MOLDERS
OF THE
AMERICAN MIND






MOLDERS

OF THE

AMERICAN MIND

A Critical Review of the
Social Attitudes of
Seventeen Leaders in
American Education

NORMAN WOELFEL

COLUMBIA UNIVERSITY PRESS
NEW YORK » 1933



COPYRIGHT 1933
COLUMBIA UNIVERSITY PRESS

PUBLISHED 1933

PRINTED IN THE UNITED STATES OF AMERICA
GRORGE BANTA PUBLIBHING COMPANY, MENASHA, WISCONSIN



TO
THE TEACHERS OF AMERICA

ACTIVE SHARERS IN THE BUILDING OF ATTITUDES

MAY THEY COLLECTIVELY CHOOSE A DESTINY
WHICH HONORS ONLY PRODUCTIVE LABOR
AND PROMOTES THE ASCENDENCY OF THE

COMMON MAN OVER THE FORCES THAT
MAKE POSSIBLE AN ECONOMY
OF PLENTY






INTRODUCTION

education has come increasingly to be a matter mainly of

discussions of theoretic educational issues with numerous
citations of authorities pro and con. A content literature of enor-
mous proportions concerning these matters has grown up in re-
cent years, and textbooks covering the field have come in rapid
succession from the press. The background of more general philo-
sophic thinking appears not to have been adequately explored.
The following pages endeavor to show that views about theoretic
and practical problems in education depend to a very large ex-
tent upon the way the social scene as a whole is contemplated.
With this end in view the author has analyzed the materials
published, since approximately 1925, by seventeen prominent
leaders in American education. In the cases of Finney, Snedden,
and Rugg, each of whom has written a single volume incorporat-
ing his idea of the relations between society and the schools, the
same attempt to analyze all available published materials since
1925 has not been made. The three volumes in question—Fin-
ney’s A Sociological Philosophy of Education, Snedden’s Sckool
Educations, and Rugg’s Culture and Education in America—
were taken as the chief sources of the presentations made of the
substance of the thinking of these men. The selection of the
seventeen names chosen has been influenced to some degree
by the fact that the particular men selected for study have most
affected the author’s professional thinking. There is, however,
reason to believe that the thinking now current in professional
educational circles is traceable in large degree to the writings of
these men. The list is obviously not exhaustive and another stu-

T HIs study grew out of a conviction that the philosophy of



viii INTRODUCTION

dent undertaking the same task would most probably make a
somewhat different selection.

In the first Section an attempt is made to read the implications
of some things that are happening in American society at the
present time. Certain centers around which American institu-
tions have been built up seem in process of disintegration. There
appears to be evidence for believing that new centers are in
process of crystallization. The inference is drawn that tradi-
tional institutions are undergoing major changes. That these
are matters which American teachers at all levels and in all
fields should be vitally concerned about cannot be over-em-
phasized.

With this necessarily brief analysis of the contemporary scene
as a background, in the next Section the attempt is made to
show how the points of view of the educational leaders under
discussion are oriented. Various classifications of the thinking
of these men might be made; the one here used is defended
merely as one possible classification. In Part One the views of
men who seem most concerned about traditional values are
presented and briefly discussed. The author is, of course, re-
sponsible for the particular statements made; he has, however,
earnestly attempted to enter sympathetically into each man’s
thinking and to present, somewhat in the style of the man him-
self, what seems to be of most importance. The men in each
classification differ variously and no attempt is made to obscure
these differences. The classifications are not regarded as ironclad,
and the author would be the first to acknowledge that the in-
clusion of a particular individual in one classification rather than
another is made on somewhat doubtful grounds. After the dis-
cussion of the views of men who are oriented mainly in the
direction of traditional values, Part Two presents and dis-
cusses the views of men whose writings seem to indicate a belief
that Science is an ultimate guarantor of progress. In Part Three
the classification is on the basis of an orientation toward the
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philosophic thinking characteristic of American experimental
naturalism.

In the third Section the author criticizes and interprets from
the basis of his own convictions the views analyzed in Section
Two.

The fourth and concluding Section of the study suggests
an orientation to certain vital considerations for educators dur-
ing a period of transition and outlines some major educational
strategies for the immediate future.

Lest it appear that the author has in the course of the analy-
sis, criticism, and discussion of Sections Two, Three, and Four
of this study unduly assumed the inferiority of the older analy-
ses and methods of education and the superiority of so-called
Progressive Education, let it be confessed that this issue is not
argued at all. Indeed it may be considered very doubtful whether
this issue can be argued to any effect in this day and age, for
it is a technical question that must await more significant ex-
perimentation than has so far been practiced. The aim here has
been to point out the connection of general and specific educa-
tional thinking with typical underlying philosophies of the
present day. The interpretations made throughout the study are,
of course, influenced by the viewpoint of the author. He believes
that modern experimental naturalism offers a substantial basis
upon which a new and distinctive American civilization can be
built,

The author is especially indebted to Professor William H.
Kilpatrick of Teachers College, Columbia University for en-
couragement and counsel in connection with the study. He
wishes also to acknowledge his indebtedness to Professors Reis-
ner, Counts, Raup, and Childs of the same institution for helpful
criticism.

N.W.

CorumBIA UNIVERSITY
May, 1933
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SOME IMPLICATIONS OF CONTEMPORARY
SOCIAL CHANGE

PREFATORY NOTE

tian Tradition,” “Factors in the Decline of the Business

Régime,” “The Beginning of Cultural Distinction and In-
dependence in America,” “Resources for Social Reconstruction,”
and “Bearings of the Contemporary Social Background upon
Organized Education”—an attempt is made to build a picture
out of factors which are obvious to any one who cares to look for
them, of what seems to be happening in America today.

The analyses are not intended as complete. Together they are
meant as calling attention to the phenomenon of the disintegra-
tion of one set of traditions in America and the emergence of
another. Such matters are all too frequently omitted in educa-
tional literature.

U NDER the headings—*“Factors in the Decline of the Chris-

I. FACTORS IN THE DECLINE OF THE CHRISTIAN TRADITION

It has long been part of the tradition about the founding of
the American nation that one of the great ideals of those ancient
days was religious freedom and religious toleration. The concep-
tion of our noble ancestors as crusaders for complete religious
liberty, although greatly overdrawn has, nevertheless, a sub-
stantial basis in the longing of many of the colonists for freedom
from persecution as they worshipped within the sanctions of
particular sects. The later idealization of this longing by popular
historians into an almost universal desire for tolerance in religious
matters bespeaks admirably a certain type of patriotic pride but
reckons without fundamental considerations. The people who
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had come to America were of almost solid Christian stock and
those few who actually expressed ideals of religious liberty were,
of course, referring to liberty within the Christian fold. Actually
the heritage of repression which Europe had written into the
souls of colonists was too strong in most of the colonies to permit
even this degree of liberty. Minority sects had trouble every-
where. The tale of religious persecution in early America is too
well understood to need further comment.

When the Federal Union was formed the influence of
eighteenth-century European rationalism upon the minds of the
more intellectual framers of the Constitution is evidenced by the
inclusion within that document of the proverbial guarantees of
the Rights of Man. These rights have remained a solid tradition
in American life up to the present. They have been the source of
political oratory and idealistic diatribes all down the years. But
the early dominantly Protestant Christian coloration remained
upon the mass mind and under the influence of a laissez faire
economy became a great unifying cultural influence as the Fed-
eral Union grew into a great modern state. The Catholic, the Jew,
the atheist, and the member of any sect which was markedly dif-
ferent from the Christian Protestant dispensation, while nomi-
nally free to enjoy most of the common privileges of community,
have ever remained under a kind of covert suspicion, if nothing
worse. Political and social bars have been drawn against dis-
senters from the commonly accepted, if not constitutionally
established, faith of the great dominant majority since the days
of the founders. The Catholic and the Jew, both biblically within
the same essential tradition, gradually have attained fuller recog-
nition, although even today ‘“whispering” campaigns are not
unknown. The Atheists and the members of other radical sects
were continually regarded as queer people, oftentimes more to
be feared than foreigners.

Such cultural products as were natively developed in the
period of America’s growth were nicely within the permissive
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sanction of the Christian religious faith. American literature,
American scholarship, American recreational customs, the
American stage were all measured by Puritan moral standards.
The American school has always been carefully nourished upon
the universal and fundamental Christian beliefs despite its lat-
ter-day professions of secularity.

Since it was so firmly established in America there has never
been very much intellectual consideration or analysis of the
Christian tradition itself. The common thought has unconscious-
ly accepted and assumed Christian preconceptions. In barest
outline, the preconceptions of the Christian tradition were that
God is the Father and nurturing Protector of the universe,
that the life of Jesus Christ, his divine Son, is the eternal model
after which every life should be patterned, that the Ten Com-
mandments are final and complete ethical standards, that the
Church and its appointed leaders are God’s surrogates on earth,
that some kind of immortality in heaven follows after the end
of an earthly life which the church is willing to approve, that the
Sabbath day should be dedicated to worship, that the Bible,
written by prophets under the direct inspiration of God, is
sacred and infallible. So solidly were these and their many sub-
sidiary minor tenets packed into the background of the Ameri-
can mind up to and beyond the nineties of the last century that
they even became an important part of patriotism. This nation
in the minds and in the public utterances of its leaders from all
fields of endeavor was the realization of a great dream. The
combination of Christianity and democracy was assumed to
guarantee the permanency of American institutions as they
had been evolved.

In the physical environment, in the work-day occupations of
the people, in the racial constitution of the population, tre-
mendous changes were going on while the nation was expanding
in size and in significance. The change from an agricultural to an
industrial economy, the flood of inventions following in the
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wake of the scientific and industrial revolutions, the growth of
large cities, and the spread of education seemingly affected every-
thing but our religious tradition. Christianity had become a
matter of course, the church a dominant and necessary institu-
tion; its meaning and significance under these major changes
were never inquired into. It is the intention here to discuss cer-
tain fairly obvious social phenomena of the recent past and of
the present which seem to have a bearing upon the ultimate and
largely unquestioned permanency of the Christian religious tradi-
tion in the American scene.

The picture as above briefly sketched is no longer a true one.
Everybody today is troubled about ideals, and there seems to be
a profound disturbance of inner complacency in the American
spirit. Something appears to have snapped among the forces
which bound the people together into a nation of stable ideals
and institutions. The triumphs of a glittering material advance
are not matched by a satisfied national soul. Modern life no
longer operates under any real guidance or supervision of the
Christian church. There are more churches than ever, but they
carry on in an isolated sphere. Congress still opens with a prayer,
and persons still are forced to take an oath upon the Bible, but
such outward forms mean next to nothing in the onward rush
of the varied activities of daily life. Who in politics gives a
thought to religion beyond uttering now and then on auspicious
occasijons a few pious words or beyond sharply calculating the
voting strength or lobbying pressure of church groups which have
learned the techniques for exerting influence? Where in the
intricacy of business, financial, and industrial activities is there
a sign that man has a religious nature? On what occasions do
the pursuits of leisure give evidence that the Puritan moral code
still functions? Did the nation during the World War, despite
the utterances of some of the clergy, declare in any convincing
fashion that God was on its side? Did the soldiers or the civilian
population demand this consolation? Do American colleges, the
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greater majority of which were established in the interests of
some particular Christian denomination, make any serious effort
to defend and propagate the faith? Are the public school teach-
ers, who are forced by law or school regulation to make their
pupils repeat verbatim the Lord’s Prayer or to read from the
Bible each morning, possessed by the militant Christian mis-
sionary spirit? How many church or Christian organizations of
one kind and another are vigorously fighting to make God and
Jesus and the Bible once more the integrating center of Ameri-
can cultural life? Such questions as these bring to a focus the
actually disintegrative tendencies that are already well in mo-
tion. Let us look a little more closely at some further phenomena.

During the nineteenth century the Christian faith proved
itself incapable of making a rapid and adequate adjustment to
the results of earnest scholarship applied to biblical literature.
The so-called higher biblical criticism which developed in Ger-
many established beyond peradventure of a doubt the actually
varied and sometimes contradictory sources of the Christian
Bible. Most of this research was undertaken by Christian
scholars themselves within the tradition. Intellectual and moral
integrity demanded that organized Christianity accept and
positively embody the results of this research. This was not done
until too late; rather was there vigorous and continued opposi-
tion supplemented by new defenses of divine origin and of un-
questioned unity of content. From another angle modern sci-
entific workers in various fields, themselves within the Christian
tradition, were building up an increasing store of tested knowl-
edge, some of which by its very abundance began at length to
seep into the minds of the clergy and of the populace. But the
Christian church was not equal to the challenge of Science.
Such a hue and cry was raised over the damage threatened by
scientists to biblical infallibility and canonic doctrine, that some
of the echoes are still ringing. These issues are today no longer
pertinent, higher criticism and Science have both been haltingly
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accepted, but how those needless controversies have broken the
grandeur of inherited Christianity!

The various sects and cults within the Christian tradition are
also an evidence of fundamental disruption, for most sects have
arisen over hair-splitting issues of received doctrine, rather than
over anything really fundamental in the religious life. The long-
standing division of the tradition into Catholics, Protestants,
and Jews is today often only superficially descriptive. The many
sects are mostly too narrow and esoteric in appeal to bear
promise of permanent stability and growth. The haphazard way
in which science and pseudo-science have been incorporated into
many religious sects shows lack of inner integrity. The recent
attempts at unity within the Christian fold by means of com-
munity churches of an interdenominational tone, from their
relatively small success, seem to have come too late to save the
essential solidarity of the Christian tradition. The tendency
towards disintegration or dismemberment promises to go on un-
til it approaches as a limit personal religious independence or
spiritual anarchy. Although the Protestants and the Jews give
evidence of most serious internal disruptions, the more rigid
understructure of the Catholics is also observedly weakening.
The Catholic Church preserves an apparent external harmony,
but actual differences on matters of doctrine and policy and
divergence in the direction of the social sympathies of its lead-
ers are fairly obvious. The recent Papal encyclical on the state of
Christian marriage, reaffirming a permanent defensive stand at
the Augustinian formulations, makes an interesting background
upon which to throw the available data on the patronage of
birth-control clinics by Catholic laymen.?

The Protestant churches that are really alive today are so
by virtue of powerful personal leaders, of whom the Reverend
Dr. Harry Emerson Fosdick is an outstanding example. People
attend church and participate actively in organized religious

' M. Sanger, The Nation, Vol. CXXXIV, No. 3473, 1032, p. I02.
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undertakings in the degree to which they are touched by the
genius of their pastor. If he be hail-fellow-well-met, whose ap-
praisal and penetrating appreciation of the contemporary social
scene respects the intelligence, but does not molest too much
the fundamental Christian preconceptions, he will have a fol-
lowing which does not leave his church as empty as the majority.
But what a puny holding-power is this personal leadership com-
pared with the pomp and authority of Christian doctrine during
the previous centuries!

Of late from among Protestant theologians of the more
modernistic turn of mind there have come active and persistent
discussions of the concept of God.? Who of devout religious
observance, in days not so far gone, would have ever desecrated
the name of God by referring to it as a concept? But of more
moment than this, some among these theological sticklers over
modernity actually agree that the concept of God is a purely
poetic or mythological one! How far from his undoubted place
at the very center of great philosophic systems has God traveled
during the few brief years of this century!

It may be relevant to mention in this connection the strange
constructions of the personality of Jesus that have come out of
the social upheavals which have broken Christian religious
hegemony in America. For the benefit of business men whose
urge is for sociality and for the self-approval which comes from
participation in constructive social efforts, Jesus has been painted
as a kind of successful, benevolent, modern business man. From
more sensitive quarters for the sake of a clearer conscience while
functioning in modern life, some Christian leaders have pictured
Jesus as the first modern Socialist. The earliest preserved tradi-
tions about Jesus indicate that he was an other-worldly char-
acter who, in his concentration upon the problem of salvation in
the life to come, formulated the purest love ethic that the world
has ever known. Making the character of Jesus a focussing

*H. N. Wieman and others. Is There a God (Chicago: Willett), 1933.
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center for biblical literature and inherited mythologies the
organizing forces in the Christian church gradually built a
powerful and controlling religious tradition. That the essential
Jesus was frequently lost amid myriad creeds and forms and
doctrines of established Christianity has given rise to numerous
revolts and splits within the church in the course of its develop-
ment. Always in the past the Christian tradition has been able
to reform its doctrinal lines and to extend its sway in one form
or other over humankind. These modern sensitivities and tribu-
lations are, however, of another order. The old power and glory
of Christianity would never have stooped to philosophic dis-
qualifications of God or to completely modernized versions of
Jesus, The Catholic Church clearly recognizes this, as do some
Protestant fundamentalists in their efforts to retain in rugged
splendor the whole cloth of the tradition.

If we look outside the folds of the church we are struck at
once by the fact that modern life differs in most essential details
from that of Christian Rome or medieval Europe or nineteenth-
century America. The shortsightedness and the stubbornness of
leaders responsible for carrying on the Christian tradition has
caused it to become almost completely irrelevant today. The
standards of conduct and the moral sanctions in contemporary
society do not issue from within the body of this tradition. The
highly respected Puritan code of the last century is laughed out
of court today. Expressionism runs riot to such an extent that
some have already constructed it into a cult. The movie, the
stage, the press, the radio report, the manners and customs that
are most current, and the pulpit when it actually disapproves,
merely confirm our suspicions. The younger generation is on its
own and the last thing that would interest modern youth is the
salvaging of the Christian tradition. The environmental controls
which technologists have achieved and the operations by means
of which workers earn their livelihood need no aid or sanction
from God nor any blessing from the church. Human power is
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everywhere manifest and when its anarchic management creates
a national calamity like the present economic depression, the
church, if one may judge by newspaper reports of sermons does
little more than capitalize on human misery by referring to the
increasing godlessness of the populace. Despite this questionable
tactic there appears to be no stir on the part of the masses to fill
empty pews and to learn the much neglected neat doctrinal
truths that stood their forebears in such good stead. The sacred
Sabbath has become a day of outing, of recreation through sports
and games, of entertainment at great movie palaces, and of
speeding automobile trips hither and yon. National prohibition,
which some sections of organized Christianity fought for so
strongly by methods sometimes not overly scrupulous, is not
only increasingly under universal condemnation, but has placed
institutions of law and order in a precarious position. Christian
religious reverence and conformity have not thereby been in-
creased.

In the ranks of labor the organized associations, which attract
the more radical elements and which during the present economic
depression are gathering to themselves large cohorts of discon-
tents, are openly anti-religious. The American proletarian move-
ment is relatively insignificant as yet; if it develops in any
measure after the European pattern, the disintegration of the
Christian tradition in America will be complete. It has been
suggested that proletarian churches be established while the
movement is still young and in need of sympathy. Such churches
might conceivably reinvigorate Christianity with the spirit of
the common man as he begins to assert himself under the con-
ditions of industrialism. Their establishment seems too much,
however, to expect from a highly organized institution which is
already conscious of having made many concessions to mod-
ernism.

Man today is as fundamentally spiritual as ever he was. In
fact, inventions have so lessened the hours of necessary labor for



12 CONTEMPORARY SOCIAL CHANGE

all that the stirrings of the human spirit have begun to emerge
perceptibly in every individual. How are these universally felt
spiritual needs being satisfied today? Certainly not in the
churches, for the flood of new spiritual energy has come with
such a rush that the narrow, traditional, religious channels could
not hold it. These wider spiritual needs of today have been sus-
tained by forces some of which have been already mentioned
as providing modern standards of behavior and conduct: the
cinema, the drama, and the novel with their eternal picture of
changing good and evil, the newspaper with its varied human
appeal, the revivified periodical catering to human impulse, the
popularized versions of esoteric knowledge in cheap books, the
blatant radio, the adult education movement in its various mani-
festations, and the wider environment made possible by the
automobile.

Under breaking traditional mores, the confusing miscellany
of contemporary standards of conduct, and the increasing in-
security of life for the common man in a pecuniary economic
régime, personal problems have multiplied manifoldly. Not only
the organized church but the very resources of the Christian
tradition itself seem inadequate to give the understanding and
the consolation essential to personal integration. Some of the
clergy have sensed the seriousness and the difficulties of modem
problems of personal adjustment, and there have been noble
efforts made from within organized religion to move in the di-
rection of the reconstruction and the expansion of traditional
duties and services. But it is fairly clear that the vast majority
of personal readjustments that are being continually made to-
day are without benefit of clergy. Social welfare agencies, do-
mestic relations courts, public clinics, teachers, practicing
physicians, psychiatrists, lay personal advisers, the increased
intellectual resources of individuals themselves (not to mention
the psychological racketeers that ply their trade so profitably on
a basis of partial insight and pseudo-science), all effectively
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supplement, or entirely replace, the work of organized religion.
And there is no questioning the fact that government in its
local, state, and federal activities is increasingly, by means of
various related agencies, bringing the fruits of a rapidly de-
veloping social science to bear on the problems which, without
any stretch of meaning, can be called spiritual.

It is important to mention the réle which the modern rapid
spread of enlightenment has played in this field of problems of
personal readjustment, an area which was, until fairly recently,
a clear monopoly for the church. Increased literacy, the main
contribution which the public school has made to American life,
feeds on the glare of publicity that modern devices of com-
munication give to events of human interest. All varieties of
problems, personal and otherwise, are continually thrust upon
the consciousness of the masses. The masses are driven by the
very nature of mind to think and to feel about these problems
and to arrive at desired solutions for them. The tremendously
increased and varied stimulation and the consequent increased
complexity of response characteristic of modern society make the
personal emotional life of the common man no easily charted
territory. Wholesome integration is far more difficult to achieve.
The simple but irrelevant panaceas which issue from the pulpit
fall consequently upon minds far too sophisticated to be coralled
within ecclesiastical sanctions. The common man, although far
from understanding his own soul, has been able to build inde-
pendently a set of convictions and an outlook which for the
most part gets him by.

Philosophy as taught in American universities and colleges up
to the beginning of this century was a justification and a valida-
tion of the Christian faith. Christian idealism was presented as
the grand culmination of the history of philosophy. Since most
teachers of philosophy were Christian ministers, and since many
of the higher institutions themselves were denominational, this
was entirely appropriate. Christian philosophy for the intel-
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lectuals who pursued a college or university career was the
keystone of the arch of a solidly Christian nation. The picture
is far different today. The teachers of philosophy are scholars
and specialists; some may be disciples and special pleaders, but
relatively few are ordained clergymen. Independent philosophic
formulations from different centers of learning have come upon
the scene. Idealism in one form or another is probably still
dominant, but it is no longer so obviously a system of Christian
apologetics. Pragmatism with its practical and iconoclastic tone
has become increasingly influential. Humanism, a modern ren-
dering of classic Greek and Roman values, has had some vogue
as a kind of antidote for the assumed materialistic leaning of
pragmatism. Experimental naturalism, just appearing over the
horizon, seems actually to lay the foundations for a completely
relevant modern synthesis of outlook.

It is not assumed in this brief analysis of some of the disin-
tegrative factors at work upon the Christian tradition as it has
been known in America, that the tradition is anywhere near
complete collapse. Christian preconceptions, though not opera-
tive in life today to the degree that they have been in the past,
are still essentially unquestioned in the minds of the great ma-
jority of the people. Critical attacks on fundamental precon-
ceptions like God, Jesus, and immortality still bring powerfully
emotionalized rejoinders in factory, market-place, and office,
The atheist is still looked upon as a kind of sinister influence;
his associations have not received the people who have drifted
away from the church. What has been happening is not of the
nature of a war upon the Christian tradition. Had that been the
case the church might have been gloriously vindicated and
brought into closer relationship with modern life. No, the
Christian tradition as it has been known, seems at present to
be moving rather slowly but inevitably off the stage of modern
America. Whether the process takes from fifty to one hundred
years, or whether a social cataclysm some time in the next gen-
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eration telescopes the process, may make little eventual differ-
ence. If the Christian tradition, as we have known it, passes,
it probably will not be missed, because the infinitely numerous
complex and penetrating influences of modern society will have
imperceptibly replaced its functions. Future historians may look
back at the period of America’s Christian birth and youthful
upbringing with great curiosity, for it will seem strange that
such utterly complete indoctrination should have failed so sig-
nally to guarantee a healthy livelihood to a tradition which had
buffeted the storms of nearly twenty centuries of development in
the Western World.

It is interesting to speculate upon what will happen to the
various churches and church organizations now still so earnestly
engaged in salvaging operations. Will the very sincere and noble
efforts of many Christians to promote broader social welfare
and ennobled conceptions of the individual life continue to
operate when religion ceases to be coterminous in America with
Christian preconceptions and with churches? May we conceive
the possibility of a happy harmonization of all such efforts with
the efforts of other agences engaged in wide diffusion of the sig-
nificant cultural attainments of man to promote a happy, a con-
structively expanding, an artistically and aesthetically fruitful
future American social life? If so, the fate of the Christian tradi-
tion will be a happy one and all its great and lasting contribu-
tions to the spirit of man will be saved as a chastening influence
upon the cultural development of the future.

II. FacTors IN THE DECLINE OF THE BUSINESS REGIME

American democracy from the time of its establishment has
always been under the domination of business (agricultural or in-
dustrial) and financial powers. Even the farthest reaches of the
imagination of a Jefferson did not contemplate extension of the
suffrage to the masses of men in cities. Today the battle for uni-
versal adult suffrage has been won except in the case of the
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negroes in the South and the newly emergent drifting unem-
ployed. Years of experience with universal suffrage have, how-
ever, been long enough to demonstrate that a mere increase in
the number of qualified voters is in no sense a guarantee of
real democracy. The early vital connection between economic
interests and political sentiments has not only continued but
has been strengthened while the raw continent was gradually
beaten into submission. The passing of the agricultural era
with the Civil War transferred economic control from landed
proprietors, who exercised some degree of personal supervision
over their laborers, to great industrial corporations operated on
the principle of absentee ownership. Government has been car-
ried on largely in the interests of pioneering captains of in-
dustry, whose retainers in one form or another have amply
salved the consciences of some of the great names of American
history as they directed that one policy rather than another be
written into the fundamental law of the land. But in large
measure such tactics were unnecessary since the personal finan-
cial interests of legislators were intimately connected with the
progressive expansion of one or another branch of private busi-
ness enterprise.

In fact, all American cultural traditions were built around the
classical economic preconceptions brought over from England
during the period of heaviest colonization. Some of these in
essence were that man in his economic activities is guided by the
principle of self-interest; he knows what he produces; his par-
ticipation in economic activities of society as a laborer, or as
an employer of labor, is evidence that he is receiving a neatly
balanced return for his endeavors, for if he were not, he would
not continue; government exists essentially for promoting the
orderly and efficient working of established institutions; private
property is a natural right which must not be interfered with
under any conditions; the protection of capital is to the best
interests of all; competition for private profit is of the very
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essence of human nature; business activities are productive ac-
tivities; and labor unions are in unqualified opposition to the
very interests of labor itself. Such tenets along with many de-
ductions from them are summed up by such generally descrip-
tive terms as “laissez faire” or “rugged individualism.” They
were fortified in America during the nineteenth century by the
dominant Christian religious tradition and taught in our col-
leges and in our lower schools along with Christian ethics as the
fundamentals of common sense upon which individual success
and national prosperity depended. It is small wonder then, that
when captains of industry needed large supplies of cheap labor,
immigration policies were adjusted towards that end; that when
the resources of the West were thrown open, private initiative
should be allowed to develop them in the interest of profit; that
the Federal Government should underwrite the great private
railroad ventures which went along with the winning of the
West; that when labor or the farmers on occasion revolted un-
der the ruthlessness of large-scale private industrial or finan-
cial operations, the resources of the courts and of effective public
opinion should succeed in branding them as revolutionary and
un-American.

Nor is it strange that during the present century when the
real triumphs of Big Business were becoming evident to the
populace and the dream of becoming a captain of industry oc-
cupied the mind of every enterprising youth, American uni-
versities should set up colleges of business administration and
of finance. Leaders of public education were not slow in joining
the parade, realizing quite suddenly that education also was big '
business and required for its practical efficiency many intricate
techniques of administration and organization modeled after
prevailing business ideals. The dogged insistence that our ele-
mentary schools concentrate on a narrow literacy and a facility
with number, and the mushroom growth of a very illiberal
commercial and vocational training in our secondary schools
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have an obvious relation to the business tradition. The scientific
and the engineering schools of the country have so deliberately
limited the more broadly cultural aspects of their curricula
that their graduates, who in a very real sense constitute the
main technological resource of the machine age, have given them-
selves almost to a man in the cause of Bigger and Better Busi-
ness. Large-scale commercialization of college athletics could
take place only under a régime in which business men may
dictate educational policies.

The boastful assurance of the business régime that efficient
production of needed goods was its special forte was bluntly
challenged during the World War when public management
and control were temporarily substituted under the guise of war
necessity. But Business came back into new glories during the
decade of the nineteen-twenties when an unprecedented expan-
sion in old and new lines of corporate enterprise took place.
America was in the vanguard of the whole world, and nearly
every citizen had put on a capitalistic front by participating in
some small degree in the glories of absentee ownership.

Most of the above absurdities are under a cloud today when
a much chastened nation is confronted with the sinister results
of rugged individualism in its economic life. One need not go into
statistics of stock and bond depreciation, of bank and business
failures, of unemployment, of governmental insolvency in states
and municipalities, or of inadequacy of public and private relief
funds. The situation is such a desperate one that the President
of the United States issues almost daily a public message or
announcement of some kind. The necessity for any radical re-
adjustment has, of course, not entered the closed minds of busi-
ness and political leaders. The effort is to bend all available
energy in the direction of resuming economic activities at the
earliest possible moment in anarchic full blast as before. But
there are reasons for believing that the present economic de-
pression has brought to a focus a number of trends which in-
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dicate that economic and social normalcy in the future will be
conceived in far different terms than those of capitalism.

A veritable tradition of social legislation reaching back almost
to Civil War days, has grown up in America. Every gain in
this direction has been contested, and in many instances final
victory for a specific measure was gained only at the cost of
several previous defeats. The complete liberty and self-sufficiency
of business to do as it pleases with regard to natural resources,
labor, flotation of securities, and production of commodities,
have been gradually sapped by increasing degrees of govern-
mental regulation of one kind and another. The masterly and
vehement dissents of liberal Supreme Court Justices in cases
involving the unconstitutionality of social legislation are no
small monuments along the road to a changed economic order.
The idea that government may, under stress of an emergency
like the present depression, come to the rescue of business by
adopting far-reaching policies aimed at quick recovery is still
with us, but the anomaly of that idea is becoming increasingly
apparent to a wider section of the public. The supposed de-
pendence of the working man’s full dinner pail and the farmer’s
solvency upon a high protective tariff is a principle that can
never have the effectiveness before the public in the future
that it has had in the past. The widespread public derision which
early in the present depression greeted statements of the Presi-
dent and of political and financial leaders that business con-
ditions were essentially sound, was a shocking phenomenon to
business idealists. The publication in popular magazines of facts
about the extent to which the government actually underwrites
private business, even in normal times, is not calculated to
augment continued public deception by such catch phrases of
apologists for the business tradition as “Keep the government
out of business.”

Organized movements among the churches, such as the Fed-
erated Council of Churches, the Catholic Welfare League, and
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others, have for some years been calling attention to social evils
and deficiencies attendant upon the way the nation’s economic
machinery was being run by captains of industry. Recently in a
middle western state the ministers of one whole denomination
went on record as definitely opposed to the present economic set-
up and as calling for socialized control of industry. Such tend-
encies are indicative of a belated recognition that nominally
Christian business men have long been neglectful of the mean-
ing of Christian love in the relations between capital and labor
and producer and consumer. They portend also the recognition
that churches in America have been subtly influenced by gener-
ous benefactions to keep religion pure and uncontaminated by
discussion of major social issues. This recognition marks the
beginning of the end of an alliance that has been exceedingly
profitable to the business order—an alliance that made it possi-
ble to construct the much-flaunted image of the successful busi-
ness man as the ideal American citizen.

The social order in Russia today is about as near a reversal
of that in America as could be conceived. When the changes
resulting in the establishment of the Soviet Republic were first
inaugurated, not only did this country officially participate with
others in adding to the initial difficulties of Russia’s revolu-
tionary organizers, but the American press was flooded with
atrocity propaganda and with tales about social life under the
revolutionary régime properly calculated to horrify the dominant
American middle-class frame of mind. Business and political
leaders made speeches and offered press releases predicting the
early downfall of an economic régime whose theoretic founda-
tions were obviously contrary to human nature. But Russia
survived and was temporarily forgotten in America during the
boom days of the twenties. When the Five-Year Plan was an-
nounced to the world, it was hailed in America as the thunder
which precedes the dawn of a return to common sense, property
values, and private enterprise. It was believed to be the last
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stroke of a group of fanatics who were losing their grip on
Russia’s helm. Not long after, however, when Soviet emissaries
began to visit among captains of industry in this country and
to flash huge orders for machinery, tools, and equipment, they
were actually welcomed. Despite a disapproving governmental
administration which haughtily refused recognition to the work-
er’s republic, shipments of American products were made, and
the Russian gold received in payment for them proved as genu-
ine as any other. American newspapers began to show interest
enough to send special reporters to Russia and to accept special
articles from visitors to Russia. American engineers, technicians,
and scientists, apparently regardless of their wonted allegiance
to the ideals of private business, responded in increasing num-
bers to invitations from Russia to assist in the realization of
the great Plan. Today what trained worker or chastened cap-
tain of industry in the United States would turn a cold shoulder
to a tempting offer to labor for the Soviets? The news reports
of what is going on in Russia are beginning to approach ac-
curacy; magazine articles and radio talks discuss the Russian
situation with increasing frequency; there has been a veritable
flood of popular books about Russia. It may be that the hide
of the business régime in America is too thick to be penetrated
by these shafts from within its own ranks, but that remains to be
seen.

Since the beginning of the present business decline a great
many economists and a few far-seeing business leaders have
become more and more sensitive to discrepancies in the gospel of
unlimited freedom for business enterprise which in the past has
been accepted as the basis for attaining the good of all. We have
a new phenomenon in the talk among business men of plans
for coordination and careful systematizing within industry to
avoid over-production and consequent unemployment. But
equally strange to our scene is the picture of the foremost theo-
retic apologists for the American business system, the academic



22 CONTEMPORARY SOCIAL CHANGE

economists, falling over one another to insist that social control
in industry and careful national economic planning in some
form must be established within a comparatively short time.
To be sure, the current discussion of social planning is usually
carefully explained as having nothing whatever to do with the
great Russian experiment and as emanating entirely from our
own World War precedent. These obvious rationalizations do
not detract however from the value of the mental shake-up
which has apparently taken place.

