinburgh’s rhetorical study, in English at least, had switched
to composition.

At Glasgow, the first professor in the new field of English
was John Nichol, like Masson, a publiéhing literary critic. Like
both Aytoun and.Masson at Edinburgh, Nichol therefore brought to
his new position a keen appreciation of public attitudes tow&rd
the growing study of Engiish literature. owing to his broad
education as well, Nichol was able to place the study of English

literature and 1language into a wide cultural context. Like
. .
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Masson, he was a native Scot who had gone south to finish his
education. A gradﬁate of Benjamin Jowett’s Balliol College,
Nichol brought to Scotland a personal knowledge of English and
European intellectuals when he returned to his alma mater in
1862. At Balliol, Nichol became a'cquainted with not only Mill and
Carlyle, but also with foreign intellectuals like the Hungarian
revolutionary Ferenc Kossuth and the Italian Giuseppe Mazzini.

Above all, however, Nichol gainéd from Balliol College an ap-
preciation of German academic ideals highly admired by Jowett,
among them a strong attachment to idealistic philosophy, rooted
in German Hegelianism. At Balliol, Nichol founded "The 0l1d
Mortality Club," a group of Hegelian idealists noted for their
revolutionary ideas and their avid readings of Browning (Richfer
80) . The club included Edward Caird, later to become Scotland’s
leading proponent of Neo-Hegelianism. Nichol completed his clas-
sical studies at Oxford but, owing to his refusal to accept the
Thirty-nine Articles of the Church of England, he was not granted
the M.A. (Richter 86). James Cappon, a student of Nichol'’s at
Glasgow, described him as having "the‘finest literary culture,”
but one who kept a sharp distinction between the study of liter-
ary effects and general philosophy of life (Cappon 1909, 266).

Stephen Potter’s The Muse in Chains _statés that though

Nichol was the first to be given the chair of English in Glasgow,
the subject itself was not without history there, for at the

beginning of the century William Richardson, Professor of Human- .
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ity, had written notable essays on Shakespeare’s dramatic charac-
ters. Further, Robert Buchanan had included English classics in
his philosophy course by ndd;century (Potter 121-2). In this
connection, Jo McMurtry comments, "It is useful to keep in mind
that the growth of English studies in the universities was sus-
tained from beneath, so to speak, by [an] increasing popular.'
awareness" (62). R. D. Anderson’s history of Scottish higher
education makes the same point:
At both Glasgow and Dundee, there was a feeling that
‘liberal culture’ was something desirable and that only
the arts training of the universities could give it.
The term ‘culture’ was a new one, and was seized on by
those who sought to define the elusive liberal charac-
ter of a university education. Matthew Arnold’s Cul-

ture and Anarchy of 1869, which insisted particularly

on the need to liberalize the values of the philistine
middle class did much to popularize ﬁhe coﬁcept, and
references show that it was much read in Scotland, as
were Arnold’s studies of those continental countries
where the state did so much more than it did in Britain
to provide for the educational needs of the bour-
geoisie. (Anderson 82)
The rise of English studies in Scotland, therefore, did not
occur in a vacuum. Within the universities themselves, the whole

traditional curriculum was constantly under review through most
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of the century. As a new study in Victorian Scotland, English
was central to this restructuring, which, of course, met ;esis—
tance in some sectors. Addressing an education commission in
1876, John Struthers of the Aberdeen Medical School, supported by
Alexander Bain, Professor of ILogic, and a leading curricular
reformer, stated that classics professors and Ythose educated
under the old system" séw "English literature, modern languages
and literature, mental science and natural science as but worth-
less intruders" (Anderson 92). The shifting curriculum relating
to English involved more than simply a shift from rhetoric and
belles lettres to a study of English literature. As rhetoric
became associated with English literature in the new chairs, it
became associated with a study of the English language and gained
an emphasis‘on composition that it had not previously had. But,
in becoming related to English literature, rhetoric’s classical
emphasis on persuasion changed. H. J. C. Grierson, who studied
rhetoric at Aberdeen and taught at both Aberdeen and Edinburgh,
beginning in 1893, saw Aristotle’s persuasive emphasis develop a
dual focus. Grierson cited Alexander Bain as interested in both
"style--words, sentences, paragraphs, figures of speech,# and
"Emotional Qualities of Style. . . studied not, as by Aristotle,
as instruments to persuade, but rather by the poet to give aes-
thetic pleasure" (vi-vii). Grierson thus saw in Bain the rhet-
orical or practical intention, on the one hand, and the literary

or aesthetic intention, on the other hand. The first ultimately
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related to science, which, in the final analysis, sought to
reveal natural phenomena in their ultimate form and relationships
to one another. The second related to "the great poetic phrase
or line. . .the sincere supreme expression of the heart--the
heart which is as full of mysteries which only genius can reveal
as is the world of nature" (Grierson 27). Both became important
in Scottish universities as both rhetoric and poetics developed
into integral parts of the English curriculum. |

At Aberdeen, however, the approach under Bain differed from
that at Edinburgh or Glasgow. At Edinburéh, Aytoun had iden-
tified the 1literary focus when he stated that his students,
having caught the spirit of the time, were "frantic for reputa-
tion." After Aytoun, Masson had attempted to fence composition
off from literature, dedicating a separate hour to composition
but teaching literature as the history of culture in the rest of
the course. At Aberdeen University, where the now mandatory
English Language and Literature program had been assigned to
Logic, Alexander Baih recognized the problems in combining lit-
erature with composition. But Bain went further than Masson in
trying to deal with them, especially in excluding social and
moral discussion from his instruction. Bain’s approach to Eng-
lish Language and Literature derived from his studies in psychol-

ogy rather than from a literary and»journalistic culture, such as
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Masson and Nichol had brought to their instruction.l0 Further,
Bain was counted among the utilitarian school of Bentley and
Mill, a school deriving from philosophical realism. This philos-
ophical base constrasted especially with Nichol’s approach,
which was rooted in Hegelian idealism. Both Nichol and Masson,
therefore, emphasized philosophical, aesthetic and cultural
ideals in their teaching; Bain emphasized compositional style.

As the years went by, Bain developed an approach that clear-
ly privileged practical rhetoric over cultural analysis and
commentary, that preferred contemporary writers to older classi-
cal writers, and that considefed composition more important than
"taste." Bain argued strongly that the function of an English
class was to teach rhetoric, both written and oral, consciously
using contemporary English writers as models in discussing both
the logical and emotional qualities of style in both composition
and oratory. Bain differed from his contemporaries in that he

considered English an inappropriate subject for teaching culture

10For more than thirty years Bain taught composition and
oratory, and published textbooks and critical works on composi-
tion and rhetoric based on his work in psychology, gaining an’
international reputation in both psychology and rhetoric. In
1876 William James wrote that "The two philosophers of indubit-
ably the widest influence in England and America since Mill’s
death are Bain and Spencer," and Edwin Lewis, author of The’
History of the Paragraph (1894) called Bain "perhaps the ablest
writer on rhetoric since Aristotle" (gtd. in Lunsford, 1982, 291-
2). Two central publications clarifying Bain’s approach to
teaching English Language and Literature were an article entitled
simply "On Teaching English," which appeared in The Fortnightly
Review in 1869, and a book by the same title published in London
in 1887. (The article was reprinted widely, including serial
republication in The Journal of Education (Quebec), 1869-70).
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and morality:

The end here maintained as predominant'ﬁnder all cir-

cumstances, is training in prose composition; in other

words, to improve the pupils to the utmost in expreés-
ing' themselves well, whether in writing or in speech.
If there be any ends besides, either they should be
ministerial to the crowning end, or, supposing them to
have an independent value, they are to stand on one
side when that end is concerned. The cultivation of
Taste is partly ministerial to composition, and partly
a source of enjoyment; but composition first, pleasure
afterwards.

Bain’s views on the study of Shakespeare illustrate the first of

these positions:
I. by no means regard as useless the many egcellent
annotated editions or portions of our classic authors-
-Shakespeare plays, and so forth. I think, however,
that their value is not in the schoolroom; but in the
étage immediatelynfollowing--the beginning of self-cul-
ture. In fact, they are most useful to readers of
mature age. ; . . They are not exclusively addressed to
the pupils of the English class, and I cannot point to
any othér class in our school systenm where they could
come in suitably. (Bain 1887, 19)

Much nineteenth-century criticisnm, especiélly in England, was
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heavily moralistic, using English 1literature as a source for

transmitting cultural values. Bain rejected this approach for
pedagogical reasons. The annotated editions of literary works,
he held,

are a mixture of 1literary criticisnm, philosophy,
ethics, and religion, which I do not object to in my
miscellaneous reading, but should decidedly object to
in the instruction of a class. Holding, as I do,
strong views on the division of labour in teaching, I
should disapprove of expounding so many diverse themes
in that random fashion. (1887, 19)

He also chose Shakespeare to illustrate his argument for ap-

propriateness of models. Comparing sixteenth-century language

with nineteenth-century forms might be useful for explaining

points about the history of particular idioms, but that was not

the object of composition classes:
Discussions of antiquarian grammar, idiom, and vocabul-
ary; changes in the use of particular words; explana-
tion of figurative allusions; interpretations of doubt-
ful passages--are of course not devoid of interest, but
they cannot do much to assist the pupil in mastering
the living English tongue. (Bain 1887, 16—17)'

The focus of Engiish in a composition class for Bain was
"principally the power of expressing ourselves adequately on

every occasion requiring us to employ our native tongue" (Bain
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1887, 21). In this context, the duty of the professor was to
‘help the students do what they were least able to do themselves:
"to discriminate the good and the 1less good in cqmposition,
throughout all the grammaticall and other circumstances that
operate in style™ (1887, 21). Bain held that wide readiné failed
to foster a progressive sharpening of discrimination owing to the
distracting usages of authors. And, contrary tb the theory and
practice of his contemporaries, Bain held that the assigning of
essay writing, even in composition classes, was a fault rather
than a benefit, chiefly because it passed "beyond the true pro-
vince of the English teacher" (1887, 25).
He avoided the mixed focus in writing és he did in reading.
Bain held that essay writing demanded both intentional aﬁd styl-
istic expertise, a dual requirement that rendered the exercise
composite and therefore unsuitable in composition instruction.
If there is any principle in education more sacred than
another, it is to do one definite thing at a time.
. . .The reason is not simply that the mind should be
concentrated on one single subject of study; it is,
farther, that you cannot carry on two subjects abreast,
and make them both consecutive, or observe the natural
course from elementary to difficult. (1887, 25)
Bain praised the assigning of essays in a “knowledgelclass," for
it tested effectively the student’s knowledge of a subject, but

in such an essay the teaching of expression was clearly
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secondary, not the central concern of the professor. Assigning
of essays in an English class, especially essays with general
topics related to culture and morality so prevalent in Victorian
society, also violated another axiom in Bain’s teaching; namely,
that
pupils should not be called upon for any species of
work that may not have been fully explained beforehand-
-that their own faculties, co-operating with each one’s
known attainments, are not perfectly competent to
e#ecute. . + .If you depart ever so little from the
principle of testing pupils on your own teaching, and
on nothing beyond, you open the door for any amount of
abuse. (Bain 1887, 27)

Bain stressed the use of models, chiefly from contemporary
writers. . His own textbooks were largely collections of excerpts
modeling various rhetorical principles. He required students to
write essays only with the topics and an outline given, or,
better yet, he suggested that English teachers require students
to analyze texts closely, to write summaries, and to translate
poems into prose. The object of these exercises was strictly
stylistic excellence, not philospphical or cultural content, for
he recognized that in the union of the two, poetry invariably
displaced oratory (1887, 223), and literary criticism displaced
composition: "when a man gets into literary criticism at large,

the temptation to deviate into matters that have no value for the
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predominating end of a teacher of English, is far beyond the lure
of alcohol, tobacco, or any sensual stimulation" (1869, 213).
Indeed, contrary to the position‘of most of his contemporaries,
Bain did not believe that poetry taught public morality
exceptionally well, for the chief-aim of poetry was pleasure, an
aim no poet could afford to neglect if he wished to be read.
Though poetry presented ideals, Bain held that these were more
admired in contemplation than in imitation: "Although, now and
then, we are caught hold of by an ideal, it is not so often from
poetry, as from sober history, of still soberer observation of
what passes before us" (1887, 224-5).

In principle, Bain did not reject the use of literature for
discussing cultural issues. Howevef, given the college situation
that was still 1largely classicai, though English was making
inroads, he argued that the English teacher had no choice but to
focus narrowly on rhetorical questions:

Doubtless, if we had a share of the many hours devoted
in the schools to Greek and Latin, we should not have
to pronounce so severe an exclusion of Anglo-Saxon, of
Elizabethan and seventeenth-century men, and of all the
elegant 1literature of criticism, 'and in general' of
whatever is immediately pleasing in our subject. We
might allow now and then a short digression, a momen-
tary,indulgence, in what we have so sternly reserved

for the evening fireside, or the popular 1lecture.
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(1869, 214)

Bain thus saw clearly the difference between criticism and
composition in the English class, together with the dangers
involved in a superficially considered expectation that the two
could be easily combined. In recognizing this danger, Bain’s
concerns did not differ in total from the concerns of David
Masson, for instance, or John Nichol, who also separaﬁed rhetoric
from criticism. Bain simply went further than they did in ex-
cluding criticism from his English classes. It should, however,
be clear that Bain used English 1literature to illustrate his
rhetorical principles and to help his students become conscious
of excellencve in literary style, including poetic style. From
this, it was but a short step to focus on aesthetic concerns of
criticism. As H. J. C. Grierson notes, the second volume of

Bain’s textbook, Rhetoric and Composition, did include ,“Emotional'

Qualities of Style," studied not as instruments of persuasion,
in the Aristotelian framework, but rather as poetic devices used
for aesthetic pleasure (Grierson v-vi).

Alexander Bain’s emphasis, therefore, illustrates the his-
torical shift of_rhetoric from classics to English, as well as
the concomitant shift from rhetoric as persuasion to rhetoric as
composition, with the chief emphasis on style, whether in writing
or oratory. Bain included both in his rhetoric classes. And
though the shift from classics to English for Bain did not stress

aesthetic criticism to the extent that Masson and Nichol did,
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Bain’s emphasis on poetic concerns within the context of rhetoric
included the basis of aesthetic criticism. In his emphasis‘on
oratory, howe&er, Bain differed ffom the later nineteenth century
in Scotland, for in Glasgow and Edinburgh rhetoric and English
dropped the study of oratory.11 .

In attacking English courses that went beyoﬁd the teaching
of style in English, especially the teaching of cultural content
in morality, Bain’s target included England’s more than Scot-
land’s professors. In the south, the tradition of emphasizing
moral values in literature was inherent in the very birth of
English studies. The literary focus, especially at University
College in London, arose out of the context of English studies
which differed in its development from the context in Scotland.
Scottish universities had historically required the writing of
essays in the vernacular. In the middle of the eighteenth cen-
tury, beginning with Adam Smith’s lectures, discussion of litera-
ture had itself been conducted in the vernacular, with Edinburgh
leading the way to a study of rhetoric in English. Oxford and
Cambridge rejected this non—classical approach, the rejection
hardening after the Scottish attacks on the British universities
in the first‘decades of the nineteenth century. The teaching of

English literature at the University of London was, therefore,

1lBain’s texts were popular in Canada. McGill lists Bain in
its calendars as early as 1870-71, through to 1890-91. The
University of Toronto calendar cites Bain from 1881 to 1891, and
Dalhousie’s J. G. Schurman listed Bain in 1883-84. (See also Nan
Johnson, 1988, 866.) ’
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décidedly reformist. However, since Coplestone’s defense of the
Oxford system had stressed that the classics cultivated the mind
and elevated the soul of the student, it followed naturally that
University of London proponents of teaching English would also
étress the mental and social virtues potential in teaching Eng-
lish language and literature. The emphasis on morality at King’s
College was, therefore, evident in lectures of the Reverend Dale
from the beginning. Dale stated explicitly that he esteemed it
his duty to use English literature to "inculcate .lessons of
virtue" (Palmer 20; see also above, Ch. 2).