Graft in politics in America is an old story, so old in fact
that the public today is little stirred by further damaging revela-
tions of betrayal of public trust. Such things we all know about,
and we have come to regard them as almost inherent in the
present system. It has been customary to hear leaders of public
opinion declare that if the government could be run after the
manner of business, graft and corruption would be unheard
of and efficiency would reign supreme. What a revelation there-
fore is it to be informed, as we are today, that the graft within
business itself is so pervasively dominant as to be almost basic
to the very carrying-on of business activities!? Integrity of char-
acter in the full sense has become virtually impossible to busi-
ness ‘“‘technicians” in positions of responsibility in the various
privately managed productive enterprises. In governmental
malpractice involving misuse of funds, it is at least customary
when guilt has been established to remove culprits from office.
In business life, however, the prevailing practice seems to be
the reverse, namely, advancement in office providing the activi-
ties in question can be shown to have contributed to profits.

The depression has ushered in another phenomenon unfa-
miliar and startling to earnest defenders of traditional economic
life in America. The classic theory maintained that troubled
times or rifts in the even run of prosperity were due either to

*S. Chase, “The Luxury of Integrity,” Harper's Magazine, CLXI, Aug.
1930, 336-44.
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unexplainable acts of God or to the fact that there was not
sufficient understanding of basic economic principles among the
people. The only thing to be done about hard times was to en-
dure them grimly, learn a little more thoroughly the lessons of
self-interest, thrift, and competition for profit, and then wait for
the sun of prosperity to shine forth in greater glory than ever.
It was unnecessary usually for public agencies or government
to make provisions for those people who suffered to the point
of actual want. That recourse was painted as un-American; the
American way was for those who had more than enough to share
generously with those who had less than enough. This type of
charity was possible in days when town life was such that every-
body knew everyone else and actual misery could not be easily
concealed from view. Today, because of the large centers of
population and the consequent impersonalization of life, private
relief has had to be organized on a large scale and administered
in a Big Business way. Everyone with a surplus or a job has
been called upon to contribute until it hurt, and in many cases
employers, public and private, have taken measures to assure
the concurrence of their employees in this laudable, charitable
endeavor. It was, however, evident very early in the present
emergency that private charity was not enough to allay distress
among the populace, and huge doles were forced out of munici-
pal and state treasuries, so that the bankruptcy of local gov-
ernments has become a fairly common contemporary phenome-
non. The power of the Hoover administration was almost
universally used in promotion of the raising of relief funds from
private sources, and little or no account was taken of the obvious
failure of this policy in practice to yield adequate relief. What
the new administration can do remains to be seen, but it seems
probable that the theory of public relief by private bounty will
be pushed aside as irrelevant to the actual situation.

More and more attention is being given in public discussion
to the mounting inequalities in the distribution of the national
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wealth. These inequalities have resulted from the way American
industry has been managed in the past. Social theorists are
doubting the supreme wisdom of a system which brings such
small returns to the great masses of people and such large re-
turns to comparatively few people at the top. In 1928 and 1929,
for instance, of the national income of about ninety billion
dollars only slightly more than half went to forty-seven million
workers, whereas the remainder went to one million substan-
tial owners of property. Always in the past the class struggle in
America could be referred to in a figurative sense only, such
facts as these point in the direction of grim literalness.

1t is only in modern days that the real irksomeness of labor
has become apparent among Jarge masses of workers. Techno-
logical improvements and inventions leading to extensive use
of intricate machinery and of mass production methods have
increased specialization to the point where the effects of mo-
notony have completely reversed the normal curve of individual
productivity as measured by industrial psychologists. The re-
flex effect of monotonous labor upon social activities during lei-
sure hours has already given deep cause for concern to moral-
ists and social commentators of an ethical turn of mind. When
this factor of labor which is dominantly monotonous is coupled
with the insecurity of employment, to which under modern
American conditions even skilled workers in all fields, including
the professions, are subject, further evidence of an inevitable
trend toward far-reaching economic readjustments in the future
is suggested.

The lobby which Big Business has been maintaining at
Washington for a long time past (the activities of which among
our legislators have caused the defeat of much industrially
regulatory legislation during the past several decades) no
longer possesses a clear monopoly of the lobbying field. Its
methods have been amply copied by all sorts of organizations
interested in various particular pieces of legislation. By the very
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pressure of different interests represented in the lobbying ac-
tivities of today Congress cannot give the same type of undivided
attention to purely business needs and desires as in the past.
The successful pressure by veterans’ organizations on behalf
of unprecedented doles from the public treasury for ex-soldiers
was an extremely complicating factor in the lives of representa-
tives of the Big Business lobby. The People’s Lobby although
its activities have barely begun, has succeeded in keeping un-
savory facts about the business world before the eyes of Con-
gress and before large sections of the public. It represents an-
other sharp thorn in the sides of the business régime. How
unfortunate for the business powers that techniques and poli-
cies of lobbying worked out and refined through long experience
should so easily accrue to the benefit of irrelevant and opposed
interests!

The full effects of the disappearance of the frontier on Ameri-
can life and institutions have not worked themselves out in
the brief period since the early nineties. There have been com-
plicating factors such as the completing of an industrial structure
more than adequate to the economic necessities and demands
of the population, the emergence of the American imperial state
after the Spanish-American War, the closing of the Open Door
to foreign immigration, American participation in the World
War, and the speculative orgasm of the nineteen-twenties—
to mention only a few major ones. But it is an interesting specu-
lation to wonder now that the frontier is no more, what avenues
of expression the increasing number of malcontents among the
population will take in the future. Political radicalism has not
so far been popular, for the only apparent effect of the close
approach in policy and outlook of the two historical parties to
each other, and the consequent lack of any clear issues over
which real political battle might be drawn, has been widespread
lack of interest in the use of the ballot. The Socialist Party,
which has been the only significant opposition force in Ameri-



26 CONTEMPORARY SOCIAL CHANGE

can political life in the recent past, despite marked lessening in
doctrinal rigidity, has not shown any steady increase in vote-
getting powers. The Communist Party is profiting considerably
in some highly industrialized sections of the country by virtue
of the depression, and also by virtue of a number of unduly
repressive tendencies on the part of the courts, such as the
Sacco-Vanzetti case in Massachusetts, the Mooney case in Cali-
fornia, the Scottsboro case in Alabama, and the case of the
soft coal miners in Kentucky and Tennessee. Organized labor
has been both conservative and non-political in tendency, and
in recent years it has suffered a heavy decline in membership.
Attempts at crystallizing these and other centers of thinking
more or less opposed to the established order have been pro-
verbially unsuccessful in the past, and the more liberal or
radical members of the Democratic and Republican parties
have so far preferred to remain aloof from such efforts. How-
ever, if present tendencies in social life continue their undirected
movement a new frontier may be created in politics by a re-
alignment of forces along clearly drawn radical-reactionary
lines.

The influence which may prove most effective in promoting
the demise of private business as the dominant force in Ameri-
can economic life is the modern racketeer. His activities are
constantly in the spotlight of public attention, and the logic
upon which he pursues them is the logic of competitive business.
He carries the main principles of the business life to their logi-
cal extreme and demonstrates their essential absurdity. Like
the business man he is interested in gain, and like the business
man he believes in doing the least to get the most, in buying
cheap and selling dear. Like the business man he believes in
attaining a monopoly by cornering the market whenever pos-
sible. The chief difference between the racketeer and the busi-
ness man is that the business man’s pursuits have about them
an air of respectability given by customary usage and estab-
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lished law. He may pursue them in the open, advertise them in
the public press and over the radio, whereas the racketeer must
work under cover. There is a little more chance in the business
man’s activities, because he is never sure despite much adver-
tising chicanery that the particular commodity which he mar-
kets will continue to be in public demand. The racketeer is
never in doubt on this score, for he corners human life itself
when necessary to exact his tribute. It is not in the evidence
that the methods of racketeers are any more brutal than those
of our lauded business men, financiers, and captains of industry.
Is it more brutal to smash up a barber shop and shoot the
proprietor because he refused to pay for “protection” than to
extract constant tribute in the form of profit from millions of
workers receiving less than a proper living wage? Who but the
marketer of small arms, ammunition, and sub-machine guns
supplies the racketeer with his equipment? Who lobbies against
legislation which would stringently limit or abolish altogether
public sale of firearms? Under an economic régime based upon
the profit motive, as our business system unquestionably is, it
is simply impossible to draw a hard and fast line between those
who prey legitimately and those who prey illegitimately upon
the public. The sensational methods of the racketeer seem lia-
ble not to stimulate the forces of public law and order to ade-
quate action, for that already has been proved virtually im-
possible; rather, they seem destined to awaken a public
conscience which will not be satisfied until all phases of eco-
nomic life are socially controlled in the interest of all.

It has been the intent of this discussion to call attention to
certain fairly obvious factors in American social life which
are damaging the inherited economic system controlled by pri-
vate interests and operated for the sake of private gain. The
present unfortunate business and financial crisis only too easily
gives rise to prophecies of doom, and there is no desire here to
add to such a stock. Business may quickly recover and bring
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once more a modicum of prosperity, but it seems a patent fact
that the old days of laissez faire are definitely gone, and that
sooner or later there must develop through the forces generated
by industrialism itself a broader public recognition of this fact
with consequent adequate public action.

III. THE BEGINNINGS OF CULTURAL DISTINCTION AND
INDEPENDENCE IN AMERICA

It was not to be expected that a people engaged in the tasks
of founding a republic by means of revolution and then building
up the new nation to the first rank in size, equipment, and
influence, and enduring a civil war in the process, should have
made any great contributions to culture in the finer sense.
America in the past has made few such contributions. Her cul-
tural life has been necessarily scanty, and what little nurture
the higher spirit of man demanded was easily supplied by cul-
tural importations from abroad. It is also no great cause for
wonder that when a polyglot population found itself burdened
with increased leisure and at the same time possessed of a great
array of stimulating, time-passing nick-nacks from cross-word
puzzles to automobiles and aeroplanes, there should follow a
period of recreational frenzy such as the world has never before
seen. To judge, as some have, that America is undergoing the
beginnings of an inevitable cultural decline is to lack appre-
ciation of the stupendous material task that has been wrought
in the comparatively brief period of its status as a nation, and
it is to be blind to those stirrings of creative genius in various
fields which have already demonstrated their significance.

It is a commonplace that schools were founded for the pur-
pose of inculcating the elements of Christian truth and morality
among the young, and that colleges were established as training
grounds for the Christian ministry. As the people turned more
energetically and more seriously to the business of material
success on the continent, the dominantly religious purposes of
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our educational institutions gradually subsided. They remained
in the background, however, and operated to prevent any open
violations of the tradition. Teachers had to profess Christianity
before being hired, and community elders watched over their
out-of-school activities with a severely circumspect eye. The
colleges and academies, while gradually widening the scope
of their studies throughout the nineteenth century, held fast
to the aim of Christian indoctrination, and even in the growing
state universities any instructor who was in the least degree
sceptical of prevailing mores had a hard time of it. As late
as 1892, when the new University of Chicago founded by
John D. Rockefeller started to function, fourteen of the thirty
faculty members were connected with theological work of one
kind or another. This Christian tradition in harmonious and
profitable alliance with the business régime based on classic
economic principles of individualism and laissez faire, gave
America during the nineteenth century such a rigid cultural
crust that the tiny flame of indigenous intellectual or artistic
creative freedom could scarcely be kept burning at all. As is
well known, geniuses like Poe and Melville received their first
acclamations from abroad. As late as the nineties and the early
years of the present century the difficulties of such an accom-
plished political economist as the late Thorstein Veblen in find-
ing congenial employment among our universities bear eloquent
testimony to the strength and permanency of this cultural in-
crustation.

However, the free thinking of Jefferson, the agnosticism of
Paine, the artistry of Poe, Melville, Whitman, and Emerson,
the signs of native genius in painting, sculpture, and architec-
ture, the philosophic formulations of Peirce and James, the
ringing economic dissents of George, Bellamy, and Veblen have
attained the respectability of earnest cultivation in the minds
of increasing numbers of Americans. The genteel tradition in
American culture, in which the Christian-Business alliance was



30 CONTEMPORARY SOCIAL CHANGE

such a large factor, has definitely ceased even to call vigorously
for a return to the old solidarity in which values seemed so
stable and ideals so permanent.

A spreading, sprawling educational system in which fifty-two
per cent of the adolescents of the nation are already in the
secondary school, and in which intricately varied programs are
offered, cannot be kept within the neat bounds of any traditional
formulations. Under modern conditions and especially in large
urban communities no kind of supervision can be successfully
exercised over the leisure-time activities of school teachers. With
new psychologies and philosophies breaking into the profes-
sional schools of education in the universities and into the lower
teacher-training institutions, confusion reigns supreme at the
very heart of public education. Teachers in elementary and sec-
ondary schools are torn between following a prescribed course
of study, itself somewhat removed from the tradition of status
quo apologetics, and the desire to do something really vital.
The greater freedom and the wider social participation in the
Progressive schools, along with movements like the Parent-
Teacher Association, are influences which have perceptibly
modified the rigidity of the public schools. Constructive forces
from inside the system of schools such as higher standards of
teacher qualification, the beginnings of the serious application
of science to education, the inclusion of vocational and aesthetic
activities in the curriculum, and personnel guidance work, have
also contributed to the increasing sophistication which pupils
bring from the schools. Out of the hordes of youth crowding
into the colleges and universities today a larger and larger pro-
portion of the intellectually and artistically talented is being
selected and directed into channels of independent creative en-
deavor, while the great majority, for whom as yet such a happy
culmination is impossible, are nevertheless forever rendered
immune from shouting the glories of traditional institutions.
Although during the war there was in university circles, as else-
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where, some recrudescence of an intolerance of intellectual ac-
tivities and opinions out of harmony with accepted attitudes,
the battle for freedom to pursue any line of research whatever
and to hold opinions of whatever nature has been very largely
won. Organizations like the American Association of University
Professors, The Teachers’ Union, the American Civil Liberties
Union, and the National Education Association have been strong
stimulatory forces in the development of greater public tolerance
towards teachers. In a Southern state recently, when the Gov-
ernor proceeded to pack the State University with his own po-
litical adherents of questionable qualifications, activities of the
professional standardizing agencies of the American Association
of University Professors and of other associations of educators,
forced him into a hasty and ignominious retreat. Policies of
institutions denominationally founded seem to proceed in all
directions almost regardless of the original fundamentally re-
ligious aims. And even the theological seminaries have on occa-
sion been known to foster a social and religious radical.
Professors of philosophy openly present such unvarnished truth
as research has yielded upon the classic philosophers and imply
intelligent scepticism towards every accepted value; professors
of history and government frankly betray the facts about
American history without bothering overmuch to idealize the
acts of our great men and the beneficence of our inherited
institutions; professors of economics hammer away, not alto-
gether ineffectually, upon classic individualism and upon the
sacredness of property. These free and vigorous intellects, along
with their fellows in many other subject matter fields are, of
course, in a decided minority among the profession as a whole,
but that they are openly tolerated and thereby encouraged is a
fact of great significance for the future of American culture.

The philanthropy of millionaires has led to the creation of
great foundations for the promotion of research along various
lines, and while the attractive scholarships or fellowships which
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are dangled before the eyes of interested and qualified scholars
undoubtedly favor the development of research along certain
lines with consequent neglect of other perhaps more important
lines, the sum total of the efforts of these foundations is heavily
positive. They guarantee that increasing numbers of men and
women shall have had the experience of productive endeavor
unmolested by the fear of economic insecurity. The many large
donations to college endowment funds, and to permanent schol-
arship funds all over the land, have helped markedly to open col-
lege and university life to more and more deserving young people.
Thus the unearned increments which are skimmed off produc-
tive industry to build great fortunes are in some small measure
turned to a social use that breeds a type of mind in which
the very thought of large private fortunes must become in-
creasingly uncongenial.

In recent years college and university students in America
have given signs of a self-conscious maturity and independence
which in the past has been almost completely lacking. This
displays itself in varied forms: in increasing discrimination in
choice of courses to be taken; in more active and more sincere
participation in class discussion; in campus discussions involv-
ing the content of courses studied as well as of current affairs; in
clearly voiced opposition to military training in the college;
in more critical and serious college newspapers and periodicals; in
calling national student conferences upon the problems of
youth; and in participation with organized associations outside
the college upon significant constructive undertakings. This kind
of thing is aided and abetted by the apparent inclination in
administrative circles of higher education to experiment in some
measure with the accepted curriculum. There is no higher in-
stitution of learning in the entire land but has been influenced
in some degree by this tendency. Experiments range from re-
constructions which reverse completely the setting and the pro-
gram of college education as it has been known in this country,
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to slight alterations in individual courses, entrance requirements,
or other administrative details. It may be that much of the
impetus behind these changes has come from administrators
rather than from teachers and students. Nevertheless, the thing
which stands out is the fact that what proved adequate for so
many generations is today openly recognized as inadequate.
In practically all the reforms in process there is contemplated
increasing degrees of student freedom and closer adaptation of
administration and instruction to student needs and to the prob-
lem of student orientation in the changing modern world.

For many years associations of scholars within the several
fields of modern learning have promoted codperative and in-
dividual researches and investigations along scientific, literary,
or philosophic lines. The sum total of these activities as found
in the yearbooks and accredited journals in the various technical
fields presents an imposing array of independent American
scholarship. It has been unfortunate that inter-associational
undertakings have not been more frequent, and that the tend-
ency in the past has been to increase specialization and the
formation of subsidiary associations to such a degree that proper
cross-fertilization between the different fields of knowledge has
not been possible. It is also unfortunate that the various schol-
arly associations have not until very recently been particularly
sensitive to real problems in the social life of which their mem-
bers are a part; and that so far there has been no great con-
sciousness among scholars that any need exists to de-technicalize
the fruits of scholarship for the benefit of the public at large.

These shortcomings, however, represent but future possibili-
ties; the labor of erecting a machinery and technology of in-
dependent intellectual research has been, in the main, accom-
plished. Illustrative of the type of association referred to, are:
The American Association for the Advancement of Science,
The American Historical Association, The American Philosophi-
cal Society, The American Economics Association, The National
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Education Association, The American Psychological Association,
etc.

Extension and correspondence education is increasingly car-
ried on under the auspices of large private and state universities.
The chicanery that has been characteristic of many correspond-
ence schools is definitely on the wane as the higher institutions
of learning adapt themselves more generally to the cultural and
vocational needs of adults. In some institutions, interesting types
of local community cultural projects have been undertaken;
many are beginning to carry on reading and instructional pro-
grams with their alumni. The work carried on under the Smith-
Lever federal legislation is a fine example of highly secularized
and yet dominantly cultural education based upon the ex-
pressed desires and the coperation of adults in small local com-
munities. The Adult Education movement as a planned associa-
tive endeavor has only just begun, but it has back of it leaders
in many lines of endeavor, and it contemplates a program of
broad and penetrating scope calculated to affect in positive
constructive ways people all over the United States. Within
what is customarily known as our public school system there are
many other organized educational forces which have proved
sensitive to the changing needs of the times.

Mention should be made of subsidization of scientific research
by the Federal Government in its Bureau of Standards. Here
a small society of scientists highly trained along specialized
technological lines is at work upon the complex problems of
pure science and of modern industry. These scientists work for
comparatively petty salaries, and as a consequence the Bureau
has been been rudely preyed upon by Big Business, which by
means of attractive financial offers to individual scientists of re-
nown has been able to attract many to the technological labora-
tories of private industry. The Bureau has been much criticized
in some circles for its relations with private business and also for
its failure to meet the bewildering needs of the lay consumer of



CONTEMPORARY SOCIAL CHANGE 35

industrial products. But that its independent research should have
obtained any foothold whatever under the watchful eyes of the
business and financial oligarchy of the past is at least a starting
point for future extension of its activities more concretely in the
public interest.

Of late years another indication of the distinctiveness and
quality of American intellectual effort has been the increasing
flow of students from foreign countries to American colleges
and universities. These students come in all sincerity to sit at
the feet of American men and women famed all over the civilized
world for their accomplishments in different fields of study.
Formerly the movement was all in the other direction. Ameri-
can students who wished the finishing touches of a real education
went to European universities. American students in large num-
bers still go to Europe for study, but they go for specific pur-
poses and in the spirit of international good will and exchange,
not out of an innocent and fawning reverence for European
learning as such. International recognition of American creative
activity is by no means confined to academic or scientific lines.
That it has come mainly in these lines is true, however. This
was to be expected from American concentration upon material
triumphs. The list of American literary creations which have
been translated into one or more foreign languages or repub-
lished in England would be a very long one indeed. American
philosophy, American drama, American music, American paint-
ing and sculpture, American architecture, even American cook-
ing—the American movie perhaps most of all—have their ap-
preciative audiences in every civilized land. Nobel prizes have
graced Americans in all five classifications of award. Although
these foreign reverberations of our culture are nothing over
which intelligent Americans will greatly thrill or have reason
to feel superior, they are phenomena which have come largely
out of the present chaotic age and are very certainly not evi-
dences of national spiritual decline.
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An analysis of the American mind, of democracy, and of the
possibilities of American civilization was first clearly indicated
in the eloquent discourses of Emerson and the anarchic and
almost pagan singing of Walt Whitman. These inquiries into
the American soul were extended gradually, chiefly by William
James and John Dewey, into a rounded synthetic foundation
for an American philosophy. Because this native philosophy
incorporated into itself the method of modern science and be-
cause it accepted modern industrialism, it has been severely
criticized by both the adherents of traditional cultural stand-
ards and by the self-styled proponents of new native artistic
ventures as having surrendered completely to the insistent va-
garies of a mechanical civilization. From other more apprecia-
tive sources it has been criticized chiefly for giving a decided
over-weight to purely intellectual endeavor as opposed to aes-
thetic appreciation and artistic expression. Whatever may be
said of it, however, this philosophic attitude variously termed
pragmatic, experimental, or naturalistic, is universally conceded
to be an indigenous product. The literature produced in its name
is already substantial both in its critical and its constructive
aspects. Its adequacy or inadequacy in the face of the many
serious problems of American social life in the present and in
the future awaits the verdict of a wider public examination than
has yet been accorded to it.

The multiplication of such cultural influences as schools of all
types, museums, art galleries, libraries, exhibits, expositions,
conventions, and the like during the first three decades of the
twentieth century has been an obvious stimulus to individual
cultural growth among the American people. The rapid increase
in the number and miscellaneousness of independent organized
associations of the type of clubs and societies, religious sects,
propagandist agencies, study and discussion groups, and self-
styled research or fact-finding agencies in the public interest is
indicative of active response to new opportunities for expression
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and cobperative effort. The drama has never come into its own
as a powerful force in American cultural life and it now faces
new obstacles in the movies and the radio. But genuine American
drama built out of native lore is just beginning to appear;
dramatic societies and Little Theater movements were never so
alive and critical as they are today, while university study of
the dramatic art is well established.

That there is no end to the making of books was never better
illustrated than in contemporary America. Novels, poetry, short
stories, essays, criticisms of life and letters, popular science,
guides to the spiritual life and to parenthood, ancient and mod-
ern classics, biographies, treatises on philosophy and psychology,
reports of travel, explanations and manuals on sex, not to men-
tion technical monographs, textbooks, encyclopedias and book
sets flow in unending procession from the press. Even the
drug store, the tobacco store, and the corner grocery are aiding
in the distribution of books at suitably low prices. One can
only speculate upon what is happening to the circumspect little
library of the average American home described in the Middle-
town* of a few years ago. That there is much trash, pornography,
and pseudo-science in all this mass of literature goes without
saying. Nevertheless, the volume of material printed bears testi-
mony to powerful expressive and absorptive tendencies in social
life. Censorship has been literally hooted down, and every fur-
ther legal test results in a new burst of riotous literary crea-
tivity, or another resurrection of long-suppressed “classics.”
In the popular magazine field much the same expressive vo-
luminousness and heterogeneity is found. The field for critical
journals of opinion is still a very narrow one, but the nucleus
of intelligent, informed, and liberal minds which feed upon them
is a decided asset in these changing, precarious times. The
marked alteration in content and format of well-established

‘R. S. Lynd and H. M. Lynd, Middletown (New York: Harcourt,
Brace & Co.), 1929.
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monthly and quarterly journals is a significant phenomenon for
art, literature, and opinion in America. The dominantly critical
and analytic tone of articles published in these substantial pe-
riodicals contrasts strangely with the finesse, the prettiness, and
the complacent smugness of articles in the same magazines a
decade or two back. The native artistic vitality of their short
stories and of their poetry is also in sharp contrast to what
has been customarily published in the past.

The urban daily newspaper has become literally a popular
home university library. This is not to ignore the fact that its
miscellaneous content is seldom of high quality and is always
acutely calculated to increase circulation figures so that mer-
chants will spend more for advertising. The newspaper like
every other business in America is operated on the profit motive,
and it is to be expected that only policies that bring the desired
return will be continued. Corporate organization has actually
lessened the number of dailies in large cities, editorial differences
are less prominent, political sympathies are often obscured;
these are distinct losses over a former day. But these obvious
faults are beside the main point. There ¢s a daily newspaper
market for reviews of serious books, for the comments of spe-
cial editors of liberal sympathies, for quasi-literary columns, for
special informative and interpretive articles from the domestic
and the foreign scene, and for worth while syndicated material.
There are schools of Journalism over the country in which
technicians in newspaper work are being trained to higher
standards than the old apprentice system in journalism could
ever boast.

The radio in America has been allowed to gravitate to almost
exclusive control by big business interests. It is viewed by them
as a new and profitable vein of advertising revenue. The ab-
surdities and banalities which such control and such a purpose
have turned loose on millions of radio listeners almost beggar
description. These are fundamental and obvious facts; only a
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blind optimist would deny, or dispute, or justify them. They
call for swift and far-reaching reconstructive effort by the public.
In the present state of public confusion, such efforts will proba-
bly not be immediately forthcoming. Let us look, however, at
the positive and genuinely constructive aspects of radio. It has
brought good music, even a small amount of the finest opera
singing in the whole world, into all sorts of appreciative Ameri-
can homes. It has brought home to Americans generally swift
news of national and international events, intelligent discus-
sion of domestic and foreign affairs, a high standard of good
English diction despite some peculiarities of announcing tech-
nique, the voices and the comments of famous as well as of
somewhat notorious characters, a great deal of genuine amuse-
ment, fun, and helpful information. Especially noteworthy are
the programs which were sponsored during the r1g31-32 season
by the National Advisory Council on Radio in Education. It
seems a conservative prediction to say that such programs will
grow in time allotment and scope of subject matter and in more
general appreciation in the future. The special committees on
psychology and economics (during the season referred to above)
have brought into coGperative popular educational endeavor
some of the foremost leaders in these fields. The challenge to
say something significant in a forceful and understandable way
seems to have been surprisingly well met on the first large-scale
test. The economics series proved especially significant because
the speakers focussed almost unabated attrition upon traditional
and currently accepted economic principles and were in prac-
tically universal agreement upon the advisability of some sort
of national social planning.

Any attempt to discuss forces in American life tending to-
ward distinctive and significant cultural achievements must not
omit some comment upon the prevailing state of mind found
in ever increasing numbers of persons. Machine civilization has
put an end to the simple unsophistication of our former lives.
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We are harassed at every turn by innumerable distracting and
disturbing influences. The even tenor of the old life when hard
work was followed by short periods of easeful leisure has gone.
Labor is no longer so hard and the lengthened periods of leisure
are far from easeful. There are too few satisfactions to be de-
rived from the old religion and only too truly we know not
what to do nor whither to go. The occurrence of a major war
only a little more than a decade ago, the oppressive insecurity
of the armed peace which has followed, the more sinister nature
and the spreading extent of modern crime, technological un-
employment, and the depression are only a few of the matters
that plague us. Against such ills mechanical playthings like
the automobile, the aeroplane, the radio, the movies, and the
thousand minor luxuries cast off by the machine afford little
relief. Neither jazz music nor the plaintive classical alternative
can soothe our troubled souls. Education makes us burn only
the more with dissatisfaction. Many of us sentimentally seek
a return to the old cultural solidarity which in retrospect seems
really to have had a touch of genuine beauty. More of us man-
age somehow to lose ourselves in hobbies, sports, religion, lit-
erature, art, esoteric sects, or even in politics. Most of us, how-
ever, live merely from day to day, snatching what peace and
joy we can from the steady attrition of events. The pervading
restlessness and untempered sophistication characteristic of the
American soul of today may be the sign of a hastening decay,
but as one gains in perspective it seems more likely to be a
gathering matrix out of which centers for a new and more
democratic cultural solidarity may grow.

A great many more influences making for creative distinction
and independence in the contemporary scene would deserve
discussion if an adequate inventory were attempted. There can
be no guarantee that the comparatively small total to date of
original native works and of opportunities among the people
at large for independent creative effort will grow. The point of
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this discussion is simply to insist that a beginning has been made
and that the odds against future efforts to build a culture equal
to American opportunities are not overwhelming.

IV. RESOURCES FOR FUTURE SocIAL RECONSTRUCTION

America during the nineteenth century, in the minds of the
great majority of its citizens, did display genuine cultural sol-
idarity. The American outlook was that of patriotism, business,
and Christianity. No one knows what has happened to genuine,
deep-seated patriotism. “One hundred percentism” was but re-
cently in our midst, to be sure, but one cannot help feeling that
all the blatant shouting in its name was a sign of a somewhat
troubled heart. It is exceedingly doubtful whether American
business, after the present crisis, can recover the former splendor
of its rugged privacy and profit-seeking. Those things seem to
have been in some measure on the wane since 1890 anyway.
And the Christian religion, though many of its traditional tenets
remain in the background of our mentality, has ceased to be of
significant public influence. For large part, the churches cultivate
only a small corner of the average citizen’s soul and seem to
have almost no hold on the younger generation. Intellectual and
artistic freedom from the old cultural complex is attained in
increasing degrees, but American life as a whole seems to be
in a very confused state. If it is to move toward new centers
of cultural integration, what resources are there at hand?

One is reminded of classic Greece, of imperial Rome, of Flor-
ence during the Renaissance when one looks at the stock of
available materials in modern civilization. Those older distinc-
tive civilizations were built up when the spirit of man in con-
scious assertion moved forward to new construction. They were
preceded by cosmopolitanism, confusion, unhappiness, and the
bursting asunder of inherited traditions and customs. Their
brief splendor and eminence was due to the way in which use
was made of the available elements of all cultures with which
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various contacts had been made. The reverence which the
Greeks, the Romans, and the Florentines had for former civiliza-
tions was demonstrated in the adaptations which each of these
civilizations made to its own time and place, and not in meek
deference or blind imitation. What are the conditions which
face the modern American today? The anthropologists tell us
that physically we have built a new race. What has that race
to work with? Never in history did such a spectacle confront
man! Culture upon culture opens up its unending array of treas-
ures; knowledge about the past is seemingly inexhaustible and
ready at our elbow. All the great intellectual achievements, all
the great art, all the great literatures, all the great religions
open at our touch and display in amazing truthfulness the
details about great geniuses and about great nations. Dare we
also leave aside deference and imitation and construct some-
thing to our native taste and genius out of the richness of a
past which modern scholarship has revealed?

Science and technology has bound the world into a single
great society. The marvels of modern transportation and com-
munication literally make neighbors for us at the ends of the
earth. Our diet, our industry, and many of the cultural products
which we enjoy are already international. Our machines make
possible the provision of organic needs, cultural necessities, and
luxuries in abundance for all. The Malthusian law of population
becomes a faded specter before the influences of social selection
as exercised in use of contraceptives and in other equally effec-
tive ways. Determinism of any variety cannot stand the glare
of modern Russia. Universal education has already been worked
out among the American people with some degree of effective-
ness. The beginnings of native creativity along many lines are
even now apparent. A democratic tradition affords some sense of
direction. And we stand confused! Perhaps the vision is too
dazzling and American men and women will shut out part of
it to satisfy themselves with smaller benefits and a shorter des-
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tiny. That remains to be seen. First let us be certain that all
may view and have the chance reflectively to contemplate the
possibilities which lie before.

Something like contemplation of great possibilities for man
in the future was quite widely entertained during the period
of the Eighteenth Century Enlightenment. It is in fact a fairly
unforced imaginative project when human beings wax optimistic
and prophetic over new instruments of control. Science has been
on the human scene for a few hundred years however, and noth-
ing very remarkable has happened. Certainly modern America
is far removed from any semblance of Utopia despite the fact
that technology has reached its greatest fulfillment there. And
democracy has had a ragged appearance since the war settle-
ments. Political internationalism is now under a dark cloud.
All these things are true and many more like them. They de-
servedly fill the modern generation with the tragic sense of life,
and cause many serious minds to wonder whether progress is
not some will-o’-the-wisp after all. Is the fundamental situation
any different today from former times? The problem is to mas-
ter the materials of our own and of other cultures. Is it an affair
of intellect alone? Was it ever? Did Greece ask such a question,
or Thirteenth-century Europe? Or did either conceive its tri-
umphs in advance and bring them into being by means of con-
certed action? To ask such questions is to answer them. The
golden moments of history, the records of which constitute
what we are wont to refer to as “classics,” occurred out of for-
tuitous concatenations of circumstances among men and women
of virile stock. The instinct of workmanship, perennial in human-
kind, functioned to produce noble works by means of individ-
uals who happened to be situated so that they could make the
best of their opportunities. It is with conditions basic to human
cultural expression that modern man in some small degree, has
learned to operate. That powerful intellectual tool, modern
scientific method, bears within it techniques capable of master-
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ing always larger portions of the earth’s surface. So much has
been already proved to the satisfaction of even the most pro-
found critics of science. The basic environmental conditions
which led to the few short historic moments of brilliant human
achievement occurred by chance. These conditions can now be
analyzed and created at will by man. Man’s efforts at such
creation in the few short generations following the perfection
of science and technology have been complicated, however, by a
host of unfortunate contingencies. Nothing in inherited ideals or
modes of thought contemplated any such extensive power in the
hands of man; the authority of tradition forced scientific en-
deavor at first into areas of life where it would supposedly be
harmless and later, as daring increased, it was pressed into the
service of especially privileged classes in society. Today, as
Russia has discovered, science will equally well do the bidding
of the common man, The increasing consciousness of this dis-
covery is something new under the sun, and though it be proba-
ble that tragedy and frustration are never absent from the hu-
man scene, they need not in such full measure come out of the
prostitution of science!

A tempered sense of the possibilities of man emerges. He will
not soon again be free to dream as wildly as some sons of the
Enlightenment have done. The difficulties of implementing de-
mocracy are enough to occupy his capacities and his energies
for a long time to come. Mayhap as modern man bends his ef-
forts to this task, drawing in full measure upon all his resources
in good Greek or Medieval fashion, the finer and more charac-
teristic products of human civilization will appear in even greater
abundance than the Golden Ages of the past could show.

V. BEARINGS OF THE CONTEMPORARY SOCIAL BACKGROUND
uroN Orcanizep EpucaTioN

What has the preceding cursory sketch of some aspects of
the American scene to do with teachers and with the problem
of public education in the United States today? That, of course,
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all depends upon how education is viewed. In the past, Ameri-
can society has been largely content to let the schools function
as a kind of aside to life, necessary to be sure, but irrelevant
to the sweep of larger affairs. And the schools themselves have
been in the main content with such a role. Schoolkeeping has
matured from an avenue into other occupations to a profession
in its own right. The American faith in providing for youth, to-
gether with years of unparalleled business prosperity, has led to
such a growth in school machinery and equipment that profes-
sional educators are now managing or mismanaging a veritable
cultural giant. The figures in the Biennial Survey of Education
for 1927-28° show that out of nearly thirty million persons who
enrolled in all types of schools from the kindergarten to the
university, twenty-three and a half million were in kindergarten
or elementary grades, over four million in secondary schools,
and over a million in higher institutions of learning of all types.
This horde of modern youth is taught by somewhat more than
a million teachers and housed upon property estimated in 1930
to be worth over seven billions of dollars. The total cost of edu-
cation for the year 1930 was nearly three billions of dollars. In
1927-28 about two hundred seventy-five thousand students were
enrolled in normal schools and teachers’ colleges, and more
than five hundred thousand students in all were pursuing teach-
er training courses.

A direct cultural agency of such proportions deserves careful
study and clarity of aim and purpose if it is to lead to significant
achievements. During the first three decades of this twentieth
century, a vast educational literature has been produced, the
beginnings of a science of education developed, and the whole
traditional philosophy and psychology of education called into
question. As a consequence largely of the latter phenomenon
confusion in both practice and theory prevails today throughout
the educational system.

*U. S. Office of Education, Washington, D.C.
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The possibilities of education loom larger than ever before
because of a cumulating tested stock of knowledge about human
nature and about social institutions. Education in the widest
sense, including all the influences shaping human nature, is the
very lifeblood of modern civilized society. Organized education,
properly conscious of itself as the integrative agent of all so-
cially educative forces, holds the key to social stability, social
decay, or social progress. Exceedingly few of our million teach-
ers seem to be vitally conscious of this primal fact. Most of
them ply their trade more after the fashion of the modern ma-
chine tender than like creative artists in human nature. They
do this because of the heavy weight of past traditions and be-
cause of modern administrative systematization of educational
organization and of instruction. These two influences work hand
in hand to dominate the outlook and the functions of teachers
in a very effective way.

In institutions for teacher education increasingly highly se-
lected young people are brought into contact with a number
of differing, often conflicting school practices and theories about
education. It is to be gravely doubted whether much is being
done to explore the more general social theories or philosophic
points of view which lie back of these same practices and theo-
ries. It is much to be doubted also whether our present insti-
tutions for the preparation of teachers give any serious attention
to problems of personal integration and outlook among students,
so that almost universally initiates into the teaching profession
have little insight into fundamental problems of life in American
civilization.

In the following two sections of this volume, the author
analyzes and discusses the views of seventeen present-day lead-
ers in American education. The brief survey of some aspects
of the contemporary social scene in America, which has been
attempted in the foregoing pages, provides a background of
conviction against which the thinking of contemporary educa-
tional theorists may be cast.
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PREFATORY NOTE

prise. Men and ideas are what they are and should be

valued in and for themselves. Classification obscures in-
dividual variability which always must remain the basic fact.
Classification is itself the effort of an individual working under
the influence of certain ideas.

The reader is therefore forewarned about the classification of
contemporary educational philosophers, reformers, and theorists
made in Section Two of this study. He is urged in his own
thinking to attempt a classification more adequate or at least
a clear way of looking at the views of the men here under study.
The classification used here seems objective and valid enough
for the general purposes of the author because he deeply appre-
ciates the individualistic variety and richness of the thinking
of the men themselves. He will not hesitate in the future to let
his thinking about these men evolve with his further interpreta-
tions of what they shall continue to write. Their views are pre-
sented, it is hoped, as accurately and as clearly as possible. No
attempt has been made in writing the individual accounts to fit
the classification which has been used. The accounts were written
from extended lists of quotations gathered under the following
five headings:

CLASSIFICATION of men and of ideas is a dangerous enter-

1. General Viewpoint and Its Relation to Education
2. Nature of Practical Proposals

3. Estimate of Current Educational Practice

4. The Nature of Learning

5. Reactions to Other Points of View
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It is believed that each man’s thinking has been shown to be
consistent enough under these various headings for classificatory
purposes. The classification was, however, hit upon afterward.
It need not be added that the classification into Tradition, Sci-
ence, and Philosophy involves no invidious distinctions of any
kind and no mere glorifying of one group rather than another.
The variety of thinking in American educational circles as in
American life generally is regarded as a sign of vitality and of
conscious search for ideals adequate to a new age.

Tradition is the record of man’s accomplishments and when
he ceases to use it consciously he moves back to the primitive.
Science is the precious tool by means of which man has attained
a grip upon himself and upon his world-—for him to scoff at
it is the cult of futility. And philosophy, age-old urge to see
things in truer and more meaningful relationships, is man’s op-
portunity to mold into a dynamic synthesis his inheritance from
the past and his techniques for creating out of the present a more
desirable future.

I. EDUCATORS STRESSING VALUES INHERENT
IN AMERICAN Historic TRADITIONS

The men whose points of view are presented in Part One vary
in the emphasis which they place upon traditional values. They
seem, however, in one way or another, to indicate that the val-
ues embodied in American historic traditions are preferable to
values derived either from modern science or from what in this
study is called modem naturalistic philosophy. The particular
order in which the men are presented indicates what seems like
a progressively decreasing stress upon the values of the past.

HERMAN H. HORNE
General Viewpoint and Its Relation to Education.—In Herman
H. Home a stanch transcendental Christian faith estimates the
modern world, defines its major problems, and constructs a
philosophy combining what he sees as the best of the past with
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the best of the present. He is convinced that this type of en-
lightened traditional Idealism is capable of guiding a troubled
America into a new and better ordering of affairs. In this phi-
losophy God is the prime center of reference. Jesus Christ is
the symbol of the kind of life a pious man may strive after
and the assurance of God’s benevolent attitude toward man.
An ultimate Christian Utopia is present in God’s vision, and
man’s conscious efforts towards the eventual realization of this
Utopia here upon the earth guarantee his attainment of the ulti-
mate goal of life, Immortality. In the course of his endeavors
man discovers truths about the universe and about himself, and
thus enters into the mind of God where everything is already
clearly written out. Science is this process of effortful discovery
of pre-existing truth, and philosophy is the divine privilege of
contemplating the incomprehensible. The social institutions
under which we live, the home, the school, the business world,
the state, and the church, are based each upon a divine idea
and serve to guide us towards the inherent ideal possibilities of
our personal natures. Through them have developed the moral
ideals of the race and through them all future changes may be
safely regulated within the bounds of ideal sanction. Capitalism,
modified to remove its present obvious deficiencies, seems writ-
ten in the course of events. Democracy as an ideal for humanity
seems a kind of earthly projection of the Kingdom of Heaven.
Education is the process whereby we become adjusted inwardly
and outwardly to the vast universe about us—from nature
through our fellow beings and ourselves to God. The processes
of change, growth, and development, through which we attain
this adjustment, take place against a stable background of in-
herited culture, social institutions, moral ideals, and organized
subject matter, all of which in essence are Absolute. The school
working more consciously but, nevertheless, supplementarily to
other institutions organizes itself under the guise of this Idealis-
tic viewpoint to make clearly evident in all men its implications.
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Nature of Practical Proposals.—Home comprehends the nature
and meaning of things in general and is satisfied that the Idealis-
tic outlook is inclusive of all the factors of life and in har-
mony with the nature of man. His practical thought about edu-
cation seems fully in line with the accepted first principles. Given
an authoritative tradition the realization of whose implications
is dependent upon man’s understanding and codperation, edu-
cation becomes primarily a transmission of this tradition. Self-
realization is fully attained only in and by means of the Chris-
tian tradition as it works itself through the status quo to a
contemplated ultimate Utopia. The ends thus set in philosophic
speculation, it becomes incumbent upon educational scientists to
assay the resources in knowledge and techniques and to arrange
a curriculum best fitted to their realization. In substance this
amounts to a hierarchy of organized subjects or bodies of knowl-
edge and a set of general guiding principles. Broad culture, deep
appreciations, social efficiency, and high character are important
aspects of personal adjustment to God, so that the apparent
bareness of the educational formula is fully in accordance with
richness of content. The content and the method of education
are evaluated entirely in terms of whether they lead to the reali-
zation of pre-conceived individual and social ends and therefore
have only incidental intrinsic worth. The teacher is conceived
of as a sternly sympathetic traveling companion pointing out
the highways and byways which must be explored along the
journey to the transcendent final adjustment.

Estimate of Current Educational Practice—From his Christian
idealistic vantage point Horme must needs decry modern ma-
terialism as it gets itself expressed in the schools. The cult of
success, the appeal of vocations technologically conditioned, the
increasing secularity in our schools, are all tending to reinforce
American society and culture where it least needs reinforcing.
The new philosophy behind the Progressive Movement in edu-
cation, he feels, has not penetrated deeply into the consciousness
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of teachers despite an apparently widespread glibness of verbal
acceptance. On the whole, Horne has little to say regarding the
actual practices of the schools beyond pointing out that in
general progress is evident.

The Nature of Learning.—Horne maintains an epochal develop-
mental psychology. This consists in an analysis of the growth
of mental life into a series of steps from the sensation and move-
ment of infancy through the development of imagination and
memory and relational thinking in youth to the philosophical
thinking of adults. Accordingly free play is the method which
best aids development in kindergartners. This should be fol-
lowed by increasing emphasis on the work attitude as the school
takes over the serious undertaking of training children in right
thinking and right habits of action by means of a systematically
organized curriculum. Since the center of education lies in pre-
conceived ends, the process takes on an artificial character and
a virtue is made of the necessity of external discipline. The
good teacher will temper this discipline by tactfulness, artistry,
and contagion of personality. Eventually, it is assumed, the
content of education and culture will take on interest of its own
account, as the individual begins to see the transcendent vision
of the meliorative trend in the course of events and emerges into
the true freedom that is tempered by self-control. The modern
emphasis upon activities and upon the appeal to the intrinsic
interest of children is recognized as a positive supplementary
aid in realizing the primary aim of education.

Reactions to Other Points of View.—Just as Horne sees clearly
the vision of his own ultimate philosophy and consistently ad-
heres to it in discussing the problems of education, he also clearly
discerns the nature and meaning of another philosophy whose
triumph would result in the passing of the authoritative Chris-
tian tradition and the Idealistic analysis. He is so much con-
cerned about the point of view represented by John Dewey
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that in his latest book he has attempted to indicate that his own
philosophy includes, within its wider scope, all that is worth
while in Dewey’s naturalistic emphasis. He has found neither
God, the Christian tradition, nor the realm of Pure Ideas in
Dewey. He misses pure philosophy in the speculative realm
and the concepts of duty and conscience in the practical realm.
He sympathizes with much of Dewey’s trenchant criticisms of
the present social order, but misses constructive remote goals
toward which present reform may be directed. He feels that
Dewey’s philosophy is heavily loaded on the scientific side to
the neglect of the aesthetic side of life. Naturalism to Horne
is a pure assumption and an inadequate one in that it denies
the natural interest of men in what transcends experience. The
full adoption of the philosophy of naturalism by the schools
Horne would regard as a misfortune. It would mean the neglect
of great areas of the social inheritance, the loss of any criterion
of valuation as between different subject matters, the domination
of education by the experimental attitude of problem-solving,
the depersonalizing of teaching, and the introduction of soft
pedagogy on a grand scale.

HENRY C. MORRISON

General Viewpoint and Its Relation to Education.—The social
change and civilizational movement which Henry C. Morrison
recognizes has shown definite progress. In personality develop-
ment man has expanded tremendously, essentially because of
the broadening scope of civilized social institutions and techno-
logical advances. Morrison would deny that in the course of the
last hundred years any changes have occurred in science or in
general outlook which markedly alter the direction of man’s
thinking. There has been a gradual extension along all lines of
thought, but the fundamentals have always and will always re-
main the same. True at present generalized lay thinking lags
behind the scientific, political, and economic advances which
followed in the wake of the Industrial Revolution. This but de-
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notes the problem for contemporary educational statesmanship.
The long ages of man’s climb to civilization have witnessed many
types of social experimentation of which the best in institutions
and in moral standards and ideals has come down to us. The
truly civilized and cultured person, nurtured on these inherit-
ances, is, in essence, the same everywhere and at all times.
Capitalistic economy is one of these inheritances, and Morrison
finds in it the seeds of a social order in which everyone may
be a capitalist, and in which prosperity may continue forever.
At this point the universal school enters the picture. The fruits
of the Industrial Revolution and of modern technological de-
velopment have ripened to the point where, under proper man-
agement, the common man may share them. Youth has been
released from the necessities of productive labor to attend
school, and age, likewise released, may search out the benefits
of retirement. The financial basis of modern schooling in our
economic régime is sound and holds the possibilities of even
greater development provided that professional school men meet
the challenge of systematically transmitting thrift and refine-
ment to the masses. The aim of the school is the initiating of
individual pupils into the richness of our physical, social, and
spiritual inheritance. The production of a citizenry so initiated
would guarantee intelligent choice of leaders and thoughtful
followership by the public. It is the task of a science of educa-
tion.

Nature of Practical Proposals.—Morrison is clear as to the edu-
cational machinery necessary, under modern conditions, to ful-
fill adequately his general educational objective. The program
of education must be conceived as a whole and must possess
unity throughout its various parts. The lowest level, consisting
of the kindergarten and primary grades, is oriented towards
the equipment of its pupils with the essential working tools
of further education, the three R’s plus social adaptation to
school conditions. The next level, the secondary school, repre-
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sents the main business of providing an education, for during
its years the most essential content of culture is transmitted
and habits of independent study, choice, and taste are built
up by means of a closely supervised study-teaching program.
The product of the secondary school so conceived is considered
to be an educated person. Should this person attend the univer-
sity, he would do so as a free agent independently pursuing
advanced intellectual purposes.

For the learning units, which in Morrison’s thinking take the
place of lessons in school subjects, a careful sifting of the whole
cultural inheritance in its various aspects is suggested. In view
of the fact that secondary education will complete the educa-
tion of most people, only such units shall be retained on that
level, as will demonstrably, when mastered, result in the de-
sired thrifty and refined citizen. Morrison suggests a classifica-
tion of these external things-to-be-learned into various types
according to applicable teaching techniques, as, for instance, the
science type, the appreciation type, the practical-arts type, and
the pure-practice type. It is the function of every officer of the
educational organization to look upon himself as a teacher in-
terested primarily in producing educated human beings. All
other interests are subsidiary to that. The special function of
the classroom teacher is to study ways and means of presenting
his subject matter to the particular groups under his charge. In
place of the grade-promotion plan of advancement Morrison
suggests his mastery formula, namely, pre-test, teach, test, adapt
teaching procedure, teach, test, etc., until learning and the
sought-for personality change has been irrefutably demon-
strated. In the course of experimentation towards the educa-
tional end proposed, all courses are to be properly organized
and validated. Thus the beginnings of educational science are
made manifest.

Estimate of Current Educational Practice.—Morrison believes
that, instead of a great public-school system engaged in building
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citizens for our self-governing state, what we have had has been
a series of private schools maintained at public expense. The
height of this anarchic absurdity in schoolkeeping is reached,
according to him, in the present movement for state-supported
infant schools. There has been an obvious failure on the part
of professional educators to meet the challenge of the authority
and responsibility in school matters which the public has dele-
gated to them. Administration has been too readily conceived
in factory-management terms, to which, of course, the subject-
grade promotion system easily lent itself. Our teaching force re-
mains amateurish and casual, while children and youth of prom-
ising capacity graduate from our schools in an intellectually and
culturally starved condition. The curriculum is crowded with
material unteachable because of its lack of any significant con-
nection with modern life. Our educational research so far has
been engaged in statistically validating the various parts of a
system of education which is thoroughly antiquated.

The Nature of Learning—Morrison conceives of children as
natively egoistic, and of normal educated adults as altruistic.
He therefore counsels the destruction of native egoism as pre-
liminary to building up normal altruism. The education of
children should proceed from a beginning in complete depend-
ence upon the teacher to a consummation, at the end of the
period of schooling, in complete intellectual independence. As
a warning against intelligence-test determinism, Morrison in-
sists that learning capacity increasingly depends on what has
been previously learned.

The objectives or eventual products of learning are those
attitudes and abilities best suited to adapt the individual to
modern life. The only final test of whether or not they are pres-
ent in individuals is in the habitual reactions which individuals
make in everyday life. As has been previously indicated these
objectives are attained through the mastery of selected units
of the cultural inheritance of the race. The way to such mas-
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tery is complex. Since learning is dependent upon an inner drive
towards the particular adaptation represented by a teacher’s
subject matter, the first function of the teacher is to establish
a proper motivation in the pupil. The pupil is thus saved both
from adaptive inertia and misdirected curiosity. It is upon the
basis of the immaturity of children and young people that
courses are organized. As teaching proceeds, external motivation
becomes less necessary because original purposes and intrinsic
motivations develop in the pupils themselves. After establishing
motivation for the mastery of a new subject matter unit, the
teacher uses an exploratory test in order to obtain cues for the
first real teaching exercise, namely, presentation. Presentation
is an art which any intelligent teacher can acquire if he be but
duly observant of the effects of his own efforts. It is essential
that the concentrated attention of pupils be held continuously
and that the presentation proceed only to the point where the
responses of pupils indicate that they have caught the drift.
Presentation is followed by a check-up test which furnishes the
cues for reteaching. It is frequently necessary to reteach three
times before proceeding to the supervised study exercise of
assimilation. In assimilation it is the aim to have pupils im-
merse themselves so deeply in subject matter content that it
becomes integral to their intellectual orientation. Assimilation
is also followed by testing, which is understood always to be
for diagnostic, and not for grading purposes. After assimilation
the class meets for a teaching exercise called organization which
takes place without access to books, notes, or charts, and in
which individuality in composing the argument of the particular
unit is encouraged. Finally, in recitation, the pupils reverse the
original presentation of the teacher by themselves presenting
the mastered unit to the teacher in the réle of audience.

In units of the appreciational type the technique shifts to a
somewhat different basis, since the aim is so to present the
good, the beautiful, and the true that they become part of the
pupil’s stock of values.
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To the possible remark that this analysis of learning involves
constraint and repression of pupils Morrison replies that these
are normal processes in civilization.

Reactions to Other Points of View.—Morrison holds it infinitely
more constructive and worth while for professional educators
to entrench themselves upon the present line of educational
advance by sharper discrimination of policy than for them to
attempt the formulation of far-reaching plans of educational re-
organization. He is extremely critical of the many educational
catch-phrases now in circulation. The slogan of making public
education as wide as life seems to him representative of a pe-
culiarly naive logic. The view that educational motivation can
be successfully based upon natural curiosity alone is to him a
serious misapprehension, since the period of childhood is not
as long as the history of the human race. Subject matter must
be depended upon to furnish motivation, or else we drift to
a soft pedagogy and a doctrine of self-indulgence in the place
of discipline. To be sure, some Progressive schools achieve
effects which appear startling, but closer examination usually
discloses such effects as essentially noneducative. Morrison con-
siders it ridiculous for pupils to discuss moral and ethical prob-
lems which even a philosopher might shun. The disparagement
of obedience as a character builder he labels pure demagoguery.
Homogeneous grouping of pupils on the basis of intelligence test
results represents to him a repudiation of the very possibility
of education.
WILLIAM C. BAGLEY

Genceral Viewpoint and Its Relation to Education.—William C.
Bagley suggests that we are facing one of the great turning
points in social evolution. The unforeseen consequences of the
progressive development of automatic machinery and of tech-
nology generally have brought on a serious crisis in our social
life. Our fundamental moral controls seem to have lapsed in
the face of material advance and the increasing mobility of
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our people. In the field of social philosophy there has been a
strong and popular tendency to discount or deny older tradi-
tional standards. This has added confusion especially to edu-
cational machinery already taxed to the breaking point by the
practical difficulties of realizing the universal school. We must
return to fundamentals. In the face of mounting crime ratios,
increasing divorce rates, prevalent intolerance, spreading ma-
terialism of outlook, the lack of great creative manifestations
in our culture, and a narrow cult of Americanism, we cannot go
on haphazardly. Light may be thrown upon our problem by
European experience. In countries like France, Germany, and
England where universal education under the disciplinary ideal
has reinforced common cultural and moral standards, social
development has continued in a positive direction. In countries
like Ttaly and Russia where universal education was openly neg-
lected there have been violent social cataclysms. It would seem,
therefore, that the key to future stability and progress in our
own country lies in making effective our program of universal
education. The continuance of democracy depends on an edu-
cational program that recognizes and builds against degenerative
tendencies, that raises the mass of people to a new level of
enlightenment in a pervasive common culture, that meets the
demands of modern industry for stepped-up intelligence, and
that provides adequately for the increased leisure of modern
life. In short, we must make our educational system the source
of a rigorous mental and moral discipline for all. The realization
of such an ideal Bagley sees as the next step in social evolution.

Nature of Practical Proposals—Bagley calls upon educators
to gain an understanding of social and economic factors in our
life in order that their meaning for educational policy may be
discerned. The social barometer registers the effect of the pub-
lic schools, and it is the duty of the educator to balance the com-
parative freedom in which he operates with this larger social
responsibility. Bagley calls for the thorough revision of con-
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temporary educational ideals (which come very largely from
what is known as the Progressive Movement), in the interest of
the development of more virile ideals. He suggests as a compro-
mise between hard materialism and soft sentimentalism the
slogan “Through Discipline to Freedom.” The main challenge
which the schools of the nation must meet today is that of ade-
quately planning the education of the masses. Bagley is definitely
out of sympathy with the aristocratic tradition of concentrating
on the production of leaders. He demands serious and patient
labor at the task of making educational opportunities at all levels
attractive and profitable. This means a certain degree of na-
tional uniformity in the grade placement of crucial subjects and
topics, especially in the elementary curriculum. Only as all cur-
riculum materials are integrated around such a central core of
subjects can we hope to make progress towards the desired
common culture. Standards of intellectual performance must be
kept high enough to challenge real effort on the part of everyone.
Bagley finds the heart of the educational process in the direct
personal contact of the mind of the teacher with that of the
pupil. Teaching is to him a fine art even more complex and
difficult to practice adequately than that of the physician. He
looks, therefore, to the progressive upgrading of the teacher-
training institutions and particularly to the development within
these institutions of teacher-scholars whose consummate art in
teaching subject matter shall be contagious to students working
under them. Bagley expects the teacher-training institutions by
their manner of dealing with differing educational theories to act
as stabilizing forces within the profession. He pleads for more
general appreciation of the fact that there can be no “humble”
posts in teaching, and he urges the breakdown of the invidious
distinction between executive officers and teachers. As a safe
mode of progress in education he suggests that only experienced
teachers of proved stability shall try out new proposals. Educa-
tional research Bagley considers the basic method by which
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the organization and administration of the fundamental lan-
guage and measuring arts is gradually refined and simplified.

Estimate of Current Educational Practice—Bagley believes
that our schools have had a considerable share in the attain-
ment of present high levels of health, culture, and economic
efficiency, but he does not think that the schools are keeping
pace with developing disintegrative forces in our social life.
These uncontrolled tendencies have forced the schools into a
state of unstable equilibrium, so that there is widespread con-
fusion among educators as to fundamental aims, educational
programs are congested and inarticulate, and results are super-
ficial. Public education seems to be between two fires, on the
one hand that of a narrow and hard commercialism which would
grant niggardly financial support, and on the other that of a
mushy sentimentality which has no defense against the specter
of social disintegration.

Within the profession Bagley is impressed by the influence
wielded by that modern American phenomenon, the professor
of education. While this influence potentially is of great sig-
nificance, the effect up to the present time has been rather in
adding confusion and faddism to educational theory. It has
substantially hastened the acceptance, by teachers generally,
of a mechanistic psychology and an opportunistic philosophy.
It has given credence to the strange theory that education can
be entirely based upon spontaneous impulses. The notion that
the way to the freedom which education guarantees is through
the constant practice of freedom by pupils has given rise to the
many catch phrases used by the Progressive Movement. One
prominent effect of a mechanized psychology may be seen in
the prevalent emphasis in education upon the development of
highly specialized abilities, rather than upon capacities for
adaptation to the needs of modern life.

Specific weak points in the schools of today Bagley detects
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in the movement away from comprehensive examinations on
large units of subject matter, in the neglect of promotional ex-
aminations, in the introduction of elective programs, in the use
of mass averages on objective tests as standards, and in the
apparent substitution of an ingratiating charm on the teacher’s
part for a frank attempt to develop in pupils duty, self-control,
and good workmanship. Due mainly to the propaganda of in-
telligence testers, Bagley finds the schools still catering to the
superior child. Experimental schools, he points out, have been
everything but experimental in the way they have developed and
multiplied.

The Nature of Learning—In accordance with his rejection of
the mechanistic psychology, which tends to explain higher-order
functions in terms of lower-order activities, Bagley calls for re-
newed vigor in pursuit of the disciplinary ideal. He accepts the
biological continuum from the lower organisms up through man,
and he makes of it the basis for the emergence of distinct quali-
tative levels of mental activity. These he specifies as: specific
conditioning, universal in the lower animals but least important
in man; conceptual learning, which governs intellectual gen-
eralization in man; and highest of all, conscience, the funda-
mental determinant of moral conduct in man. In Bagley’s
opinion mental evolution is not yet complete. He suggests that,
if we are to educate adequately, a psychology is needed which
formulates laws in terms of the type of mental act which is
most significant, rather than a psychology which glibly assumes
that laws developed for processes of specific conditioning apply
with equal force to other mental processes. He suggests, sig-
nificantly, that results from recent investigations in the field
of brain-localization are likely to reopen the transfer of training
controversy, which all too prematurely was assumed to be
closed some years ago.

Bagley finds no reason for believing in the need of substantial



64 ANALYSIS OF VIEWPOINTS

revision of time-honored school procedures, involving external
constraint of pupils who are mastering a carefully selected and
arranged curriculum. He insists that freedom can be attained
only by continued mastery of abstract processes and by con-
stant broadening of the conceptual field. Externally imposed
discipline is a necessary means to freedom.

Reactions to Other Points of View.—Bagley has attempted a
formidable attack on those whom he calls determinists in edu-
cation. These determinists followed in the wake of the more
generalized use of intelligence tests. By emphasizing the in-
tellectual limitations of the masses they have had the effect of
casting a shadow across democratic hopes. Bagley feels that the
determinists have openly disregarded the possibility of insur-
ing social progress by environmental means.

While granting that the Progressive Movement has made
some positive contributions, Bagley points out that its whole
emphasis is definitely bad. At a time when social life called
for stalwart ideals the Progressives have sanctioned looseness.
Their notion that the changing conditions of social life call for
a shift in educational policies is mistaken. It is pure prejudice
which leads them to deny the value of disciplinary functions.
In almost deifying the felt needs of the learner they have encour-
aged children to play at the work of education. While in theory
they stress individual pupil effort, the effect in actual practice is
to cause the teacher to shoulder the whole burden of education.
Most serious is their denial of the efficacy of a systematic ar-
rangement of the school curriculum and of school procedure. The
much-touted lag between theory and practice which the Pro-
gressives decry, Bagley testifies to be altogether illusory. He
claims, for instance, that what a professor of education preaches
during a summer session is all too frequently attempted in prac-
tice when school opens.

Bagley is sympathetic to Morrison’s concept of mastery and
to Finney’s insistence on fundamental disciplinary ideals.
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ELLWOOD P. CUBBERLEY

General Viewpoint and Its Relation to Education.—Ellwood P.
Cubberley places his ultimate faith in the Christian religion
under whose tutelage our nation has derived its moral standards,
framed its laws, and mounted steadily to material prosperity.
In the changes and increasing complexities of modern society
he sees danger to our earlier and fundamental religious, moral,
social, political, and intellectual ideals. Our social progress may
be definitely checked by the presence in our midst of so large
a proportion of unassimilated immigrants. Our salvation de-
pends on the public school system. Cubberley feels that the
State must change its attitude towards public education from
the position of a passive taxing agent, statistician, and legis-
lator to that of an agency consciously active in the pro-
motion of its own well-being. The financial basis for an ex-
tensive educational program is guaranteed in our economic struc-
ture, although up to the present the actual material resources
have not been pooled in the interest of equalizing educational
opportunity throughout the nation. Since education is primarily
for the highest welfare of the State, the State must actually
determine what the schools offer. The problem is essentially
that of getting the masses of the population to see and to under-
stand what the intellectual classes know. This means the reduc-
tion of the elements of modern life to simple terms, meet for a
child’s understanding. It means the training of youth for useful
service in office, shop, and home, as well as for actual practice
in the fundamentals of political life. With universal literacy,
common usage of the English speech, thorough understanding
of our institutions, and an inspired enthusiasm for our ideals
by all, we will be well on the way towards the dreamed-for
emergence of a great American race. The increasing insistence
upon social efficiency as an aim has brought about a shift in
educational emphasis from mere fact-learning to functional ad-
justments so that the actual processes of schooling today have
become exceedingly complex.
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Nature of Practical Proposals.—In matters of general school ad-
ministration Cubberley points to business practice as a model.
The qualifications of school board members (whose function
is similar to that of the board of directors of a large corpora-
tion) are broad business experience, ability for action rather
than for discussion, self-confidence, courage, and tact, practice
in delegating the proper matters to qualified experts, and per-
severance in following out policies determined upon. He adds
that their efficiency would be greatly augmented by reading a
standard text on school administration. The superintendent like-
wise should be compared to the president of a corporation in
possessing wide powers, freedom of action, deep responsibilities,
and the unqualified support of the Board of Education. The
superintendent’s point of view should give character and tone
all along the line of school organization. His rdle is to think,
plan, direct, and lead. Supervisory officers and principals exe-
cute his plans and follow and support his lead. The school prin-
cipals outline methods of procedure for their teachers, opening
for the more reliable ones wider liberties and avenues of ex-
perimentation. Teachers propose problems to pupils and give
expert guidance in the actual solving of the problems proposed.
This guidance function of the teacher is the heart of the whole
educational process. Promotion of pupils to problems of the next
grade should depend on the combined judgment of the prin-
cipal and the teacher. The function of supervisors is, essentially,
to keep the whole teaching body at a high level of morale and
to break up lock-step tendencies so common in the routine of
teaching. Cubberley feels that the full benefits of the teaching
profession can be obtained only by keeping free from political
agitation and discontent such as has been evident from time
to time, especially among city elementary school teachers. He
looks forward to a broader professional training of teachers
in the future, one which will guarantee the development of sig-
nificant permanent interests in teachers, and one which will
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make the teacher genuinely an applied scientist as well as an
artist.

Cubberley lays great stress on the importance of the improve-
ment of rural and village education. Accepting the state as
the ultimate large administrative unit, he suggests a more wide-
spread adoption of the county as the administrative center about
which rural and village education should be organized. He finds
in the advances made by the better urban communities the
models for reorganization and redirection of rural and village
education.

Education must be recognized today as an applied science
based upon findings in more fundamental sciences. It is obvious
that the school must be the center of community life and that
such matters as differentiated instruction, flexible curricular
requirements, and the adaptation of individuals to a changing so-
cial and industrial world should be taken for granted.

Estimate of Current Educational Practice—In many of our
states Cubberley notes the lack of any clearly conceived, con-
structive, educational policy which contemplates the changes
made necessary by social developments now taking place. Ad-
ministrators unfortunately are not the great community, state,
and national leaders which in the future they must become.
There has been advance along many lines. In curriculum con-
tent, despite the nominal similarity of the school subjects of
today to those at the turn of the century, there has been a
veritable revolution. Too little study, however, has been made
of instructional results and not much effort has as yet gone into
the intensive study of local educational needs and of general
community problems in their educational bearings. Many of our
teachers maintain outworn educational philosophies despite
widespread acceptance of educational science. The prime tools
in the scientific organization of instruction have been the in-
telligence and educational tests, the broader and more significant
use of which has only just begun. We seem well on the way to-
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wards a national system of continuation school education, whose
fruits in better and more satisfied workers cannot but enhance
the national wealth and raise the level of citizenship. Our reform
schools have reéducated and reformed from 65 per cent to 75
per cent of the wrongdoers committed to them.

The Nature of Learning.—Education is conceived somewhat
after the model of industry. The schools are factories, the chil-
dren are raw materials, and the specifications for manufacture
are found in twentieth-century civilization. The rapid advance
of educational research, especially the development of measur-
ing techniques, guarantees the eventual standardization of teach-
ing procedures in type and amount. Specialized school machinery
and better teaching techniques are rapidly being developed.
Cubberley would not have too much emphasis on fixed state
courses of study, because subject matter content is not a matter
of as great importance as the type of teacher or the actual
conditions of instruction. The qualifications of a progressive
teacher are: the ability to organize a subject independent of
the text, the ability to keep the class interested and under con-
trol, the ability to ask the right questions in the right order, and
the ability to guide the thinking of the class to the proper con-
clusions. Such a teacher will give children as much freedom
within the paths laid down for the school as is practicable and
will choose wisely a variety of teaching methods.

The teaching function is made easier and disciplinary meas-
ures more intelligent by the recognition that human instincts
manifest themselves at rather definite times and in a rather
definite order. We must recognize the great importance of the
first six to eight years of life in establishing a controlling set
of right habits. The true fascination of teaching emerges in un-
derstanding that after these early years there is a right time
in the child’s life for emphasizing language, a right time for
music and art, a right time for developing skill in the use of
tools, a right time for developing insight into industrial relations,
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and a right time for stimulating hero worship and emotional en-
thusiasm for what is true and good and virtuous. There must be
recognition of the fact that large disciplinary transfer of learning
is not characteristic of the human mind. Cubberley indicates
the great importance of training in attention, especially that
kind of attention which requires an act of will to direct it to-
wards the natively distasteful.