In England, then, the study of national 1literature, from
the very beginning part of a whole reform movement in populist
education, was for the English masses a movement which conscious-
ly used education, especially the study of literature, to develop
the social consciousness of the working class, anticipating by
three-decades Matthew Arnold’s attempt to educate British philié-
tines. The union of literature and social reform was overt in F.
D. Maurice, successor to the Rev. Dale at King’s College in
1840. During his thirteen years at King’s, Maurice founded the
Christian Socialist movement and later, London’s Working Men’s
College. For Maurice, literature in the King’s College classroom
or in the Working Men’s College was a vehicle for spreading the
principles in ﬁhich he believed, principles which continued in
English literature the traditions of transmitting cultural values

upon which the whole classical tradition and Christian values had
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been based. For Maurice and other reformers, English literature
offered coptact with the culture’s gfeat minds, past and present,
and it created a bond between men, regardless of social class or
historical epoch. Maurice sought simply to arouse enthusiasm for
great literature by ‘the best kind of criticism which delights to
draw forth the sense and beauty of a book; and is able to do so
because the heart of the critic is in sympathy with the heart of
the writer" (Palmer 37). In'England, the birth of English as a
discipline, therefore, had an idealistic focus that, especially
under Matthew Arnold, would drive this study for more than a
century. |

‘As a consequence of the emphasis on morality in English
literature, teaching composition within English studies at the
‘University of London was secondary. Prior to Maurice’s departure
in 1853, King’s Collegeihad already begun losing influence, since
its function as a stepping-stone to Oxford and Cambridge waned
when the University of London began giving its own degrees (Pal-
mer 53). (King’s, therefore, offered its students the Anglican
restrictions of Oxford and Cambridge, but not their prestige.)
To combat the falling enrolment, King’s reduced the proportion of
classics and mathematics to allow time for an increase in lec-
tures on history and literature from two to four hours a week.
As part of its reform, King’s also included English composition
for the firstltime. In making these reforms, King’s reflected

the utilitarian demands of its London constituents, whom it
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wished to attract into its lecture halls.

in English studies, however, King’s could not compete with
the classes at University College, where the déciding factor
appeared to be the lectures of David Masson, and then of Henry
Morley. Morley began lecturing in university extension in 1857
and succeeded Masson in 1864, when Masson left for Edinburgh.
‘Morley had 52 students in his first year; this doubled within a
decade, and tripled by 1885. In Morley’s first years the syl-
labus included Anglo-Saxon, a selection of wdrks in Middle Eng-
lish, composition, and history of the language, all offered in
the last two years of the three-year program. The honours deg-
ree, instituted in the late 1850s, required extra reading in the
history of English literature, in 014 English texts, in Shake-
speare, and in Bacon. In Morley’s later years, some courses in
the structure and history of English were moved to the first
year.

Composition, however, was considefed an advanced course,
linked ﬁo Latin rhetoric (McMurtry 50-52), and taught late in the
students’ program. In this, English composition clearly il-
lustrated the transition of rhetoric from classics to English,
for it built on the traditional Greek and Latin base but overtly
applied thét learning in a study of the vernacular. Initially,
it emphasized classifying the figﬁres of speech and argumentative
strategies. Howéver, as in Scotland, the primary emphasis soon

shifted from persuasion to style, concurrent with the switch from
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classical oratory to English composition, . which was taught "by
way of precept and examﬁle“ (McMurtry 52), and associated with
criticism. One of Morley’s class exams reflects the orienfation:
1. Discuss separately the considerations that deter-
mine choice and position of words in an English
sentence.
2. Describe briefly the argument by which Wordsworth
justified the style of his "Lyrical Ballads.™"
3. Compare, with reference to first principles the
styles of any three important living writers.
4. Write a short essay on the principles of criti-
cism. (gtd. in McMurtry 52)
H. S. Solly, Morley’s biographer, points out that Morley’s teach-
ing continued to include extension lectures up to 1878. 1In these
lectures, as well as in his University College lectures, Morley
assigned written exercises, which he himself marked, presumably
until he gained an assistant in the 1870s (McMurtry 53). Owing
to his heavy lecture load, however, Morley did not assign "huge
batches of weekly themes" (McMurtry 53). The strength of Morley’s
classes was not composition, but literature--taught with an
emphasis on culture, not rhetoric.
The accounts of those who attended Morley’s classes em-
phasize his focus on historical background, and especially on
morality. Chaf}es Moyse, Molson Professor of English at McGill

in the 1890s, remembered Morley well in a letter to H. S. Solly,
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Morley’s biographer:

Earnestness, which might be defined as massive rather
than impetuous;flay ét the root of his character, and
made him so potent an influence on young minds. . . .
Here was seen his gfeat strength, and, in certain
cases, his weakness. Form was to him a secondary
matter, and while he did not overlook finish, his eye

preferred to dwell on something didactic. (qgtd. in

Solly 288)

~ <« For Morley, English literature was not written to amuse, but to

elevate:

to find out the right and to do it, the wrong and to
undo it. . . . Life is not a jest or a long quffaw, any
more than a dinner is whipped syllabub. Whipped syl-
labub is very nice in its own little place, but a man
who professes to live on it, liveé neither wisely nor

well. (288)

According to Moyse, Morley considered interpretation more

important than criticism, for which he cared little:

First interpret,'then criticise, he would often say.

"« + . I remember asking him once if he had read a
certain re&iew of Tennyson’s "In Memoriam." "No, I have
not," he replied; "why should I? If ‘In Memoriam’ were
unknoﬁn tb me, I shouid read it for myself; but I think

I know it as well as, and even better than, the re-
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viewer. Life is too short fo be wasted in scampering
over magazine articles in the attempt to find novel-
ties." I asked him if there were not critics and
critics. "Certainly," he replied, "but those whose duty
it is to look after the streets of literature should be
properly trained, and should:know weeds when they see
them. The average reviewer knows everything, and hénce
his readers know little or nothing. Kéep your reviews
chiefly on the shelf: take your books, and use your
brains." (288)

For Morley, literature was, therefore, meant to engage the reader

in issues of practical morality. Also in a letter to Solly, the

director of the Reading School for Girls, at which Morley lec-

tured for twelve years, émphasized Morley’s accent on the impact

of literature on the morality of his auditors:
his great aim was to reveal to his hearers the inner
thought which was the soul of fhe work,'and so to open
théir eyes to the perception of the ideal, that seeing
"the highest," they might "lqve it," and aspire toﬁards
it; but at the same time he élways kept in view that
aspiration could only lead to the ideal through duty.
(gtd. in Solly 287) |

H. H. Bellot’s history of University College, quotes Gower

Street in the ’Seventies to illustrate Morley’s approach once

again, an approach which the author, B. P. Newman, presents as a
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combining of morality with an intimacy with England’S’greatest

writers. Newman states that Morley spoke "with a breath from the

pulpit thrbwn in. That he was inclined to preach cannot be

denied, and he certainiy would not have thanked anyone for at-

tempting."”
He never strained after effect. His manner was simple,
natural, almost conversationai. But he spoke with the
authority that comes from first-hand knowledge. He was
upon terms of such close and familiar intimacy with the
great English writers that you felt he was the very man
to introduce you to them. (gqtd. in Bellot 338)

Charles Moyse remembered Morley’s discussion of literature

with its international context.
The comparative view of literature as he presented it,
and it was never so clearly presented before, threw a
flood of light on the development of English thought.
His students often heard more about Italy and France
than about England. The English are a part of Europe
in their 1literature, but they have generally the na-
tional mark to show. So he said, time and again. (gtd.
in Solly 290)

Biographical material too was a part of this background, so it

also entered into the lectures attended by Moyse. Morley held

that an author lived in his time, so the time had to be examined

to know the literature: "When I am told that a genius is al-
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together independent of his age, I ask for facts, and the facts
mostly lean the other way" (gtd. in Solly 290). Studied for its
cultural values, literature naturally led into a study of the
whole culture, not only the literary culture.

Morley’s study of English literature extended beyond the
university. Since he continued to teach extension coufses, even
while lecturing at University College, Morely had a hectic weekly
schedule, which Solly gives from a letter in the late autumn of
1878. "College is vigorous and my own work brisk," Solly wrote
to his son. "I felt my‘tongue curling up on Saturday night, and
thought it was tired, so counted the lectures, and found I had
given twenty—seVen in the week, the greatest number yet" (Solly
317). These lectures were spread throughout ILondon, and even
beyond, so the time spent in travel added to Morley’s burden. In
addition to lecturing, Morley also edited the Cassel’s "National
Library" for five years. This was a low-cost series of English
authors issued in weekly volumes, each containing about two
hundred pages ih-a 4" x 6" format. Each author sold between
50,000 to 100,000 copies, throughout Britain, America, Canada,
and Australia (McMurtry 6;).

As noted above, Morley’s lecture load would necessarily have
militated against extensive attention t6 composition. Even
though composition was'considered_a senior course, and theréfore
had a smaller/éhrolment than introductory courses, Morley'’s full

student load--in the late 1870s, up to 2000 students annually--
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would not have permitted him marking time. The lecture format
itself would have discouraged detailed attention to composition
as well. However, the weakness of composition in Mbrley’s prog-
ram and in programs like his lay in the thrust of the lecture
content. Palmer argues that "the old rhetorical connection of
reading with writing had almost disappeared by the middle of the
century," even before Morley’s time (40). As a corrective
against scientific rationalism, the romantics already had iso-
lated the function of literature "as a culture of the feelings":
the attitude is typified in John Stuart Miill’s tribute
to the healing powers of Wordsworth’s poetry, after the
mental crisis of his early maturity, an episode of his

Autobiography which is so central to an understanding

of the nineteenth century. This attitude is closely
related to the idea of literature as a ‘culture’ in a
wider sense; the literature of the past is called in to
redress the balance of the present. However inade-
quately it was articulated, there was a widespread
feeling that the spiritual and physical conditions of
the industrial revolution impoverished the cultural
lives of a large class of people, that they had been
cut off from their traditional past, and that therefore
they Aneeded to be given new means of establishing
conngétions with a national cultural heritage. (Palmer

40)
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Palmer argues, as well, that "the study of English literature
had developed ih England as the poor man’s‘classics, as part of a
liberal human education, providing a cultural continuity that
otherwise seemed in danger of extinction in the social upheavals
ofla new industrial democracy” (78). In hié introductory lecture
as Professor of English at the newly-founded Queen’s College for
Women in 1848, Charles Kingsley spoke of literature as "the
autobiography of a nation," and F. D. Maurice similarly expressed
the view that "we cannot safely separate our literary pursuits,
even our literary recreations, from the history and life of our
nation" (gtd. in Palmer 38). An 1860 article by the Rev. H. G.

Morrison in Macmillan’s Magazine stated,

By means of that 1literature. . . .the student will
learn to appreciate the temper with which great minds
approach the consideration of great questions; he will
discover that truth is many-sided, that it is not
identical or merely coextensive with individual opin-
ion, and that the world is a good deal wider than his
own set, party or class. And such a lesson the middle
classes of this country greatly need. They are gener-
ally honest in their opinions, but in too many cases

they are narrow. (gqtd. in Palmer 45).
Literature was thus a new guide in the transmission of
cultural sensibility and morality. 1In the relationships linking

culture, learning and morality, England’s traditional 1leaders
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were Oxford and Cambridge. They had traditionally connected
higher education and morality within the framework of the state
religion. The moral leadership of the two old state universities
by mid-century, however, had beén undermined by the ongoing
ostentation displayed by the étudents. ‘To combat this rising
hedonism, the Oxford movement called the university community--as
well as the whole Church of England--back to a life of piety.
When, however, this supposedly positive movement led to the
defection of John Henry Newman to Roman Catholicism in 1845, the
traditional critics of the universities were vindicated. New-
man’s conversion proved that Oxford and Cambridge were not as
necessary for the welfare of the Church of England as its defen-
ders had suggested. In fact, as one journal wrote, "for years
the Universities have been the seat of a dangerdus, and too
successful conspiracy against the faith of which they were sup-
posed to be the bulwarks" (gtd. in Stone 317). Because of Ox-
ford’s waning religious influence in the second half of the
century, its classical curriculum no longer carried the moral and
social prestige that it once had, and therefore the power to act
as a curricular model.

A further blow to the classical, centralist force of Oxford
and Cambridge was delivered by the introduction of the civil
service examination. In 1855, a commission that included Ben-
jamin Jowett apa Lord Macaulay was set up to help the East India

Company find the best prospects for postings abroad. The commis-
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sion devised an exam whose purpose was to ensure that the British
way of life and British traditions would be carried abroad by the
young men serving in India. When the East India Company dis-
solved a few years later; the civil service exam beéame an enor-
mously important screening process for entry into the British
civil service. The importance of an acceptable cultural training
remained central to the exam. Thus English language and litera-
ture were allotted a proportionately heavy weighting in ‘the
marks, as explained by the commission: ‘
Foremost among these subjects we place our own language
and literature. Oné or more themes for English com-
positioh ought to be proposed. Two papers of ques-
tions ought to be set. One of these ought to be so
framed as to enable the candidates to show their know-
ledge of the. . . institutions of our country; the
other ought to bg so framed as to enable them to show
the extent of their knowledge of our poets, wits, and
philosophers. (gqtd. in Palmer 46)
In 1867 G. W. Dasent, Maurice's successor at King’s, explained to
the Taunton Commission on education how he examined candidates in
English literature:
I should take forty or fifty passages, selected from
what I call fair authors--Shakespeare, Milton, Pope,
and some of the later writers, Sir Walter Scott and

Tennyson. I have set this question over and over,
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again. "Here is a passage. Stéte where it comes from,
explain any peculiarities of English in it, and state
the context so far as you are able to do so;" (gtd. in
Palmer 46)
Given this emphasis on English language and literature, the civil
service examination gave an advantage to graduates of colleges
that taught English composition and literature.}
Educétors'throughout Britain quickly recognized, however,
that this examination’s stress on facts led to superficiality in
literary interpretation, producing a burgeoning industry in
literary histories that focused on examinable facts that would
help crammers do well in the examination. Oxford and Cambridge
derided this tendency of the civil service examination to reduce
the teaching of English literature to sets of crammable facts.
Stoutly, they stressed the non-utilitarian nature of a true
liberal education, thereby justifying their classical curricula
that continued to exclude English 1literature. Nevertheless,
dissatisfaction with Anglican exclusiveness and the Oxford/Can-
bridge curriculum grew.. Across the Irish Sea, Church of England
control of Trinity College in Dublin, structured on the Oxford
model, léd to the creation of non-Anglican Queen’s Colleges at
Belfast, Cork, and Galway in 1849. Matriculation at Queen’s
required English grammar and Composition, the latter carried on
into the first year’s instruction. Lectures in English litera—

ture were offered in the third year, so Ireland as well as Eng-
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land had the advantage of both the Oxford and the University- of
London models. | |

From the founding of University College in London in
1826 and Aytoun’s accession to the Edinburgh Chair of Rhetoric
and Belles Lettres 1845 onward, all Great Britain, therefore, saw
a shift in the rhetorical curriculum of the traditional college
program of studies. 1In England, Scotland, and Ireland, emphasis
on English literature grew in all but the strongly classical
curricula of the colleges controlled by the Anglicah church. The
1855 founding of the civil service examination, with its emphasis
on facts in the history of British culfure, produced a rash of
histories of British literature, two of the most important writ-
ten by William Spalding, Aytoun’s predecessor at Edinburgh, and
George Lillie Craik, professor of English at Queen’s in Belfést.
With this turn to cultural - history, English literature, there-
fore, more and more crowded <classics in the traditional cur-
riculum. And as rhetoric and poetics shifted from the classics
to English, the focus of composition became more and more focused
on style, closely related to the rising interest in aesthetics as
classical poetic theory gained importance in English studies.