The so-called drill subjects are basic and fundamental, be-
cause in them are locked the keys to the rich content of the
other subjects. Standardized intelligence and educational tests
make the teaching of all subjects more definite and at the same
time furnish to the public incontrovertible evidence of school
efficiency. It is probable that such outcomes of education, which
are as yet unmeasurable, are adequately cared for by assuring
pupil success in those which are definitely measurable.

Reactions to Other Points of View.—Historical perspective ap-
parently suggests to Cubberley that the so-called contentious
issues of modern educational theory are really all of one piece.
He finds that the tradition of formal memoriter learning, fitting
for the needs of the simple community of an earlier day, is
definitely losing ground to the developing tradition of an edu-
cation which comprehends the needs of today. He states for-
mally his belief that such studies as the Cardinal Principles
of Secondary Education' and Chapman and Counts’ Prin-
ciples of Education? together with the work of Dewey, give us
a thoroughly modern philosophy adequate to the work of the
school. Cubberley is sceptical, however, of any wide applica-
tion of the project method, because he feels that it may lead
to much waste of time and effort in subjects to which it is not
adapted. He suggests that project teaching is most advisedly
undertaken in English, science, agriculture and shopwork.

'U. S. Bureau of Education, Bulletin, 1918, No. 35.
*J. C. Chapman and G. S. Counts, Principles of Education (New York:
Houghton), 1924.
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THOMAS H. BRIGGS

General Viewpoint and Its Relation to Education.—Driven by
forces of disintegration which he beholds in present-day Ameri-
can civilization, Thomas H. Briggs makes himself the militant
spokesman of a democracy consciously perpetuating and pro-
moting and realizing its own superior ideals. The rapidly de-
clining influence of the home and of the church in public affairs,
the organized distortion of political idealism, the sinister effects
of criminal gangs, the obviously changing mores seem to Briggs
to constitute a clear challenge to every intelligent and responsi-
ble citizen who believes that the essentially American program
of life is better than any substitute suggested from either radi-
cal or reactionary quarters. Briggs points out that under the
necessities of the World War we achieved an integration in our
national life that may serve as an inspiration for a more per-
manent and a more constructive effort. Can we not do, in the
name of democracy, what Prussia did in the early nineteenth
century in the name of autocracy, namely, create a great State
whose leaders are in substantial agreement upon the ends to
be achieved? Need we doubt that, under the banner of demo-
cratic ideals and with the advantage of far more adequate
technical controls this desideratum is possible for us? Our main
reliance, of course, must be education, but before formulating
the plans for necessary educational reconstruction Briggs bids
us be clear as to basic principles. He proposes a national com-
mission, or a series of state commissions, permanently set up
and adequately remunerated, to study the facts of modern life,
to discern prime modern values against a popular check, to
suggest, and to conduct necessary experimentation, and finally,
to set up a comprehensive program for the public schools. Such
commissions should be composed of the best minds in social
and educational philosophy and of qualified experts from the
various fields of learning. Briggs calls attention to the efficient
organization within business, the exact way in which all the
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forces of business are integrated around the central purpose of
obtaining a return upon the original investment, and the special-
ized and heavily subsidized research that guarantees business
efficiency. Education also, according to Briggs, is big business—
the biggest business of the State. It must be made to return
dividends in keeping with the great investments made by the
State. The children of the nation, the raw materials of this
great business, are all good for something; let education make
out of each a self-supporting, country-loving, God-fearing citi-
zen. Let us upon the elementary level provide everywhere an
identical training in the fundamental knowledges and techniques
of citizenship. Let us articulate the various parts of the educa-
tional system so that its finished products shall be personalities
unified by common ideals, common attitudes, common preju-
dices. Let us really attempt that dangerous education which
leads youth to positive action and to profound feeling in regard
to important social, political, and economic matters. Only thus
can we hope to perpetuate and promote our form of society,
achieve more widespread economic comforts, and make possible
universal respect for common and statute law.

Nature of Practical Proposals—Briggs constantly emphasizes,
as the primary item in a reconstructed educational program,
the formulation of a definite, comprehensive, and pragmatic
philosophy which shall provide a criterion of the good life in a
democratic state. After this the most vital need is for educators
to agree upon the proper functions of the various parts of our
public-school organization and upon the most efficient means
for realizing the approved ends of teaching endeavor. Curricu-
lum-making is a task for full-time experts, since it involves the
constant gathering of subject-matter materials relevant to de-
sired ends, the arrangement of these materials into appropriate
courses, the adapting of courses to the age and ability of pupils,
as well as to economy of presentation, and constant administra-
tive revision as actual practice points out necessary modifica-
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tions and as new conditions develop. Curriculum makers need
to provide for the articulation of school activities with the out-
of-school life of children; they must know the conditions of
home study, and they must set the basic requirements in the
way of standards of accomplishment and of permanent modi-
fications of conduct in the direction of societal good. A large
amount of expert supervision must be provided in the carrying
out of the school program, both as a matter of stimulation to
teachers and as insurance against individualistic departures from
predetermined State plans. Since this is not possible in private
and parochial schools, they should no longer be tolerated. All
teachers should be required to know and to live the good, rich
life; they should not only be enthusiastic about the subject
matter which they teach but be capable of attracting the inter-
ests of their pupils to it; their constant aim should be to de-
velop each individual along the line of his capabilities towards
the utmost social utilization. Briggs does not contemplate any
early major departure from the traditional school pabulum of
the sciences, mathematics, languages, and social studies. He in-
sists, however, that all studies be redesigned on the basis of
pupil interest. The minimum essentials of learning as suggested
in the curricular program must, of course, be imparted at any
cost. As Briggs views minimum essentials, they are much more
a matter of emotionalized mores than of factual information.
Since the school cannot avoid the discussion of controversial
issues, instead of allowing each individual teacher to handle such
issues as he or she sees fit, the proper bias should be determined
upon in advance and made uniform for the whole school system.
Briggs believes it extremely important that all pupils be made
conscious of their indebtedness and obligations to the State in
virtue of the opportunities for education which it provides.
During the present emergency Briggs calls upon educators
cooperatively to initiate plans and policies of economy and
efficiency which, by their inherent reasonableness, may succeed
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in averting the evil of a panicky rush by public school officials
everywhere to cut school budgets indiscriminately.

Estimate of Current Educational Practice.—Briggs does not lack
appreciation for the very obvious improvements in the schools
of today over those of yesterday, but his criticisms, nevertheless,
are incisive and fundamental. Life itself has become too compli-
cated for the public to have noted the failure of education to
keep pace with the basic requirements of the State under the
changed conditions of modern civilization. The educational pro-
fession has failed to meet the challenge of a great opportunity.
Educators have acquiesced in our “congeries” of schools, they
have allowed themselves to become confused about goals, they
are thrilled mainly by the splendor of great school plants, and
they seem unaware of the degree to which the school is failing
in the topics which it actually attempts to teach. Briggs finds it
paradoxical that a democratic state should go on providing a
narrow academic type of education suited only to the compara-
tively few intellectually superior pupils, and that while pro-
viding amply the physical equipment for education the State
should have allowed persons of limited competence to write
the curriculum. Experts in buildings, in bond issues, and in the
intricacies of school administration seem to dominate the whole
profession of education. In the field of educational research
Briggs finds almost complete anarchy with consequent irrele-
vance of the numerous studies already made, and now in process,
to the obvious needs of the schools. An examination of the
youths who graduate from our schools, Briggs contends, would
show not only the lack of real social orientation, but also the
lack of any continuing liberal interests.

The Nature of Learning.—Insisting that human nature has
remained fundamentally constant despite the intellectual evo-
lution that education has brought about, Briggs looks to the
continued efficacy of time-honored methods of shaping the con-
duct of youth in the direction of the approved mores of society.
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Since the peculiar slants of temperament towards radicalism or
conservatism are set by nature, the schools must aim to render
these tendencies less extreme by building in each person habits
of action, habits of feeling, and habits of thought conducive to
the utmost welfare of society as a whole. Accordingly the se-
lected curricular content carefully provided in terms of modal
groups of the population should prescribe such systematic train-
ing in the application of facts and principles as will insure con-
tinued future availability of the desired subject matter, skills,
attitudes, and habits. Especially is education concerned with
proper emotionalization of the attitudes which it aims to set
up. The basic elementary-school training may proceed without
great concern about emotionalization, but in the high school
educators must recognize and deal consciously with the feelings
which inevitably infuse the attitudes of young people and
become the chief determinants of character. It is idle to proceed
on the basis of rational controls alone. The most we dare strive
toward is a series of functioning, emotionally-conditioned at-
titudes which are held tentatively enough to allow for some
degree of revision when conditions change. In dealing with the
facts and issues of life, it is impossible for teachers to be im-
partial, for by the very selecting, organizing, interpreting, and
applying of the facts they teach, the conclusions of the young
are directed along one line rather than another. Upon the
recognition of these things the schools must build consciously.

Briggs emphasizes the rdle of personal influence and example
in teaching, the use of precept, formal instruction, incidental
instruction, experience followed by satisfaction, and ritual as
permanently effective techniques.

Alongside a balanced and extended general education common
to all, Briggs would introduce gradually into the school pro-
gram forms of differentiated training determined upon the basis
of the interests, capacities, and aptitudes of individuals. The
test of successful education is found both in a homogeneous
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progressive society and in the variety and quality of permanent
interests which individuals possess.

Reactions to Other Points of View.—In looking over the scene
of general educational theory, Briggs discovers two main classes
of proposals. One is the figurative or rhetorical type which
frequently enough produces attractive statements of educational
aims but has no apparent effect on practice. The other attempts
to be practically directive, but its statements are so varied in
preconception and emphasis as to further confuse practice.
Among curriculum specialists he finds three main types: the
theorist with a complete program in which, however, the
philosophy is vague or one-sided; the subject-matter specialist
who contributes much in the way of detail, but whose vested
interest in his own line is all too evident; the educational
scientist who collects and tabulates practices, but is only too
frequently blinded by status quo assumptions.

Briggs suggests that Dewey’s How We Think should be more
generally recognized as a description of how thinking goes on
among the gifted intellects. He believes it exceedingly mislead-
ing if taken as descriptive of the thinking of the majority of

men.
ROSS L. FINNEY

General Viewpoint and Its Relation to Education.—According
to Ross L. Finney the all-pervasive changes in modern social
life are far from being fully comprehended as yet even by
intellectual leaders. Our industrial system has become a grossly
unbalanced affair run in the interest of a small oligarchy of
industrial, commercial, and financial investors, with resulting
low standards of living for the masses, an almost bankrupt
agriculture, and constant rumors of foreign wars. It would
seem that the very system of private ownership of land and
capital itself were doomed, if modern civilization is to be saved
from collapse. Despite modern technology and vast accumulated
stores of tested knowledge, the various problems of our in-
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dividual every day lives, and the broad problems of society are
still decided in traditional common-sense ways. Finney believes
the time ripe for educators and social scientists to meet the
challenge of the ideal society toward which evolution points.
Can we not all see this vision of a super-civilization wherein
applied science, ‘“machino-facture,” social codperation, and
democracy shall come into their own? It is within the power
of teachers to realize this ideal, if they will but take the helm
and hold the ship of state to a steady course. Society, however,
must be enlightened before it will place the seat of social control
permanently in an intellectual and moral aristocracy. Let the
outlines of an age in which culture reaches down deep enough
to humanize even the common man be outlined through
the creation of a new school fit for the modern age. It will be
possible to attain that solidarity basic to all great cultures only
by a universal program of instruction. This means, first, the
formulation of a set of beliefs consistent with the teachings
of science in every field of life, and then the insistent drilling
of these beliefs into youth until all alike are driven to the realiza-
tion of stable and permanent social ideals. True cultural
solidarity means the reduction of heterogeneity to such a point
that social institutions may operate efficiently. It also means
that the whole population has been nurtured upon common in-
tellectual resources, a common art, a common science, and a
common, therefore valid, set of beliefs.

Though as educators we may legitimately proceed to make
the children of the poor discontented with the squalor, in-
decencies, and privations amidst which they live, it is important
that until the emergence of a new consensus of public opinion
we ward off possible revolution by instilling into our pupils the
good, old-fashioned ideals of self-denial, honesty, frugality,
thoroughness, loyalty, chastity, obedience, and reverence. Could
but philosophy, in building upon the foundations of science,
clarify for us a great cause in which as benefactors of mankind
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we can fanatically believe, the deepest cravings of the human
heart, so frustrated today, might again be gloriously expressed.
Meanwhile Finney advises that the various agencies of social
control unite in defense of the existing order.

Nature of Practical Proposals—The modern developments
along scientific, industrial, and democratic lines suggest to Fin-
ney the need for a new philosophy of education. According to
his point of view, educators will increasingly need to be socio-
logical philosophers, for theirs is the function of running Society.
They will have to determine what the institutional forms and
relationships of the future shall be. Theirs is also the re-
sponsibility of providing Society with leaders trained in liberal
arts colleges open only to mental and moral superiors. In such
colleges Finney suggests that the constants and the electives
in the curricula be reversed from the arrangement common
today. He would have as constants the sciences, fine arts, and
the new humanities, and as electives mathematics, formal
English, and foreign languages. The training of educators
capable of a proper directive function in society would be in
marked contrast to the programs of colleges of education today.
These novitiates are to be well grounded in biology, geography,
anthropology, psychology, social psychology, economics, political
science, sociology, ethics, history, natural science, fine arts, and
philosophy. The colleges of education Finney conceives of as
the generators of a new spiritual life. Their subject-matter
disciplines must somehow provide the new religion of social
progress.

Finney proposes universal education throughout the adoles-
cent period. This would include an industrially articulated voca-
tional education for all supplementary to the basic citizenship
and cultural education. (He frankly recognizes that this may
make necessary free provision of school uniforms and noon
lunches.) The school curriculum must successfully impart the in-
formation necessary to proper functioning of social institutions
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under modern conditions. Social science courses would, among
other things, give the facts about the extent and causes of
poverty. History courses would reveal the panorama of human
evolution and social betterment in such a way that youth will
be led to feel closely allied with God in the realization of still
incomplete phases of evolution.

Finney calls for an emphasis upon the distributive aspects
of scholarship at least equal to that which in the past has
been put upon productive or research scholarship. In accordance
with his social beliefs he proposes that the wealth of the whole
nation be used in providing cultural opportunities for all in
equal measure.

Estimate of Current Educational Practice—Present educational
practice is characterized according to Finney by a number of
absurd deformities. There are evident in public school pro-
grams many hangovers from the past, many freakish novelties
of the present, and many serious omissions. Public opinion,
largely because of bad education, is unenlightened regarding
modern social conditions and requirements. The educational
system seems dominated by the competitive desire of each
person to rise out of his class even though this desideratum
is demonstrably impossible of attainment to any except the
most fortunate. In theoretic discussions the important reproduc-
tive function of education is not frankly recognized, and the
necessity for social homogeneity as a basis for the efficient
operation of social institutions seems completely lost sight of.
There is everywhere an exaltation of educational method, which
inadequately conceals the prevailing uncertainty as to aims and
the lack of proper standards by which to evaluate subject
matter. The education of educators is so over-balanced on the
technical side that educators as a class are, to a tragic extent,
uncultured and ignorant in matters about which they should
be capably informed. In the common schools the calculated
neglect of information-getting and the loudly-proclaimed stress
on problem solving constitute a virtual new scholasticism.
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Finney criticizes American vocational education as totally out
of harmony with the requirements of industry. He finds the
administration of liberal arts education dominated by the gradu-
ate schools to such an extent that there is little concern about
providing teachers who can convey a contagious enthusiasm
for their subject to students.

The Nature of Learning—Finney reads almost the whole
venture of human learning into the concept which he calls
passive mentation, by which he means the essentially unreflec-
tive absorption of ideas into the mind in the course of the
general processes of social life. These ideas are built gradually
into an apperceptive mass which lies below the threshold of
consciousness and functions in supplying the preconceptions
and the stereotypes that constantly influence our behavior in
unpremeditated ways. Finney would consider elementary edu-
cation, most of secondary education, and a large part of col-
lege education as systematic processes of social suggestion by
means of which the fundamentals of the social inheritance are
imparted to passive minds. The curriculum problem becomes
simply that of selecting subject matter relevant to modern life
and grading it according to stages of mental development. It is
artificial material, and on the elementary level a skillful teacher
will resort to devices which at best may make it seem interest-
ing to children. When this humbug fails there is no other
resort except to compel the child to learn his lessons,—ex-
cellent training, incidentally, for law-abiding citizenship. In-
creasingly after childhood, reasons for education should appear
obvious enough to render learning its own motivation.

The subject-matter of education consists of the best exist-
ing factual knowledge relating to social, economic, political,
and ethical problems. Method is the instrumentality for im-
parting these facts to youth. Everything else in education is
incidental to this subject-matter and the processes through
which it is imparted. The aim is to teach children how to act
and what to believe in all the typical experiences of life. This
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aim implies a large amount of forced feeding of the results of
expert thinking. The schools must, therefore, frequently resort
to memoriter methods and to systematic drill. The newer tech-
niques of education may be used efficaciously only with the
brighter children, for it is only the superior who may hope
really to understand the knowledge which all must accept.

The system of school discipline which Finney favors is one
as rigid and final as that employed in the army. Such a system
is absolutely necessary if teachers are to habitualize institutional
behavior in children before they begin to reason. It is necessary
because the years of formal schooling prepare for homogeneity
of thought on all socially important matters in adult life. It
is necessary again because the vast masses of the population
are biologically barred from contributory thinking and must
therefore be rendered conservative and orderly. Individual dif-
ferences of children are, to Finney, obstacles to be overcome in
the attainment of like objectives for all.

While awaiting the plans for fundamental educational re-
construction, Finney advises that practical public school leaders
continue to offer good stiff subject matter courses, logically ar-
ranged.

Reactions to Other Points of View.—Finney is concerned to
point out what he calls the misleading half-truths in Dewey.
He believes Dewey to have over-emphasized heavily the delib-
erative and conscious aspect of individual and social life. The
result of this over-emphasis has been neglect of the social in-
heritance and encouragement of an individualism dangerous
to modern civilization. A literal acceptance of Dewey’s state-
ment that education is life, not preparation for life, Finney
believes would mean reversion to savagery. Again, Finney finds
in Dewey a discounting of the passively absorptive mental
processes in social life and of the importance of the more posi-
tive controls which society exercises upon its members.

Finney blames modern soft pedagogy for the inefficiencies
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of our schools. He claims that the soft creed of life which the
Progressives have put forward is actually disintegrative of the
social fabric. Society today is in dire need of more authority
and control over individuals, despite the protestations of recent
educational cults. In the project method Finney sees the latest
representation of pedagogical faddishness.

I1. EpucaTors STRESSING THE ULTIMACY OF SCIENCE

The men whose points of view are presented in Part Two
are considered respectively as variants in the emphasis which
they place upon science as the sole guarantor of social progress.
Their work has been mainly in the enterprise of developing
a science of education. It is therefore not strange that they
should be somewhat unappreciative of broader speculations up-
on the past, present, or future. The order of presentation which
follows is that of increasing departure from an apparent belief
in the ultimacy of science.

CHARLES H. JUDD

General Viewpoint and Its Relation to Education—To Charles
H. Judd, the great fact in human evolution is the steady ac-
cumulation of language, science, and technical discovery in the
face of mounting social demands. This social inheritance is
in truth a new order of reality over and above the biological
inheritance which by itself prepares us only for the tooth and
claw existence of the jungle. Social solidarity and modern in-
dustrialism are the results of civilizational processes funded
in the social inheritance. The world which man faces today,
as a consequence, is one in which the active forces are far too
great for him to cope with personally. He can act effectively
only by means of the crystallized ideas which institutions are.
Modern society, therefore, imposes institutions upon individuals
and seeks to have everyone conform to social patterns of action
and thought. These institutions have today reached such a stage
in their progressive development, especially the methods and
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technological controls of science, that the most significant stages
of social evolution seem to be in the future and may be con-
sciously engineered by man. Ideally we can conceive of such an
eventual coalition between science and government that statutes
will be scientifically derived and substantiated, and there will
be such general understanding of a perfected human social
psychology that the results of group deliberation will prove
always to be the most satisfactory possible.

Our present adult society demonstrates the highest form of
organized adaptation that the world knows. The rules of conduct
accepted by all favor industry and conservation of property.
The struggles of today are social struggles for the possession
of the symbols of wealth. The desires of the masses of people
more readily find expression under American conditions of life
than under the more rigid régimes of the old world. Such facts
as the obvious changes going on in the business world and in
social conditions generally, the obnoxious presence of all types
of soothsayers, and the great gap existing between intelligent
leaders and the common man, sum up the challenge which
education must meet in furthering processes of socialization.
The school must give by the most economical methods pos-
sible a systematic view of the world together with mastery of
scientific principles of understanding and dealing with people
and things. In short it must provide a satisfactory social train-
ing of pupils in bringing their habits of action and thought into
conformity to racial norms and to group demands. It is no easy
matter to insert lessons aimed to bring respect for law and
economic stabilization in just the right manner and at just
the right place to be really effective. Education is not complete
until it embodies such understanding and control over common
devices as to release the individual from the pressure of par-
ticular situations.

Nature of Practical Proposals.—Judd’s call to educators is one
which urges them to avoid latter-day speculative vagaries about
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education, and to recognize the practical seriousness and com-
plexity of transmitting effectively our greatly enlarged social
inheritance. He urges the mobilization of opinion behind the
idea of establishing a responsible central body to promote the
interests of educational science. The function of such a body
would be to plan a scientific program of curriculum expansion
and of improvement in the methods of administering instruction
in the schools. Not only is it the duty of all administrators
and teachers constantly to examine critically their own practice,
but it is the duty of every school system to help in the discovery
and organization for effective presentation of social-science ma-
terials relevant to the larger objective of socialization. The final
answer to problems of time distribution within subjects, of
the proper mixture of recreation and study, of coeducation,
of the refinement of familiar teaching techniques, must be found
in careful psychological analyses and experimentation. Mean-
while, however, every school should be an experimental center
for concentrated attack on properly limited problems, the
principal and the teachers coGperatively carrying on the re-
search. Under this mode of familiarizing teachers with the
meaning and significance of educational research they will be
the more ready to receive experimental results from larger and
better equipped centers and to adapt their classroom procedures
accordingly.

All subjects and all activities in the program of the school
must contribute to the social training of pupils. Direct instruc-
tion in the meaning and value of American institutions should
be a definite part of every educational program. Actual cur-
ricular content should be chosen only upon the basis of real
knowledge regarding the responses it provokes in children and
the educational consequences of these responses. There is a
danger in over-simplification in the organization of materials
of instruction. The matter of drill in the accurate and dis-
criminating use of specific terminology as a means to clear
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thinking cannot be over-emphasized. The emotional life of chil-
dren is best dealt with by setting up right habits of response
and behavior incentives which will absorb pupil energy. The
school must not neglect training in aesthetic appreciation, but
any attempt to develop creative ability on a large scale is
bound to be wasteful of time and effort.

Judd expects great improvement in the training of teachers.
Accepting the fundamental hypothesis that good teachers are
made rather than born, he suggests a kind of apprentice train-
ing which will familiarize traineés with the educational system
as a whole. He desires them to be trained in the tradition of
systematic subjects and grades properly psychologized, how-
ever, into a natural course of study. Only by transmitting to
initiates valid doctrine and by avoiding speculative theories
can we hope for a progressively improved teaching personnel.

In planning for the large-scale adult education demanded in
the changing social life of today Judd suggests making a new
start and disregarding the familiar approaches of organized
formal education. Moved possibly by the raids of public officials
upon school budgets during the present depression Judd has
been urging a unified stand by educators upon the legitimacy
and necessity of educational extension. He sees a new social
order dawning and calls upon the profession to leave aside
petty matters and participate in the formulation of broad
national policies.

Estimate of Current Educational Practice—Judd heartily en-
dorses the American educational program and finds that on the
whole it has progressed with changing industrial and social
conditions in the modern world. The development of educa-
tional science, stimulated in large measure by school surveys,
testifies to the eagerness of the American people to determine
efficiency experimentally. Judd believes that the present move-
ment towards standardization of an educational program, made
possible by the common terminology that educational research
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has provided, is better arrived at through voluntary groups
of educators than by authority of the Federal government.
There are in a democracy, by its very nature, forces which are
not conducive to rapid scientific autonomy in education. The
tremendous sums of money appropriated for education are a
constant temptation to sinister forces in our social life to at-
tempt control. There are only niggardly appropriations in most
centers for research and there are far too few research workers.

In some educational research which is actually going on,
Judd finds evidence of slipshod control over the vernacular
and over simple arithmetic methods. He finds a decided over-
emphasis in the attention which has been given laws of learning
derived mainly from animal experimentation to the neglect of
studies of the kind of learning which takes place through hu-
man abstract mental processes.

As a consequence teachers lack the knowledge whereby to
tell the pupils best how to study. There is little appreciation of
the important general objective of leading pupils to see the value
of order and systematic arrangement in thinking, or of the
cultivation of general ideas of regularity and precision. While
there is a great deal of science teaching being done, it is largely
of a particularistic nature with little attention to generalization.
Textbooks used in schools are too frequently unreadable and
full of irrelevant and badly digested subject matter. On the whole
our educational procedures at all levels have been well-inten-
tioned and successful, but they will remain vague and fluctuating
in definition until they can be scientifically directed.

The Nature of Learning.—To Judd, man’s use of language, his
interest in books, his concern with abstract ideals like Justice,
set him off distinctly from the lower animals. Man is not to
be interpreted in terms of internal drives alone; he is surrounded
by the psychological environment of social institutions, which
at least in equal measure determine his conduct. So pervasive
is this social influence that it conditions even moments of ap-
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parently profoundly egoistic independence. Children come into
the world bundles of unorganized tendencies, from which state
of complete social incompetence they can be rescued only after
long and tedious guidance whereby fixed habits are set up. This
process cannot be sharply divided into a period of childhood
preparation and adult realization, because the modern” world
demands rather a continuous adjustment and adaptation over
the whole period of life.

In the evolution of teaching procedures there has emerged
a solid body of principles, information, and techniques which
today by means of research is being rapidly validated and ex-
tended. The tradition of distinct school subjects and their proper
grade placement has resulted from the characteristics of pupils’
minds as found by teachers in their efforts to organize instruc-
tion. A pupil is a collection of selves, so that it is in no way a
violation of the law of nature to teach subjects as such. Judd
conceives of a curriculum so systematically planned and so scien-
tifically arranged that its administration will bring keen satis-
faction to teachers and pupils. Only by such pre-arrangement
of every item can the school properly direct the mental activities
of pupils into advantageous channels and inform them best how
to act and think in their efforts to control their physical and
social environment. Beginning in the first grade by means of
such civilizational tools as the alphabet, the printed page, Arabic
numerals, the school schedule, property right, and punctuality,
the teacher introduces the child to skilful ways of analyzing
the world. School subjects are the reflection of this analytic
stage of the child’s growth and by means of the generalizations
which grow out of all proper subject teaching he will in due
time achieve a synthesis of understanding and orientation in
life. Under the best teaching conditions, where the individuals
in the class are of closely similar intellectual calibre, the teacher
responds sympathetically to the difficulties of his pupils, and
guides and directs their mental processes to the proper goals.
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Since attitude is as important as subject matter, it is the busi-
ness of class management to establish social decorum and to
cultivate emotional conditions favorable to study. The rigidly
coherent thinking required by well organized school subjects is
so important that we must learn properly to discount the fact
that the rewards of class work are difficult and hard to keep in
mind.
Reactions to Other Points of View.—Judd believes in exercising
restraint in regard to the public use of personal experience
and of personal insight in dealing with important educational
matters. He sees his own function in contrast to the prevailing
mode, therefore, as that of urging a program of scientific attack
upon the crucial issues of education. It is from such a point
of view that he finds himself in clear opposition to all educa-
tional procedures based upon a specific item psychology. He be-
lieves that such an atomistic psychology is based upon inadequate
data and will eventually be relegated to the scrap heap of
hasty and invalid inferences. To speak of language as a mere re-
action, of art as the expression of surplus energy, and to omit
entirely specific reference to such a potent influence on men’s
behavior as money, is to leave open vast areas for further psy-
chological analysis.

In the modern Progressive Movement in education, Judd finds
a group of cult worshippers who have clearly lost the balancing
influences of history and psychology. That strange entity which
they so worshipfully set up as a standard, the whole child, is
but an empty verbalism, nowhere actually to be found. A little
appeal to the sound sense of experience quickly dispels their
naive notion that the school exists merely as an opportunity for
the child to mature naturally. The criticisms of the present cur-
riculum made by Progressives would seem to imply the abandon-
ment of all intellectual life. While undoubtedly there will be
recurrent proposals to displace language and number from their
central position in the curriculum and to put in their stead
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something called activities, Judd is of the firm faith that these
attempts will prove ineffectual and futile.

DAVID SNEDDEN

General Viewpoint and Its Relation to Education—Without
committing himself to any objectives as ultimately valid
Snedden believes it conducive to practical progress if commonly
accepted values like truthfulness, honesty, gentility, industrious-
ness, loyalty, and patriotism be accepted as desirable. He speaks
of the variety of dynamic faiths in purposed progress which the
American people have demonstrated in the creation of new
types of religion, new regions for population settlement, new
commonwealths, and gigantic corporations. Thus today we are
the wealthiest of nations, our masses have most leisure, our edu-
cation is most widespread, and our presses publish the most
printed materials. A culture at once fine and democratic which
has grown up indigenously and not as an offshoot of older cul-
tural traditions seems possible of realization. Collective social
action has been growing upon us, and although American cor-
porateness has been due mainly to coGperative non-political and
private effort, it seems to spring from the same roots as the
political corporateness of post-war Italy and Russia. Modern
civilization through applied science has become dependent up-
on the smooth-running operation of an almost infinite scope
of codperations and perfected divisions of labor. The progres-
sive decay of the small regional community is written in the
course of events and already largely accomplished in actual
fact. Such almost revolutionary changes from the status of an
earlier day are absorbed without great social upheaval because
they have been, in essence, extensions and simplifications of
ago-old tendencies, the effect of the enlargement of customary
tools. Captains of industry, college presidents, and political re-
formers have used mechanization and standardization of process
and regimentation of personnel so effectively that today we
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are able to take somewhat of a respite and inquire seriously into
the humane aspects of corporate life. Technique, in other words,.
has been so perfected that actual measures may now be taken
towards realization of the greatest good of the greatest number.
The specific tasks involved in the refinement of government,
proper provisions for the national defence, planning universal
education, and preventing men from falling into evil ways, along
with innumerable others, are today capable of being outlined.
Education is no exception to the aspects of life which have
become corporately organized. It may be freely admitted that,
in the large-scale zeal for efficiency in public school organiza-
tion, some of the results have seemed unduly harsh. Science
may be fully trusted to bring about an amelioration. It is, how-
ever, futile to talk about education generally. Sociology breaks
up this generality by sorting out the specific sckool educational
processes from the broad educative effects of living. Schools may
be defined as agencies used by individuals, organized groups, or
the State for the transmission of valuable heritages, or for the
production of specific types of trained individuals needed in
various aspects of the corporate life. It is preferable, therefore,
to center thinking about “educations,” rather than about “edu-
cation,” for thereby we are forced into the very relevant and
the very practical matter of pointing out the specific educational
goods desired. Science is the basic tool for arriving at the objec-
tives, for outlining the machinery of realizing them, and for
judging the adequacy of the differentiated products of the many
types of educations so attempted. In dealing with social and
educational matters we are driven constantly to break up large
concepts into their specific meanings for associated life now and
in the immediate future. We are led to inquire into the kinds and
the relative adequate amounts of democracy. We recognize not
masses of people to be educated but discrete type groups with
specific needs, such as the rank and file of office workers enjoy-
ing cultural values of questionable worth. We find that an in-
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dividual has several careers, each involving distinct types of
educations. Thus we are on the way to define the functions of
schooling.

The Nature of Practical Proposals—Snedden lays greatest
stress upon the necessity for outlining a science of educational
objectives. Such a science fully worked out would consist of a
very elaborate series of lists of validated and balanced specifica-
tions for school educations. It would begin with as objectively
determined a scale of social values as it is possible to achieve
within a reasonable time limit by the various techniques of
sociological science. From this could be derived similarly rea-
sonably attainable educational values which in turn would yield
particular school objectives. At this point educational science
steps in to translate school objectives into specifications of ap-
propriate amounts and kinds of subjects. Since it is impossible
today for an individual in learning to encompass the whole of
the social inheritance, such school objectives must be chosen
as will conduce to collective well-being. The primary aim here
must be to secure in habit the best of the social inheritance.
The actual specifications, curricular elements or courses should,
of course, be differentiated according to the intellectual capaci-
ties and the specific talents or defects of learners. It should be
clearly indicated which curricular elements can be learned natu-
ralistically, or with relative ease, and which are learned only
with great difficulty. A large part of the learnings which fit for
the various aspects of adult life can be acquired only upon a
deferred value basis. Educational science would determine
adequacy of learning in terms of demonstrated performance
powers in courses basic to the exigencies of habitual producing
activities on the one hand, and demonstrated capacities for
superior utilization in courses basic to habitual consuming ac-
tivities on the other. Scientifically derived programs of school
learning, in addition to contributing demonstrably to the several
aspects of collective and individual welfare, must be well-ad-
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ministered, must remedy clearly apparent educational shortages
and must in no way be repetitious of learnings administered
through other agencies than the school.

Snedden looks for no change beyond gradual scientific refine-
ment of the nature and method of educational control as exer-
cised today. He finds adequate and efficient the present division
of professional educational workers into two groups, the few
highly trained administrators, engineers, and executives who
lay down fundamentals of policy and furnish the specifications
for its realization, and the many with less training who must
work in accordance with specifications provided them.

He calls for the abandonment of present schemes of vocational
and prevocational training because of their failure to recognize
the nature of vocational specialization today. In 95 per cent of
today’s vocations he would not begin specific preparation before
the ages of 18 to 22. On the other hand he emphasizes the neces-
sity of beginning as early as possible the training in wider and
deeper utilization (including cultural) powers.

Estimate of Current Educational Practice—American educa-
tion is fortunately controlled through no one agency; neither
educational, political, religious, parental, nor economic leaders
monopolize the formulation of its general policies. Because of
sentiments derived from democracy and from Christianity,
Utopian hopes for the possibilities of education have been in-
fluential essentially in establishing uniform standards of achieve-
ment which ill comport with the facts about individual differ-
ences. Actually there has been little connection of educational
aims with the people in whom the aims most need to be made
effective. Unfortunately among educators there has been either
disparagement or complete neglect of the contributions which
non-school agencies make to basic educational objectives. They
have been content to take the apparent functioning of the
schools for the reality of the whole gamut of educative under-
takings.
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The many criticisms of school practice which emerge from
meetings of professional educators and which fill the pages of a
host of educational journals are a quite natural pre-scientific
phenomenon. In every calling the methods of debate give way
as science is more fully incorporated. We are approaching edu-
cational science in a few fields, but in such important matters
as the careful estimation of the capacities of human beings at
various ages and the determination of effective means and
methods of reaching educational objectives among properly
differentiated groups, our efforts are largely arbitrary. Special-
ists in subject matter dictate curriculum construction in far too
many instances. Old methods are retained and new methods
introduced in completely haphazard fashion, since no reliable
criteria exist by which to determine true values. The gap be-
tween social needs and school achievement is nowhere larger
than in civic education. Our elementary curriculum is crowded
with badly assorted and poorly codrdinated objectives, many
of which are highly speculative. Our high school education
which is not openly vocational in aim, seems clearly to defeat
the cultural needs of students of average and less than average
mentality.

The Nature of Learning—To Snedden the meaning of educa-
tion lies in the situation where those who arrange the social and
physical environment do so in the interest of the learning of
certain things rather than certain other things. The source of all
learnings is in the racial inheritance, now too vast to be encom-
passed even in small degree by the best of minds. Persons in
control of school practices must therefore make choices in terms
of most necessary knowledges, attitudes, habits, and ideals to
be learned. In order to avoid sentimental vagueness such choices
should be made specifically for discrete and homogeneous case
types of pupils. The actual curricula must be worked out in
great detail, courses enumerated and course elements such as
lessons, chapters, topics, themes, or even smaller entities which
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science shall specify as learning units, explicitly stated. The
perennial problem of whether the teacher shall teach the child
or the subject, science dissolves by putting the emphasis on
measuring subject matter mastery in terms of the relevantly
altered behavior of the pupil. In fields like medicine, for in-
stance, educational scientists proceed to make over strategic
health findings into courses capable of being taught to children
between the ages of 6 to 12 years.

Specifications for educations are not ready for classroom use
unless psychological analysis has indicated clearly which can be
learned developmentally, or in the play spirit, and which re-
quire the discipline of pure work. Increasingly, of course, mod-
ern needs depart further and further from what may be called
natural inclinations, and consequently proper preparation must
be largely through the contagion of the social environment or
by appreciation of deferred values. The learnings undertaken
during early childhood, say before the age of nine, should be
almost entirely of a developmental nature. Increasingly there-
after it should be plain, even to the pupil himself, that learning
acquisitions must be of the deferred type. The educational needs
of the child are those which wise and sympathetic parents, re-
ligious leaders, physicians, and educators perceive as indicative
of what the future will require.

Snedden looks with favor upon a general social policy (to
which, of course, educational science would largely contribute)
of locating as early as possible the highest potential talent repre-
sented among individuals and deliberately making such talent
the source of future creative leaders in all fields of constructive
endeavor.

Reactions to Other Points of View.—There is much fair game
for Snedden in current educational theories. The doctrines of
those who preach the free school are his favorite targets. Their
attempt to replace the existing curricula with activity programs
seems anarchic to him and a plain abandonment of social pur-
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pose in education. He cannot find in their large and constant
emphasis on growth any indications of concern for the direction
which growth may take. The plea that the school should aban-
don any attempt to prepare children for the amenities of adult
life flies in the face of all the practical educational experiences
of the ages past. It is absurd to counter that in day to day liv-
ing young people will show interest in evolving standards be-
yond those catering to the gratification of egoistic desires.
Phrases like the “needs of the child” and “personality develop-
ment” are worse than useless when it comes to doing the actual
specific tasks of education. To speak of education as the supreme
art and to hope wishfully that the social order must inevitably
be democratized through the use of particular school techniques
is to demonstrate extraordinary innocence of the scope and
complexity of fundamental forces at work in modern life.

Snedden finds Dewey to be so deeply concerned with matters
of educational method that he does not recognize the impor-
tance of careful selective treatment of the social inheritance. He
believes that Kilpatrick is manifesting defeatism by emphasizing
in his general thought the “unknown future.” Snedden would
insist that there never has been a time when the controls by
which the future may be ordered have been so numerous and
so ready-to-hand. The demand made in some quarters for cur-
riculum construction by the local community, in so far as it is
a demand for adaptation of means to local conditions, is legiti-
mate, but in so far as ends are concerned it reverses the proper
emphasis. Snedden believes it folly to assume that individual
teachers can adapt subject matter to the needs of individuals;
only trained educational scientists specialized to such a task
can accomplish it.

Snedden has his serious doubts about all the modern efforts to
enrich the child’s experience in school and out. Fuller sciences
of physiology, psychology, and sociology may some day startle
us by tracing actual deleterious effects of intended Progressive
benevolence to children.
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EDWARD L. THORNDIKE

General Viewpoint and Its Relation to Education.—Edward L.
Thorndike’s deep understanding of the psychological structure
of man and of the laws governing modification of that struc-
ture, makes him virtually gasp at the ruthless assurance with
which modern industry and trade have built up their hierarchies
of human interrelationships. The scientist guided by the insights
of ethics and religion and working for the welfare of the future
must be increasingly relied upon if the intricacies and passions
of human nature are to be securely adjusted to the require-
ments of modern life. Human nature is not realized in the full-
est sense unless learning is going on. Never in history has there
been such a challenge to the resources of human learning ca-
pacity as today. Because America is committed to democracy,
individual self-realization must be attained through such ad-
justment within the fields of physical work, economic affairs,
social and civic life as will yield the utmost good to society as
a whole. Thus education becomes the central strategy of the
modern age, for it is only an informed public which can direct
changes in its own interest. We must comprehensively plan a
system of schooling which shall at once combine the essential
learnings that productive labor in its various aspects affords
with wise recreational functions and with the more stringent re-
quirements of the higher life. This schooling must extend
throughout life and be as fruitfully complete at various age
levels as is consistent with the adult obligations of each indi-
vidual to lead a serviceable career. Only so can the deadly
dichotomy of monotonous labor and unregulated leisure be
avoided in society. The school must work in close articulation
with other institutions if its influence is to be felt in reducing
the sum total of error, injustice, misery, and ignorance. The
type and extent of learning needed by all classes of the popula-
tion must be determined with exactitude in order that every
individual shall be happily adjusted to the type of service that
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he is best able to render. It is obvious that the resources of
higher education must be devoted to the education of the gifted
in order that there shall be no dearth of leaders to occupy the
strategic rdles in the social order.

Thorndike defines the science of education, already func-
tioning in notable ways despite its very recent origin, as the
discovery of the most satisfactory adjustments of individuals
to the actual physical and social environment. The art of edu-
cation, he holds, is the successful manipulation of human be-
ings towards such satisfactory adjustments.

Nature of Practical Proposals.—Thorndike calls upon the
school to broaden its scope by studying the vocational interests
and abilities of pupils, by influencing the attitudes of pupils
towards work and wealth, and by noting the conditions and
present trends of our economic order. He suggests that funda-
mental improvements in education can be brought about
through more analytic and open-minded thinking upon present
problems, through more careful checking upon the results of
present procedures, through deliberate experimentation on a
broader scale, and through the development of more rational
ideas about human ideals and how they may be made to func-
tion. These avenues of improvement define educational research
and represent in essense the extension and improvement of ob-
servation and the discovery of more facts and better methods,
upon the basis of which administrators and teachers may ade-
quately test out their theories. The scientific study of the cur-
riculum, for instance, would involve the amassing of data about
what should be learned, about what use learners are to make
of what is to be learned, and about how they are to learn it.
Every subject and every method must be appraised in terms
of the degree to which it contributes improvement in funda-
mental adjustments of human beings to increased bodily and
mental health, and to greater recreational, ethical, and intellectu-
al resources. We have great need for experimental evidence in re-
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gard to the difficulty of learning various elements of knowledge,
skill, and attitude. The present apparent anarchy and the laissez
faire tendency in the field of educational method can be dis-
persed only by means of careful appraisal and measurement of
the effects of all methods and the consequent careful selection
thus made possible.

Thorndike’s greatest emphasis is placed upon the need for
better techniques of objective measurement in all fields. He be-
lieves that the effective realization of the aims of education
waits upon the further development of the measurement move-
ment. Everything that is worth while must be more adequately
known and more validly measured. The stamp of expert certifi-
cation upon ideal values and upon the methods used in making
ideals effective in the lives of more and more people, Thorndike
believes an enhancement of the values themselves.

Self-activity to Thorndike is not a method; it is the end of
all method. He wishes, accordingly, the adjustment of instruc-
tion to the needs of individuals in such measure as class organi-
zation allows. He believes that the school should provide ave-
nues of endeavor other than the purely intellectual, and that it
should develop proper respect for intellectual effort in all peo-
ple. The project method is most fruitful when used in combina-
tion with direct learning, with systematic study, and with the
development of subject matter through discussion, demonstra-
tion, and experimentation. Interest as a fundamental criterion is
best applied by leading the child into studies and activities
previously determined by science to be interesting. Beginning in
the high school, Thorndike would attempt to bridge the gap
between an over-academic schooling and an under-intellectualized
living by the inclusion of productive labor in the educational
program,

Estimate of Current Educational Practice—Thorndike finds

that education, like other related fields, is retarded by the unde-
veloped state of the science of human nature. Current theories
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about the school, recreation, and the higher life are blurred by
the planlessness of present social life and by prevailing attitudes
of abasement of labor. Educators have bent all of their efforts
towards raising the age limit of compulsory education without
regard to the educational implications of adult life. Despite
theoretic agreement that indoctrination should be avoided,
teachers in the primary and secondary school lack leisure to
cultivate broad personal viewpoints, with the consequence that
indoctrination in traditional religion, morality, politics, and
social science tends actually to take place. In addition, the pres-
ent system of schooling nearly everywhere represents an over-
emphasis of the intellectual, contributes to uniformity of meth-
od and result, has constant recourse to memoriter practices,
prescribed duties, and prescribed textbooks, and emphasizes
conformity of thought. It neglects to develop habits of inde-
pendence and of intelligent self-appraisal, and it fails to provide
the necessary skills in learning, studying, and planning. The high
school is still far from making proper provision for the experi-
ences and the instruction necessary as the basis for a good
general education. On the whole our expectations from the
school in the way of rationality, morality, and high recreational
standards tend to be too hopeful and unduly dependent upon
verbal exhortations.

Such investigations as have been made on the utilization of
school learning have indicated that relatively few of the facts
and principles learned in school are used in later life. However,
these findings must be interpreted in the light of present inade-
quate wants and not as showing that subject matter content
should be unduly restricted. Thorndike finds some evidence that
teachers are beginning to appreciate the fact that an educational
test or scale is an objective measuring rod only, and that the
use made of such an instrument is a matter of intelligent dis-
crimination.

The Nature of Learning—In Thorndike’s estimation man is
placed at the culmination of the animal evolutionary series.
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Man is a more perfect and a more delicate animal than the rest,
but he is an animal and not a demi-god. Learning is reacting to
situations with which the organism is confronted. All mental life
is constituted of connections between situations and responses
of varying degrees of complexity. Progress in learning may be
indicated by the selection and organization into the behavior
system of those reactions which bring satisfaction. Learning is
present in the strengthening and weakening of stimulus-response
connections already made, in building new responses, and in
changed sensitivity to situations. All learning involves changes in
the whole character of the organism to some degree. The appar-
ent qualitative advantages in man’s mental life, such as the
processes involved in his idealistic philosophizing and his logical-
ly exact reasoning, are in truth due to quantitative differences
in the number, range, depth, and complexity of stimulus-re-
sponse connections. An inventory of any man’s mind which
listed all of these connections would provide the data for de-
termining what he would think and do, what would prove satis-
fying and what annoying to him in every conceivable situation.
Nor would there be over and above such an inventory any un-
accounted for aspects of mental life or behavior.

The task of education is to take the original nature of man,
so extremely active and so readily apt in learning, and by means
of proper techniques which science will supply, to disrupt the
vicious aspects and supply useful additions. In other words, edu-
cation should change original man in such a way that his wants
are made amenable to the conditions of humane and rational
living. The teacher’s function becomes cognate with assuring a
depth of motivation on the part of pupils sufficient to sustain
them in whole-hearted activity. He must manage the constantly
changing situations which confront him in his capacity as a
teacher astutely enough to secure and render satisfying the de-
sired response. Such principles as those of the necessary be-
longingness, acceptability, repetition, and identifiability of the
situation, the repetition of a connection, the satisfyingness or
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annoyingness consequent to response, and the availability of
the response, are basic to every effort of the teacher. He must,
for instance, provide for careful identification of that about
which facts are to be learned; he must recognize that mere repe-
tition of a connection is futile; he must understand that satis-
faction is usually far more directly efficacious than annoyance in
promoting learning. He must recognize that the learner is the
central point of reference in all learning and not the external
situations by which the learner is surrounded. He must realize
that in order to cultivate desirable reactions to real life situa-
tions, the school must be as lifelike as possible. School subjects
are to be looked upon as dissociations of various aspects, rela-
tions, and abstract qualities from the total complexity of events.
Since interest is the token of whole-hearted response, all subjects
and activities should be interesting. By proper selection of ex-
periences and skilful direction of the learning process, the
teacher can guarantee the identification of common elements in
various situations and so provide for the utmost transfer. Thorn-
dike suggests that more reliable educational results will be ob-
tained by the objective measurement of primary learnings than
by well-meaning attempts to judge concomitant effects.

Reactions to Other Points of View.—The phrase “education is
life” Thorndike reports as validated in large measure by results
obtained through educating children in accordance with rather
than in opposition to their wants. In much of the current empha-
sis upon growth by means of continuous reorganization of ex-
perience, he misses, however, any clear pronouncement upon the
importance of considering the various directions which growth
may take. His own carefully devised, recent experimentations on
human learning are pointed to as rendering more doubtful than
ever the educational value of mere experience as such. Indi-
vidual perfection is inadequate as the aim of education, because
it so obviously neglects to provide for the social duties and
responsibilities of individuals in the closely-knit, interdependent
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society of today. Thorndike points out that the child’s interest
is not an absolutely reliable guide in the choice of subjects to
be studied, and he believes it essential that teachers influence
pupils away from slavish following of interest. The project
method which stresses the immediate usefulness of knowledge,
if used exclusively, would leave pupils seriously deficient in
breadth and thoroughness of understanding. Thorndike accuses
many educational writers of lacking skill and knowledge in edu-
cational science. He reads into what he calls the vitalistic ap-
proach to learning a plain abandonment of science in the inter-
est of the unpredictable and uncontrollable aspects of life.

ERNEST HORN

General Viewpoint and Its Relation to Education.—Ernest Horn
seems willing to abide by whatever principles sociological tech-
niques of analysis may yield when directed upon the extremely
complex social life of today. He believes that this analysis will
point out what are the most important, the most universal, the
most permanent values of life. With ideal values established it
will be possible to plan an educational program in terms of
them. The further research needed to make the educational pro-
gram fully adequate lies in an analysis of the situations which
children confront at various stages in their development. Such
essentially psychological analysis provides the framework
around which detailed educational procedures may be con-
structed. In the light of the determined permanent values or
goals each specific aspect of childhood activity becomes intel-
ligible in terms of what it leads to, and any activity may, there-
fore, be wisely promoted or discouraged. Horn contends that
between the pervasive activities of adults and the developing
interests of children there is no dichotomy but much overlap-
ping and constant interplay. Building upon this principle the
school may safely proceed to match all important groups of life
values with corresponding items of instruction toward the end
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of assuring that children shall be directly and efficiently fitted
for the important activities of life. Social shortages (one exam-
ple of which is the current widespread disrespect for the property
of others) are open challenges to remedial measures to be under-
taken by the school. Individual freedom so constantly and fruit-
lessly debated as a social issue will be made clear only by re-
sorting to principles basic to associated life. Freedom in the
school is exactly the same problem and may be met in exactly
the same way. Horn sums up the work of the school in terms of
the legitimate expectations of children. A child has the right to
expect that the school will provide enrichment of the present
and preparation for the future. A child has the right to expect
that the school will be more concerned about him than about
its own formal organization. A child has the right to expect that
he shall be given some measure of freedom to progress at his
own rate in the work of the school. A child has the right to
expect that sympathetic and skilful teaching service shall be
rendered him individually in accordance with his needs.

Nature of Practical Proposals—1It is Horn’s contention that
because of the lack of any adequate scientific analysis of the
values of life, the time is not ripe for setting up, even in an
experimental way, a school radically different from the school
of the present. He believes, however, that the thinking of at
least a small group of qualified educators should be moving in
the direction of a curricular organization upon a different basis
than that of the ordinary school subjects. It is an exceedingly
difficult task to think solely in terms of the needs and oppor-
tunities of life, on the one hand, and of the requirements of
learning on the other. There are involved the creation of new
materials of learning, new types of school equipment, the solu-
tion of many intricate problems of educational research, and
the careful training of teachers along new pathways of method.
Only as these undertakings are in their final stages may children
justly be subjected to radical educational programs.
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Meanwhile we are obligated by matters of practical expedi-
ency and by the very weight of a vast machinery of education
constructed after the traditional pattern, to give our chief at-
tention and effort to reforms within the bounds of the present
curriculum. We can enrich the content of school subjects, we
can reorganize subjects, we can promote interrelations between
subjects in the interest of influencing positively, and in larger
degree than at present, the life of the child in his out-of-school
affairs. In all such reforms Horn believes we should be thinking
in terms of what is practicable on a large scale in public schools.
As specific proposals for the greater efficiency of the subject
curriculum, Horn suggests constant study of the functioning of
particular subjects in life outside the school, the clearer defini-
tion of what knowledges, abilities, skills, attitudes, and appre-
ciations are needed to fulfill the functions of life, the determina-
tion of proper grade placement of subject materials, the
organizing of more valid methods of teaching, and the develop-
ment of measurement devices and techniques corresponding to
each type and unit of instruction.

Horn’s conception of a good school is one in which there is
continuity of point of view, subject matter, and method. He
would advocate an administration as simple as possible and
shared in by pupils without, however, the usual elaborate tech-
nical apparatus of pupil government. Programs should be freer
than at present and there should be a larger amount of unas-
signed time so that opportunities for educative activities out-
side the school walls may be fully realized. The essence of good
teaching and of educative method is in a continuing friendly,
social attitude between teacher and pupil. Horn finds in enrich-
ment and stimulation the answer to the problem of educating
the less gifted as well as the average and superior. The skilful
use of diagnostic testing and remedial teaching in dealing with
the subjects of the curriculum makes out of education a science
as well as an art.
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Estimate of Current Educational Practice—The permanent and
positive effects which emerge from the last three decades of ad-
vance in educational science and philosophy have been mainly
directed toward the elementary school, according to Horn. He
finds high school and college teaching largely unaffected by
these advances. Defects in existing courses of study are due
mainly to unreasoned increase in the number of subjects and
failure to interrelate the elements in the program of subjects,
with the result that children’s efforts are dispersed rather than
concentrated. School programs carefully worked out in advance
are frequently ineffective because of administrative policies
which seem not cognizant of the facts and principles of child
psychology. Though the schools are charged with being over-
formal, this condition is not due to over-emphasis upon the
fundamental tools of language and number, but to the failure
to relate what is taught to the actual needs of child and adult
life. Formalism, therefore, is as readily found in content subjects
as in the three R’s.

Schools which have attempted to advance considerably be-
yond the subject or grade conception of education have, on the
whole, been less effective with their students than have the bet-
ter public schools where radical experimentation is virtually im-
possible. The more radical schools usually fail to lay proper
stress upon prime social and educational values. They provide
little opportunity, as a rule, for pupils to learn that degree of
self-control and that acceptance of responsibility which best
conduces to codperative learning.

The Nature of Learning—As has already been pointed out,
Horn rests his case for an education which will prepare the
young for the responsibilities of adult society upon what he
calls an overlap between the interests and activities of adults
and those of children. The school comes in to add the refine-
ments of psychological analysis to matters of administration and
teaching method and also to add the refinements of sociological
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analysis to the determination of curriculum content. The tri-
umph of educational science is in a combination of these two
techniques which will yield to the growing generation the op-
timum development of lasting interests and of right attitudes
towards learning and toward life.

On the one hand there is the curriculum, consisting of scien-
tifically determined values which it is the school’s function to
teach, and on the other a body of facts and principles regarding
childhood development. Between the two there is working the
cohesive principle of mutual interaction of interests and func-
tions. The curricular content by itself is no guide to method
and if depended upon yields only a barren formalism. Nor are
children’s interests by themselves safe guides to permanent
racial values, for they can yield only an anarchy of ends. Build-
ing upon the assumption that there is no conflict between these
two aspects of the educational problem, we may conceive a
school which realizes all the constructive possibilities of free-
dom and at the same time is a model of scientific systematiza-
tion.

Detailed analysis of child development indicates not only the
constructive interests which appear at successive age levels, but
it also demonstrates the extreme variability of performance
which is to be expected at different times in the same individual.
Pupils can be led to see the necessity of drill and memorization
when curricular content is vitally functional. They should be
encouraged to share with the teacher in planning and apprais-
ing lessons, in working freely under their own initiative and
responsibility, and in helpful coiperation with others on group
problems. The general principle for instructional organization
should be that of so scheduling the learning of curricular values
that lessons or other activities have an immediate as well as a
future functional reference.

Reactions to Other Points of View.—Horn is not particularly
interested in philosophic speculation about problems of educa-
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tion. He believes that the effects of such philosophizing on
actual school practices have been greatly exaggerated. Good
teaching always remains essentially the same despite conflicting
theories. Horn gives as a good reason for the ineffectiveness of
much current theorizing the fact that theorizing has so far failed
to direct itself towards actual possible changes in the public
schools of today. He points out that the great stress in some
quarters upon the ultimacy of children’s interests in curriculum
making has not been productive of any age norms for acceptable
childhood living, nor has it concerned itself to any appreciable
degree with the needs and activities of children outside the
limits of the schoolroom.

WERRETT W. CHARTERS
General Viewpoint and Its Relation to Education—Werrett W.
Charters concedes that change is a large and rather spectacular
factor in modern life, but he would insist that relative to the
fundamentals of our civilization actual change is not great. We
may in confidence follow through on the plans of existing
society; the new adventures which the future must inevitably
open up will thus be closer to ideal values than if we ill-advisedly
strike out upon new social paths. Since the shifting of social
ideals is an extremely slow process, it would seem a proper
inference that the schools proceed to teach the best knowledge
of this generation. By supplementing acquisition of the tested
best solutions of today with training in the processes of clear
thinking, we prepare youth for stable control of future social
change. Although scientists from many fields have already
demonstrated that pure science is the greatest practical force
in modern civilization, Charters believes that the final answer in
the choice of individual and social ideals will never be settled
by scientific techniques. The philosopher will continue to com-
pound validated knowledge in the fields of psychology and soci-
ology into a generalized statement of the objectives of educa-
tion; his function of clarification, guidance, and vision is in no
sense pushed off the scene by science. Likewise curriculum-
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making must by its very nature continue to be the coGperative
function of many agencies, rather than the exclusive concern of
educational research laboratories.

As a foundation for the work of the school, Charters proposes
concerted attack on the problem of working out the central core
of American culture. Since in American society there exists no
rules committee which irrevocably creates and hands down
values, it will be necessary to select and study the truly “cul-
tured” of the population in order to gain insight into essential
ideals. This means inquiry into their interests, their qualitative
evaluations of all aspects of life, their problems, and the direc-
tion of their feelings of obligation. Such is the task which con-
fronts educators. The school is the most important of all social
agencies, for by means of the school better methods are dis-
seminated among the populace, and youth is trained to secure
its satisfactions in pursuit of the ideals of society. As a matter
of principle each child should be taught how to control each
situation arising in his experience, but since that would be
obviously impossible in practice, a selection of the most im-
portant learnings to be taught must be made. Today’s standards
require that all courses be selected on the basis of usefulness,
the vested interests in traditional subjects and in “comprehen-
sive knowledge”” notwithstanding. Charters believes the time is
rapidly approaching when the ideal of an education continuous
throughout life may be realized. At such a time it will no longer
be necessary to stress the learning of much purely preparatory
material during childhood. The school will articulate with life
as rapidly as the techniques of job analysis and of teaching
method are perfected. Charters does not believe that the present
depression will result in anything more than a temporary set-
back to the increasing volume of educational expenditures.

Nature of Practical Proposals—Appreciating that a radical re-
organization of the whole school program is not practicable,
Charters advises a gradual working over of existing curricula
by the elimination of obsolete materials and methods, and by
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the addition of new elements from a comprehensive inventory
of knowledges, ideals, and attitudes. This involves mainly the
addition of project and problem material to the existing stock
of school subjects. What is immediately needed to promote cur-
ricular reorganization is the execution of hundreds of technical
studies designed to throw light on the knotty problem of selec-
tion of materials. Here the technique of activity or job analysis
is pushed forward by Charters as the most likely instrument
for the purpose. Activity analysis is defined as that type of
educational engineering which lays the foundations and builds
the skeletal framework for all curricula. Properly executed ac-
tivity analysis substitutes objective criteria for “hunches” in
the determination of what should be included in particular text-
books or courses of study.

The essential steps in curriculum construction, as Charters
defines them, are as follows: first, a comprehensive analysis of
man’s social life to set up general objectives of education; sec-
ond, the breaking up of these objectives into particular ideals,
activities, and basic working units; third, the arrangement of
curricular elements or working units into an order of impor-
tance; fourth, the placing high on the list of those ideals and ac-
tivities which are high in value for children and low in value
for adults; fifth, the determination of those items the teaching
of which will be the school’s responsibility; sixth, the collection
of the best practices with respect to the techniques for inculcat-
ing the selected ideals and attitudes; and finally, the arranging
of the selected list of elements into proper instructional order
by reference to the psychological nature of children. Since only
teachers actually adapt the curriculum to the practical exigencies
of teaching, they must always remain key consultants in cur-
riculum-making.

The change from an ideal of information-getting to one of
conduct means rapid extension of project learming, because
such learning seems best to guarantee motivation deep enough
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to alter conduct effectively. In school practice, projects need to
be supplemented by sufficient drill to yield adequate acquisition
of skill in important functions. Although the school must know
definitely what curricular items it must impart and must appor-
tion these by grades and classes, the conclusion does not follow
that school procedure need necessarily be a systematic day-by-
day presentation of subject matter. Until the superiority of
certain teaching methods over others has been clearly demon-
strated, various methods should be used. It is extremely im-
portant that there be constant emphasis upon the learning of
techniques of critical thinking in order to develop intellectual
independence.

Charters expresses a special caution against far-reaching judg-
ments based upon present objective educational tests. There
are important areas of mental life and of personality for which
no objective tests are as yet available and a great deal depends
upon the exercise of a proper degree of scepticism by school
people with respect to existing measuring devices.

Estimate of Current Educational Practice—It is Charters’ ob-
servation that the smug satisfaction of educators in their own
professional field is fast giving way to a growing attitude of
deep concern about pressing obligations to the public. The work
of the school no longer proceeds on the assumption that the
passing-on of information to children directly alters conduct.
The actual test of successful instruction is now found rather in
the degree to which conduct has been modified. It was largely
because the learning of abstracted subject matter had no ap-
parent practical implications, that the project method was for-
mulated. Developments within education have been so rapid
that the effective teacher of today must be a person of broad
scholarship and deep pedagogical insight. Despite the fact that
there is general agreement that moral training should be inci-
dental to the learning of subjects, school routines, and activities,
much vigorous direct moral instruction along various lines is
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actually going on in the schools. Charters finds that there is a
strong tendency for textbook authors, lecturers, and theorists
in the field of moral education to treat the development of moral
character in youth on a far too abstract basis.

The Nature of Learning—Charters accepts Thorndike’s list of
original tendencies in man as the most complete and authorita-
tive. As the effective determinants of action he lists bodily struc-
ture, mental capacity, instinctive trends, and the physical and
social environment. Because nature sets extremely wide limits
to human action, the teacher will need to be governed by the
principle of doing the best he can with his pupils under the con-
ditions which he faces. Charters finds in children’s activities
the same essential core as in those of adults, such differences
as exist being due to variations in abilities, interests, and charac-
ter. In the interest of training children so that they shall be
made capable of meeting the responsibilities of the future, adults
are justified in insisting on correct performance. Such insistence
is harmonious with the larger ends of the child’s self-protection,
of proper growth, and of improvement in the rules of the game
of life itself. The child cannot himself be a contributor to the
curriculum by means of which he is educated, although the cur-
riculum is made for him and can be effective only if it incor-
porates to a high degree the child’s needs and interests. The
actual working units of the curriculum are far more dependent
upon the nature of the learner than upon the subject matter,
Training in, or mastery of, subject matter is, however, obvious-
ly not enough with which to meet the larger range of life ac-
tivities. The curriculum must include all of the aspects of per-
sonality development by providing for careful diagnosis of de-
ficiencies, for the realization of ideals through definite plans of
action, for the habituation of right behavior and, finally, for
such release of intellectual powers as may lead to personality
integration. In matters pertaining to personality development
and the cultivation of ideals controlling conduct, the curriculum
must also be broken up into working units which can be mas-
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tered one by one. It must be recognized that conduct and be-
havior are everywhere and at all times specific. Only by having
many specific experiences relative to such a trait as honesty,
for instance, does a child become capable of formulating general
rules and of adding a significant content to the concept. In this
field the teacher must understand the use of such techniques
as his own contagious enthusiasm, various forms of suggestion,
resort to rational discussion, reward and punishment, personi-
fication, and dramatization, in order that the emotions of pupils
shall be really stirred in the direction of approved ideals. Char-
ters stresses particularly the importance of what he calls the
conduct assignment as a means to application and habituation
of what has been taught. While moral instruction and character
building must probably continue to be indirect results of educa-
tion, resort to direct instruction must not be lacking whenever
serious social maladjustments occur.

In subject matter fields Charters calls attention to the fact
that education is more closely articulated with life by using
the activity approach in curriculum organization and in teach-
ing. He reports that this is not practicable, however, in subjects
the elements of which are closely knit in logical relation. In
these cases the development of learning should be systematically
planned from simple to the more complex. He thus provides a
place for a core of conventional subjects and for rigid training in
fundamentals without regard to the intrinsic interest of the ma-
terial or to its immediate utility. Charters suggests that the
curriculum for the moron be stripped down to the bare funda-
mentals of social and vocational behavior.

The recent, widely advertised findings in regard to the better
teaching results obtainable in large classes, Charters believes
should be hesitantly accepted by educators at least until deeper
analyses of such findings shall have been made.

Reactions to Other Points of View.—Since Charters occupies a
position somewhat near the center between the radical left wing
and the conservative right wing of educational theorists,
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the direction of his criticisms would seem to be fairly obvious.
He believes in widespread discussions of opposed points of view
about the aims, purposes, and methods of education. He believes
the centers of enthusiasm commonly called fads in modern edu-
cation are constructive phenomena which lift teaching to higher
levels when they are supported by the development of intelli-
gent and practical techniques. He characterizes incidental in-
struction as accidental instruction especially when attempted in
the character-training field. The advocates of incidental instruc-
tion have so far furnished no comprehensive check list of func-
tional units by reference to which gaps in character development
may be quickly noted and provided for. The advocates of a
curriculum which is a direct transcript of child life are really
deceiving themselves, for they fail to see that in the absence of
valid criteria their judgments about normality in children must
be based upon either questionable preconceptions or the merest
guesswork.
FRANKLIN BOBBITT

General Viewpoint and Its Relation to Education.—Franklin
Bobbitt makes much of the complexity and interrelatedness of
modern civilized life. For Bobbitt it is clear that man must at-
tain a broad and balanced understanding of the forces underly-
ing modern civilization and of the forces operative today. Our
vision must extend back into the past and forward into the
future, our interests must ever be alert to the shifts in affairs,
our sympathies must include within their grasp all social groups,
all nations, and all institutions. The deficiencies in contemporary
community life are due mainly to the looseness and inaccuracy
of such thinking as is done about social problems and to the
apparent indifference of large sections of the population to pub-
lic affairs. Society is continually engaged in recivilizing the new
generation so that it shall exhibit in its conduct evolved methods
of work, evolved habits of mind, evolved ideals, and evolved
attitudes. The school is the specialized agency of society for
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carrying out this recivilizing process, but before the school can
adequately guide the young into experiences of a desirable and
efficient type, it must possess a criterion for judging what con-
stitutes the good life under modern conditions. Here Bobbitt
suggests the technique of a thorough-going social analysis to
search out those persons in our midst who are living most ade-
quately under the guidance of the best ideals. The assembling
of all the facts about our most civilized citizens and about the
manner by which they reached their high-level functioning
would give us in essence the needed criteria, the objectives,
and probably the most effective methods for an educational
program. An educational program is to be understood basically
as an outline of the ways by which conduct may be extended
in range and elevated in character. Beyond a modicum of highly
specialized vocational training, Bobbitt is of the opinion that
about nine-tenths of education results from the general social
processes in which individuals are immersed. The school in its
concern with holding high the quality of present living is merely
making more secure the educational effects of the Great School,
life itself. A highly developed and well-understood science of
educational objectives will, no doubt, show that the objectives
of education are the innumerable specialized activities of living
human beings. If the objectives and the processes of education
are in reality one, there need be no question as to how prepara-
tion for the future is to be secured. The full, abundant life, ac-
tual wholesome behavior, is at once present reality and guaran-
tor of future stability.

While the chief réole of education can be rather simply stated,
the complexity of modem life makes the actual administration
of education extremely difficult. The educator must be a person
who combines insight into life, in its various phases and on its
different levels, with comprehensive grasp of life in its totality.
He must be an expert worker able to fashion the school in such
a way that there shall be (a) patterns of activities of all proper
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sorts available, () information needed for self-guidance avail-
able, (¢) an awakening of interests, desires, evaluations, and
ambitions, (d) stimulation, guidance, and supervision of the
school activities of pupils, (¢) provision for numerous and varied
opportunities, (f) codperation with homes in advisory capacity.
With the understanding that life at each growth stage is com-
plete unto itself, Bobbitt nevertheless concedes, in accordance
with his plea for social analysis, that adult activities are stra-
tegic in the sense that they must remain the goals towards which
childhood growth is guided and in terms of which it is evaluated.

The school, to Bobbitt, is not directly an agency for social
reform; it is an agency whereby the young are oriented to the
intricacies of modemn life. That society itself shall be made bet-
ter in the course of this process is naturally to be expected.