The shift to reading and to aesthetic and moral criticism
was stronger in England than in Scotland. Utilitarian concerns
kept the teaching of rhetoric alive in Masson’s classes at Edin-
burgh, and in ’,,N'ichol's at Glasgow. And at Aberdeen, of course,

Bain saw his foremost duty as the teaching of rhetoric. In
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England, however, the strong emphasis on education as 1iberal‘
rather than practical weighted the balance heavily in favor of
poetics. In teaching English 1literature, the University of
London argued against Oxford and Cambridge that the writings of
native authors could foster high and noble thought as well as
classical writings could. Further, especially in England, social
disruptions resulting from an ever growing industrialization led
to an ever greater demand for a widely accessible source of noble
sentiments in print, literature that could foster the development
of the human spirit. All of these factors led to a privileging
of reading over writing in England, of poetics over rhetoric.

The strongest proponent of English literature as a means of
inculcating social and cultural values for the British middle
class was, of cburse, Matthew Arnoild. Borh in 1822, Arnold
experienced "the shock of mighty thoughts" ("Empedocles on Etha")
of the early Victorian period. He recorded the emotion of this
shock in his poetry, much of it published before his appointment
as Professor of Poetry at Oxford in 1857. HoWever; even while
publishing hié poetry, he was already looking forward to a more
directly active social role than that of poet. In his 1853
"preface to Poems," he reasoned that "Empedocles on Etna" failed
as a poem because its mood of despair led to suicide rather than
to noble action. Situations in which “"there is everything to be
endured, nothipg to be done," he reasoned, did not produce poetic

pleasure, though they might be mimetic of the human situation, as
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required in Aristotle’s Poetics. Unable to foster action in his
poetry, Arnold turned to prose criticism to point his céuntrymen
to a life of mental culture that, dn one hand, could affirm
traditional wvalues in the face of the rampant materialism of the
new industrial age, and, on the other hand, could deal with the
loss of faith that the Victorian age was experiencing.

Terry Eagleton states that "Arnold was always preternatur-
ally sensitive to the needs of his social class." The urgent
social need was to ‘Hellenize’ or cultivate the philistine middle
. class that had proved "unable to underpin their political and
economic power with a suitably rich and subtle ideology" (24).
Eagleton sees Arnold as imbuing the middle class with "something
of the traditional style of the aristocracy,”" who had "something
of the ideological wherewithal to lend a hand to their middle-
class masters" (24).

Arnold began "Literature and Science" by defending Plato’s
idealism agéinst "practical people" that disparagingly talked
"with a smile of Plato and of his absolute ideas" (486). His
defence against- this BritiSh philistinism was an appeal to per-
fection as an ideal, an ideal enshrined .in his concept of cul-
ture. Culture, Arnold wrote, "directs . . . attention to the
natural current there is in human affairs, and to its continual
working" (473). Arnold here and elsewhére defined culture as
"the best that‘has been thought and known" (475). Culture was

"the study of perfection. . . which consists in becoming some-
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thing rather than in having something, in an inward condition of
the mind and spirit, not in an outward set of circumstances"
("Sweetness and Light" 462). This idea of perfection was, of
.course, "at variance with the mechanical and méterial civiliza-
tion in esteem" in Britain at the time (462). Arnold related
culture to religion, which said, "‘The kingdom of God is within
you’" (461). Culture, therefore, appeared as a commbn denomina-
tor, as a Hegelian higherbcategory, as the ground out of which
both religion and poetry spring. The language of. the Bible,

Arnold stated in Literature and Dogma, was at once both literary

and religious; it was "language thrown out at an object of con-
sciousness not fully grasped, which inspired emotion." Arnold
explained further, "Evidently, if the object be one not fully to
be grasped, and one to inspire emotion, the language of figure
and feeling will satisfy us better about it, will cover more of
what we seek to express, than the language of literal fact and
science" (30-31). In a broad sweep of thought similar to Car-
lyle’s, Arnold turned to both Goethe and Quintilian to argue that
art, science, and morality, all touched by emotion, resulted in

religion (Literature and Dogma 16).

In "The Stﬁdy of Poetry" (1880), Arnold presented poetry as
the answer to the prdﬁlems of faith reflected in his poetry. 1In
the first paragraph he set his theme:

The future of poetry is immense, because in poetry,

where it is worthy of its high destinies, our race, as
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time goes on, will find an ever surer and surer stay.
There is not a creed which is not shaken, not an.ac—
credited dogma which is not shown to be questionable,
not a received tradition which does not threaten to
dissolve.
He continued in the second paragraph:
| More and more mankind will discover that we have to
turn to poetry to interpret life for us, to console us,
to sustain us. Without poetry, our science will appear
incomplete; and most of what now passes with us for
religion and philosophy will be replaced by poetry.
(501)
This position regarding poetry led Arnold to state that "the
best poetry will be found to have a power of forming, sustain-
ing, and delighting us, as nothing else can" (503). Given this
.faith in poetry, small wonder that a generation later George
Gordon, an early Oxford Professor or English Literature, stated
in his inaugural address, )
England is sick, and . . . English literature must save
it. The Churches (avs I understand) having failed, and
social remedies being sléw, English literature has now
a triple function : still, I suppose to delight and
instruct us, but also, and above all, to save our souls
and pé,al the State." (gtd. in Eagleton 23)

In spite of the easy transfer of religion to poetry, the
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study of English literature as a legitimate college-level enter-
prise occurred slowly at both Oxford and Cambridge. The "poor
man’s classics" found a hard entry into the bastions of England’s
establishment. Some of the reasons for this we have already
seen in previous chapters: above all, Oxford and Cambridge de-
fended their curriculum by emphasizing that they provided a
liberal, not a utilitarian education, which they considered a
reading <xf‘the vernacular literature to be. In addition, the
class structure of England separated its citizens. in both body
and mind, so the curricular difference between Oxford and Cam-
bridge, on the one hand, and the dissenting and pfovincial
colleges that had arisen in the laftex decades of the nineteenth
century, on the other hand, reflected the social exclusiveness of
the older universities.

However, a continued emphasis on the ideals that Arnold had
championed in 1literature gradually broke down institutional
barriers. In an address to the London Extension Society in 1887,
Liberal statesman and man of letters John Morley defined litera-
ture in terms of social ideals, and then added

because I am possessed, and desire to see others pos-
sessed, by that conception of literary study, that I
watch with the greatest sympathy and admiration the
efforts of those who are striving so hard, and I hope,
so successfully, to bring the systematic and methodical

study of our own literature, in connection with other
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literature, among the subjects for teaching and ex-

amination in the Universities of Oxford and Cambridge.

(gtd. in Palmer 93-4)
Change came slowly. In 1891 a memorial signed by 108 Oxford
members, including the leading philologists, was presented to the
Hebdomadal Council. This lllettevr recognized the increasing need
for teachers and lecturers "competent to handle the subjectv
[English 1literature] efficiently" (gtd. in Palmer 107). In
December 1893, the Oxford Congregation voted 110 to 70‘ to estab-
lish an English School. The debate feflected, however, that even
then many supporters of the position did not consider the new
course of high merit. One member of the Hebdomadal Council’s
Committee supported establishingv an English School because it

would draw off weaker candidates from the Literae Humaniores

School. Another professor "reminded the Congregation that ‘the
women should be considered, and the second and third-rate men who
were to become schoolmasters’"™ (gtd. in Palmer 111). Thus, even
after the course was established, it limped between philology and
literature, no new professor having been engaged (Palmer 112-
116). With the coming ‘o'f Walter Raleigh in 1904, however, the
future of English Literature at Oxford was secured.

Cambridge had chosen rather to follow philology with Skeat.
As a result, the development of | English Literature took longer,
not coming into its own until 1926, wheﬁ the school of English

reached the form in which it influenced the next decades, espe-
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cially in the person of F. R. Leavis, through whom the idealism
of the late nineteenth century bore rich fruit.12 The focus on
fhe ideal in English 1literature, even at Oxford and Cambridge,
soon led to the faltering of other English studies interests,
such as philology and composition. In the early 1940s Dover
Wilson complained, Mour university departments of English are in
the main departments for the training of literary critics, and
pay far too 1little attention to the student’s own power of ex-
pression" (gtd. in Grier.son> v). The concern for practical stud-
ies such as rhetoric or composition had not fitted into the
concerns of Oxford and Cambridge in the nineteenth century. The
advent of English Literature did not change those concerns;
- furthermore, the strong emphasis on literature gradually eroded a
concern for rhetoric, or composition, even in Scotland, where
rhetoric had traditionally had great influence. Significantly,
Professor Wilson’s comments above were made while Wilson was a
professo.r in Aberdeen, where he had gone in 1935, after eleven
years at King’s College, London.

Wilson’s comments are relayed in Herbert J. C. Grierson’s

Rhetoric and English Composition, in the preface of which Grier-

son reviews the beginning of his teaching career at Aberdeen in
1893. He reminds his readers that this was the school of Bain,
and of his successor, William Minto, under whom Rhetoric had

become English, Composition. . Grierson recalls his trepidation at

]jZSee Eagleton, Ch. 1.
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giving a hundred 1lectures on English Literature, for he had
himself enjoyed just fifty lectures at Aberdeen before going to
Oxford, where, of course, he had not studied English literature
formally. Grierson thus recalls being relieved to know that he
could begin his course in literature by reviewing rhetoric, for
this review would allow him "more time to get ready forlt'he
formidable task of tracing the history of English Literature”
(iii). From this comfort in Rhetoric and fear of teaching liter-
ature to Wilson’s ppsition just over a generation later reflects
the remarkable change in focus in Scottish higher eduéation—-
indeed, in the focus of English Literature throughout Britain.
The idealism discussed in this chapter was particularly suited to
peoetry, for, as Grierson points out, poetic literature aims at
"something to which both philosophy and theology have assigned
the highest place of all, namely contemplation, the impassioned
vision of the worth of things." He adds, "poetry does not
depend on any practical effect it may achieve, but on its revela-
tion of emotional truth, of what we call value" (27). Rhetoric
or oratory, on the other hand, has a practical intention, an
"end beyond itself" (26). As literature took over from rhetoric
and philology, it had a built-in bias against the practical,
which led to its strangling of composition, especially when
taught in conjunction with literary'criticism;

While the transmission of a cultural ideal, therefore,

became the strength of Enélish studies programs, its weakness lay
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in the loss of the practical rhetorical arts that had been the
hallmark of the claésical university program. Unfortunately, the
weakness deplored by Dover Wilson in Britain was carried to
Canada, where the social context fostered a situation even more
desperate than that in Britain. Before this .study turns back to
Canada, however, one further topic must be reviewed to understand
the full importance of the emphasis on ideals in literature for
Anglo-Canadian culture from the end of the nineteenth century
through the first half of the twentieth. That is the topic of
philosophical idealism, introduced to Canada through the Queen’s
College appointment of John Watson, a Glasgow‘ graduate, to re-
place John Clark Murray, who went to McGill in 1872. With Wat-
son’s appointment, Queen’s not only gained an international
stature in idealist philosophy, but, more importantly for Canada,
it became a 1leader in 1liberal thought in the nation. When
Queen’s in 1888 appointed as its new English specialist, James
Cappon, another Glasgow graduate also committed to idealist
philosophy, Queen’s not only consolidated its leadership in
philosophy but also provided Canada with a critical, rational
base. for Matthew Arnold’s approach to literature.

Even in England, Arnold’s emphasis on the ideal in culture
had been supported by a philosophical idealism deriving ultimate-
1y from the German Enlightenment, with Leibhitz and Kant leading
to Hegel’s dialéctical idealism. As a student of German culture,

and of its influence. on Carlyle and Coleridge, for instance,
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Arnold was also aware of Kantian and Hegelian thought. Philoso-
phic;ally, Kant’s Critique of Pure Reason had asserted that every-
thing, including religion and law-giving must submit to criticism
(‘B XXX) . Nothing was left unchallénged.» Here Hegel offered a
way out, esp'eéially to those who refused to jettison Christian-
ity, which they considered fundamental to their social and pol-
itical culture, as well as to their religion.l Upon being intro-
duced to Hegel, _Benjamin Jowett, Master of Balliol, (Matthew
Arnold’s college while Arnold was an Oxford student), wrote to a
friend, "One must go on. . .or perish in the attempt, that is to
say, give up Metaphysics altogether. It is impossible to be
satisfied with any other system after you have begun with this"
(gtd. in Faber 181). Born in 1817, ‘Jowett’s own roots gave him
the stability of the Church of England before the full force of
science and skepticism broke after mid-century, but Jowett still
felt the need for a new beginning. He wrote to Florence Nightin-
gale that "something needs to be done for the educated, similar
to what J. Wesley did for the poor" (Faber 16). Hegel’s philoso-
phical system appealed to those intellectuals whose traditional
beliefs had been undermined not oniy by eighteenth- and nine-
teenth-century philosophy but by nineteenth-century science as
well.

Two of Jowett’s Balliol students, T. H. Green and Edward
Caird, were to carry neo-Hegelianism through England and Scot-

land, and thus to North America. After mid-century, Britain was
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powerfully influenced by the empirical utilitarianism 6f John
Stuart Mill and his distrust of metaphysics. Neo-Hegelianism
attempted to counter the thrust of Bentham and_Mill; The nature
of Green’s idealist philosophy is reflected in an 1872 letter
requesting Green to lecture to a private society whose membership
included F. H. Bradley, later to become the leading idealist
philosopher at Oxford. The society strove to make an "earnest
effort to bring speculation into relation with modern 1life in-
stead of making it an intellectual luxury, and to deal with
various branches of science, physical, social, political, meta-
physicai, aesthetic, as part of a whole instead of in abstract
separation" (Richter 159-60). The Shakespearean scholar A. C.
Bradley is reported to have told a friend that "Green had saved
his soul" (Richter 14). Green’s synthetic idealism argued that
"the natural world cannot be self-contained and ultimate."
Nature presupposes "a principle that is not natural," a "spirit-
ual principle." Further, "there is no merely given sense ex-
perience, and . . . all experience implies some sort of intel-
ligent organization" (Acton 115).

In Glasgow, Edward Caird held the chair of Moral Philosophy
from 1866 to 1893, after which Caird returned to Balliol to
succeed Jowett, his mentor. Caird strove to integrate Chris-
tianity with a critically consistent philosophical system in his
classes. He strove to integrate traditional idealistic philo-

sophy into his own comprehensive scheme, as, he maintained, must



a
-

Hubert 168

be done by any philosopher:
His systém in_ principle must be complete; all its
contents must be.deemed to be nothing more nor less
than elements of one articulated fruth, however imper- -
fectly ideas have been followed into their consequen-
ces, and though it remains but a rational faith.
Philosophy never can be eclectic; and its authority
like that of the moral law must be universal and admit
of no compromise. (Jones, Muirhead 248)
Caird’s philosophy focused on the continuity of existence under-
lying physical reality. For his biographers, Caird, "had nothing
to say except this~-that the law of all finite life is that of
living through dying; of conserving in merging, of gaining in
giving." For Caird, "the inmost fhrob of the universal life of
the spirit which dwells in all things and is through dwelling
therein, was this return through outgoing, this spendthrift
self-enrichment." The central principle of religion, in turn,
was faith in "the Being who sustains the natural and moral order
of our 1life" (Jones, Muirhead 255). Caird’s philosophy had a
strong appeal for Scottish Presbyterianism, which had a tradition
of intellectual rigour combined with strong éhristian commitment.
For folloﬁers of Caird, the conflicts of science and faith were
éffectively dissolved.
Neo-Hegelianism was wedded to English literature in the

Glasgbw classes of John Niéhol, Caird’s fellow student at Bal-
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liol, and his early rival for the chair of philosophy at Glas-
gow13. James vCappon, later of Queen’s College in Kingston;
studied under both at Glasgow. He thus came to Queen’s well
prepared to use literature to counter any arguments for utility‘
and materialism based on the philosophies of Hume and Mill, both
of whose systems, for Cappon, "moved in the same plane of
thought" (Cappon 1909, 267).