Nature of Practical Proposals.—Bobbitt would concentrate edu-
cational effort at two strategic points today. One is in further-
ing the development of actual objective studies aimed to deter-
mine with some degree of finality what the general fields of
human action are; the other, which really follows from the first,
is the continued stimulation of thinking towards definite and
conscious formulation of the principles of curriculum-making. In
both these endeavors the educator is necessarily driven out of
the narrow and provincial field of the school to take cognizance
of the deeper-moving forces within society. His understanding of
life broadens and he becomes capable of seeing the problems of
the school in their proper perspective. The school is not the main
but only an auxiliary educational agency. The educator, pos-
sessed of detailed lists of desirable activities (objectives) drawn
from life and psychologically matched to the age and ability
levels of children, is able skillfully to diagnose individual
deficiencies, and to provide, out of a rich store of experience,
suitable remedies. This is essential educational science and
every teacher can become not only a competent scientist, but
can be an authoritative contributor to the accumulating scien-
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tific content of education. In the preparation of lists of objec-
tives it is important that the short-sightedness of much that has
been called activity-analysis in the past be avoided. The richest
fields of human activity—our intellectual vision, valuation and
planning, our contemplative and meditative life, our aesthetic
emotions, our religious feelings, our longings and aspirations—
must receive their proper major share of analytic endeavor and
educational attention. Although curriculum specialists should
break loose from concern over school subjects in their recon-
structive labors, it will probably be necessary for some time that
schools go on teaching subjects; the emphasis in teaching sub-
jects should be placed, however, upon their instrumental value
in enhancing the activities of real life.

Bobbitt believes that curriculum-making must always be a
local community affair. Each community must plan an educa-
tional program codperatively and in the light of local conditions.
For after all, the finally effective curriculum in the life of any
boy or girl is that which he or she has codperated in making.
The details of life in the case of individuals can scarcely be
planned in advance, and only as parents, teachers, and children
together face the situations of life can adequate programs of
activities be drawn up. Bobbitt contends that this functional
or behavioristic conception of education is not a mere alterna-
tive method to be added to existing educational lore; he believes
that if it be clearly understood, radical curriculum reconstruc-
tion will follow as a matter of course.

Reference must be made to the tenor of Bobbitt’s thinking
in his How to Make a Curriculum. The above account clearly
indicates some degree of shift away from the implications of
much-quoted remarks from that book. For instance, Bobbitt
there seemed to have no doubts that education was preparation
for the long period of adult life and that the program for school
education could be worked out in advance with the utmost
definiteness. His plan contemplated advance specifications for
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work undertaken in all the weeks and months of each grade
from the first on through the termination of the period of general
education in the junior college. His shift since then seems to
have been, not from the advocacy of detailed analyses of life
activities, but in a real change of heart as to the final uses and
disposition of such curricular materials.

Estimate of Current Educational Practice.—Bobbitt finds the
public mind frozen around the notion that education can be
carried on by means of the specialized and isolated agency of
the school. Even where Progressive thought has penetrated, the
tendency has been to make reforms within the school, rather
than to explore and codrdinate the more pervasive educational
influences of community life outside. Within the narrow bound-
aries of the educational profession Bobbitt points to widespread
confusion as to goals and the consequent anarchy of methodologi-
cal proposals. Because of secure isolation, academic categories
have grown to enormous proportions, whereas the functional and
practical categories are all but neglected. The academic or
scholastic emphasis itself is seen in that series of fragments
referred to as grades and subjects. Such fragmentation of educa-
tion has in turn resulted in the absence of any noteworthy co-
operation or intercommunication between teachers in different
grades or in different subject matter departments of the school.
To ordinary observation education is everywhere identified with
the traditional machinery of school administration, subjects,
textbooks, recitations, and examinations. The dominant method-
ology is almost entirely in terms of what pupils need to do in
order to master subjects or courses. Authoritative statements
are still frequently given out in which the fundamental essen-
tials of education are taken to mean those bare tools of literacy
in whose interest schools were originally founded, rather than
the all-sided development of individuals in respect to personal
qualities, dispositions, attitudes, habits, powers of judgment,
visions of reality, and assurance of future adult competence so
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insistently demanded by modern conditions. The key obstacle
to any significant reform of education Bobbitt finds in the lack
of any generalized vision of education on the part of administra-
tors and teachers.

While he notes the vigorous activity of educators in recent
years in the matter of curriculum revision, Bobbitt fails to
find any very significant progress. Syllabi are much larger in
size, but this increased bulk is still dressed up in the traditional
subject matter forms, Textbooks and curricula now being used
in the social studies are at such remove from the controversial
present that there is little possibility for students to come away
from them with any techniques or approaches of a clarifying
nature. Bobbitt notes a small but unmistakable trend among
educators away from a psychology adequate to “filling the
mind” and towards a psychology adequate to “growing a mind.”

The Nature of Learning—In the light of his later writings, the
elaborate analyses of activities in How to Make a Curriculum
are probably to be regarded as suggestive check lists by which
individual accomplishments may be evaluated rather than as so
much subject-matter-set-out-to-be-learned. It must be noted,
however, that even in the above-mentioned book Bobbitt insists
clearly that best educational results come from informal living.
Bobbitt looks upon human individuals as fundamentally so
different, that the particular sequence of educative experiences
leading to fullest self-realization must be determined very large-
ly by every individual for himself. Almost innumerable motivat-
ing forces such as moods, wishes, intentions, awakened desires,
enthusiastic ambitions, likes, and dislikes, are playing constant-
ly in the round of daily situations which each individual faces.
Any conscious teaching which is undertaken is preparatory and
incidental to these situations. Whenever it is evident that im-
portant facts are not thus being mastered, they are undertaken
deliberately by the school for definite guidance purposes. The
basic principle in learning to live and function properly in adult-
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hood is to make sure of living and functioning properly at each
successive age level. The proper life is an integrated one in
which the various elements are so interrelated as to provide
efficient keys to orientation in every situation which arises with-
in experience. Educational guidance must therefore be constant
and all-pervasive, not limited to school semesters and years.
Specializations should be avoided to the end of promoting a wide
diversification of interests and activities. Even in the develop-
ment of proper language habits, Bobbitt would look for im-
provement only as language is used incidentally in the com-
plex of human experience.

Reactions to Other Points of View.—Bobbitt takes issue with
educators who seem to believe that controversial issues of theory
can be avoided by promoting the use of scientific techniques
whose utmost effects would be to secure more certain limited
goals like the three R’s and vocational efficiency. He has, how-
ever, little use for the high sounding phraseology of educational
hopes which all too openly indicates a profession still ensconced
in adolescence. The notion of a uniform curriculum for all, to
be imposed in mechanically determinable fashion, he calls a
direct violation of fundamental, individual rights. He does not
believe that any progress will come from continued adherence
to terms and general conceptions which grew out of totally dif-
ferent social and educational conditions. The objectors to inci-
dental instruction seem to Bobbitt to reverse actual valuations
in fearing that important matters are omitted under this type
of instruction. He points out that it is only the simple and easy
which formal direct teaching is capable of transmitting; every-
thing complex and difficult to learn must come through direct
participation in activities undertaken for other purposes.

III. EDUCATORS STRESSING THE IMPLICATIONS OF MODERN
EXPERIMENTAL NATURALISM

The men whose points of view are presented in Part Three
are considered as variants from the philosophy best represented
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by John Dewey, and perhaps best described as modern experi-
mental naturalism. Dewey is considered first, and each of the
others represents some degree of departure from his formula-
tions. The particular order in which the men are presented is
of no significance, for they are all clearly oriented to an out-
look which finds only instrumental value in both tradition and
science.
JOHN DEWEY

General Viewpoint and Its Relation to Education—To John
Dewey, man is inherently the child of Nature. Nature wrought
him out of an abundantly varied fertility, provided him with
broad powers, and set certain limits to his action. Man has dis-
covered that Nature may become an object of knowledge and
he has learned the secret of making Nature an ally in the reali-
zation of his ideals. This secret is called scientific method. Its use
has revealed the wide extent of Nature’s resources and the height
of man’s abilities. The protective defences in the way of re-
ligious and magical devices, which man through untold ages has
erected between himself and nature, have already crashed in
scattering confusion. Scientific method has proved itself the only
reliable means of discovering the realities of existence: it is the
new authentic revelation, inexhaustible in its possibilities but
extremely upsetting in its immediacy. Faith in God and in
authority, ideas of soul and immortality, belief in Divine
Grace, stable institutions, and automatic progress have been
made impossible for the educated mind of today. Applied sci-
ence is so rapidly changing the underlying conditions out of
which institutions arise that there is only bewilderment regard-
ing the type of civilization which is in the making. It is obvious
that most of these changes were neither planned nor desired,
but it is equally obvious that they are with us and that the rate
of change is steadily mounting. Some have thought science an
incredible monster carrying man on into a vortex of destruction.
Their minds are still oriented to a world of which only vestiges
of thought and desire remain. Science is wholly passive; it yields
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itself with equal facility to any purpose that man may set. En-
thusiasts have even pictured the millenium just around the cor-
ner, but they are divorced from the realities of experience.
Man’s endeavors do look to the future, but the future is always
uncertain despite the most careful planning. The more mo-
mentous the issue, the more telling is the effect of alien forces
and unforeseen conditions. Man must, therefore, orient himself
to a world in which there will always be a large element of pre-
cariousness, but his techniques when directed by high ideals
may yield a civilization far in advance of any yet conceived.
Values emerge in the process of conscious enhancement of hu-
man experience. As goods of experience, values occur in all
modes with no predilection towards any particular system of
relationships.

Dewey would therefore subject every institution, every be-
lief, to the test of establishing its contribution to social and
individual goods conceived in the widest possible sense. The
fact that an institution once served as a good would not be
sufficient. Life moves on and institutions and beliefs must con-
stantly be reconstructed in order to be continuously serviceable
to the needs of man.

The Great Society, which modern technology has bound by
technological and economic ties into a dominant reality, may, if
man so wills it, extend its facilities in such manner as to make
possible the cultural renascence of local communities. Dewey
finds the local community with its wealth of intimate interrela-
tionships a nearly ultimate center around which the spiritual
forces of man must be ordered.

American civilization is an example of a prevailing split in
modern life. Our activities are preponderantly matter-of-fact,
materialistic; our spiritual allegiance is idealistic. We have so
far refused to let them fertilize one another, with the result that
in practical matters under the profit motive barbarism runs
riot, and in ideal matters pious verbalization holds sway. De-
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mocracy, no more immune from the effects of stupidity, intoler-
ance, “rugged” individualism, and bad education than are other
forms of societal organization, has naturally not blossomed ac-
cording to prescription. That public opinion, however, is becom-
ing effective in some measure is evidenced by increasing amounts
of social legislation in recent times. Native resources in the way
of creative power and intellectual insight are making themselves
perceptible, as oases in the desert of traditional habits and atti-
tudes. If our thinkers would function more effectively in con-
sensus on the task of bringing order, relevance, and clarity into
the realm of ideas and attitudes, American society might readi-
ly be set on the road to some form of public socialism. A vision
which pictures natural science and technology in the service of
human life, joined with the will to proceed boldly in a course
of social experimentation would soon bring order out of chaos.
Danger lies not so much in social experimentation, for human
nature is dependably conservative. The peril lies rather in pro-
ceeding blindly, as at present, into the very teeth of disaster.
The problem in the last analysis is an educational one; not,
however, one which the present system of education can effec-
tively manage. Educational leaders today are as much confused
as anyone else, and the connections of the public schools with
public problems are imperceptible. Pioneering is needed in the
exceedingly difficult undertaking of bringing into effectiveness
the educative values of social life in all of its aspects. We are
faced with the task of creating a new art by means of which
the results of free inquiry may be meaningfully diffused among
the masses of our people. For until a background of knowledge
and insight is created, until the conditions of public debate, dis-
cussion, and persuasion are improved, there can be no hope of
social integration. Until everyone is developed beyond the reach
of prejudice, stupidity, and apathy, no one can be educated in
the full sense of the term. We may well question the very pos-
sibility of education, so little do we know as yet about the
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forces which mold intellectual, moral, and aesthetic character.
The art of education awaits the forward movement of basic
social sciences. These sciences in turn depend on widespread
willingness to utilize the scientific attitude in the reconstruction
of the social order.

Nature of Practical Proposals—In the impasse to which Ameri-
can civilization has come, Dewey places the responsibility for
initiating relevant activity squarely upon the intellectual and
reflective groups of the population. The duty is theirs to make
the critical analysis into causes of present social phenomena
which must precede new construction. Until a sense of need
and a sense of great opportunity possess the minds of our most
able thinkers, they and all their works must remain without
social relevance. The focussing of the thought of able people
on the great issues and problems of the day promises an intensi-
fication of the quality of thinking which beggars comparison
with thinking emanating from occupation with traditional ma-
terials. Here educators, as members of the intellectual group,
may find a center around which emerging purposes for the pub-
lic schools may gather. Because of a scarcity value today,
Dewey would make the development of scientific attitudes of
thought, observation, and inquiry the chief business of study
and learning. The small and widely scattered body of scientific
workers among whom the benefits of inquiry are communally
shared is a standing challenge to what could be made of the
whole social order.

The universities are the proper places for the study of public
problems and the only legitimate sources of oversight and direc-
tion in the general educational system. The teaching body itself
must share in the determination of educational objectives and
in determining what the schools shall do about social condi-
tions. Dewey urges teachers to express their solidarity and to
claim a legitimate autonomy by aligning themselves with labor
groups. Only as they understand the problems of labor in all



ANALYSIS OF VIEWPOINTS 123

forms, can they hope to meet the developmental needs of the
children of laborers. The problem of freedom is integral to the
whole educational profession; especially does it concern the re-
lations of teachers to administrators and to the public. Both
educational philosophy and educational science are to be viewed
as intermediate and instrumental disciplines. Philosophy evalu-
ates and criticises practice, judging its own constructive pro-
posals and revising them in the light of results. Science deals
with the problems of practice, treats them by means of funda-
mental scientific disciplines, and turns over its results for the
alteration of the mental attitudes of teachers.

While he believes that attempts to make master curricula for
the school on a national scale would result in more formaliza-
tion than we now have, Dewey urges the construction of varied
bodies of consecutive subject matter which teachers may freely
use in building their own cumulative plans. He urges schools
of education especially to point the way out of educational con-
fusion by studying the interrelations between subjects and their
social bearing or application, and by providing suggestive re-
organizations of subject matter. He does not look upon the
project method as the sole way out, but feels that what is needed
everywhere in public school situations is a will to clarify and
reorganize subject matter and method in whatever way seems
most promising of genuine articulation with the broad range of
life activities.

Dewey suggests that the educational program for the years
between adolescence and maturity may be made both more prac-
tical and more liberal by abandoning the attempt to give ade-
quate technical preparation to students. He would have instead
the aim to arouse permanent intellectual interests and to open
up the scientific and social potentialities of the important human
occupations.

Estimate of Current Educational Practice—Dewey does not
belittle the educational progress that has been made. He appre-
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ciates the essential democracy of the way new ideas are diffused
throughout the American system of schools. He appreciates also
the enriched, modern programs with the concomitant emphasis
upon the development of the broader personality of the child.
Subject matter is less standardized than in the past, and voca-
tional preparation is increasingly liberal. These are all gains,
but the sum and substance of them is so small that it is scarcely
significant for the solution of the complex educational problem.

The chief obstacle to more rapid educational reconstruction
is found in the prevailing mental concepts based upon a separa-
tion of mind and body. This dichotomy penetrates through every
school subject, every method, and is basic to the whole concep-
tion of school discipline. It accounts for the clear break between
theory and practice and between thought and action which is so
common today. It makes our cultural education academic and
pedantic and our vocational education blindly manual. The iso-
lation of disciplines like anthropology, history, sociology, morals,
economics, and political science from one another, from physical
knowledge, and from social life may be similarly explained.

Dewey attacks the school-board control of education for being
neither professional nor genuinely social. The school-board sys-
tem has set up innumerable petty autocrats in the name of effi-
cient educational administration and has allowed concern for
physical display to throttle the schools with mass production
methods. The dominant type of curriculum consists, for instance,
of bundles of knowledge carefully labeled according to school
grade or mental ability and neatly arranged in predetermined
sequence. The hold which intellectual analysis, formalized in-
formation and technical training have upon the schools is evi-
dence of a bias which has militated against the inclusion of
valuable aesthetic experiences.

American college students are proverbially immature as a
consequence of the lack of any vigorous consideration of great
social issues in the lower schools. The repetitious methods used
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in teaching the so-called “tool” subjects are proof of a com-
plete divorce of these subjects from social content. The increas-
ing extent of modern knowledge has multiplied the number of
school subjects, but there are few indications that the intricacy
of relations between fields of knowledge so characteristic of the
activities of contemporary life has affected curriculum organiza-
tion. Unfortunately, even as it is taught in progressive schools,
science has become just one more body of ready-made informa-
tion. The idea of science as the most fruitful mental approach in
all fields of endeavor has not yet affected the schools.

In many schools which pride themselves on being modern and
far in advance of the ordinary public schools, a new limitation
seems to have arisen, for these schools have made a veritable
phobia of adult imposition, with the result that anarchy has been
substituted for the lock-step.

The Nature of Learning—Man is educable, according to Dewey,
because of a wide and varied degree of organic sensitivity, and
because he undergoes experiences that are varied and opposed.
The extent of his past experiences determines the possibilities of
the present moment for him. Organic processes represent the
structure of memory and foresight as well as of affection, purpose,
and meaning. Human behavior is serially cumulative activity
to such an extent that it becomes impossible, except in mental
abstraction, to isolate specific reactions to specific stimuli. Every
experience is qualitatively unique and effects in some degree a
new integration of personality as new habits are added. If there
be one formula which better than any other describes the ac-
tivity most natural to man, it would be that creative activity
is followed by critical individual and social judgments which
make possible more and better creaticns. This creativeness flour-
ishes best under conditions which guarantee independence, re-
lease of initiative, and discriminative judgment.

School learning must take its cue from the basic analysis
sketched above. The primary conditions would be that children
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participate in activities intrinsically worth while, and that in
these activities they perceive the relations of means to ends.
When these conditions are adequately cared for, interest in skills
and techniques will show itself abundantly. In the early years
the function of educators is to discover the budding needs, inter-
ests, and capacities in children, and then to secure sufficient
educational exercise and application so that other more complex
tendencies are generated. In the later years subject matter and
method must be so adjusted that developing powers and abili-
ties cause the emergence of still greater powers and abilities. The
test of an educationally valid experience is found in the degree
to which it contributes to an ordered and consecutive develop-
ment of experience as a whole. In such an experience both pupils
and teacher will participate, though the teacher, because of ma-
turity of experience, will be the naturally accepted leader. Sub-
ject matter becomes whatever selected and organized materials
are relevant to incorporation into present developing experience.
Knowledge is the fruit of such experience, thinking is the method,
and ideas are the tools. Discipline comes in the building of
habits of observation and judgment which will make intelligent
desires inevitable. Freedom lies in enlarging the scope of ac-
tivity through more diversified, flexible, and meaningful choices.

Reactions to Other Points of View.—Dewey contends that philo-
sophers and sociologists who think of society in terms of a uni-
form level of one type or another, are merely adding to the
confusion of thought in which consideration for the individual
is lost. He points out also that thinkers who in religious devo-
tion to science consciously or unconsciously attempt to dis-
credit philosophy, are thereby hindering the very development
of science.

Dewey criticizes the tendency prevalent among many workers
in the science of education to build a scientific content by the
use of concepts derived from mathematics and physics to the
neglect of biological concepts. In curriculum-making this is il-
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lustrated by the pseudo-objectivity of making an inventory of
current usages and current desires, treating it statistically and
psychologically, and then administering it in the schools. In
psychological studies the same tendency is responsible for locat-
ing the unit of behavior in an isolated stimulus-response bond
or reflex act, and then conceiving of mind or personality as a
kind of totality of such isolated units. He also criticizes the
current theory which parcels out the selection of subject matter
to sociology and the determination of method to psychology,
as omitting due attention to the continuities of the learning
process and resulting, therefore, in a deficient and distorted ac-
count of personality growth.

Dewey recognizes the triviality of many so-called projects that
have been carried on in schools, but he believes this concept
of method represents a clear advance over the traditional one,
and that the defects are remediable. Certainly there is no way
out of present confusion in the policy of continuing instruction
by means of many isolated and independent subjects while in
the social situation the subject matter of knowledge and the
arts are intricately interdependent. Dewey regards as stupid
the advocacy (in some so-called ‘“‘advanced” circles of educa-
tional thought) of the idea of turning children loose in a richly
stored environment.

GEORGE S. COUNTS

General Viewpoint and Its Relation to Education.—To George S.
Counts the spectacle of modern America is a profoundly disturb-
ing one. A nation ushered into the world under the soul-stirring
ideals of democracy, liberty, and toleration finds itself a cen-
tury and a half later still uttering the same slogans but reveal-
ing in action an almost total negation of them. Under the
challenge of physical mastery of the continent and under a
marvelously developing technology, the fruits of toil have been
acquisitively gathered up by a comparatively small master class
possessing exceptional powers of pecuniary astuteness. Theirs
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has been the liberty to sequester the nation’s resources and pro-
duce a virtual denial of democracy and of the so-called Rights
of Man. Today this anarchic capitalism has brought us the
anomaly of hunger and homelessness stalking through a nation
in which, without question, there is stocked the greatest supply
of material necessities and luxuries known throughout history.
Yet in spite of more than a half-century of universal education,
America has apparently no leaders capable of formulating plans
for social reconstruction in harmony with the implications of
industrial civilization.

Counts turns to the soul-stirring vision of Russia under the
Soviets. He sees there not the particular Marxist dogmas under
whose banners the Revolution was ushered in, but the phe-
nomenon of the largest of modern nations, and in many senses
the most backward, engaged in the supreme task of putting the
billion mechanical slaves of industrialism to the service of a
humane ordering of life. Counts is inspired by the demonstrated
power of man’s creative imagination in fashioning a Five Year
Plan broad enough to grasp in its vision the implications of the
maturing physical and social controls of modern science. And
he notes especially what is happening to the inchoate Russian
masses under the inspiration of genuinely collective ideals.

Counts challenges American educators to be done with their
petty, theoretic misgivings about the possible contamination of
the public school by the grossness and complexity of social life
today. Let them fashion out of American traditions a new vision
of democracy, collective, not individual, which will take hold
of youth in such a way that another generation will not fear
even revolution, if that should be necessary to rid the nation of
the incubus of vested interests and special privileges for the few.
Let them impose a social heritage charged with bringing into
existence a civilization and a culture in keeping with the release
from organic necessity that technology has made possible.

Nature of Practical Proposals—In these exceedingly troublous
and dangerous times, Counts calls upon the teaching force, in-
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cluding all scientists and scholars, to scrutinize carefully the con-
fused social situation and by formulating far-reaching plans of
reconstruction to afford a much needed stabilizing influence to
our civilization. By thus becoming a society-conscious group and
assuming the pains and the responsibilities of real immersion in
the social struggle, our educators may be able to assume tre-
mendous power in the actual shaping of the future. If they would
meet this opportunity they must shake themselves loose from
the innocuous seclusion of middle-class alliance and boldly step
forth with a comprehensive theory of mass welfare and a com-
pelling vision of Destiny. Instead of defensively fighting against
the efforts of various pressure groups to pin particularist faiths
of one kind or another upon the schools, teachers might be-
come the master pressure group intent upon full realization of
the collective good. The outlook of educators and the various
techniques of educative practice will have to be vastly broader
than merely the system of schools. Under a new social order the
present loosely organized and essentially local scheme of edu-
cation will probably be forced to give way to centralization and
Federal control in the interest of achieving broad social objec-
tives among the great masses of people. Centralization also seems
to Counts the only effective way of bringing the fruits of the
recently developed educational science equally to all units of
the system as soon as they are validated. Counts is, however,
under no illusions regarding any attempt to determine objectives
of education scientifically, nor does he hold any brief for the
much heralded business management and administrative effi-
ciency of today except as incidental to the main business of
education. He entertains serious misgivings about the current
policy of placing the early education of our children almost en-
tirely in the hands of women and he also distrusts the increasing
tendency to use compulsion at the upper end of our educational
ladder.

Estimate of Current Educational Practice—Counts contends
that inasmuch as the American system of education is the genu-
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ine handiwork of the people, it has been molded by the same
forces which have worked such havoc with the general welfare.
Our schools dance to the tune of the successful business man
and boast of their “practicality.” Although predominantly among
the populace there is still abounding faith and hope that educa-
tion as we administer it will prove the panacea for all our ills,
discerning observation shows teachers engaged in perpetuating
ideas and institutions suited to a bygone age, and ideas and in-
stitutions already cracking under the strains of industrialism.
The discussions among educators about democracy, citizenship,
and ethical character which continue to go on are largely cold,
abstract, and meaningless, because the profession as a whole is
outside the real social situation and leans dangerously towards
moral and spiritual bankruptcy. Counts credits the Progressive
schools with bringing into educational focus the importance of
child study, the réle of intrinsic interest and real situations in
learning, the value of varied types of school activity, and the
present concern over personality and character growth, while
at the same time he severely criticizes them for losing sight of
social welfare. Prevailing low standards of scholarship in the
United States, he attributes to lay control of the schools.

The Nature of Learning—Counts still speaks the language of the
modern Progressive movement in education in certain matters
concerned with the learning process. He would agree that all
curricular matter should be brought into relation with the child’s
interest. He criticizes the modern testing movement in much
the same way as the Progressives by saying that it has tended
to emphasize archaic methods of learning. He is far from agree-
ing, however, that the whole purpose of education can be ac-
complished by resorting to the child’s interest alone. Most of
these minute matters of educational method, Counts believes,
are greatly over-emphasized in theoretic discussions of Ameri-
can education. He is mainly concerned with larger issues of social
policy and the educational implications thereof. This leads him
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back to matters of educational method of more vital import.
If the chief function of education today is to transmit a thor-
oughly relevant and appealing vision of America’s social destiny
to the next generation, we must call a spade a spade and frankly
resort to imposition. Children are imposed upon inevitably and
continually under every imaginable type of social order and the
social impasse in which our country finds itself today is plain
evidence of the manner of imposition to which we have been
subject. Let us therefore openly strive to mold the child ac-
cording to our ideal of the meaning of America—developing his
tastes, shaping his attitudes, and even imposing ideas upon him.
Such is the obligation of a responsible and competent profes-
sion of education and if adequately managed it is the way to
great achievement. Further, let us not forget in our reconstruc-
tive educational program the importance of socially useful labor.

Reactions to Other Points of View—Counts observes that the
philosophic uncertainty evident throughout American educa-
tional theory is a reflection of the condition of life as a whole
in the United States. Neither the Conservatives nor the Pro-
gressives seem to him to give notable indications of awareness
of the real trend of the times. And though the educational sys-
tem visibly breaks under too heavy a strain of contradictions,
no satisfactory program of reconstruction is forthcoming. The
Progressives see nothing in the crisis which might cause them to
change their habit of preaching freedom, science, and the open
mind. They fail to see the repudiation of the principle of social
solidarity implied in purposing these ideals alone. The Progres-
sive opposition to indoctrination in any form is philosophic an-
archy, and it becomes in social practice the ancient gospel of
laissez faire. In the Progressive emphasis upon following the in-
terests of the child, Counts sees evidence of the lack of any robust
ideal. The Utopia of the Progressives, apparently, is to be reached
without grubbing down into the substratum of society to tap
the deep flowing currents of social life.
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The special bogies which clutter up the educational scene and
so obscure clear vision today, Counts enumerates as follows:
the notion that human nature in origin is both free and good;
the notion that education is a kind of pure mystic essence; the
notion that education can and should be impartial; the notion
that the child’s world and the adult’s world are dichotomous; the
notion that education should be primarily intellectualistic and
aim at agnosticism; the notion that the school is an all-powerful
social agency; and the notion that education is essentially ad-
justment to social change.

WILLIAM H. KILPATRICK

General Viewpoint and Its Relation to Education—Old folk-
ways, traditional beliefs and attitudes, and the inherited in-
stitutions of social life, according to William H. Kilpatrick,
have been made anomalous by the conditions which the develop-
ment of modern science has created. Actually we live in an ex-
ceedingly complex and a rapidly changing world, a world in
which social integration is a necessity and interdependence al-
ready a fact. Life as every man knows it today is full of pre-
cariousness and uncertainty and strange novel events. Adequate
orientation and guidance are not forthcoming from an ethics,
a religion, or a philosophy based upon a logic already long out-
moded by scientific discoveries. We are confronted by naked
facts of human experience; dare we accept the challenge to
appreciate, understand, and control them? It means acceptance
of two basic elements in our civilization—mass production and
standardization in the economic realm, and rapid pervasive
change throughout social life. With acceptance goes the obliga-
tion to control. The precedent of human mastery set by the in-
vention and gradual perfection of the experimental method in
modern science should give courage in attempting control. Man
is exalted by the possibility of putting civilization on a basis
of conscious thought. In small degree he has already shown
the wide limits within which human creative endeavor can
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shape the world. The material conditions for the great adven-
ture of control are already at hand; the ideals and standards
of codperative living remain to be worked out.

American society of the present is penetrated through and
through by changes. Unfortunately, collective intelligence has
been inadequate up to now in bringing order out of widely
prevailing confusion. Vested interests in religion, business, and
scholarship fight strenuously against any major institutional
transformation despite the obvious implications of existing con-
ditions. Our democratic tradition, when more deeply explored
and more widely extended than at present, bears within it an
ethical principle capable of creating real social integration. The
democratic ideal of the good life breaks down the dichotomy
between individual good and social good, for it normalizes those
expressive activities of the various human capacities in each
person which lead to further similar but always more expansive
activities of the self and of all other selves. Democracy, in
effect, means a nation integrated through the variety of its
sub-groups and of its individual personalities. The problem
before us amid the confusions and contradictions of the con-
temporary scene is to combine our controlling technique of ex-
perimentation (which has made possible such unprecedented
material productivity), with the democratic emphasis upon the
value of individual personality. Thus we may launch an in-
telligent program of attack upon the tradition-entrenched vested
interests. Specifically such a program will call for the abandon-
ment of the profit motive in industry and the early adoption
of a more rationally planned economy in the interest and for
the benefit of all.

Such creative grappling with the situation that confronts
American civilization is exactly education in the widest sense.
We learn as we make clear to ourselves the actual difficulties
that we face and as we try alternative ways out. The school’s
function is then to build personalities dynamically stable by
virtue of faith in intelligence and an abiding moral vision. Edu-
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cators must see to it that the experiences of childhood are those
which lead increasingly to self-direction, that children’s activi-
ties are increasingly self-initiated and independently thought
through in the light of a broader and broader view of their
effects. More specifically in the face of the confronting social
situation which defines the needs, the school must move in
two directions; in the first place towards deeper concern for
the welfare of the whole child growing in wholesome relations
to others; and in the second place towards producing in chil-
dren a high degree of facility in remaking their behavior pat-
terns as changed conditions demand them.

Nature of Practical Proposals—Kilpatrick has been greatly
concerned with clarifying the meaning of educational objectives,
method, curriculum, and subject matter in the light of a point
of view consistent with democratic ideals, contemporary chang-
ing society, and the developments of modern science. He pro-
poses a school system reaching from early childhood through
adult life, a system which is significantly related at all possible
points to life itself. This would mean an educative environment
wherein the social motive directs how the learner shall meet
the progressively developing demands of the total life situation.
It would also mean that the first concern of the school should
be with building individual and collective intelligence capable
of dealing with the threatening problems of a changing civiliza-
tion. Kilpatrick proposes as the units in an educational pro-
gram enterprises in which teacher and pupils together creative-
ly work at real problems. Positive application of the fact that
the future is largely indeterminable would prevent such a cur-
riculum from being worked out in advance of actual experience.
Insistence upon inherent connectivity between school enterprises
and social life outside the school is expected to guarantee that
variety and richness of experience without which life would
remain narrow and provincial. The cumulative effects of such
a succession of experiences would be measured by growth in
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personality in the widest sense, that is, by increasing power
and control over experience. Subject matter derived from our
incomparably rich racial inheritance would always be regarded
as instrumental to building in learners better ways of behaving
as these are called for in real experienced situations. The school
is thus oriented to the problem of enriching life and of develop-
ing personality rather than to transmitting a selected subject
matter. Method becomes how to deal with children, how to
steer the whole life of the learner toward integration, how to
widen the outlook of pupils, how to build the disposition of
open-minded search, and how to lead pupils to choose experi-
ences rich in present meaning and future promise. Study from
the point of view of the learner means active attack upon the
obstacles and difficulties encountered in executing individual
and group purposes. School administration takes on new mean-
ing. Its function is to provide for genuine educational efficiency
by recognizing that teaching is an art based upon science and
philosophy, and by creating an atmosphere in which teachers
may become self-directing personalities able and eager to assist
in determining educational policies and procedures. Educational
research must emerge from its present extremely limited field
to set up experiments instrumental in realizing more broadly
conceived educational objectives. Kilpatrick does not propose
immediately a wholesale abandonment of present educational
machinery although it is obvious that such action is eventually
called for. He fully recognizes the revolutionary nature of his
proposals and the anarchy which would result from an attempt
suddenly to put them into practice everywhere. But he does
insist that educators face the implications of a rapidly chang-
ing universe in which precariousness is a large factor and make
such immediate adaptations in their practices as will best pave
the way for further adaptations in the future.

Estimate of Current Educational Practice—Kilpatrick is duly
appreciative of the fact that our sprawling educational organiza-
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tion has actually promoted the spread of new ideas on their
merits. And he finds as a consequence that the schools have
shown some evidence of an awareness of the changed modern
situation by making a place for a modicum of real life experience
on their programs. Due to the fascination of new administrative
and measuring techniques, to alliance with conservative forces,
and to the actual difficulties inherent in the management of
dynamic learning, the spread of the leaven of a more progressive
education is, however, effectively checked. The conservative em-
phasis is enhanced by a kind of academic inbreeding within the
system, by the prevailing satisfaction with external signs of
learning, and by attempts to use the public schools to inflict
upon youth fixed beliefs and attitudes. The traditional picture
of a static civilization satisfactory in its main outlines finds
ample machinery in the schools whereby to prolong its existence;
witness, school grades and promotion systems, recitation periods,
marks, logically organized and poorly written textbooks, ar-
rangement of school furniture, determined-in-advance curricula,
memoriter methods, teacher “training.” It is not in evidence that
democratic ideals play any important part in the operation of
this vast machinery of education. Unfortunately the scientific
movement in education in its emphasis upon the objective meas-
urement of abstracted and inconsequential phases of learning
has played into the hands of the promoters of the status quo.