The appointment of Canada’s first. full-time English profes-
sors, Cappon and W. J. Alexander, a student of Morley’s, there-
fore, signalled much more than the addition of new options in the
Anglb-Canadian college curriculum. It brought to the new nation
a speéialized curriculum solidly buiit upon the strength of
Christianity’s idealistic epistemology, but with that original
idealism now reinterpreted by a philosophical system adapted to
integrate new knowledge discovered by a strongly materialistic
Baconian science. A primary object of the new idealism was to
ensure the students’ continued faith in traditional cultural
values, which, in Canada consisted of belief in the primacy of

the intellectual life--as opposed to faith in material reality--

131n 1866 Jowett had, in fact, supported the candidacy of
Nichol, Professor of English Literature, for the position in
philosophy, but Caird’s support at Glasgow led Nichol to withdraw
in favor of Caird. The Scottish tradition at Balliol was strong,
perhaps deriving from the founding of Balliol by the father of
John de Balliol, Scottish King from 1292-96. Adam Smith had also
lectured at Balliol. Henry Jones, also a Scottish philosopher
and graduate of Balliol, reports another witty Scot as quipping,
"Yes all good Scotsmen go to Balliol--even in this life"™ (Jones,
Muirhead 128n).
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and a commitment to the higher welfare of society, whichvtrans-
lated into a firm commitment to the British crown and to a Brit-
ish political ideology, combined with a denial of self aggran—
dizement deriving from material.philosophieé and pleasures. In
short, nothing but the sacred text had changed. In Canadian
higher education, at least in the liberal arts, Matthew Arnold’s
objective of substituting literature for religion was thereforé
reached. In the broad study of rhetoric and poetics, the ideal
had triumphed over the utilitarian, the philosophical over the
practical. In this process, traditional rhetoric was diminished
to composition, part of its theoretical basé either assimilated
by poetics or, most often, reduced to stylistics. The new focus
on British 1literature, however, gave the Anglo-Canadian cur-
riculum a new lodestar. How that was done, the details of the -
curriculum, the views of those that brought about this substitu-
tion, and the final results for English studies in Anglo-Canadian

colleges--all these are details for the next two chapters.
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CHAPTER 4: ANGLO-CANADIAN DEVELOPMENTS, 1853 -— 1884

Educational dévelopments relating' to English studies. in
Victorian England and Scotland had direct effects on the college
curriculum in British North America both before and after Con-
federation. 1Indeed, British influences almost totally controlled
the development of Anglo-Canadian English studies until the end
of the ninetéenth century. Two major professorial appointments
in the second half of the nineteenth century, the first in 1853
and the second in 1884, both reflected as well as influenced this
development. Thé present chapter discusses the first of these
appointments and the subsequent evolution of Anglo-Canadian
English studies between 1853 and 1884; the next chapter focuses
on the second appointment and the period from 1884 to the cen-
tury’s end. |

The second half of the nineteenth century saw Anglo-Canadian
colleges as a whole move from religious toward secular control, a
shift that reflected a growing secularization in society general-
ly, in Canada as well as in the Britain. This secularization was
reflected in the colonial English studies curriculum just as it
had been in the English studies curriculum in England and Scot-
land. Concomitant with this secularization came specialization.
The traditional curriculum common to all students gave way to
options and to specialization, which, in English studies, reached

its final phase in 1884. In the transitional period from 1853 to
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1884, rhetoric in Anglo-Canadian colleges followed the lead set
in Britain, first, by shiffing from classics to English, and then
by shifting from rhetoric as persuasion to English studies as
poetiés. In Canada, however, the second shift did not immediate-
ly follow the first, as it did in Britain, for both writﬁen and
spoken rhetoric continued to.be stressed in Canada, both before
and after Confederation.. Not until English as a specialty was
finally established with the hiring of 1literature specialists,
beginning in 1884, did rhetoric begin to fade to its ultimate
position as just a part, often subordinate, of the first-year
English curriculum.

The year 1853 was marked by the arrival of British North
America’s first professor designated specifically to teach Eng-
lish languagevand literature. Officially appointed as Professor
of History and English Literature, Daniel Wilson came to the
University of Toronto to coordinate this colonial institution’s
English studies curriculum with recent English studies develop-
ments in Britain. The small size of the newly reorganized col-
lege in Toronto, of course, demanded the dual role for Wilson.
Wilson’s appointment indicated the beginning of an Anglo-Canadian
shift toward specialization, of which the teaching of English
literature and language was a first symptom. Wilson’s arrival,
therefore, also marked the beginning of the dissolution of the
unified curricplum in British North America, and the beginning of

the shift of rhetoric and poetics from classics to English.
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A chronology of British developments sets Wilson’s appoint-
ment and subsequent developments in Canada into a British per-
spective. In 1845 William Aytoun had ascended the chair of Rheto-
ric and Belles Lettres in Edinburgh, thereby changing its focus
from English grammar and éomposition to English literature. Five
years earlier, the reformer F. D. Maurice had succeeded to the
chair of English at King’s College in London. And in 1852, the
year before Daniel Wilson arrived in Toronto, David Masson had
begun teaching English literature at University College in Lon-
don. In 1858, English Language and Literature would become an
official option within the Modern Languages offerings at Univer-
sity College in London (McMurtry i20). In the same‘year, a
Scottish universities’ commission, impressed by Aytoun’s suc-
cesses at Edinburgh, would call for English 1literature to be
introduced in all Scottish universities.

Given Daniel Wilson’s own professional interest as a man of
letters in the vernacular, as well as these strong affirmations
of English literature in both English and Scotland, Wilson was
clearly a man to changevthe direction of liberal studies when he
arrived at Toronto in 1853. Wilson had attended the University
of Edinburgh in the pre-Aytoun days, leaving in 1837. However,
as a young Scot anxious for a literary reputation, he maintained

close contact with educational developments in both Scotland and
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England. Upon leaving universityl, he went to London, where he
supported himself by .art work and writing. After a few years he
returned to Edinburgh, where, in 1847, he published a two-volume
historical work, Memorials of Edinburgh in Olden Time, complete
with 126 sketches by his own pen. This work was followed in 1851

by The Archaeology and Prehistoric Annals of Scotland, which drew

from historian Henry Hallam (father of Arthur Henry Hallam) the
praise that Wilson’s was the most scientific treatment of the
archaeological eQidence ever written ("Daniel Wilson" 139). The
prestige of Wilson’s work led to an appointment as secretary to
the Scottish Society of Antiquaries, and, in 1853, election as
honorary member of that society, a tribute limited to but twenty
individuals.

At Wilson’s death in 1893, William Kingsford’s memorial
address to the Royal Society of Canada noted that Wilson’s early
work appealed to popular. interest, especially to a Scotland
blessed by the halo of Scott’s romantic genius. Much of Wilson’s
later work, however, work that appeared in leadiné scientific’

circles in Britain, America and Canada?, was often of a scien-

lpas was common in Scotland at the time, Wilson did not
pursue a formal degree. 1In recognition of his literary work, he
was awarded honorary degrees later, the first coming from St.
Andrews in 1851 (Harris 1988, 13). :

2Wilson’s major ethnological work was Prehistoric Man:
Researches into the Origin of Civilization in the 01d and New
Worlds (1863)., In addition to his earlier works on Edinburgh,
and on Scottish prehistory, Wilson published a second work on
. Edinburgh in 1878, plus monographs of biography, verse, and
fantasy. Learned articles appeared in the "Proceedings" of the
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tific nature and of a calibre that' appealed only tb educated
readers. In many ways Wilson’s combination of popular and aca-
demic concerns typified the situatidn in rhetoric and English
studies in British North America between 1853 and 1884. On the
one hand, Wilson was acutely sensitive to the changing demands on
rhetoric and English studies during his tenure at Toronto; on the
other hand, Wilson insisted on an intellectual thoroughness that
protected his Toronto curriculum against attacks both practical
and philosophical. Both types of attacks were made during this
transitional period that saw the early classical curriculum begin
to shift to a study of oral and written composition and of lit-
erature in the vernacular.

Wilson’s appointment reflected not only future developments
but also the changes that had taken place in Toronto in the
decades preceding his appointment. First, the Anglican King’s
College, the pride of the Toronto Tories in 1843, was no more,
having been replaced by a state-administered institution. What
had happened to King’s éollege was symptomatic of a reorientation
in British North American higher education that’would strongly
influence the development of English studies in the coming de-

cades. In Britain, the turn to the contemporary from the classi-

-

society of Antiquaries of Scotland, the London Anthropological
Institute, the British and American Associations for the Advance-
ment of Science; in the Journal of the Canadian Institute; and in
the Transactions of the Royal Society of cCanada. Wilson con-
tributed to the eighth and ninth editions of the Encyclopaedia
Britannica, as well as to numerous Canadian periodicals.
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cal was fed by the Industrial Revolution, and by an ever greater
emphasis on a scientific educatioh‘mbdeled especially on German
higher education. In the British North American colonies, the
new British traditions were modified by the colonial situation.
This situation in 1853 still saw higher education strongly in-
fluenced by religious interes£s, but a growing secularization had
by now begun, reflected both in institutional reali£ies as well
as in popular thought. As we have seen in Chapter 2, the college
movement in British North American before 1850 was highly frag-
mented, with rivalries rooted in religious and national differen-
ces. In the Maritimes, the Anglican King’s Colleges at Windsor
and at Fredericton modeled their curricula on the classical-
/Anglican interests of Oxford. At Pictou, and then at Dal-
housie, Thomas McCulloch had built the curriculum around his and
his constituency’s Scottish, Presbyterian education, which em-
phasized practical knowledge, suitable to the economic situation
of the colony. And in Upper Canada, Egerton Ryerson’s Methodism
at Victoria College had emphasized rhetoric in the vernacular.
At Toronto, the Tories had followed the Oxford classicism as-
sociated with ABritish Anglicanism. The decade preceding the
arrival of Wilson at Toronto had thus seen three primary tradi-
tions develop: an emphasis on rhetoric in the vernacular as-
sociated with Methodism, oxford classicism associated with the
Anglican Tories, and Scottish pragmatism associated with Pres-

byterianism. These primary religious affiliations dissolved in
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most institutions in the decades surrounding Confederation, and
even where they remained, they played an ever"diminishing role in
the development of the English studies curriculum. |

In Upper Canada, the 1827 King’s College charter héd placed
control of theA college in the hands of the Church of England.
With King’s College had gone not only control of higher education
in Toronto, but an endowment of over 200,000 acres. Public
debate about Anglican control of both the college and the endow-
ment led to the introduction of four separate bills in the years
following 1843. Passage of the last of these bills took control
of King’s College from the Church of England as of December 31,
1849, and provided for a non-denominational University of Toronto
as of New Year’s Day, 1850. The endowment went with the new
college. In 1853, another University of Toronto Act reorganized
the vinstitution directly on the model of the University of Lon-
don. The act stipulated that instruction be carried out in
affiliated colleges, but that the examinations and degrees be
controlled by the University. The legislation was based on the
hope that colleges such as Victoria and Queen’s, whose supporters
had decried the earlier control of King’s and the distribution of
funds from the endowment, would affiliate _with the new institu-
tion, thereby allowing these institutions a share of the endow—
ment.. In the meantime , .the teaching of the .reconstituted Univer-
sity of Toronto was to be done through University College, a new

\

instructional arm of the institution. As events unfolded, Vic-
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toria College did not affiliate with the University of Toronto .
until near the end of the century, and Queen’s never did. Thus
the problem of endowment led to further bitter debate, culminat-
ing in a strong clash between Egerton'Ryefson and Daniel Wilson
in legislative hearings on the issue in 1860.3 |

The 1849 legislation provided'for a Commission of Visitation
to order the éffairs of the new univefsity. That commission
called for curricular reform, signifiéahtly expanding the old
King’s College curriculum. The expansion included a chair for
History and English Literature, perhaps modeled directly on the
1849 inauguration of such chairs at the new non-Anglican Quéen' s
Colleges at Belfast, Cork and Galway (Harris 1988, 11-12). The
change in curriculum did not téke place until Wilson’s second
year at Toronto, when th.e Senate introduced a new four-year
program, thereby altering the three-year course inherited from
King’s College. This four-year program introduced English in the
first two years and an option of either Classics (Greek and
Latin) or Modern Languages (English, French and German) in the
fourth year. The 1860 calendar shows that rhetoric initially
remained fixed .tq the Classics, the Rev. John McCaul, 'presidept
of University College, in charge of the department entitled

"Classical Literature, Logic, and Rhetoric"™ (17). In addition,

3Transcripts of the proceedings are published in Volume 15
of J. G. Hodgins, ed. Documentary History of Education in Upper
Canada. . . Toronto: L. K. Cameron, 1894-1912. Some of the
speeches, including those of both Wilson and Ryerson, were also

published separately for distribution to supporters of each faction.
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the new program introduced honors options in a number of cour-
ses, including English Language and Literature. The honors
option required additionél work, but exempted the students from
selected exams in the pass program in the second and third years.
The four-year program was introduced not to render the program
more demanding but to add coursework to e_xtehd the program down-
ward, thereby making it more accessible to matriculating students
than it had been (Harris 1988, 14). This increase in lower
level coursework became necessary when Bishop John Strachan
founded Trinity College as a private Anglican institution after
King’s College was secularized. Until Trinity College opened in
1852, King’s and then University College had become "almost a
preserve for boys from Upper Canada College" (Falconer 113), an
academy for the upper class, built as a forerunner to King’s
college during the period when the politics of Upper Canada had

delayed the opening of the college as chartered in 1827.%4 With

4pt 1860 legislative hearings, Wilson displayed the original

matriculation examination for King’s, pointing out that it was

borrowed from Trinity College, Dublin, brought to Toronto by

Dublin’s brilliant scholar, Dr. McCaul, now the president of

University College. Wilson stressed that the requirements were

higher than those of any Scottish university or of oOxford or
Cambridge, but that they suited King’s situation at the time:

When old King’s College was practically confined to a

small and exclusive class, and when Upper Canada Col-

lege had its seventh form where youths were retained to

their seventeenth or eighteenth year, and then trans-

ferred, with a College bursary or exhibition, to the

higher institution, such a state of things was possible

enough; and if it is ‘desired that the o0ld monopoly

shall be restored, let us be informed of it, and our

course will be an easy one. But meanwhile our decision

has been, that if our true aim is to elevate the educa-
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the opening of the new Anglican College, however, many of the
Upper Canada College students moved to Trinity, thus leaving
University College with its entrance requirements too high for
other graﬁmar schools, and therefore virtually without incomihg
- students.

In the 1860 hearings before a legislative committee, Wilson
defended the University College English program against charges
by Egerton Ryerson, who spoke for Victoria and Queen’s Colleges.
Ryerson argued that the teaching of English literature and his-
tofy indicated that the University College course now included
grammar school material. Ryerson also rebuked Wilson for making
room for these grammar school courses by allowing students op-
tions that ministered "to individual tastes and whims," and
dealt out "snatches of knowledge on various subjects" (Hodgins

XV, 124). In the heat of debates, Ryerson apparently fdrgot his

tion of the whole province, we must provide a matric-
ulation adapted to the specific capacity of the grammar
‘Schools. Any other system, while pretending to elevate
education, must either have restricted its whole ad-
vantages to a favoured and wealthy few; or been a mere
deceptive paper programme. (Wilson 1860, 7)

5The debate became highly emotional and went far beyond
finances and curriculun. Wilson recorded his conclusions to
Ryerson’s attacks in his journal: "A more annoying and distaste-
ful controversy could not well be conceived, conducted as it was
with an amount of vulgar personality inconceivable to educated
men at home. At first I was simply disgusted with the whole
business, but being compelled to go into it I plucked up heart of
grace and found some grim satisfaction in mauling the unscrupul-
ous assailants of our College militant" (Langton 80).

Wilson’s description of the debate is supported by a notice
in the Quebec Morning Chronicle of April 27, 1860:
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own pride in Victoria’s emphasis on English studies at Vic-
toria’s inaugural in 1842. Wilson’s early course, however, was a
departure from any course that Ryerson’s Victoria had offered in
its first years. Wilson was primarily an Iﬁlistorian.A The focus
of his English program was, therefore, similar to the history of -
English literature course at Edinburgh, Glasgow and London. The
1860 calendar 1lists for the first year pass program Spalding’s

History of English Literature, with the description, "History of

English Literature to the reign of Queen Elizabeth," adding for
- honors students "Oorigin and History of the English Language
(Latham’s English Language); its Orthographic and Etymological
forms; its compound  structure and intrusive Philological and
Grammatical elements" (Harris 21). The second year pass program
required the History of English Literature from Queen Elizabeth
to Queen Anne (also Spalding’s History). Honors students were
given "Etymology and Synonyms," as well as "Syntactical and

Rhetorical Analysis of Forms of English Composition." °~ In the

The Parliamentary Committee on the subject of the
Toronto University Endowment, concluded taking evidence
yesterday. The great. features of the discussion which
has taken place in the committee Room, have been the
speeches of Professor Wilson and Dr. Ryerson; the first
on the side of the University, and the second on the
side of the Sects. The orations of these gentlemen
were beautifully spiced with personalities; and yester-
day, we are told, the speech of the Upper Canada Super-
‘intendent of Education merged pathetically towards the
close into a flood of tears, quite affecting to behold.
Stern Legislators were found perceptibly and audibly
blubbering, while the friends of the reverend speaker
were altogether overcome. (Ryerson 1860, [2])
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first two years of the program, Wilson taught the studenté His-
tory as well as English, but in the last two years he taught
History in the sophomore year and English in the senior year.
The finallyear, then, ipcluded Language and Litérature for both
pass and honors:
Langqguage: History of the formation of the English
Language, and Analysis of its Philolpgical Ele-
ments (Latham’s English Language; Fowler’s English
Language); Principles of Composition and Prosody,
based on Critical Readings of English Classics.

Literature: History of English Literature from Queen

Anne to the present time. (Spalding’s Hist.;

Craik’s Hist.)
Literary analysis was also added in the final honors year with a
"critical analysis of two of Shakespeare’é Historical Dramas."
A review of Wilson’s course from the late 1850s to the mid 1870s
reflects an emphasis, at ieast in the first two years, on factual
material that Oxford diéparagersbof English literature called
"crammer" material, sﬁited to helping students pass examinations,
the model for which continued to be the British civil service
examination. The pass students’ program thus focused on litefary
history in the first two-Years, with composition reserVed'for the
fourth year. Honors students included philology and a history of
the language from the first year, with composition added in the

second. The pattern for pass students was, therefore, that
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followed by KinQ’s College in Léndon, with composition treated as
an advanced course. Honors students wrote more than pass stu-
dents: they had composition in the second year. After'1863,
honors students wrote weekly exercises. Wilson’s early English
curriculum thus emphasized the history of the English language
and literature for all students, with composition for honors
students in the second year, but for pass students only in the
fourth year. Composition for pass students was thus presented as
a senior "finishing" course,‘much as rhetoric had been in many
classical prdgréms. But for honors students, composition was an
integral part of the curriculum, linked with criticism‘for stu-
dents that read original, whole works.

In 1877 the honors optioh was given a major revision
throughout University College. For the pass course, Classics
continued basic in all four years, with English required in three
years. Professor Harris’ history of English studies at Toronto
notes that the third year of the revised course "exposed the pass

student for the first time to an actual text--two cantos of

Spenser’s Faerie Queene (in 1877-78) or a book of Paradise Lost
(ih 1878-79)" (Harris 1988, 22). |

The 1877 program in pass and honors changed only slightly in
the following years, selected reading of British authors being
alternated annually. The 1881 calendar listed afcommon core for
English Language and Literature in the first, third and fourth

years, with additional work for honors in each of the four years.
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The 1881 calendar introduction focused the English curriculum as

follows:

The Lectures will embrace the history and structure of

" the Language in relation to national progress and the

development of English Literature; Rhetoric, with
written exercises in English Composition and Rhetoric;
Prosody; and critical readings of the authors required

in the University Examinations.®

6The
courses:

complete program in 1880-81 included the following

First Year

History and Etymology of the English Language.
Rhetoric. History of English Literature, temp. Eliza-
beth and James I.

Books of Reference: Craik--History of Literature
and Learning in English, B. V. Earle--The Philology of
the English Tongue. Abbott and Seeley--English for
English People. Bain--English Composition and Rhetor-
ic.

ADDITIONAL FOR HONORS.

Prosody (Abbott and Seeley). History of English
Literature, from Chaucer to Surrey (Craik’s History of
Literature and Learning in England, Bb. III., iv.
Marsh’s English Language and Literature, Lecture VI. to
XI. inclusive). Prologue to Canterbury Tales and The
Nonne Preste, His Tale . . . Shakespeare--Critical
Reading of Coriolanus

Second Year.
FOR HONORS. _

History of English Literature from the rise of the
regular Drama to its proscription under the Common-
wealth. (Craik’s History. . ., Bb. V., VI. Marsh’s
English Language and Literature, Lects. XI. and XII.
Shakespeare--Critical Reading of Henry VIII.

: Third Year.
Milton--Paradise Lost, B. V.
ADDITIONAL FOR HONORS. :
History of English Literature: Age of Milton and
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The introduction obviously included the honors as well as
the pass program. Honors studénts in Wilson’s program introduced
in 1877 continued to read more texts directly, and they wroté
more essayé than did the pass students. The pass program still
emphasized factual material in literary history and in rhetoric
and composition. Essay writing was still not considered as
necessary for pass as for honors students, with honors tying
essays strongly to literary analysis, of which the pass program
in 1877 was given just a taste.

Wilson’s late curriculum was, therefore, still much more
distinctly Scottish than the McCaul curriculum had been. While
McCaul’s tradition was that of Trinity (Dublin), where McCaul had

carried off high honors in the traditional classical program

Dryden. Critical Analysis of the following works:--
Shakespeare, Hamlet; Milton, Comus, Lycidas, Sonnets;
Dryden, Absalom and Achitophel.

Fourth Year

Principles of Composition, Grammar, and Etymology.
History of the Formation of the English Language.
Philology (Earle). History of Lit. from Dryden to
Wordsworth. Craik, History of Literature and learning

- in England (Bb. VI. and VII.). '
ADDITIONAL FOR HONORS.

The Augqustan and Georgian Eras of English Litera-
ture (Craik’s History. . ., -B. VII.). Critical Reading
of the following works: Shakespeare, King Lear, and As
You Like 1It; Spenser, Faerie Queene, B. III., Cantos
IV., V., and Shepherds Calendar, Eclogue X.; Milton,
Paradise Lost, Bb. I., II., and Samson Agonistes; Pope,
Dunciad, Bb. III, IV., Prologues to the Satires; Cow-
per, Task, B. V., and Retirement; Wordsworth, Excur-
sion, B. IV., and Intimation of Immortality.
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based oh the Oxford curriculum, Wilson ‘had attended Edinburgh,
which stressed utility rather than classical culture.’ The
Scottish belletristic emphasis on using literature as models in
composition was clearly evident in Wilson’s program, especially
in the use of models in the honors program.

In 1880 Wilson succeeded McCaul as president of University
College. Given Wilson’s inéreased, administrative load, the
increasing number of students, and the rise of the study of
’philolocjy in England as well as in Germaﬁy, it was natural to
look to that expanding field for assistance. David R. Keys, an
1878 honors graduate in Modern Languages and History, one of
Wiléon’s own students, had .studied philology in Europe for two
years after graduating from Toronto. He was hired to assist
Wilson in 1883. Owing to Wilson’s administrative burdens, Keys
soon became the sole instructor in_English. In 1887 Wilson was
appointed president of the newly federated University of Toronto.
It was in that position that he. recommended to the provincial
government the hiring of W. J. Alexander, who was to come from
Dalhousie to once again revise the Un‘iversi_ty College curriculum.
Alexander’s curriculum, though, would have more permanence than -

Wilson’s. The Alexander curriculum would last, with only minor

TThe differences between the two courses of studies mirrored
personality differences between the two professors as well.
Wilson’s biographer, John Langton, the vice-chancellor of the
University of Toronto in the 1850s and early 1860s, writes of
rivalry between these two; indeed, he notes Wilson’s "holy hatred
with which he regards McCaul, a hatred most religiously returned"
(gtd. in Sissons 111).
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changes, for a half century, and be influential for decades
longer. .

The coming of Daniel Wilson to Toronto, therefore, marked
the beginning 6f courses devoted exclusively to English. It also
marked the formal introduction of rhetorical principles from
Classics into English, initially with rhetoric in both subjects,
but by 1880 largely in English alone.® oOver the more than thirty
years of Wilson’s responsibility for English, University College
moved from introducing English 1literary history to having a
fairly comprehensive program, at least for honors students, in
English literary criticism of major authors, in history of the
English language, and in composition, including rhetorical prin-
ciples. Finally, as rhetoric came under the influence of Eng-
lish, the focus of essays, judging from the examinétion questions
and calendar notices, shifted from general questions'to essays on
specific texts. In other words, the direction of composition -
instruction shifted from rhetoric alone, or rhetoric associated
with belletristic models, as in the 1858 pass exam, to essays
involving critical analysis, with the honors program leading the
way. The shift from 1literary history to 1literary criticism

followed the same pattern that had developed earlier in Scotland

8The 1880 Classics program lists McCaul, still the Classics
professor, as giving lectures in rhetoric as part of the classi-
cal literature course, but the syllabus gives as texts only the
second books of Aristotle’s Rhetoric and Cicero’s de Oratore, two
of over forty entries in the calendar reading list for the fourth
year.
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and at the University of London. Under Wilson, oratory was
largely ignored at the University of Toronto.

The University of. Toronto was not Toronto’s only college
after 1852. New developments highlighted the emerging issue of
religious versus secular control of education. As indicated
above, when legislation secularizing King’s College was passed by
the colonial goverhment in 1849, Bishop John Strachan, although
se\}enty—two years of age, determined immediately to build a
separate college for the Church of England in Toronto. Trinity
- College opened in 1852. As one reviewer in the 1952 centennial

volume of the Trinity Review stated,

if the University of Toronto went more than half way to
courting the devil through secularization, the Univer-
sity of Trinity college made a corresponding move in
the opposite direction. It urged upon Edward [a rep-
resentative chai:ter student] a forthright discipline of
mind, body, and soul, and directéd his steps away from
the "primrose path of dalliance" trod by his contem-
poraries at Queen’s Park. It stood as a ba_.stion of
faith midst the "Protean infidelity" of the tinmes.

(Trinity: 1852-1952 12).

With this religious orientation toward Anglicanism went a cur-
ricular conservatism. It is not surprising, therefore, that as
late as 1880 T;binity College still followed a curriculum without

options, based on classics, mathematics and divinity.
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Not wuntil 1884 did William_ Clark, hired as Professor of
Mental and Moral Philosophy the previous year, introduce English
as one of five options in the final year of Trinity’s three-year
curriculum (Harris 1988, 43). The syllabus included Créik's
History of Literature and learning in England, which reflected
the heavy historical emphasis of the course. Marsh’s English
Language provided the philologicallcontent of the program, but
Clark also included one Shakespeare play and the first book of

Paradise Lost. Composition continued to be required in Latin,

but an essay requirement relating to the history and literature
of given periods appeared in the calendar in 1886. Although late
in starting and limited in scope, by the middle of the decade the
Trinity program thus attempted to cover the areas of history,
philology, and the reading and analysis of literary texts, with
the final essay reflecting the student’s ability to integrate
what he had learned of the history of the British culture. The
course was, therefore, clearly more related to introducing the
student to British cultureAthan to a serious education in his-
tory, philology, or literary analysis.

Victoria College, in Cobourg, and Queen’s College, in King-
ston, initially kept their early programs stable. Both struggled
simply to keep their doors open, since they had no solid finan-
cial foundation, as did Toronfo's University Collegé, with its
university’s large public endowment. Given Victoria’s precarious

financial condition then, in addition  to Ryerson’s newfound
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curricular conservatism as reflected in the 1860 hearings, it is
not surprisingnthat the Viétoria curriculum changea little in its
first quarterS century. Nevertheless, Professor Harris notes
that S.S. Nelles introduced some lectures in English-literature
as early as 1852. And Victoria’s early commitment to the English

language and composition resulted in composition and elocution
courses in the first three years of the four-year course (Harris
1988, 6). The 1857 curriculum, for instance, also included
literature in the fourth year, though the content of this course
is not. known. The strong emphasis onlcomposition and elocution,
that 1is, on the practical arts of rhetoric, was part of the
strong emphasis on the practical use of English established by
Ryerson at the birth of Victoria. The continued emphasis on
rhetoric was also a reflection of the emphasis on preaching in
this still relatively small denominational college, as well as to:
President Nelles’ continuing interest in rhetoric, which led to
the conflation of composition and divinity, as shown, for in-
stance, in his 1867 Daily Diary, which shows the entry for Febru-
ary 16 as "Class in Composition at 8. Subject--Justification by
Faith" (United Church Archives, Box 3, File 36). Though Victoria
officially matriculated students from all'denominations, to the
end of the century it remained a college in which religion played
a central part in the academic curriculum, and if the English
studies course ‘:was to expand, it would have to fit into the

religious orientation of this still strongly Methodist college. .
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Ryerson’s 1860 concerns about 'English literature as un-
suitable for the college curriculum notwithstanding, in 1868
Alfréd Reynar, a former Victoria student and tutor, also ordained
as a Wesléyan minister in 1866, returned from two years of study
in Europe, . primarily in Germany, to take up duties as Professor
of Modern Languages. In touch with contemporary European and
British developments, he quickly introduced the history of Eng-
lish literature, using Craik and Spalding as texts, and in 1873
introduced Shakespeare in a third-year elective for the pass
course, following a pattern he had already set up in the honors
program. Under Reynar, the offerings in English literature
gradually expanded, with Reynar’s interests clearly identified by
Victoria’s courses late in the century. The two-part freshman
examination for 1890, for instance, focused on history and on
Shakespeare’s Coriolanus; freshman honors included Milton’s Comus

and Paradise Lost, Chaucer, and rhetoric and poetics. ("Compare

prose and poetry, (a) as to the arrangement and connection of
words, and '(b)- as to the choice of words."') In the sophomore
year for English honors, the examination of 1890 focused on
Hamlet and on the early nineteenth century. The junior year pass
course in English covered the Faerie Quéehe, King lear, Poﬁe’s

Essay on Man, and Wordsworth’s Excursion. Though somewhat more

limited than the curriculum of University College, probably owing
to Reynar’s other duties (which the 1891 calendar show to be Dean

of the Faculty of Arts as well as Professor of Modern Languages
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and of English--R. S. Harris adds that he was also Professor of
Rhetoric and Church History from 1871 on [1988, 27] )--the drift
of curricular development was certainly in the direction of an
ever increasing emphasis on.English literature, with an initial
focus on the history of English literature, but this wahed toward
the end of the century.9 Reynar retained his position in English
until his retirement in 1910. During this period of rapid change
in English studies in Anglo-Canadian colleges, the direction of
development at Victoria paralleled the direction set at Univer-
sity College in Toronto, though the emphasis during Nelles’
tenure as principal until 1887 retained a strong.practical focus,
and included oratory, not offered at most secular institutions.
If the early years at Victoria College were difficult owing
to financial pressure, the situation at Queen’s appears to have
been doubly so. Only two years after inauguration in 1842, with
only ten students the first year, Queen’s was hard hit by a
division in the Presbyterian Church in 1844. Then, in 1845, Rev.
P. C. Campbell, Professor of Classics and Belles Lettres re-

signed, followed by the Principal, the Rev. Dr. Liddell, in 184s6.