The Nature of Learning.—Kilpatrick looks at life biologically
and sees it continuous throughout all nature. Man is the cul-
mination of a single series beginning with mono-cellular struc-
tures. With advancing complexity of structure in this evolu-
tionary series goes increasing range and complexity of response,
until in man there appears the possibility of shaping environ-
ment in increasing degrees to suit his taste. Behavior is the
series of respcnses an organism makes to the stimuli it en-
counters. These responses change the organism so that it is
being constantly rebuilt during life. Past rebuildings are the
basis upon which present reality is faced and the responses
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now made are truly creative in the sense that they have never
been made before. The distinguishing feature of the human
biological level appears to be that of an increased degree of com-
plexity in the life lived, in the responses made. The consciously
directed creativity called forth in every stimulating situation
or behavior-upset is what is called thinking, and when this
thinking is so guided that the individual expands in compre-
hension of meanings, complexity of self-hood, and social re-
sponsibility, it may be said that education has gone on.

The growing child builds himself from infancy onward by
interaction with a subtly and pervasively effective social environ-
ment. This social conditioning of behavior is ever present and
it is basic even to our most distinctive self-valuations. In human
learning (defined fundamentally as the devising of a satisfactory
restorative to upset equilibrium), there is going on simultaneous-
ly a unique connecting of indefinitely many parts of the situa-
tion and a remaking of the organism in indefinitely many as-
pects. Learning in children has therefore far-reaching effects
and any attempted measurement of these must necessarily be
incomplete. The only adequate test of one instance of learning
would be found in the total outworking of all consequent changes
in life. This consideration should guide thinking relative to
existing “objective” tests of learning products.

Guidance in the process of self-building best takes place
through improving the stock of meanings; this signifies making
them more numerous, more widely inclusive of life’s values,
better defined and validated, more effectively organized, and
whole-heartedly obeyed. It is to be noted that in making prep-
aration for fullest integration within the self and toward so-
ciety, we are adopting as well the best means for enjoying a
rich life in the immediate setting. Freedom plays its part in
promoting the child’s living in his own true character, because
it means the making of decisions and the acceptance of re-
sponsibility for the consequences of decisions.

Kilpatrick holds that genuine thinking and creativity are po-
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tential in all human beings. Apparent qualitative differences
among individuals are matters of degree, and education must
therefore provide for the cultivation of thinking and of creative
endeavor in each child on his own level of ability to learn. The
active purposeful experiences with which children are absorbed
are conceived to be moral in the same degree to which they are
adequately educative. Intelligence is defined in terms of the
disposition and the ability to use existing (recurrent) elements
of experience, or meanings, to build in cumulative fashion more
and better meanings.

Kilpatrick, while latterly discounting the s—»r terminology,
still uses the laws of learning as formulated by Thorndike, but
always with reference to developing situations within experi-
ence. Readiness, exercise, and effect, as he uses them, are in
terms of the cumulative educative influences of the past.

Reactions to Other Points of View.—Kilpatrick directs his
criticism analytically upon every vestige of traditionalism in
our educational theory and practice. The traditional theory
of education has been skilfully shaped into conformity with the
static social outlook characteristic of feudalism and medieval
religion. That which is has been so ordained and will ever re-
main as it is. The inappropriateness of such a view today is
strikingly evident. But when we look closely at our educational
scheme we find that the schools are operating under leaders
the vast majority of whom are consciously or unconsciously
under the influence of this static viewpoint. One needs but to
perceive what is connoted in current theory and practice by
terms like learn, teach, study, subject matter, curriculum, pro-
motion, textbook, objectives, and norms to see into what detail
optimistic certainty about the future has gone.

Kilpatrick opposes psychological views which assume that
analytic learning must for a long time precede any attempt at
mental synthesis, that one thing can be learned at a time, that
learning is adequately defined as fixing in habit, and that the
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test of learning is giving back on demand. He opposes also the
attempt to study the child wholly by measurement techniques
which isolate separate items of knowledge, separate skills, or
separate habits. He points out that the scientific movement in
education is to a large extent allied with an anti-democratic
school administration, and that the movement has been in-
strumental in covering with scientific approval reactionary and
conservative practices. The recent trend in curriculum theory
centering upon the development of so-called unit-plans, Kil-
patrick puts under the suspicion of being the familiar predigested
subject matter dressed up in a new name.

HAROLD RUGG

General Viewpoint and Its Relation to Education—Harold
Rugg has been intently studying the American scene for a long
time. He thinks he sees unmistakable evidences of a great
emergent culture. The materials of that future culture lie about
us now in confused, unanalysed masses; psychological, economic,
political, anthropological, and social data, awaiting a synthesis
which can come only out of concentrated study. The masses of
our people driven by the fear of insecurity and by the lack
of personal integrity exist almost upon an animal level, herding
together in large cities, pursuing intemperate pleasures to escape
boredom, and lured by the siren call of property in things. Our
country, however, has not been lacking in sensitive and original
minds. By the very exigencies of the raw environment most of
these creative minds of the past and of the present have gone
into the task of the physical conquest of nature. The rich re-
wards of capitalistic organizations have directed the energies
of potential artists into corporate material enterprise until the
twin concepts of size and speed dominate American life. A few
of these creative minds appearing from the native background
have held a steadier course by firm adherence to the possibilities
of personality in the modern age. As artists they have begun to
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point out to the rest of us that our civilization may be worth
while only if the millions of American men and women are able
to find in it the expression of their individual creativity. The
bewilderment and confusion so common today among our people
must give way to confidence and clarity of purpose. We must
as individuals learn to place integrity in ourselves and integrity
in our fellowmen at the top of our list of values. We must
develop a more acute sense of social adaptability and of prag-
matic critical-mindedness. A consciously reconstructed educa-
tional program is our chief reliance, but before that is attempted,
much preliminary groundwork among the intricacies of the
American mind needs to be done. What is needed is a creative
portrait of our contemporary society that will reveal its essential
internal and external make-up. This Rugg attempts to supply
by recourse to the documentation of persons whom, in virtue
of their matured thinking and feeling, he chooses to call “fron-
tier thinkers.” These advanced scholars have begun the ex-
ploration of the politico-economic implications of the machine
age, the psychological, sociological, anthropological, and geo-
graphic backgrounds of human life, and the possibilities of ar-
tistic creation and criticism in America. On the basis of studies
already available, Rugg calls for the codperative endeavor of
our most far-seeing and critical minds towards the formulation
of a program for producing cultured individuals in great num-
bers. He believes that this can best be done by concentrating
on two foci; first, an expressive theory of individual and group
life based upon American cultural backgrounds, and second,
a collectively sanctioned planning program encompassing eco-
nomic, political, and social life. Government might thus emerge
from the limitations placed upon it by the present pecuniary
régime and become an enhancing and encouraging force to so-
cial and individual cultural enrichment. Rugg believes that we
must distinguish philosophically between the attitude of scienti-
fic analysis and that of artistic synthesis if we would attain a
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proper cultural balance. Since he looks upon the school as the
most effective agent for social regeneration, Rugg insists that
the curriculum must be constructed around two central objec-
tives: creative personal development, and appreciative participa-
tion in American life. He visions a school-centered community,
a society in which all the institutions and productive agents
are conscious of an obligation to contribute to the cultural
growth of individual persons. It is plainly up to intelligent
adults to create out of the richness of present resources a physi-
cal, mental, and emotional environment for adults and for chil-
dren which will bring to expression the cultural possibilities
of personality.

The seriousness of the present economic collapse has led
Rugg to the conviction that America is on the verge of enter-
ing a new epoch. In Tke Great Technology his thought has ma-
tured to the extent of seeing the future of America in terms
of three alternatives—anarchic drift, class rule, or technological
civilization. He documents in striking fashion his insights into
the past and present of the American scene. He is convinced
that only the full working out of the implications of scientific
technology in society will solve the serious problems of the
present and lead to true progress. Bravely he attempts to point
the immediate road which can be taken. By means of a national
clearing house of forum discussion which shall focus the thought
of the intelligent minority and direct ways of altering the basic
mass concepts of competition and conformity, Rugg hopes that
the way out of chaos will open. He is convinced that only an
education as wide and as continuous as life can build the new
day.

Nature of Practical Proposals.—Rugg stresses the importance
of concentrating educational scholarship and technology upon
the complex problem of designing a school program which will
integrate all social agencies at each age level from infancy to
old age. “Frontier thinkers” in education should be engaged
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constantly in building centers of effective adult opinion as well
as in educating a progressive minority of youth. The first step
in educational reconstruction is the synthesizing and the re-
departmentalization of the materials of instruction. We need
definitely to know what facts and principles are basic to in-
telligent participation in American institutions. Such a tenta-
tive core of central concepts is suggested in Rugg’s series of
social science textbooks recently published for use on the junior
high school level. He proposes a problem-solving organization
of such materials towards the development of socially valuable
skills. He proposes also a richness of vicarious episodic subject
matter which will stimulate genuine insight and help in the
creation of a truly experimental attitude towards life. It is
in the vital participation of youth in community undertakings
that the basic concepts in the social sciences and in the fine
arts become effective. If only a few schools in each state thus
emphasized a synthesis of social understandings and skills with
genuine meaningful creative activity in the community, Rugg
believes the cultural level of American life might be markedly
raised in a single generation.

The development of a new type of teacher-training program
is part of Rugg’s scheme of educational reorganization. He con-
ceives of a faculty of truly cultured persons and a highly selected
student body together making a genuine community of cultural
groups. The students will grow in understanding of childhood
by living with the children in a laboratory school which is under
the direction of artist teachers. The students will participate
from the first in research projects suggested by teaching prob-
lems. They will see demonstrated the intimate relations of the
school with community life as a whole. It will be the function
of the academic part of their educational program to acquaint
them with the frontiers of thought in every field and to develop
in them a love for good books. Through such an all-round pro-
gram of growth Rugg believes the students will be led to formu-
late adequate personal theories of life and education.
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Rugg conceives of the elementary school essentially as an
introduction to community life. The secondary school should
attempt to appraise culture and to review intelligently the chang-
ing trends in the social scene in order that students may be pre-
pared actually to help in the direction of cultural evolution.
Rugg proposes a school régime of activities upon a thorough-
going experimental and creative basis. He would, however, sup-
plement this activity program by the systematic learning of
fundamental tool skills.

In The Great Technology written in the midst of depression,
Rugg bravely calls for educational inflation. He suggests that
the educational budget be quadrupled in order that effective
remedies for the plight of society may be immediately applied.
The money would be obtained through the Reconstruction
Finance Corporation and used to promote a scientific appraisal of
existing educational facilities, a scientific study of educational
needs considered in the broadest sense, the organization of adult
discussion groups under the leadership of Boards of Education,
the development of comprehensive cultural programs integrated
by Boards of Education with the national plans for social recon-
struction mapped out by economic and political leaders. Rugg
envisages a National Council of Cultural Reconstruction with
appropriate sub-councils in local communities as the function-
ing agencies by which educational reconstruction may be
planned and administered. He frankly recognizes the heroic
nature of such an enterprise in the face of existing obstacles.

Estimate of Current Educational Practice—Rugg sees the Amer-
ican educational scheme against the larger background of Amer-
ican life. Whatever guiding principles emerged in the course of
the upbuilding of American civilization were passively reflected
by the schools. In the surge of nineteenth-century growth and
change when America was engaged upon innumerable material
conquests, there was neither time nor inclination for taking
thought about the proper design of a system of education.
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Schools were built, organized, and administered in the spirit
of prevailing mores. Conformity to prevailing mass attitudes
and to the spirit of competition in economic enterprise were
indoctrinated by means of the formalized mechanism of school-
keeping. The superficial ideals of literacy and book learning
represented in essence an orientation rather to past racial glories
than to the present problems or cultural needs. These same
ideals continue to dominate the existing school system and are,
to a considerable degree, responsible for the existence of the
top-heavy white-collar class which now suffers so tragically
from the ravages of unemployment. Rugg points to another
serious concomitant of the narrow literacy education of the past
in what he calls a false hierarchy of social classes reaching from
captains of industry through political bosses, professional work-
ers, and skilled tradesmen to the tremendous masses of workers
engaged in the manual labor required by the new industrial
order. In this hierarchy, based upon exploitation, men of scientif-
ic and aesthetic insight were relegated to the background, while
men devoid of any insight into the social aspects of industrializa-
tion rose to positions of power and dignity.

Educators have so far failed to meet the challenge of the new
day; the school curriculum remains oriented to the life of the
past. Education is still regarded by most professional workers
as the great conserving agent rather than as the great recon-
structing agent of society.

The Nature of Learning.—Learning to Rugg is maximum growth
towards a known goal. Learning is a preparation for fullest living
tomorrow, but this preparation becomes possible only as those
who chart the learning course during childhood and youth are
guided by science. Learning means first of all the reduction to
routine habit as soon as possible of the many mechanical skills
basic to full bodily and mental functioning, such operations as
walking and talking, writing, reading, and computing. It means
a program of planned experiences carefully graded to age and
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mental and interest levels, and so related and coérdinated that
growth becomes consciously a continuous progressively expand-
ing affair. In the most effective learning the learner must him-
self will to learn; he must hold his mind open and at the same
time direct it critically upon experience; he must be absorbed in
his tasks and at the same time feel the measure of his efforts
against the standard of his own inner integrity. Each unit of
work or experience should be definitely contributory to growth
in one or more of the following directions: power of generaliza-
tion, expansion of imagination, mastery of difficult meanings and
relationships, or skill in manual codrdinations. The general at-
mosphere of the school should be one of freedom rather than
compulsion. The school should be a place where sympathetic
skilled direction and guidance are constantly available and
brought to a focus on developing experience. It is necessary
that the first-hand observation, research, creative activity, dis-
cussion, and systematic practice of children, be supplemented
by a rich assortment of vicarious experiences dealing with the
natural world, with human geography, and with the historical
movements of community, national, and international life, in
order that the resulting fund of meanings shall cover fully the
many aspects of individual and social life.

The really fundamental thing to Rugg is that learning shall
culminate in every individual not only in intellectual orienta-
tion and social behavior but in a personal, mental, and emo-
tional synthesis. Contemplative absorption in an experience as
such, should be possible to all because it is the great balancing
factor in life. It can come about only by making the school
sensitive to the artistic and aesthetic area of life. The over-
flowing creativity and absorptive interests of childhood can
and should be so cultivated as to yield an integrative leaven
to the whole of life.

Rugg seems to be moving towards a new psychological orienta-
tion in The New Technology. He pleads for an eclectic psy-
chology which shall glean from each of the major schools extant
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in contemporary America an essential contribution. Specifically
he would include the Behaviorists, the Gestaltists, and the
Psychoanalysts. He would add to these, however, the concepts
of integrity and appreciative awareness which he thinks of as
the special contribution of creative artists.

Reactions to Other Points of View.—Rugg is concerned, mainly,
to point out that the widely prevalent pragmatic instrumental-
ism, as emanating today from John Dewey, is not an adequate
guide to educational reconstruction. He is as fully appreciative
as anyone of the constructive effects of this point of view in
clarifying the intellectual aspects of life by working out the
experimental way of knowing, and he acknowledges its destruc-
tive influence in breaking up the last remnants of faculty psy-
chology. But he finds its defects in its very qualities. Just
because its emphasis is upon problem-solving, upon the sharpen-
ing of the tools of life, and upon preparatory acts, it can offer
no guidance in the realm of intuitional or consummatory or
artistic experience. Life has an explosive emotional phase as
well as a well-regulated, intellectual phase, and who shall say
that the latter is all-important? It is Rugg’s contention that
this issue is paramount. Shall we proceed in the instrumentalist
fashion to enthrone intellectual analysis, experimental action,
social adjustment, and erudition as the objectives of education,
or shall we ponder further and let the artist as well as the
pragmatic philosopher contribute to the formulation of objec-
tives? Science has just begun to validate the intuitive vision of
the creative artist and American artists growing up under the
pragmatic tradition have already begun to question the inclu-
siveness of pragmatism. It would seem then that educators
should look beyond problem-solving for norms pertaining to
attitudes of self-cultivation, appreciative awareness, integrity of
the self, and a society of proud, cultivated persons. Let them
attempt a total vision rather than accept a partial vision before
planning their programs.
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BOYD H. BODE

General Viewpoint and Its Relation to Education—This modern
age of science, Boyd H. Bode finds, is making over our whole
civilization. The progressive release of intelligence from the
bounds of tradition which is so characteristic today has made
possible a vision of a continuous Golden Age to be realized
some time in the not too distant future. The modern broadened
meaning of democracy is now outlined clearly above the de-
ficiencies and inadequacies of our social life. We can see, for
instance, that it means a real brotherhood in which each shares
in the opportunities, the accomplishments, and the ideals which
are the common heritage. We can understand that democracy is
truly realized only to the extent that the resources of the nation
are used for the benefit of all and to the extent that there is
general sensitivity to all manner of human interests. We are
beginning to think that national safety lies chiefly in the better
utilization of the general intelligence of citizens upon the differ-
ent aspects of important social problems. These new insights
may be summed up into what may be called a modern orienta-
tion to the total physical and social environment. Such an
orientation would include confidence in intelligence, and joy in
the release of human energies upon the strenuous task which
lies ahead. Since the principal reliance must be upon education,
the immediate function of educators is to prepare for a progres-
sive reconstruction of the social order. Educators cannot con-
tinue to sit back and dully reflect the changes going on around
them. They must be acute enough to perceive, for example,
that the intensive programs to eliminate waste and inefficiency
in industry have been in many cases anti-social in their effects.
Educators should not only transmit what is valuable in the
racial inheritance and develop the intellectual resourcefulness
of the younger generation, but they must also imbue the young
with a militant democratic faith. When the educational system
works under a genuine social ideal, and when educators under-
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stand life in terms of the actual circumstances and opportunities
of contemporary civilization, the road to man’s triumph in a
magnificent future will be open. The central emphasis of any
educational program should be in developing the human power
to think. Upon adequate thinking about concepts like govern-
ment, force, energy, heredity, and patriotism, everything else
depends. The essence of education may be found in the type
of inquiry into current beliefs and institutions which leads to
reformation of social aims in keeping with human worth and
dignity. The discipline of thinking prepares us for intellectual
independence by the recognition that there can be no ultimately
valid formulation of beliefs, institutions, or ends. Bode looks
upon culture as fundamentally a way of life enabling individuals
to express the integrity of their personalities in and through their
daily occupations.

Nature of Practical Proposals.—Bode points out that the great-
est need in education today is for a controlling philosophy built
out of criticism and reflection upon all the available data about
modern society. Such a philosophy would give much needed
clarification to the issues between educational theory and edu-
cational research. It would lead to the construction of an edu-
cational program in the execution of which each of these factors
would play cotrdinate réles. Theory would be concerned with
the continuous refinement and reconstruction of objectives, and
science with revealing the agencies efficacious in realizing ob-
jectives. Bode feels that if liberal education is to have any
meaning in modern life where the call is for technical proficiency
and vocational utility, there must be a thoroughgoing revision
of educational subject matter and of educational methods. The
new curriculum should provide for an integrated developmental
program at all stages from kindergarten to college. Its central
theme can be none other than preparation for membership in a
democratic social order. All subject matter will need to be se-
lected solely on the basis of its contributory value in building
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up a general attitude which recognizes the responsibility of
human intelligence in making a better civilization. The school
subjects must be shown in their broadest meanings and in the
actual relation which they bear to each other in social life.
Bode suggests that a proper recognition of the essentially scientif-
ic organization of subject matter and of democratic social ideals
will give educators sufficient clues to the practical selection of
curricular materials. The clue to method, he believes, will be
found in a recognition of the importance of individual initiative
and self-expression. The teacher, working under the guidance
of clearly understood social aims, will perform functions like
asking questions, suggesting relevant facts and leads, and point-
ing out difficulties, in such a way as to provide the utmost stim-
ulation with the least amount of hindering interference with
ongoing pupil activities. Since intelligence cannot function ade-
quately until subject matter is logically organized, the teacher
should scrutinize carefully childhood interests, vocational needs,
and pure intellectuality in order to learn how each contributes
to logical organization of experience.

Bode suggests the re-orientation of programs for moral edu-
cation around the prospect of an experimental civilization which
places the seat of authority in human intelligence. He believes
the college should lay bare the underlying institutional struc-
ture and the conflicts of modern life in such a way as to leave
the student free to make his own final philosophic formula-
tions.

Estimate of Current Educational Practice.—The lack of any
virile social gospel in American education, Bode thinks, is re-
sponsible for the uncertainty about educational objectives at
a time when education is widely available and when the re-
sources of life are abundantly at hand. We seem not to have
inquired seriously about the meaning of education in a democ-
racy. Bode finds two divergent tendencies at work in present-
day theorizing about the ends of education. In one, preparation
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for adult life is assumed as exclusively desirable; in the other,
the supreme end seems to be full and free childhood experience.
The choice is thus between subordinating the child to adult
standards and leaving the child entirely to the play of his own
whims. In neither is there much provision for the exercise of
intelligence. Practically we have moved in the direction of pre-
paring children for greater social achievements by the introduc-
tion into curricula of material pertaining to man’s struggles and
achievements in building civilization to its present level. Edu-
cational experiments which have opened so widely the field of
special talents and capacities in children are significant for thus
emphasizing the possible role of the individual in group under-
takings. On the whole, however, educational science has de-
veloped out of relation to the wider social scene and has there-
fore tended to reinforce the rule of tradition. While educators
have neglected to widen their perspectives in accordance with
changes constantly going on about them, they have at the same
time let slip certain of the approved values of the past. There
is little concern today for the old-fashioned ideal of scholarship
as knowledge for its own sake. This represents the loss of an
invaluable stabilizing influence amid the confusing trends of
modern democratic life.

Bode believes that the idea of a substantive mind which is
so interwoven in the body of traditional culture, has not really
been given up by teachers despite apparent wholesale rejection
of the faculty psychology. The drift away from general educa-
tion and towards specific education which reflects the denial
of the efficacy of formal discipline, will not be properly under-
stood and controlled until we face in more analytic fashion the
real significance of mind.

The Nature of Learning—Bode defines mind as the way the
organism deals with its environment. On the sub-human levels
behavior is almost universally explained in terms of spontaneous
activity and simple habit formation growing out of successive
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adaptations to changing situations. This adaptive behavior is
essentially mechanical and pre-determined. On the human level
hehavior takes place in terms of ideas and purposes which place
it qualitatively much higher than mechanical habit. Human
behavior is essentially purposive, becoming so by virtue of the
progressive reconstruction of successive situations. The term
“mind” or “mental state” is no longer needed since behavior
is autonomous. The environment, as we perceive it, changes con-
comitantly with changes in our reactions to it. Our reactions
may be considered as a series of temporary unifications of large
numbers of internal and external bodily responses. Thinking
in its analytic and synthetic aspects emerges when we face novel
situations for which our established habits prove inadequate
responses; it is a matter of finding and testing meanings and
of the construction of new, more adequate habits. Thinking is
thus the essence of learning and takes place not by repetitive
drill but by active attack upon unsolved problems. The condi-
tions by means of which human intelligence is released and
learning takes place are in equal measure set by environment
and heredity.

Obviously the school must build far beyond the mere multi-
plication of specific habits in children. It must relate established
habits in such manner that they are formed into wider systems
of response and finally into the order of concepts adaptable to
a wide variety of situations. This is the true meaning of trans-
fer of training. Its realization can be assured only by cultivating
in learners both social context and logical organization of experi-
ence. Since concept building must be performed by each individ-
ual for himself, school organization should allow opportunity for
the exercise of initiative and experimentation by individuals.
The school should provide real problems and vary teaching
method in ways best conducive to thinking. The background
of school subjects should be carefully developed, subjects should
be connected with pupil interests, and such matters as recita-
tions, assignments, and conditions of study should be adjusted
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to the end of effective, independent thinking by pupils. Only
by interweaving the selected subject matter of the school with
the experience of learners can we render them capable of re-
sponding intelligently and appreciatively to the variety of hu-
man needs and aspirations. OQur conception of character as a
collection of ideal traits must change to that of a dynamic ad-
justment of life’s various interests in reference to a social ideal.
Instead of building character by means of various isolated tech-
niques in terms of separate traits, we must look upon character
as the outcome of school life as a whole.

Bode points out that our increased knowledge about individ-
ual differences among humans in no way precludes our endeavors
to attain common ends; it rather obligates us to devise new
and more varied methods of transmitting the essentials of edu-
cation.

Reactions to Other Points of View.—Bode has made consider-
able effort to give proper evaluations to various trends in edu-
cational theory. He himself thinks largely in the tradition of
Dewey and therefore makes no direct criticism of the funda-
mental position in Dewey’s philosophy. Dewey’s influence, Bode
reports, has so far been more in the field of method than in the
field of basic ideals. He attacks rather severely some of the
implications which Kilpatrick sees in the Dewey tradition. Kil-
patrick leans toward letting the pupil determine his own cur-
riculum; this Bode believes is a reversion to Rousseau. Kil-
patrick also seems to imply the rather hazardous doctrine that
the future should be left to itself. The project method as formu-
lated by Kilpatrick, while stressing the importance of inde-
pendent and meaningful action, is unsatisfactory without
considerable supplementation because it makes learning too hap-
hazard and too immediate. To Bode the project method does
not give the guidance and direction to learning which clearly
conceived larger ends can give.

Snedden is criticized for sacrificing logical organization and
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social insight to preconceptions about social needs derived from
the past. The specific objectives which he sets up do not allow
for adaptive intelligence or for general training. In Bobbitt,
Bode finds evidences of inserting personal bias into an os-
tensibly objective determination of facts about social realities.
Charters’ development of the technique of job-analysis is criti-
cized as being an attempt to mechanize conduct so completely
that little place would be left for intelligence. In the psychology
of J. B. Watson and in that of Thorndike, which are basic to
much of modern educational thinking, Bode finds no recognition
of intelligence as the function of re-creating and reinterpreting
situations so that they take on new meaning. Both Watson and
Thorndike seem to presuppose that the processes and the re-
sults of learning are entirely determinable by the teacher.

Bode attacks the scientific movement in education for its
uncritical acceptance of old standards and old ideals. He sees
in the scientific construction of curricula an actual threat to
the development of a scientific outlook on the part of pupils.

The ideal detached attitude of traditional classicism, Bode
believes, was a correct educational objective although classicism
was culpable in not appreciating the obligation of learning to
humanize men by the cultivation of common interests and sym-
pathies. Likewise modern vocationalism is correct in its insist-
ence that learning should be practically applied, and wrong
in interpreting such application purely in terms of vocational
utility.
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PrREFATORY NOTE

from which he views American social life and that aspect

of it which is called organized public education. In Section
Two he has attempted to present the essence of the more recent
thinking of seventeen American educational theorists. These
theorists were classified into three groups according as their
major sympathies were interpreted as lying in the direction of
inherited traditions, modern science, or modern naturalistic
philosophy. In the present section the views of the seventeen
men are critically interpreted from the author’s point of view
as more broadly expressed in Section One. The classification of
Section Two is retained and its bases more specifically pointed
out. The discussions of individual men follow in general the
order of the topics used in the presentations of viewpoint in
Section Two.

I N SECTION ONE the author has made clear the particular angle

I. EDUCATORS STRESSING VALUES INHERENT IN AMERICAN
Historic TRADITIONS

Herman H. Horne.—There is no difficulty in determining just
what it is that Horne stands for in social life and in education.
He speaks out clearly and comprehensively; no questions which
bother modern theorists remain unanswered in his philosophy.
His philosophic training makes him stand in marked contrast
in this respect to most of the educational theorists whose views
are under discussion in the present study. He says with great
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conviction what he means about God, nature, human life, the
social order, and he ties his educational theory consistently
to his basic notions. He believes that his convictions have be-
hind them the weight of centuries of civilized verification and
that there is not the least cause today to doubt them in any
measure,

It is really anomalous that Horne should theorize at such
great length regarding public education. His thought seems
more directed towards the church and towards religious edu-
cation; its unbending traditionalism would at least be more
appropriate in that field. How naive today to believe that the
secularism of American education, itself a departure from a not
too distant complete religious domination, can be spiritualized
by a philosophically purified essence of the old religious tradi-
tion! Horne builds on the obvious fact that American parents
and American teachers are in large measure church members
whose ideological complacency is somewhat disturbed by social
and intellectual changes in the contemporary world. Most people
appear spiritually cold to a Godless and experimental natural-
ism, and Horne would reassure them that a deepened faith
in now empty and comparatively meaningless Christian idealis-
tic terminology will bring back the old cultural solidarity. A
little more scrupulous observation of the real spiritual temper
of youth should demonstrate to him that Christian philosophic
Idealism, as the key to life and to immortality, would be about
as acceptable as mid-Victorian standards of social taste. It is
perhaps because he senses this state of affairs somewhat that
he makes so much of the necessity of good old-fashioned dis-
cipline in modern life. Of course, if one feels, like Horne, that
the whole history of philosophy is a series of varied paeans to
God, it would be hard not to judge the modern generation
derelict in duty when it refuses to sing one more. The whole
burden of Horne’s educational philosophy rests in the convic-
tion that educators, once they sense the real issues of modern
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life, will rush in eagerness to a program of education based on
Christian Idealism. Christian Idealism, to Horne, is the crown-
ing achievement of human philosophic vision. It represents the
final ultimate synthesis of life’s values and it affords a clear
vision of the direction and the mode of future human progress.
What more can man ask? Well, one really wonders whether
man has asked quite so much! Do we wish to be assured in
this day and generation that our social institutions are based
upon divine ideas or that God has apparently so written capital-
ism into the course of events that all man can do is perfect it?
Can intelligent people really believe that the moral patterns
which have come down to us are divinely guaranteed to per-
sist throughout even Utopia? Before nominating immortality
as the ultimate end of education, in the light of which the whole
program of public education should be planned, Horne might
inquire deeply of his own point of view whether even immor-
tality is the kind of thing that may be had for the seeking.
When one finds such deep reverence for a tradition like that
of the Christian philosophic interpretation of the universe with
all its connotations of loyalty to established institutions such
as capitalism in economics and classicism in education, it is
natural to expect that the practical proposals for educational
reform derived therefrom will not be very startling. Horne’s
moral sense is outraged by the way in which materialism, the
cult of success, and vocationalism have penetrated into our edu-
cational thinking and practice. He assures us, however, that
these things will fade when we turn our hearts toward God and
Jesus and toward true culture once more. Apologetically he ex-
plains such contemporary faults as the to-be-expected weak-
nesses of a nation which has undergone rapid physical develop-
ment. The general scheme of education which Horne proposes
to the end of a re-spiritualized America, is a benevolently
authoritarian one. All the information and techniques which
science has yielded to education are to be employed in the con-
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struction and the consequent administration of a curriculum
fitted to the purpose of producing Christian citizens of a capital-
istic turn of mind for the American democracy of the future.
The social inheritance in terms of compartments of knowledge
or subjects is to be reshuffled until it represents a hierarchy of
value cognate with idealistic philosophy. Education, in Horne’s
thinking, appears to be wholly a technical problem, with the
issue simply what to do in order to reach the preconceived ends
of the public school. Horne urges the adoption of the principles
of Progressive education insofar as they may be employed in
serving the exigencies of technical educational problems.

There is no evidence to show that Horne has repudiated the
main outlines of the original psychology which he retains in
his recent revision of The Philosophy of Education. He thinks
in terms of the once popular psychological insight which
describes epochs of development from infancy to maturity. This
psychology is employed to give distinction to that educational
dogma which states human mental development as a process
beginning with a kind of primitive freedom in the very young
and progressing through a period of externally imposed dis-
cipline to a final well regulated and cultural freedom in adults.
That this psychology is conceived ideally and with great benevo-
lence only makes matters worse. Nowhere is there any indica-
tion that Horne appreciates the significance of recent develop-
ments in modern psychology, biclogy, or psychiatry. He sees
all science through the rosy-hued spectacles of his religious
philosophic Idealism which confidently assumes that science
reflects the glory of God. Nor does he show anywhere an ap-
preciation of the strange new forces which move the contem-
porary world. It seems to be the besetting sin of all who view
the world, as Horne so proudly assumes he does, sub specie
aeternitatis, that the immediate everyday environment can show
nothing which is of more than passing significance.

*H. H. Home, The Philosophy of Education (New York: Macmillan),
1930.
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Homne tries to point out that there is a real battle today
among educational theorists and that it rages between two poles:
one, the radical naturalistic philosophy of Dewey, and the other,
the idealistic philosophy of Horne. In his last book? he has at-
tempted to show that the philosophy of Dewey is swallowed
up in the more comprehensive philosophy of Horne. When one
examines the present state of educational theory in America, it
is obvious that in the prevailing theoretic confusion, the issues
are not yet drawn. When the battle lines are really formed,
there is little likelihood of Horne’s Christian idealism represent-
ing one strong contending force. As regards the two “contend-
ing” philosophies in question, that of Dewey is an emergent one
which few educators have as yet considered seriously; that of
Homne is a decadent one whose followers, with the exception of
Homne himself, are already apologetic about bringing it into
professional discussion. Horne’s instinct in opposing the impli-
cations of Dewey is, however, a sure one. He plainly dreads the
revolutionary consequences of a common understanding and
acceptance of the viewpoint of experimental naturalism. It
means the fading of all but the memory of idealism, the pass-
ing of the Christian tradition, of capitalism, and of classicism,
to all of which Horne has a strong emotional attachment.

Henry C. Morrison.—Morrison has proceeded boldly to experi-
ment and to theorize about the method of education. He asks
no fundamental questions beyond those strictly allied to method
or technique. But he nevertheless answers some very funda-
mental questions in an incidental way. He sees mankind steadily
advancing along all lines, ever pushing beyond attained frontiers
in every line of endeavor. He recognizes in the Industrial Revo-
lution man’s recent and sudden deliverance from the necessity of
universal and endless unenlightening toil during the extent of
his natural life. Morrison’s program of education is designed to

*H. H. Horne, The Democratic Philosophy of Education (New York:
Macmillan), 1932.
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make the consequent universally increased leisure time intel-
lectually, morally, and aesthetically profitable. He blandly as-
sumes that the present age with its social Tnstitutions and its
moral and cultural ideals is the essential distillate of ages past.
Advance we will inevitably, but along pathways already laid
down. Morrison insists that there need be no more questionings
about fundamental things; man’s function, now, is but to perfect
and expand the received distillate of cultural patterns. Although
he says nothing about the Christian tradition, it is to be assumed
that his objections to moral relativity are derived from Christian
absolutistic preconceptions. He is frank about capitalism, and
although his dream of the day when every individual will be a
cultured and prosperous capitalist is distinctly out of key just
now, it, nevertheless, displays the contamination of his thought
by the received business tradition in American economic life.
The physical, social, and spiritual inheritance into which he
would initiate American youth is clearly our marvelous techno-
logical civilization controlled in characteristic capitalist fashion
somewhat chastened, possibly, by the ideals of inherited Ameri-
can Christianity.