9 Interestingly, Victoria was one of the few major Anglo-
Canadian institutions of this period in which the leading figure
in English studies remained constant through the 1last thirty
years of the century. Perhaps that was because Reynar 'was one of
the earliest to come to English with something of a specialty,
having studied in Germany for two years before taking up his
Victoria College position. He was thus able to shift his instruc-
tion from rhetoric and history toward literary texts as the
demand for reading British literature increased. In addition, his
notebooks show him to have been highly committed to detailed
literary criticism.
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An interim appointment followed until 1853, with another presi-
dent until 1860, when the Reverend Dr. Leitch, an astronomer and
theologian, took office. Thbugh a capable administrator, Leitch
continued having troublés. Unfortunately, after only four years
he died of heart failure. A semblancé of stability came with
leitch’s successor, the Rev. Dr. William Snodgrass, from St.
Paul’s Church in Montreal. Snodgrass was. able to steer Queen’s
through a financial crisis when, in the same year, 1867-68, a
‘'government grant of $5,000 per annum was withdrawn and the
greater part of the college’s endowment was lost in a bank
failure. Under these circumstances, the Arts curriculum not only
failed to de&elop, its cancellation was seriously considered.
The 1864-65 calendar shows that English Grammar and Composition
was taught in the first year, but no professor is listed. The

textbook, Bullion’s Analytical and Practical Grammar of the

English Langquage, reflects that instruction focused on mechanical

material, with lists of definitions and/or rules, with examples
and exercises, and with virtually no rhetorical concerns.
Rhétoric, however, was taught in the first year of John
Clark Murray’s Classics program. Attached to Classics, Rhetoric
at Queen’s, like at Victoria, was a highly utilitarian study in
English, including philology, style in composition, and. elocu-

tion.10 The 1864-65 calendar lists Murray as examiner in Rhetoric

10rhe calendar lists the course of studies as follows:
A. Science of language. I. Language in general.
51. Its Nature. 52. Its Growth. 53. Its present
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and English Literature for the previous year. The examination
required a knowledge of the history‘of the English language, of
rhetorical principles, of literary history, and of the history of
drama. The questions were factual and do not appear to have
required the reading of literary texts. Question 3, for in-
stance, asked, "What is the difference between the genealogy of a
language and the genealogy of its words?" Question 5 asked,
"What is the fundamental law to be observed in the formation of
style?” Question 9 required an historical knowledge of Shake-
speare’s canon, and question 10, the 1last, related to the
‘dramatic unities.

In 1872, Murray left to teach philosophy at McGill. He was
replaced at Queen’s by. the Rev. George Ferguson, a Queen’s
gfaduate. Ferguson’s English pass course in "Rhetoric and

English Literature" included the history of the English language,

Constituents. 54. Its Capabilities.

B. Use of Language in the formation of style.

51. Perspicuity, 52. Energy, 53. Simplicity, in

(a) the choice of words, (b) the construction of

sentences, and (c). the arrangement of an entire

discourse. '
C. Elocution. 51. Orthoepy. 52. Reading.

53. Delivery.

The Student is also instructed by examination on the
following textbooks: Latham’s Handbook of the English Lan-
quage, Whately’s Rhetoric, and Collier’s History of English
Literature. The subjects of the University examination at
the close of the session will be Latham’s Handbook, Parts
II., IV., and V.; Whately’s Rhetoric, Part III.; Collier’s
History, the last four Eras. ‘

Candidates for Honors must submit to an additional
examination on Latham’s Handbook, Part VI.; Collier’s His-
tory, the third, fourth and fifth Eras; Milton’s Paradise
Lost, Books I. and II.
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and English literature. The focus of the course,.as reflected
by the texts, was on composition and a factual literary and
linguistic history.ll The honors program, however, included, in
addition to Anglo-Saxon, the analysis of a 1limited number of
texts: "Battle of Maldon and History of King Lear from Layamon’s
Brut. Chaucer’s Prologue and Knight’s.Tale. Spencer’s ‘Faerie
Queene,’ Books I and II." The examinations listed in the 1879-80
calendar reinforce the emphasis on facts that might have been

drawn from the Craik and Taine textbooks.l12 The exam also

1l7he texts were Max Mueller’s Science of Langqua e, Marsh’s
Lectures of the English ILangquage, Maetzner’s English Grammar,
Craik’s English lLiterature, and Taine’s English Literature.

12 gelected questions are as follows:

FIRST PAPER
6. Explain the double perfect in some english [sic]
verbs, '
sung, sang, drunk, drank, &c.-
8. Explain the form "me thinketh."

'SECOND PAPER ‘
2. Give an outline of the poem of Beowulf. State any
peculiar features in its poetry.

3. Classify Shakespeare’s plays according to their
periods.
9. State any excellencies as well as any defects in

the Faerie Queene. What is the Spenserian stanza?
What is there peculiar about Spenser’s English?

A further question in the second paper, "Contrast Marlowe’s Faust
with Goethe’s Faust," could not have asked for textual analysis,
since this was not an exam in Modern Languages.
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included basic questions in rhetoric and.poetics, such as
. 9. In figures of speeéh distinguish' between
Metonymy and Synecdoche. State the different
forms of each with examples.
13. What do you understand by "Fine Art"? How
far is Poetry a "Fine Art" ?
The course remained relatively unchanged until 1888, although the

reading of whole works increased, with the 1888-89 offerings

including lectures on Mill’s On Liberty, Washington Irving's

Alhambra, and Shakespeare’s As You Like It. 1In addition, a note

indicated that weekly essays were required in each class.
Poetics thus gained importance at Queen’s in the 1880s, but
composition was not slighted, although elocution faded away.

For Queen’s, as for University College, 1889 ended the
period of non-specialization. The direction of Queen’s develop-
ment was similar to that of University College and Victoria, with
the initial addition of the history of literature and the history
of language to rhetoric, with the criti.cal analysis of English
literary texts coming last. At Queen’s the emphasis on rhetoric
in John Clark Murray’s Classics program was much more utilitarian
than anything offered at Toronto, perhaps because of the much
stronger emphasis on poetics in the classical program under
McCaul at Unive_rsity College, as well as the greater flexibility

required of faculty members at the smaller Queen’s, especially in
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its years of strﬁggle prior to the 1870s. In addition, the
Scottish, Presbyterian roots of Queen’s College would have
emphasized a strong program in practical rhetoric, including
composition and elocution. The study of oral rhetoric under John
Clark Murray in the 1860s was also undoubtedly related to a
Queen’s concern for preaching, a hallmark of the Presbyterian
Church from the Renaissance onward. In addition, the semi.—rural
setting of Queen’s may have resulted in many students arriving at
Queen’s without a strong grammar school background, a weakness
that would have been a factor fostering a basically utilitarian
training in English, as is indicated by the use of Bullion’s
text, a "practical grammar,"™ in the 1860s. This transitional
period at Queen’s, therefore, once again showed a wide variety of
offerings in rhetoric and English, with local traditions playing
a large part in the development of the curriculun. However,
apart from the strong utilitarian emphasis on the rhetorical arts
under John Clark Murray, the underlying direction of the cur-
riculum was consistent with that of ﬁniversity College; namely,
from rhetoric in a classics program to rhetoric in English, the
introduction of literary history, and, finally, a move toward the
direct reading of literary texts. The waning of elocution sug-
gests a gradual moving toward consensus modeled on Toronto as
well.

The leading Anglo-Canadian college in Canada in the early

1860s was Montreal’s McGill. While the University of Toronto
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battled Trinity, Victoria, and Queen’s, J. W. Dawson’s presidency
at McGili ensured the fortunes of English higher education in
Montreal. Dawson was a Nova Scotia Preébyterian, educated first
at Pictou Academy and then at the University of Edinburgh. To
come to McGill he had given up the position of superintendent of
education for Nova Scotia, a post he had taken just five years
earlier, at the age of thirty. He therefore came to Montreal as
a young man, but, in addition to experience as an educator, he
already had an international reputation as a geologist. Dawson
- advocated strongly the importance of developing the mental powers
of every student, thereby emphasizing the classical and philoso-
phical tradition of learning in Scotland, but he also insisted
that independent study and observation, especially in the scien-
ces, must take place in order to advance the cause of science.
His 'attitude toward English studies reflected the same pfactical
thoroughness, again reflecting his Scottish education and his
background in rhetoric and belles lettres. In his 1855 inaugural
address he first praised the classical languages, stating that
"the large obligations that we owe to the literature of classical
antiquity, as well as its present value, are thus sufficient to
retain it as an important element in the higher education“'(ls).
However, he recognized that "the too exclusive devotion to an-
cient literature" had given rise to just complaints, and in some
instances hadv"threatened to sweep away such studies altogether

from the collegiate course" (15). Dawson hoped that the linguis-
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tic aspects of the classical languages‘would be taken care of in
- preparatory schools, so that the work of the university scholar
ﬁight be devoted exclusivély to "the higher beautieé of classical
literature,'to study them with a discriminating and philosophical
spirit" (16). For Dawsoh, classical studies thus were meant to
develop the students’ aesthetic and ethical sensibilities, more
than just their linguistic knowledge.
In language, Dawson’s chief focus in discourse was drawn to
"our own English tongue,"
which bids faif, like the Greek of old, to be the
principal vehicle for the world-wide diffusion of the
highest ideas in science, in politics and in religion;
and which possesses models of lofty thought and of
elegant expression equal to anything in classical
antiquity, and more intimately connected with our
better political institutions, our higher religious
views, and our greater advancement in the arts of life.
The philosophical study of its grammar and philoloéical
relations,?the principles of style and composition, the
critical examination of its highest literary produc-
tions, and the history of its literature, are of para-
mount importance to men in any profession‘or occupation
that ﬁay at'any time require them to speak in public,

or to write their mother tongue. (Dawson 1855, 17)
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Dawson’s arrival at McGill therefore immediately led to a totally
new curriculum, with a radical shift away from the previously es-
 tablished classical course of studies modeled on Oxford. This
shift was made'possiblé not only by Dawson’s curricular concerné,
but' also by his administrative ability and the general growth he
brought to the college.13 English Literature was taught by the
Rev. W. T. Leach, who had been appointed Professor of Classical
Literature in 1846, but under Dawson switched to English Litera-
ture, in 1858 assuming a new professorship endowed by William
- Molson, son of John Molson of Montreal, a well-known transporta-
tion, banking and brewing entrepreneur. Leach was a graduate of
Edinburgh, and, 1like John Strachan, a Scot who . took holy orders
in the Church of England. Concurrent with his teaching duties,
which included the professorship in Logic, Mental and Moral
Philosophy and Rhetoric, Leach served as vice-principal of Mc-
Gill, and from 1865 onward, as Archdeacon of Montreal (Collard

503) .

13y 1860, with the five-man faculty of 1854 doubled to
ten, the calendar shows the following course of study:

First Year--Classics, French or German, English Litera-
ture, Mathematics, History, Elementary Chemistry.

Second Year--Classics, French or German, Logic,
Mathematics, Botany, History, Elocution.

Third Year--Classics, French or German, Moral
Philosophy and Mental Science, Mathematics,
Natural Philosophy and Astronomy, Zoology or
Chemistry.

Fourth Year--Classics, French or German, Rhetoric,
Natural Philosophy and Astronomy, Mineralogy and
Geology.
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The 1860'McGill calendar listsrthe course in English Litera-
ture, offered only in the first year, asvcoveriné the history of
the English language, English grammar, and the history of English
literature and criticism of literary works, the latter using
Spalding’s textbook., A note in the calendar indicates that
composition exgrcises were included in the course. Rhetoric,
taught in the fourth year, however, was a study distinct from
composition. The 1860 calendar lists Rhetoric as follows:

History, Sphere, Uses, &c.--Exposition and Classifica-
tion of Rhetorical Figures--Style--Different Species of
Composition and Rules applicable to each.
This was the traditional rhetoric program, whose objective was
excellence in public discourse rather than the analysis of liter-
ature, the objective of the Wilson’s 1870s rhetoric in University
College, Toronto.

In addition, the calendar listed a special course in Oratory
and Elocution, taught one hour a week to second-year students by_
the elocution master of the McGill High School (Harris 1988, 18).
The English language and rhetoric program instituted under Dawson
was, therefore, highly utilitarian, focusing‘ on the English‘
language (including history, grammar, and literature), and on
rhetoric (which taught the students the theory of language use),
“including both written composition and oratory. This practical
focus was reflected in the final line of the calendar entry on

Oratory and Elocution, which read "“Extempore Speaking--the means
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of acquiring'iﬁ.“ The English and Rhetoric program of 1860-61,
however, as yet included 1little direct contact with 1literary
works. |

The emphasis on literature was soon to come. By-1864—65
Leach had developed an honors'program which included works from
Chaucer, Spenser, Marlowe, Shakespeare, Milton, Bacon, Dryden,
and Pope (Harris 1988, 24). As occurred at Toronto, however, the
direct reading of literary works was not immediately included in -
the pass program, though the English pass program itself ex-
panded. By 1870, the calendar included English Literature in
each of the first three years, but the texts through the decade
continued to be literary histories.l4 However, a close attention
to composition was reflected in the inclusion of Alexander Bain’s
English Grammar. Rhetoric, still taught from Whately’s text, was
moved back to the third year. But the emphasis on literature by
1871 saw Oratory and Elocution dropped as a requirement, though

it continued as an option for some time (Harris 1988, 18).

l4The 1877 examinations reflect a continuing emphasis on
general histories for the pass course. Questions on literature
include the following: ’
9. Give some account of the chief romances of the
Arthurian scenes.
10. State what you remember of the remarks of the
. Troubadour poetry.
11. Relate the story of Guy of Warwick.
12. Enumerate the Canterbury Tales and give the story
of the Prioress.
13. Give the substance of the critical remarks on the
-productions of Lydgate, and mention his principal
productions. '
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In 1872 McGill enticed John Clark Murray from Queen’s, so-
Leach was able to give ﬁp his teaching of philosophy. Then in
1879, with administrative duties mounting, Leach was further
assisted by the arrival of Charles E. Moyse, a former student of
Henry Morley at University College, London. Moyse was brought in
not as a specialist, but to teach English literature as well as
history. In 1881, however, Moyse assumed the Molson chair of
English Language and Literature. The assistance of Moyse led to
further expansion in English. In 1880-81, the year before Moyse
assumed the. Molson chair, a fourth year pass course on special
subjects was included in the calendar; the course included Chau-
cer’s Prologue and Shakespeare’s Hamlet. The second year listed
"a detailéd course on some period of English literature." Whate-
ly’s Rhetoric remained the basis of the third year of the English
Language and Literature program.

Under Dawson and Leach, the McGill program in the English
language arts thus became one of the most practical in all the
colleges inciuded in this study. ©Not only did it contain in its
basic program oratory and elocution (which was later available at
night, for an extra fee), but it included rhetoric in the English .
program. from the mid-1860s oh. Composition was stressed through-
out, as were grammar and the history of the language and litera-
ture. And as soon as staffing appears to have allowed it, McGill
expanded the offerings in literary ﬁorks. Unlike Toronto, which

turned to philology when assistance became available, McGill
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introduced the reading of literary works into the pass curricu-
lum. However, | the history of thé langﬁage and literature
maintained precedence over the read_ing of literary texts. Like"
Toronto, McGill initiated literary analysis and the reading of
specific literary texts in the honors program, undoubtedly also
following the early pattérn set in Britain. However, the growing
influence of English 1i£erature was marked already in Leach’s
regime, and with the coming of Moyse, that aspect of th-e program
grew, by 1881 already replacing the material on the history of
the English language.

The rising preeminence of University College in Toronto and
McGill in Montreal in part reflects the economic ascendancy of
~these two cities in Canada. But other factors also played a role
in the slow development of the eastern universities in the 1860s,
not the least of which were the continued difficulties resulting
from initial Anglican exclusiveness in higher education; - In New
Brunswick, the Anglican traditions at King’s College in Frederic-
ton brought conflict to a head by mid—century. Though the
college had been freed from Church of England restrictions in
1828, resistance to the college’s Tory foundations continued,
with criticism focused on the narrow curriculum. In 1854, the
legislature empowered Governor Edmund Head to appoint a commis-
sion of inquiry to study the college. Governor Head himself saw
the need for a broader curricuium than that being offered. He

feared that the son of a merchant at Miramichi dr Saint John
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."would reap buﬁ little benefit from the Principal’s two weekly
blectures on Afistotle’s Ethics or Horace’s Epistles, howevelr
valuable they would be as portions of a complete - academical
course 1in the Oxford system" (Bailey 28). Oxford-educated,
President Edwin Jacob resisted the changes advocated by the
majority of his faculty and then by the governor’s commission,
which included J.W. Dawson, at that time étill superintendent of
education in Nova Scotia, Egerton Ryerson, superintendent of
education in Upper Canada, and Francis Wayland, president of
Brown University and internationally renowned as an éducational
theorist. In 1851, in response to discussion in the legislature
to change the college into an agricultural school, Dr. Jacob
clarified his educational philosophy at the annual Encaenial
Exercises. His speech presented clearly the traditional attitude
imported from British Anglicanism’s exclusive university context
in Oxford and Cambridge:
we must not listen to the cry which calls us from the
pursuit of truth and virtue to the lower paths and
grosser occupations of the multitude; we will not_: yield
to the suggestions .which would tempt us to pander to
the unworthy passions, flatter the prejudices and vain
conceits, or court the boisterous plaudits, of factions
or the césual crowd. But we may, we must, wé will, as
far as it shall please God to grant'us power and oppor-

tunity, exert our best endeavors to communicate know-
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led‘ge intrinsically valuable, with the disposition to
use it for the common benefit. (gqtd. in Bailey 62)
"The fact remains, however," says Professor Desmond Pacey, "that
in Jacob’s thirty years as president, only one hundred and onev
candidates had been granted the B.A." (gtd. in Bailey 62).
Governor Head’s commission recommended the following
modernized course for the University of New Brunswick: First
Year: Greek, Latin, Mathematics, and Modern Languages, including
English; Second Year: Chemistry, Natural History (Physics),
Mineralogy, and Geology, in addition to three subjects of the
first year; Final Year (of a three-year program): Natural Philos-
ophy, English and History, Mental and Moral Philosophy, and Civil
Polity (Faiconer 1927, 110). The 1862 calendar translated those
recommendations into a weekly class in composition, in addition
to classes using Quackenbos’ Composition and Rhetoric. The
subtitle of an 1876 edition of this textbook, written by the
"principal of the Collegiate School, New York," reflects a varied

content, suitable for a class coming from diverse backgrounds: A

Series of Practical Lesson on the Origin, History, and Peculiari-
ties of the English lanquage, Punctuation, Taste, the Pleasures
of the Imagination, Fiqures, Style, and its Essential Properties,
Criticism, and the Various Departments of Prose and Poetical
Composition; Tllustrated with Copious Exercises. Adapted to

Self-Instruction, and the Use of Schools and Colleges. From 1852
to 1871, the professor of modern languages, which at UNB included
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English,  was Baron Marshall D’Avray, educated at the French
court by his father, tutor to the Duke of Orleans, later King
Louis Philippe. D’Avray had come to New Brunswick in 1848 as
nmaster of a new pfovincial normal school. He also served as
superintendent of education from 1854-~-58 (Hamilton 473). D’Av-
ray’s task in teaching English (and French) was not easy. His
annual reports to the college president in 1863 and 1864 ref-
lected the conditions and facilities, as well as the content of
his course. In 1863, he reported his students’ weakness in
English writing:
The experience of every Year has convinced me that
however successfully a young man may have presented his
studies in Classics, in Mathematics and in Science, he
yet in almost every instance, fails in a knowledge of
his native lanqguage unless he has in addition to other
branches made it a subject of special study.
To remedy the problem, D’Avray had required his English litera-
ture class to write weekly "a comprehensive and exhaustive>ana1y—
sis of one or two Chapters of Quackenboss’s A[sic] Rhetoric,"
followed on the third day by an oral examination on the material.
On Saturdays his students read "“a Composition upon some subject
which I have previously‘appointed & explained." The system was,l
therefore, based on analysis, on models, and on extended writing

and speaking. According to D’Avray’s reports, their compositions



Hubert 208

showed "decided marks of progress in increased facility of ex-

pression and in greater correctness of style.”

The 1863 report also reflected the straightened conditions

of D’Avray’s classroom situation. He deplored the need for

combining classes of students in different years, pointing out

that the proper sequence of moving from rhetoric to the history

of literature (using Spalding’s text) could not be followed.l1l®

The report for 1864 repeated a number of the items mentioned in

15

I have always thought and I am daily more im-
pressed with the conviction, that in order to
ensure the Systematic progress of the Students
both in English and in French, they ought to be
divided into three classes: Freshmen, Junior, and
Senior and I wish this to apply particularly to
the English Classes in and for the following
reasons: . . . a systematic course of study cannot
be pursued, because in order to avoid making the
Seniors use the same Text book as was employed in
their Junior year, the Text book has to be
changed, and although it would be most desirable .
that after having studied Quackenboss the Freshmen
should study Spalding’s History of English Litera-
ture, it is impossible to do so, and another work
has to be substituted quite out of any regular
course. The same remarks apply to the study of
Composition and in a greater degree. The Freshmen
cannot join the more advanced Class composed of
Juniors & Seniors, and I am hecessarily obligated
to take them separately, and for a shorter time
than I could wish, and of course to give less time
also to the others. Permit me to mention another
& very great advantage which would result from the
formation of three Classes instead of two, & from
the establishment of a systematic course of Study.
I allude to the supply of necessary books which
could then be provided by the University in suffi-

_cient numbers to meet the demand. (D’Avray 1863)
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1863. D’Avray again cited the students’ lack of prepa:ration for
college-level study and his work on the students’ writing style,
which improved to the point of showing "a knowledge and apprecia-
tion of the rules of Rhetoric,"™ and a "freedom from the pqrile
[sic] ideas childishly expressed," ~advances which proved "that
the reasoning faculties [had] been exercised and. . .the Imagina-
tion . . . awakened to the sense of correct conception, logical
.inference and of pure expression" (d'Avray 1864). D’Avray’s
concerns reflected clearly a utilitarian approach, as opposed to
President Jacob’s earlier highly Oxonian conservatism.

D’Avray died in 1871, and was succeeded by Thomas Harrison
(M.A., Dublin). The 1870-71 calendar 1listing Harrison provided
little change in the curriculum, but by the beginning of the next
decade the English curriculum shifted radically toward a reading
of literature. By 1881, the Ordinary Course of the first year

read extensively from Johnson’s Lives of the Poets, as well as

Shakespeare’s Macbeth, in addition to studying grammar and com-
position. The second year read the poetry of Milton (short

poens), Dryden and Pope, in addition to selections from Pal-

grave’s Golden Treasury. The senior year substituted philosophy
and economics for English. In the honors stream, the first year
read Chaucer, Spenser, Shakespeare and Bacon; the second year
read Milton’s Paradise Lost (I and II), Cowper’s The Task (1I1),
Wordsworth, and selections from Matthew Arnold, in addition to

further selections from Palgrave’s Treasury. This shift toward
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literature indicates that within thirty years New Brunswick too
was swept along by the current flowing from the study of rhetoric
in the classical languages to English composition in writing andv
speech, combined with the history of English, and ending in a
reading of British literary texts in the vernacular.

Nova Scotia, 1like New Brunswick, was hampered from the
beginning of the century by sectarian exclusiveness, but in Nova
Scotia the Anglican college at Windsor struggled through the
century, perhaps avoiding public demands for change -becauée of
its location away from a major city. The presence of Dalhousie
in Halifax may also have detracted from a public focus on the
conservative curriculum of King’s College. King’s, therefore,
remained small and Anglican, with a unified Oxford-style cur-
riculum. The 1870 calendar entry reflected the nature of the
curriculum.

The course of instrﬁction is so arranged as to embrace
the successive study of the best Classical authors, the
Hebrew Language, Logic, Rhetoric and Ethics; the
several parts of Mathematics, Natural. Phi_loséphy and
Astronomy;» Chemistry and Natural History. The Modern
Languages, comprising German, French, Itaiian_ and
Spanish Literature and Conversatidn,_ are practically
taught. 'All the students are instructed in the Greek
Testament, in Bible History and the Evidences; and

separate classes are formed for such members of the
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University as >desire instruction in Systematic Divinity
and Pastoral Theology, with a view to entering on the

ministry of the Church. | |
The study of rhetoric was conducted through the reading, in
the original, of Aristotle’s Rhetoric and of Cicero’s De Oratore
(Whately is added as supplementary reading). The only reference
to English in the calendar is found in a note on "“Exercises,"
which proposed a weekly thesis for an "Essay to be written in
English and Latin alternately.” King’s pronounced conservatism
. was reflected in the fact that this weekly essay, a‘lternating
Latin with English, still followed the requireménts of the origi-

nal 1802 statutes. As 1late as 1876, Alexander Marling’s The

Canada Educational Directory and Year Book for 1876 lists no

course in English at King’s College in Windsor.

Given the traditional character of the King’s College cur-
riculum up to 1876, it is surprising then to find an English
program focusing almost entirely on literature by 1880. The
1880-81 calendar lists for Responsions (an exam after the fourth

term, but before the sixth) Richard III; Paradise Lost, Books I-

III; Macaulay’s Essays, "Warren Hastings"; and Trench’s Study of
Words. The examination for the B.A. also focused on English‘
literature: Shakespeare’s Hen VIII, Macbeth; Milton’s Comus,
and shorter poems; and Macatilay’s Essays. The Eliglish litera-
ture exam also included Addison, and Hallam’s Constitutional

History, Formal Logic, and the composition of an English essay.



Hubert 212

The honors examination included an additional :four plays of
Shakespeare, in addition to works of Spenser, Pope, Bacon, the
History of English Language and Literature, Whately’s Logic and
Rhetoric, and, again, the composition of an English essay.
Unique in this program was the strong emphasis on the reading of
texts in the pass program, with the history of 1language and
literature confined to the honors program. But even more unique
was the sudden development of a literature pfogram without the
intermediate developmental stages emphasizing British 1literary
history, and often philology, found in most of the other Anglo-
Canadian colleges. The sudden shift at King’s was similar to the
sudden appearance of Englishvliterature at Trinity in Toronto,
the other Anglican coliege in Canada at the time, though Trini-
ty’s program under William Clark also included a smattering of
history and philology. The sudden strong emphasis on literature
at Windsor suggests a strong emphasis on refined culture, which
would have followed the Oxford tradition of Windsor as an ex-
clusive Anglican college.‘ The emphasis on aesthetics in the
classics curriculum had become an emphasis on aesthetics in the

vernacular.16

16These shifts from the classical curriculum to the ver-
nacular at both King’s and Trinity Colleges may have been in-
fluenced by revolutionary changes to Oxford and Cambridge, in the
1871 repeal of the British Test Acts, which had historically kept ~
these two college exclusively Anglican (Moorman 409). The cur-
ricular changes to the Anglican colleges in Canada may also have
been influenced by curricular innovation in England. W. W. Skeat
was appointed to the new Elrington and Bosworth chair in English .
philology at Cambridge in 1778. King’s College, in London, had,
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This review of college curricula ends with Dalhousie, a
leader in the de&elopment of'thé English curriculum in the last
decades of the century. When Dalhousie reopened in 1863, after
closing upon Thomas McCulloch;s death in 1843, a second native
Nova Scotian and also a Pictou graduate, James Ross, became
president. Ross brought to Dalhousie the same energy that Dawson
.brought to McGill. Among the remarkable faculty that Ross at-
tracted was James DeMille, professor of history and rhetoric,
according to Robert Falconer, early twentieth-century president
of the University of Toronto, "one of Nova Scotia’s leading men
of letters" (Falconer 1927, 101). DeMille was born in 1833, of
stern Baptist parentage of loyalist stock. In 1849 he matricﬁ-
lated at the Baptists’ Acadia College, but spent only one year
there before embarking on an eighteen-month tour of Europe with
his older brother. Upon returning from his travels, he enrolled
as a sophomore at Brown University in Providence. 1In 1860 he
accepted a professorship in Classics at Acadia University, but in
1864 he shifted to rhetoric and history at Dalhousie, where he
remained until his death in 1880. He had extraordinarily wide
interests ahd a wide knowledge of languages. Among his books
left to Dalhousie College were hymnologies of the early Christian
Church, and books in both classical and modern Greek, as well as

in Persian, Sanskrit, Gaelic, Spanish, Icelandic, French, German

of course, had English literature since the days of F. D. Maurice
at mid-century.
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and Italian, many with his own marginalia. His works indicate
this breadth of learning and reflect his reputation even today.
In 1878 he published The Elements of Rhetoric, seven years in
preparation. And in his papers he 1left two works published

posthumously: A Strange Manuscript Found in a Copper Cylinder, an

anti-utopian travel novel that today would probably be written as

science fiction, and Behind the Veil, a mystical poem in which a

mortal is guided into a brilliant realm beyond death in search of
his love. During his lifetime, DeMille was noted chiefly for his
- numerous books: for youth and for his historical novels. A brief

reprint in an 1871 Dalhousie Colleqge Gazette (Jan. 5) illustrates

DeMille’s extraordinary output:
Prof. James DeMill, who won his first fame four years
ago by the "Dodge Club" in Harper’s is a rapid worker.
He is under contract to furnish four serial stories to
various magazines in the coming year; it is related
that one of his books, "The B.0O.W.C." was finished in
six days; and he completed, in six weeks, manuscript
[sic] which he sold for $2,000. All this is in addi-
tion to his reqgular occupation as Professor of Dal-
housie College, Halifax, and the use [0of] his leisure
in preparing a fextbook on Rhetoric.--Toronto Leade#.
("Dallusiensia")

Given his commercial success, DeMille was clearly in touch with

social expectation in English language and literature.
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Dalhousie’s curriculum, like that of most other Anglo-Canad-
ian cdlleges, included an honors and a pass program, both of four -
years, though students could reduce the term to three years by
attending three summer sessions extending from mid-April through
June. The honors program involved additional courses in classics
and mathematics in the third and fourth years, as well as addi-
tional work in either English or history. One'elective course
was dropped in the fourth year. The 1871-72 calendar showed
Dalhousie offering a Bachelor of Science program in addition to
the B.A., the difference focusing on the B.Sc. trading the study
of Greek for an additional course in the sciences. Rhetoric was
included in the first year for both courses, and each summer a
course in the hiétory of modern literature was offered.

In 1871, the first year Rhetoric course included both Whate-
ly’s Elements and Campbell’s Philosophy, as well as Angus’
Handbook (a 500-page British grammar-school textbook of rules,
exercises and examples), and two elocution texts. This collec-
tion of texts was replaced by DeMille’s own text in 1878, though
the originals and others remained on a recommended reading lisf.
By then DeMille’s first year course had evolved into a rounded

but demanding program, the extent of which can only be apprecia-
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ted through a full description:
RHETORIC

The Course includes Style, Invention, Method, the General
Departments ofl Literature, Narration, Description,
Exposition, Oratory, Debate. |

Exercises in English Composition daily.

Essays on Stated Subjects weekly.
Text Booki DeMill’s Elements of Rhetoricl?
Books recommended: Quintilian’s Institutes of Oratory,
Whately’s Elements of Rhetoric, Campbell’s Philosophy

of Rhetoric

ELOCUTION
Exercises every week, after Christmas Holidays.
Books recommended: Porter’s Analysis of the Principles of
Rhetorical Delivery. Russell’s Elocution. Sargent’s
Standard Speaker. Lewis, How to Read. Nova Scotia

Readers, No. 6, and No. 7.

ENGLISH LANGUAGE

ANGLO-SAXON.--Text Books: Comparative Grammar of the Anglo-
Saxon Languages, F.A. Marsh,LL.D. Anglo Saxon Reader,

F.A. Marsh ,LL.D.

17peMille changed the spelling of the family name (MacMechan
1906, 409-410n).
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‘EARLY ENGLISH.--Text Book: Specimens of Early English, by R.

A. Morris, LL.D., and W. W. Skeat, M.A., Part Second.

Books recommended: Earle’s Philology of the English

Tongue. Smith’s Student’s English Language.

ENGLISH LITERATURE

Text Books: Shakespeare’s Macbeth. Bacon’s Essays, 1-28.

ENGTLISH GRAMMAR

Text Books: Maetzer’s English Grammar. Angus’ Handbook.

That DeMille insisted on comprehensiveness is illustrated by the

1878 Rhetoric exam (four hours), which included questions ranging

from rules for sentence arrangement to definitions of "aesthetic"

and “sublime."18

181he following questions present something of the scope of

DeMille’s exams:

3.

10.

What is the general rule for the arrangement of
words in a sentence? Show how unity may be best
observed.

Explain the following terms and show their rela-
tion respectively to perspicuity,--conciseness,
diffuseness, repetition, digress. Mention certain
cases in which perspicuity is not aimed at.
Enumerate the figures of interrogation, and give
an example of each. Define and illustrate the
elliptical fiqures.

Explain the following terms applied to style-
-epigrammatic, illustrative suggestive [sic],
classical. What is the difference between euphony
and elegance?

“ Explain what is meant by the term aesthetics.

What are the chief sources of the sublime?
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In the whole Rhetoric and English program, DeMille stressed
cultivation of the mind above the more utilitai‘ian concerns in
oratory and composition--though his emphasis on elocﬁtion, in-
cluding rhetorical delivery, and on daily composition exercises
"and weekly essays indicate that he attended thoroughly to them.

His Elements of Rhetoric devotes nearly three hundred pages to
style (the treatment of which Archibald MacMechan descfibes as
"one of the clearest and most complete ever written" --MacMechan
1906, 415), ninety pages to arrangement, seventy-five to the
emotions, and a final one hundred to the different 1literary
modes, with oratory and poetry given the most extensive treat-
ment. His preface to the volume, however, states that "While. .
.a knowledge of rhetoric is of great importance to the writer, it
“may be shown to possess a still higher value as a means of cul-
ture and educational discipline" (iv). As a true Victorian,
DeMille considered cultural idéals as the goal of all education,
regardless of how practical the course of study. In the convoca-
tion address of 1878, he compared the mental resources of nation
to physiéal wealth. To_the question, "Can a young country afford
to let its best intellects give themselves up to these higher
studies in science, philosophy or literature?" he answered,-

A young country may do perhaps quite as well by devel-
oping the intellects of its people, as by working out
the resources of its soil. The little State of Athens,

which was quite poor in material things, managed in
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this way to make its mark on the world, and left behind
it a greater. name than that of such commercial and
manufacturing cities as Tyre, Carthage, and Alexandria.
Florence had a greater fame than Hamburg, he said.. And the
influence of Scotland in the British Empire was due to her
trained inteilects; and for the same cause New England had stam-
ped its impress upon the United States (1878, 17).
For DeMille, the study of Rhetoric was central to education.
The fact that he worked seven years on his rhetoric text when he
produced novels within weeks suggests the importance that DeMille
placed on this scholarly work. Rhetoric was related to improving
the individual. If rhetoric for Aristotle was related to finding
the available means of persuasion in every situation in order to
preserve his own freedom--to avoid being taken advantage of by
others--the importance of rhetoric for DeMille was to find the
available means of preserving one’s own freedom from the tyranny
of the immediate, be it an exam or the craving for wealth: "An
educated man is not known by his diploma, but by his power among
men, by his love of learning for itself, his resolve to shun
delights and live laborious days." A love of study, he held, is
"the salt of 1life, a quickener of the mind,‘ saving it from
decay." DeMille praised Horace for "preaching the high doctrine
that we can best satisfy ourselves by limiting our desires," and
he quoted approvingly Wordsworth’s "The world is too much with

us" (Dalhousie Gazette, Dec. 7, 1878, 17).
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DeMille’s program at Dalhousie, thefefore, rivalled, if not
surpassed in scope McGill’s program under W. T. Leach. Both
offered the theory and practice of rhetoric in writing and speak-
ing, both included a full history of- the English language, and
both included the direct reading of an historical range of Eng-
lish authors.

The McGill and Dalhousie curricula represented a fortunate
but brief balance between rhetoric and poetics, between practice
and philosophy, between utility and appreciation. Their programs
resulted from the converging of two traditions, the classical,
now waning, and the idealistic and literary, about to enter a
century of strength. This brief transition merged the nine-
teenth-century traditions of both England and Scotland with the
insistence on the rhetoric of speech, which, in late nineteenth-
century Britain, only Alexander Bain stressed. The very fact
that this wvitality in the English language curriculum in Anglo-
Canadian colleges occurred in the decades surrounding Canadian
Confederation suggests that public debate almost certainly gener-
ated some of this wvitality as people in the colonies looked
toward new challenges, which opened new possibilities in-numerous
fields. This balanced curriculum also still espoused a central
concern for the student’s development as a rounded human being,
who, upon graduation, would affirm traditional social values
emphasizing commonly held social and ethical conventions, gen4

erally based on traditional Christian principles consonant with
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0ld Country ideals. Even political confederation, therefore, did
not free the Canadian mind from a colonial bent, reflected dir-
ectly in the fact that the 1867 British North America Act re-
mained a child of the British crown. .Ideological forces‘ that
would have a strong impact on the teaching of English in Britain
would therefore be transmitted directly to Canada in just a
matter of years.

DeMille died suddehly early in 1880. His department wés
temporarily assumed by Rev. William Lyall, Professor of Logic and
Metaphysics. In 1883 a second replacement arrived, J. G. Schur-
man, a Canadian with an M.A. from the University of London, Whei'e
Schurman had studied under Henry Morley. Schurman’s stay at
Dalhousie was just temporary, but with his arrival the curriculum
changed. DeMille’s focus had been comprehensive bu£ general.
Schurman’s was narrower and more thorough. Elocution was im-
mediately dropped, and DeMille’s rhetoric text was replaced by
Bain’s. Under Schurman, English was extended into the second
year, and the reading list was altered to include in the first
year the works of English authors of the classical period: Ad-
dison, Pope, Johnson, Collins, Gray, and Goldsmith. For the
second year, English Literature (optional in 1883-84, but compul-
sory thereafter) added lectures on Chaucer and Shakespeare, plus
"a critical reading" of five of the Cantefbury tales and four of
Shakeépeare's plays. Schurman thus brought to Dalhousie an

emphasis on the close reading of texts as emphasized by his
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literary mentor, Henry Morley, at University cCollege, London. 1In
this, he prepared the way for his good friend and fellow Gil-
christ scholar, W. J. Alexander, who would assume the George
Munro professorship at Dalhousie in 1884, thereby becoming the
first professor in a Canadian college to devote his teaching
.strictly to English language and 1literature--with a strong
emphasis on 1literature. Thus Dalhousie too came under the
jealous influence of English literature, with a consequent de-
emphasis on the history of the language and literature, and a
withering of the practical, general arts of rhetoric, especially
those unrelated to literary analysis.

From 1853 onwards, the rhetoric and English studies cur-
riculum in British North American colleges, therefore, developed
two strong tendencies. First, the evolving curriculum reflected
a wide range of studies strongly influenced by the respective
religious and national heritage of the curricular leaders in each
college, but within that context, all colleges moved toward an
increasingly secular curricular focus. Secondly, the curriculum
evolved in a progression from some form of classical curriculum,
taken by all students, to a system of options that, in the iBSOS
introduced the history of English literature, but, by the 1880s,
emphasized the critical reading of British authors. The impact
of national and religious traditions was most marked in the
Anglican colleges, which retained the hiétoric Oxford curriculum

through most of this transitional period. Both Trinity College
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in Toronto and King’s College in Windsor, Nova Scotia, kept the
historic Latin-based course of studies until the end of the
1870s, but both suddenly switched, within just a few years, to a
critical reading of British authors. |

The King’s and Trinity curriculum, controlled by the Angli-
can Church, was not the only curriculum in the service of reli-
gion in the decades surrounding confederation. Victoria College
retained a distinctive Methodist orientation through this transi-
tional period, emphasizing both oral an@ written rhetoric. In
this it remained close to its religious teaching and preaching
traditions, though the emphasis on practical rhetoric within the
context of a 1liberal education was undoubtedly influenced by
nineteenth—century American liberal education as well. Although
Victoria College prided itself in its Caﬁadian loyalty,19 it
still had strong American ties within Methodism. S. S. Nelles,
for instance, took his first year at Victoria, but completed his
education at Wesleyan College in Connecticut. Nevertheless,
Victoria, too moved strongly toward English 1literature under
Alfred Reynar, who introduced English liierary history almost
immediately upon being appointed in 1866, and progressed steédily
toward reading and criticism of original texts as the years

passed. Though Victoria’s curriculum, like that of Trinity and

19¢hen sStrachan cited the American influence in British
North American colleges as a danger to British interests, Ryerson
wrote Strachan a series of public letters strongly defending the
loyalty of British North America’s Methodists (cf. Strachan 1827,
10, and Ryerson 1828, throughout).
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King’s, was determined in large measure by réligious interests,
unlike the curficulum of the Anglican colleges, Victoria’s prog-
ram tended toward the‘praétical. The shift toward the close
reading of literature, thefefore, conflicted'with or, at least,
balanced this utilitarian tendency.

Utilitarianism also marked the curriculum of the Presbyter-
ian Queen’s College. 1In early years, basic English grammar and
composition were necessary in a struggling institution. Both
composition and elocution were taught by John Clark Murray,
oratory being a strength of the Presbyterian Church through the
centuries. Although the lecture format of Scottish universities
had undercut oratory, the small classes at Queen’s were undoubt-
edly conducive to elocution._ After Murray’s departure for McGill
in 1872, the Scottish emphasis on the history of English litera-
ture, and later a reading of British texts, also followed at
Queen’s.

The three largest colleges in this study, University College
in Toronto, McGill in Montreal, and Dalhousie in Halifax all had
fairly comprehensive English programs by the 1870s, 'and all
showed the standard progression from literary history toward the
reading of texts, with rhetoric in fhe classics moving to com-
position in English. The progression in Dalhousie was, of
course, condensed, since Dalhousie did not reopen as a college
until 1863, following McCulloch’s death twenty years earlier.

Other minor features, however, also distinguished the three
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‘programs from each.other. Toronto had no elocution. Here agaiﬁ,
Wilson followed the Scottish pattern that emphasized writing;'but
not speech. McGill offered both composition and elocution, with
elocution fading in the 1870s. Principal Dawson’s utilitarian
approach to education affirmed the need for English rhetoric, and
the commercially-oriented Montreal constituency would have sup-
ported that. Given the presence of an elocution professor in a
local high school, the course ﬁas natural. However, as student
enrolments increased, W. T. Leach’s Scottiéh emphasis swung
toward composition and literature--a tendency perhaps hastened by
his becoming an Anglican divine.  Then, with the arrival of
Charles Moyse from University College in London, the thrust
toward British literature became dominant at McGill.

Under James DeMille, Dalhousie kept elocution in a strong
rhetoric program until DeMille’s death in 1880. DeMille’s rheto-
ric instruction included both the aesthetic and practical fea-
tures, harking to earlier rhetoric programs in the classics. But
a growing emphasis on 1literature also followed the standard
Canadian pattern, based on Scottish and English precedent.
DeMille’s inclusion of the history of English and of English
philology, though 1limited by the fact that English was taught
only in the first year, was also consonant with what happened in
the other colleges.

The Anglo—;anadian experience in rhetoric and English stud-

ies between 1853 and 1884 thus covers a wide range, especially in
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the 1860s and 1870s. Conspicuous by its absence in the whole
spectrum is the absence of English courses restricted solely to
composition, as advocated by Alexander Bain. The absence of thé
Bain approach though can be explained by the growing emphasis on
literature in every college in this study. The study of rheto-
ric, including both writing and speaking, was considered utilita-
rian, which explains, in part, the fading of elocution in Canada,
which turned more and more toward a literary culture fostered by
reading in the last quarter of the century. Composition was kept
as a simple necessity, for with the rise of criticism in the
reading of literary texts, the written essay became the chief
form of evaluating student work. The néticeable rise in emphasis
on the reading of 1literature toward the 1880s represented ‘a
decided shift toward idealism and away from utility. In the
choice between rhetoric and poetics, therefore, poetics had
gained a distinct advantage by 1884. The reasons for this ascen-
dance of poetics remains the final concern of this study of
rhetoric and English studies in Anglo-Canadian colleges of the
nineteenth century.

The curricular developments in Anglo-Canadian colleges from
mid-century onwavrds, therefore, took place in an environment of
growing secularization. Whole institutions, 1like the King’s
Colleges at Toronto and> Frede‘ri-cton were taken from Anglican
control and placed under secular authorities while the study of

divinity was banned from the course of studies. Professors of
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rhetoric, wvirtually all clergymen and dgeneralists in teaching
before mid-century, became laymen, often specializing in certain
subjécts. .The emphasis in education changed from transmitting
Christian values--in the early nineteenth century, ultimate
valﬁes-—to educating critical minds, and perhaps even valuing the
search for scientific truth beyond the development of students as
individuals. This shift in educational values generally led to a
shift in curricular values, including the traditional rhetorical
curriculum. The de-emphasis on tradition quickly led to shifting
rhetoric from the classical course to English in what initially
appeared to be a fullscale move toward the utilitarian in rhetor-
ical instruction. |

However, this movement toward the utilitarian was deflected
by a deep cultural sense of emptiness at the loss of traditional
values embedded in the Christian tradition, now weakened by the
secularization of society and by ensuing attacks given focus by
Darwin’s alternative to the necessity of a»divinity as the ul-
timate source of life. The apparent rush toward a utilitarian
"education in rhetoric and English studies therefore became
directed into a search for an alternative to the Christian
tradition. The study of Enélish literature became this alterna-
tive, an alternative to replace especially the system of moral
values lost with the weakening of Christianity. The shift to the -
study of English literature as a means of providing the sought-

for alter