Morrison’s specific educational proposals represent the prod-
uct of original thinking about how better to do the old job in
the light of the present threatened social disintegration. If the
aim of permanently securing the received traditions of Ameri-
can life must be retained, it is easy to see that the whole school
system must be conceived and controlled as a unit, and that
all educational efforts must be scientized and integrated in
terms of the ultimate desideratum. The technique of parcelling
out knowledge into subjects, so sacred still to Horne, Morrison
radically tampers with. He is closer to realities and recognizes
that mass education needs to be differently conceived than
upper class education. He proposes functional units of subject
matter so constructed and so administered by the school that
mastery by pupils of what they contain shall be guaranteed.
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The graded prométion system Morrison throws into the dis-
card as inadequate to the task of rendering our great American
masses of youth properly amenable and customarily habituated
to ideals whose history is said to guarantee their ultimacy. In
other words, what Morrison is proposing is that all the tech-
niques of science shall be applied seriously to the task of doing
more and more efficiently what, hitherto, has been attempted
in education. If the task of properly intellectualizing, vocational-
izing, and aestheticizing American youth is well done, he as-
sumes that highly integrated, modernly oriented personalities
will be the inevitable result. This is a tremendous assumption
and holding to it requires a deep and abiding faith in values
whose disintegration is already so complete that even the usually
complacent American masses have become restive under insti-
tutional forms representing those values. It is this restiveness,
this outward manifestation of revolt, that bothers Morrison. He
is concerned to suppress it by means of what he calls the appli-
cation of the mastery formula in the public schools. He is not
concerned to look into the values which are being flouted and
disregarded; they are assumed to have been experimentally
validated by past generations of men. Morrison, in other words,
would bend man to the yoke of inherited institutions rather
than bend inherited institutions to the yoke of emergent man.
The latter alternative he would regard as sheer nonsense, be-
cause fundamentally he misunderstands the nature of the world
he is living in. He misinterprets trends of continuity with the
past as unalterable pathways for the future. And he misinter-
prets the modern manifestations of the spirit of revolt in man
as obvious reversions to savagery and barbarism.

Morrison sums up human development in much too simple
fashion. If properly educated, we pass inevitably from egoistic
infancy to altruistic adulthood. It is perfectly obvious what
Morrison means by a proper education. The ideals, as already
discussed, are those inherited from the past. The educational
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specifications for realizing these ideals in individuals and in
society at large, Morrison indicates, are a matter of technical
determination. Relevant subject matter is selected for curricular
content, and teaching techniques are adapted to the incorpora-
tion of the selected subject matter into the minds of youth.
Morrison accepts the modern doctrine of motivation, but he
restricts its meaning to a teacher-determined motivation as-
sumed as necessary in accordance with the developmental prin-
ciple stated above. The pupil’s attention and interest are tech-
nically manipulated so that his behavior may be directed along
chosen channels. Where the teaching art has been genuinely
administered according to formula, the pupil becomes eventual-
ly a self-directing entity capable of being trusted with the
responsibility for his own future. The flaw in this type of educa-
tional thinking is exactly that it reckons entirely without the
modern human sciences. It is pedagogy entrenched against any
possible invasion by the experimental temper of mind and
against any fundamentally new theories. All of the fine things
which Morrison has to say against machine-like school ad-
ministration and against intelligence-test determinism go to pot
in the face of his pedagogical dogmatism. Just as educators and
people generally were beginning to realize that precious little is
known about the great modern problems of education, Morri-
son gives out the startling reassurance that if subject matter
be taught earnestly and intelligently enough, universal confi-
dence and the social status quo ante may again be restored!
Nowhere in Morrison is there any indication that the funda-
mentals of the teaching art of the future lie in the developing
sciences of child psychology, human biology, sociology, and
psychiatry, nor that the problem of education may be conceived
more broadly than in terms of subject matter mastery alone.

The educational conservative is perfectly portrayed in Mor-
rison’s impatience with educational catch phrases which de-
scribe the teacher’s dissatisfactions with old ways and her hopes
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for something new and more meaningful. Like others of con-
servative orientation, he attempts to make ridiculous the feeble
efforts of struggling and uncertain Progressives. We are driven,
however, to the conclusion that if we would earnestly follow
Morrison, we should have to return to devout acceptance of
the Christian moral and religious tradition as a kind of ultimate
standard. It would be necessary also to revere forever more the
social, political, and economic institutions which happen to have
emerged so far on the American scene. Morrison, therefore, is
not inconsistent when he makes light of the brewing social storm,
nor when he entrenches himself behind the substance, if not the
form, of traditional education, nor when he ridicules Progres-
sives.

William C. Bagley.—In Bagley one searches vainly for a com-
plete declaration of faith. What he actually believes about Chris-
tianity or capitalism is hidden from view, and one must infer
from the trend of his general remarks about education and the
social order just in what direction his thought seems oriented.
Obviously he has not the happy faith of a2 Horne that we are
progressing with reasonable rapidity toward a beneficent mil-
lenium. Nor is there the rigid assurance of a Morrison that noth-
ing fundamental has happened to our familiar American pre-
conceptions. Bagley penetrates somewhat deeper; crime, divorce
rates, the ominous encroachments of the machine convince him
that a crisis is at hand. His appeal to Americans to learn the
moral of European experience with universal education is beside
the point. Just where is the moral to which Bagley points if the
highly praised system of education, under which German youth
has for so many years been nurtured, results in a nation sub-
missive to Hitlerism or Junkerism, while the poor, illiterate,
downtrodden Russians conceive a Five Year Plan and proceed
with its execution as realistically as they have? Bagley bids us
to return to fundamentals, and he reaffirms his faith in Ameri-
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can democracy. Fundamentals, for lack of any assurance to the
contrary, apparently mean the inherited Christian religious
and moral traditions and the kind of democracy which capital-
ism permits. To demand that the level of mass enlightenment in
our pervasive common culture be raised means to be so satisfied
with our religious and philosophic, our social and economic in-
heritances that we would perpetuate their essential traditions
rather than search out the meanings and the possibilities of any
new stirrings in the soul of the modern American populace. Bag-
ley would make that populace thankful and contented for what
it is and for what it has. To assume that even a stalwartly con-
ceived, an artistically administered, a scientifically regulated
system of universal education can thus turn the clock of social
evolution backward in this modern day, is to have faith indeed.

The key to Bagley’s practical proposals for educational re-
form lies in his use of the term discipline. Somehow all the
educational ills of the day are due to lack of discipline. Pre-
sumably we will be disciplined when over all of America there
reigns a universal common culture. This means essentially that
all people hold the same ideals. By default of other definition,
in Bagley’s case we must assume that the ideals he has reference
to are those lying in the Christian religious and the business
economic traditions—to which the classical educational scheme
so neatly adapted itself. The common core of subjects, the un-
exceptional disciplinary power of thorough training in subject
matter, the ideal leader-follower inspirational relationship of
teacher and pupil are all concepts strictly within the old tradi-
tion, and Bagley reveres them all. Again, the necessity of mak-
ing the teacher-training centers stabilizing forces, capable of
calling a halt to easy experimentation in education, means as-
sured reign for the tried and true “fundamentals.” In Bagley’s
consideration of the subject matter of education, he places
primacy in language and measure. Surely, this bespeaks no
change in contemporary ideals of education beyond perhaps a
querulous call for greater efficiency in teaching.
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Naturally the classical leaning in Bagley rebels against com-
mercialism in education as well as against new-fangled notions.
The onus of Bagley’s criticisms goes to the Progressive Move-
ment in American education, the influence of which, it would be
conservative to say, has scarcely touched the average American
public school. Bagley sees, however, that this movement por-
tends the dynamiting of old standards, and he would cut off its
influence by concerted conservative action before it is too late.
Like crime ratios, divorce rates, materialism, etc., the Progres-
sive Movement is a sign of disintegration among revered insti-
tutional standards.

Bagley does not conceal his joy at some recent psychological
experiments which have been said to reopen the controversy
over mental discipline and transfer of training. Having himself
never abandoned a large faith in the transfer powers of con-
sciously held ideals, Bagley exults in this open questioning of
specific-element psychology among workers on the frontiers of
psychological science. He believes that scientific activity in the
field of brain localization will open new vistas of the possibili-
ties of mental evolution, especially in man. He expects possibly
the exploration of the seat of moral consciousness in man, name-
ly Conscience. Such inclusion of the mainstay of old individual-
istic religion in a discussion of the psychology of learning amply
reveals the traditional set of Bagley’s mind. The machinery
which made Conscience and Duty such terrible ruling powers
in individuals of a bygone age is not forgotten, for Bagley de-
mands such external constraint of pupils as shall guarantee
conscious mastery of a given subject matter content. Freedom as
the end of education is conceived as adjustment to the inherited
cultural traditions and ingrained methods of thinking, which
constituted classical education in America.

The conservatism of Bagley does not follow strictly along
academic traditions, for these traditions were essentially aristo-
cratic and had reference only to upper class education. Bagley
is a confirmed democrat. He would bring the virtues of classicism
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to everybody. That is apparently what he means by social
progress. The intelligence testers with their doctrines of the in-
herent cultural limitations of the masses are anathema to him.,
He also despises the Progressives in education who openly call
for an abandonment of classicism by redefining the meaning
education. It is from between the two opposed fires of intelli-
gence-test determinism and anarchic educational freedom that
Bagley would rescue the schools. The first means to him a denial
of democracy, the second a denial of discipline. He insists we
must have both democracy and discipline if an evolving America
is to run true to the institutional standards by which her course
in the past has been charted. What Bagley does not see is that
democracy may have a deeper meaning than wide extension of
traditional learning, nor does he believe that discipline may be
defined more adequately than by reference to age-old educa-
tional methods.

Ellwood P. Cubberley.—Cubberley dreams of the emergence of
a great American race. This sounds modern and even visionary,
but his specifications for the production of such a race sound
very familiar indeed. It is the responsibility of the schools to
keep American social progress pure and uncontaminated. In-
deed, the nation must consciously use its schools to guarantee
that moral standards, laws, and material prosperity shall be
under the permissive sanction of the Christian tradition. Early
American ideals in every phase of institutional life are in no
wise to be questioned or changed. The disturbance of these
ideals caused by unassimilated immigrants can and must be
remedied by the State through its school system. In the stable
American economic structure Cubberly sees ample financial re-
sources for truly national Americanization. The problem is es-
sentially simple, and as in Bagley’s case, frankly stated—the
masses must be brought to the intellectual and cultural level of
the upper class. Since the upper class became upper in virtue
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of a business system carefully idealized under the prevailing
Christian tradition, it will readily be seen that the present upper
class could in no better way assure its perpetuity. With youth
adequately trained for useful service in office, shop, and home,
and with belief in the eternality and ideality of established in-
stitutions secure, the emergence of a great American race is a
prospect indeed! Ultimate matters thus simply disposed of,
school administrators may with assurance turn their attention
to the scientific management of details.

In Cubberley idealization of American business practices
reaches its supreme height. No greater tribute could be paid an
economic system than to suggest that a great public school sys-
tem be modeled upon its essential ideals. Apparently in Cub-
berley’s mind, the nearer school administration and supervision
approach the forms and customs of great business corporations,
the greater is their efficiency. The school board is likened to
the familiar Board of Directors, the school superintendent is
compared to the president of a corporation. Supervision keeps
experimentation within bounds and prevents agitation among
the workers. Everything runs systematically, and those teachers
who conform most completely to established policies are re-
warded with the greatest liberty. In Cubberley’s system, teacher
freedom comes by means of the lock-step formation. In arguing
that the administration of rural and village education should be
patterned after that of large urban communities, business ideal-
ization comes full circle, and the teacher is dominated every-
where upon the American scene by a centralized bureaucracy
interested in revitalizing faded institutions. The significance of
phrases like community-centered education, differentiated in-
struction, flexible requirements, individual adaptation to a
changing world, etc., as Cubberley uses them, is that they can
be used with equal facility in support of reactionary policies or
of progressive ones.

When he looks critically at the functioning educational sys-



I70 INTERPRETIVE CRITICISM

tem of our country, Cubberley finds the greatest lack among
administrators. Always they seem to be the key to the educa-
tional undertaking. Better training must render administrators
capable of bringing the educational philosophy of teachers up
to date. This means broader use of those scientific tools of edu-
cation, the intelligence and educational tests. Presumably the
intelligence test is the classificatory device and the educational
achievement test the determiner of the degree in which educa-
tional objectives have been accomplished. The statistical tabula-
tions and the elaborate record-keeping made possible by the ex-
tensive testing programs of educational administrators become
tangible evidence that education is being run according to ap-
proved business principles.

The process of education as analyzed by Cubberley runs true
to his general outlook and the way he views the national educa-
tional task. Children are run through a mill of schooling where
the very latest results of educational research render teach-
ing a highly controlled art. Teachers teach subjects over whose
content they are conscious masters; they keep the children in-
terested and under control. The proper sequence of subjects ade-
quately taught creates the informed Christian citizen with all the
rugged and homely American virtues. The naiveté of Cubberley
in bringing to the aid of practitioners of education a psychology
of periodically maturing instincts almost passes belief. The old
inspirational hack of a right time for every lesson appears in its
pristine vigor in Cubberley’s psychology.

It is only natural to expect that in Cubberley, as in Horne,
Morrison, and Bagley may be found a heavy emphasis upon
so-called fundamental subjects, the basic tools of education, the
sole gateways to culture. No clearer demonstration of the mean-
ing of the traditional point of view in education could be had
than this characteristic harping upon fundamental subjects. It
signifies that education itself is conceived of as the mastery of a
stated program of subjects or units of subject matter. The funda-
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mentals or primary essentials obviously enough must then be
those drills upon reading, writing, arithmetic, and spelling by
which, it is commonly considered, the richness of content sub-
jects is unlocked. Cubberley adds to his traditionalism in this
respect the faith born of contact with modern educational sci-
ence that measured achievement in the basic formalities of
education is assurance enough that the imponderable values of
personality and of character are also amply attained. Most meas-
urers in education have given up this assurance. It is unfortunate
that a practical leader like Cubberley, whose influence pene-
trates American education subtly and pervasively, should assure
teachers that all will be well with the future generations if they
but add techniques of measurement to their present procedures!

The extent of Cubberley’s vision in educational philosophy is
evident in his attempt to be both conservative and liberal at
the same time. It is liberal to believe in the passing of memoriter
learning and in the great expansion of modern education as seen
in America. It is confusing to lump the Cardinal Principles of
Secondary Education,® the Principles of Education* of Chapman
and Counts, and the whole of Dewey into one comprehensive
and satisfactory modern educational philosophy. No doubt Cub-
berley’s emotional attachment to tradition has led him thus to
make confusion worse confounded among teachers, for when
issues are not clear hesitancy towards the new is increased. It is
clearly conservative to be sceptical towards the project method
—to regard it as another pedagogical device rather than a new
philosophy of education.

Thomas H. Briggs.—In Briggs, as in Bagley, there is a con-

strained consciousness that all is not well in the contemporary

American body politic. Briggs calls for sustained constructive

effort directed to the clarification of American ideals. He sug-
*U. S. Bureau of Education, Bulletin, 1918, No. 35.

*J. C. Chapman and G. S. Counts, Principles of Education (New York:
Houghton), 1924.



172 INTERPRETIVE CRITICISM

gests a conscious application by the State of modern technical
controls towards the attainment of such ideals. Let us examine
Briggs’ diagnosis of the ills of contemporary society, the ideals
which he reveres, and what he means by education to which
he so assuredly points as the way out of present difficulties.

Briggs speaks of the essentially superior American program
of life as being endangered by the declining influence of the
home and the church, by changing mores, by political corrup-
tion, and by criminality. But what is the American program of
life? Briggs hails democracy, to be sure, but in the light of his
ideal, self-supporting, country-loving, God-fearing citizen it is
fairly obvious that he has reference to the capitalistic economy
and the Christian morality of the nineteenth century when
America prospered so grandly as a nation. The meaning of
democracy in the machine age, as something radically different
from hallowed age-old institutions now passing into inevitable
decay, he does not seem to comprehend. Plainly he wants to go
back, and he expects that a National Commission of experts can
somehow bring the loose ends of the old régime together once
more into a grand synthesis of outlook labeled American de-
mocracy. A self-conscious state deliberately employing all avail-
able technology in the realization of its ends, he believes, may
then make the educational system into an effective citizen-pro-
ducing machine. He conceives citizens emerging as souls like-
minded upon important social, political, and economic matters.
His use of the big business analogy for education with its at-
tendant phraseology indicates the close connection of his thought
with the business man’s way of looking at things. Briggs’ con-
stant emphasis upon the perpetuation of our institutional forms,
allowing as he does for a change only in the direction of more
general economic beneficence, affords him the distinction of
being designated the educational prophet of a future Fascist
America.

In practical proposals Briggs goes right to the heart of the
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problem of national preservation along essentially traditional
lines. Just as experts are to formulate a national philosophy, so
other experts are to take the materials of education and shape
them into a curriculum minutely adapted to the task of produc-
ing an informed state-conscious citizenry. Standards and re-
quirements in all lines of conduct are to be determined by ex-
perts. Naturally the execution of such a program requires a
much expanded and a sterner supervisory system. Here the big
business analogy again crops out in Briggs as he points to the
supervisory arrangements in industry and business as the basis
of efficiency. Boldly Briggs rules out the private and the paro-
chial school as inimical to the best interests of the State. Teach-
ers are to be required to lead the good, rich American life, and
the right answers to controversial social questions are, evidently,
to be handed to them by state authorities. This is Americanizing
with a vengeance! It is a strong program and it is not imprac-
tical in an emergency like the present when vast power still
rests in the hands of traditionally-minded business and political
leaders. Could these leaders but be united upon something else
than immediate depression remedies, there is little doubt but that
they would substantially agree with Briggs on how to bring back
the happy by-gone days when mores changed inperceptibly,
when crime was not reported so luridly, and when extremists
had little if any public. Stability after the fashion of one of our
more conservative boom periods seems the aim of Briggs’ social
planning.

Briggs makes clear that the traditional program of subjects
shall constitute the basis of systematic education in the future
as in the past. His main bone of contention with the way educa-
tion is carried on today is that educators fail to realize the true
relation of education to the state. He is just in criticizing edu-
cational administrators and educational researchers because they
do lack this fundamental orientation. The call which Briggs
issues for educators to think strenuously and continuously about
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fundamental issues of policy, is one to which all educational
workers should sympathetically respond.

The conservatism of Briggs shows itself most plainly in his
repetition of the age-old phrase that human nature never really
changes. His psychological insight leads him to proclaim that
even the direction of social viewpoints is determined by nature
rather than by nurture. Nurture or education means to Briggs
a wide program of habituations designed to promote the emer-
gence of a homogeneous society out of a heterogeneous mass of
individuals. He revives the notion, supposedly securely buried
by professional psychologists, that feelings only begin to infuse
the attitudes of children at adolescence. In his insistence that
true education is more deeply rooted than intellect and that
education must concern itself with emotional development to a
much greater degree than is now the case, however, Briggs has
found a principle fundamental to any scheme of educational
reform.

Like other theorists with whom he is classified in this study,
Briggs makes much of prescription in education. The carefully
planned curricula must in all cases provide for systematic train-
ing in the application of fundamental facts and principles. Since
to Briggs emotions play but a small part in the lives of children
of pre-adolescent years, this necessary drill is most efficiently
administered in the early years of the educational program.
Children, as children, thus count for little in Briggs’ thinking.
They are the raw materials out of which law-abiding citizens
are made. The only effect of modern thinking about the period
of childhood upon conservative educators in general, seems to
have been in leading them to contemplate some slight allevia-
tion of the adult despotism under which children have been
forced to live. The language used in justifying long and heavy
educational prescriptions has lost much of its emotional flavor-
ing and has acquired a scientific tone. In Briggs it is “efficiency”
and “future availability” which are thus used to warrant the
period of forced elementary education.
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With Briggs’ test of successful education in an individual
as the presence of varied and abiding interests, no one could
possibly quarrel. The question might be raised, however, as to
just how the absolute state prescription and expert-prepared
curricula, which Briggs advocates for education, can meet this
test on a large scale—human nature being what it is. Despite
proposed benevolence and emotionalization in the educational
program, the aroused temper of modern youth will not readily
dismiss a certain scepticism which is part of the present age’s
attitude towards traditional ideals. Prescriptive education may
succeed in the future as it has in the past, but certainly not
under ideals which have in large degree ceased to function.

Briggs’ criticisms of other points of view in educational theory
are so general as to be practically meaningless. Confusion he
finds and justly criticizes, but he is at no pains to point out
specific objections to prominent theoretical proposals in educa-
tion today. His aversion to what Dewey stands for is evident
in his misinterpretation of the meaning of Dewey’s “How We
Think.””® That book is decidedly not an analysis of how gifted
men think; it is an analysis of the mental processes variously
involved in thinking, no matter who does it. Since in Briggs’
point of view thinking is of much less importance for the ma-
jority of men than unthinking habituation, he believes it mis-
leading for Dewey to assume that thinking, as an element of
behavior in all men, is important enough to write a book about.

Ross L. Finney.—Finney is prominent as an educational theorist
by virtue of the radical nature of his thinking about economic
institutions. He has made himself the educational spokesman
of that Western agricultural radicalism which has now and again
in American history disturbed Eastern financiers and business
men. Among timid educators he dares to question private prop-
erty in land and capital. However, as if such daring stretched
his imagination to the breaking point, he snaps back into a de-

®J. Dewey, How We Think (New York: Heath), 1g10.
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vout traditionalism that at some points outdoes even Horne or
Morrison. In philosophic outlook, Finney is apparently one of
those men whom the doctrine of Evolution rescued from the
nineteenth century religious slough of despond—when science
had rendered the traditional belief in God impossible for con-
scientious intellectuals. Evolution replaced God in assuring a
higher human destiny, and the old religious values thereby ac-
quired a new guarantor. Finney thus speaks of an ideal society
toward which “Evolution” points. This is the ‘“modern” point
of view within whose broad scope all tested knowledge finds a
legitimate place.

All who are capable do not as yet see this vision of the super-
civilization compounded out of applied science, democracy, and
social codperation. Finney issues a challenge to those who do
behold the vision to draw up specifications for an immediate at-
tack upon present social disintegration. He hopes for an edu-
cational program which aims at a degree of cultural social
solidarity never before attained. Social institutions are the con-
stant against which such a program would operate. They must
not be tampered with until there is a general consensus of minds
upon the social ideals which are to be realized in the Super-
Society toward which all creation is headed. Against this in-
sistence upon institutional permanence even Finney’s economic
radicalism crumbles. In order to ward off possible revolution he
would instill the good old Christian-business virtues in indi-
viduals and stanchly defend the existing order. Like all tradi-
tionalists, Finney desires a good sized kernel of eternality in his
principles. The scientifically sanctified new social order of which
he dreams must exist in theoretic and spiritual completeness in
the popular mind before he would tamper with a single existing
institution or inherited moral precept.

Finney is an apostle of a society run by educators of a new
type. The desired type of educator is a glorified sociological
philosopher who appreciates the evolutionary Utopia and who
can transform present society into Utopia. By manipulating the
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present pabulum of subjects and courses, these educators will
be able to perpetuate their type in the colleges of education.
Finney is not explicit, however, on how the first crop of leaders
is to be obtained. Perhaps Fascist-like we might compromise on
a dictator to start things off. His curricular program of pre-
scription, instillation, and drill upon conformity to efficiently
functioning social institutions smacks familiarly enough of dic-
tatorship. It ought not be necessary to point out to a sociologist
that the new religion of social progress which he craves for
society cannot be a product of any rearrangement of subject
matter courses in any institution of lower or higher learning.
These matters of the soul which move races of men in one direc-
tion or another derive from deeper sources than an educator’s
curriculum of subjects, no matter how widely inclusive and
scientifically valid it may be.

Finney’s plea for a more genuinely socialized functioning of
the wealth of the country as well as his plea for more honor to
great teachers should be welcomed by all thinking educators as
extremely important at the present time. His fervent language
about Evolution should be recognized as a seeking after the
vanished God of old religion. His faith in how a reshuffling of
subjects in the curriculum will influence the social order seems
altogether too assured. The strong vein of educational deter-
minism in Finney’s thinking, along with his advocacy of democ-
racy, makes one question his philosophic consistency.

Finney’s fundamental traditionalism runs true to form in his
criticisms of present day educational practice. His forceful and
just attack upon the conservatism and social innocence of edu-
cators tends somewhat to obscure certain positive principles
which he lays down. He believes that education is dominantly
reproductive rather than creative in function and that the prime
desideratum in society is homogeneity. Since in his mind the
great masses of people are beyond the reach of rational thought
processes, he criticizes the present day neglect of information-
getting and of what he calls the present over-emphasis of train-
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ing in thinking in the schools. It is evident, in this instance, that
he is arguing against the theory rather than the practice, for
it would be hard to point out a public school of the present day
where information absorption is sacrificed to problem-solving.

It would be difficult indeed in modern American literature of
education to find an analysis of the educational process so out-
spokenly reactionary as in Finney’s exposition. There can be
no slightest doubt as to what he means and as to the funda-
mental philosophy which he holds. His more generalized philo-
sophic statements about the social order and about education
sometimes make him seem liberal or even progressive, but the
extreme dogmatic language which he uses in referring to the
nature of learning exposes him as a ruthless bitter-ender for
the traditional order of things.

Finney’s quarrel with Dewey and the Progressive educational
theorists and practitioners is an anti-climax to his analysis of
learning. It is conceivable that a little more objective perusal
of Dewey’s Human Nature and Conduct might have changed
the unfortunate exposition which Finney gives in his own dis-
cussion of the relative roles of passive and active mentation in
social life. The cocksureness and finality with which Finney
disposes of Dewey create the suspicion that Finney’s analysis
has been far from thorough.

The soft creed of life and the soft pedagogy of the Progres-
sives receive the same disdain from Finney that they do in the
vigorous language of Morrison and Bagley. How easy to remark
about the social meleé of today that what is needed is more
authority and control over individuals, and how revealing such
a remark is of a strong predilection for the values of the past!

II. EpucaTors STRESSING THE ULTIMACY OF SCIENCE

CHARLES H. JUDD

In Judd there has been violent antipathy to speculation and
to the expression of personal opinion based upon experience,
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especially when these relate to large questions of social and
educational policy. Let us examine the faith that lies behind
this prejudice against philosophy. It is a faith in social institu-
tions, by which Judd apparently means those habits which col-
lective man has taken on since something called civilization has
existed. These institutions lie locked in an accumulation called
the social inheritance, and they constitute our protection against
a reversion to barbarism. Until science came upon the scene,
progress in the development of social institutions and in control
of the social inheritance was unsure and halting. Nothing to
Judd is more important than that ordered progress in the evo-
lution of social institutions shall be assured. He, therefore,
worships at the altar of science. He has assured us in as un-
speculative a manner as possible that if we will but pay sufficient
tribute to science, all our troubles will be ended. How this pro-
found faith differs substantially from the earlier and more gener-
al frankly religious faith in God as ultimate guarantor of a
secure destiny for mankind, it is difficult to see. Science is a
wonderful thing and the perfection of its methods so recent
an occurrence that in an age of declining religious faith devout
men may be expected to grasp at it as a new dispensation that
has the power to restore all fading values and to brighten
the outlook for the future. It is not surprising therefore that
Judd should revere inherited institutions as essentially beyond
reproach. Will not science introduce all necessary refinements?
Since we progress by evolution the present adult society must
represent the best type of organization the world has yet seen.
The economic virtues, under a régime of capitalistic business
enterprise and the institution of property, take on, in Judd’s
thinking, an idealistic semblance. The most valued quality of
individuals in modern society is their power to conform. So
education and the school are conceived of as agencies which
mold youth to the established cultural patterns inciuding the
tool pattern of scientific thinking without which prospective so-
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cial evolution and control would be impossible. The emphatic op-
position to speculative thought in Judd’s writings seems to be
somewhat on the wane. He is decidedly alert to the present social
crisis, and he seems to be throwing himself energetically into the
task of creating an organization of educators that will count for
something in American life. The extent to which this new em-
phasis will cause Judd to reconsider his whole point of view,
however, remains to be seen.

When we examine the nature of Judd’s practical proposals for
reform in the established educational machinery, we find that
they are all based on one fundamental proposition—apply sci-
entific method to what we have and all will be well. All the
vexing, detailed questions of administration, supervision, and
teaching can be solved by means of science. A centralized body
of educational researchers, he believes, could best unify and
direct the present sprawling educational efforts. What Judd
means by social progress is fairly evident from his proposal to
vest control over the schools in a body of scientists. There are
few scientists as yet who do not believe in attaining social
solidarity upon the foundations of present American institu-
tions. With all major social questions thus assumed to have been
satisfactorily settled, Judd proposes an orgy of investigations
aiming to uncover the correct answer to every conceivable
aspect of present educational practice. Perfection would be
reached when the exact result upon every pupil of everything
done in the classroom is known and can be planned for or
against in advance by those under whom teachers serve. Tra-
ditionalism in Judd is nicely rounded out by his suggestion for
teacher apprenticeship strictly under the grade-subject system,
by his specific for absorbing the emotional energies of children,
and by his curt dismissal of the problem of developing creative-
ness in children.

Judd’s estimate of current educational practice consists of
a long series of regrets that the régime of a thoroughly scientized
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education has not been attained. Despite much progress by
means of school surveys, whereby our fundamentally sound
educational system is being gradually refined, Judd laments the
slow growth in the number of research centers and in the num-
ber of research workers in education. Characteristically Judd’s
concern about what is going on in American education has been
limited, until quite recently, to our apparent niggardliness to-
wards science.

In his remarks about learning Judd seems to assert, in a
negative way, the prime importance of a general point of view
when dealing with strictly scientific matters. Although a vast
body of scientific literature has accumulated among psycholo-
gists who have explored human learning by means of concepts
derived from animal experimentation, Judd will have none of
it. He wants pure and unadulterated analysis of human mental
processes. He wants psychological investigations which lay bare
the vast influence that social institutions have upon human
beings. This is clearly a blow at the absolute scientific autonomy
in which Judd has such a strong faith. It is an admission that
the nature of the specific basis of science depends upon the
general orientations which scientists bring from outside the
laboratory. When Judd rejects the principles of the so-called
specific element psychology, is he not indulging in the type of
speculation that he so much despises in others?

Judd has built a psychology of learning that fits very neatly
the traditional point of view in education. Since children are
socially incompetent at birth, and since the social inheritance
is so far advanced, nothing will suffice except that children
undergo long and tedious guidance. This guidance takes the
form of inherited school procedures which were derived original-
ly, according to Judd, from the characteristics of children’s
minds. School subjects exist because a pupil is a collection of
selves. It is therefore natural to teach school subjects. The
concept of the whole child and the modern problem of person-
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ality integration are consequently unnatural. This is a strange
condemnation in one who rests the whole weight of civilization
itself upon what is most unnatural in his own view, namely,
social institutions. Judd argues that as the aims of education
are clear, as the materials of education (the social inheritance
and social institutions) stand ready at hand, and as the child
is anti-social or non-social by nature, the only conceivable pro-
cedure leading to proper learning would be for the schools to
follow a scientifically derived program which outlines every step
of the way. The child’s mind must be directed into the proper
channels of social habituation, so that there shall be no danger
of non-conformity to mores which educational researchers con-
sider meet and respectable. Admittedly, this is difficult and
distasteful to children, but the rewards in a scientifically condi-
tioned social order are great. As further justification of prescrip-
tive and analytic educational programs, Judd brings in the much
doubted and scientifically insecure principle that mental analy-
sis precedes by a long interval mental synthesis.

Judd preserves a calm and scientific mien when dealing with
the psychological doctrines of the mechanistic school. His out-
ward objectivity weakens somewhat at the sight of hypotheses
and data which run directly counter to his own preconceptions,
despite the fact that these preconceptions make little ultimate
difference in the way education is conceived. Judd loses all ap-
pearance of objectivity, however, as soon as Progressive Edu-
cation becomes the center of discussion. The accusations which
he directs at Progressive Education are extreme, and his deliber-
ate misinterpretations of what most Progressives stand for sug-
gest an emotional rather than a rational origin. He is genuinely
disturbed, like all dyed-in-the-wool traditionalists, when revolu-
tionary doctrines begin to demand the attention and interest of
large numbers of people. It should be clear to any unbiased
student of Judd that he is as much a cult worshipper as any
Progressive. And it should likewise be clear to any unbiased
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student of the Progressive Movement in education that the
Movement does not propose an undirected school or the aban-
donment of the intellectual life. Judd’s emphatic objection to
activities as a substitute for subjects in the curriculum savors
of a rigidity and dogmatism that ill comports with his scientific
pretensions.

DAVID SNEDDEN

Snedden is a practical man with a dangerous touch of vision.
Confident that he grasps within his mind some cognizance of
every aspect of the varied cultural trends in modern America
and, like Judd, possessing a profound faith in science, Snedden
deals assuredly with what seem to him inevitable future out-
comes in social life and in education. Like Judd, he knows that
science can be trusted to refine the sum of present tendencies
and so he looks fondly on the great indigenous American cul-
ture to come. Mechanization and corporateness in organization
are to him in their promise and in much of their fulfillment to
date unmitigated blessings. He therefore easily dismisses the
hideous actualities of the past and present which have been
committed in the name of these concepts. And he likewise un-
hesitatingly welcomes the ultimate extension of mechanization
and corporateness to all phases of life under the beneficent
control of science. Specialization Snedden reads into the spirit
of the times, so that he must needs warn against even the use
of a general term like education. The true picture of America
as Snedden would like to see it is that of a knight dressed
in the armor of science driving the galloping steeds of Speciali-
zation, Mechanization, and Corporate Organization into the
millennium of a great culture. Presumably these chargers are
securely harnessed and subjected to the discipline of the com-
monly accepted values which, as Snedden lists them, are none
other than the virtues made so much of in theory by the typical
American business man. But that is just the trouble in Snedden;
what he would begin with in his eagerness for immediate scien-
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tific application are the very things most in question in the
actual social life of today.

Like Morrison, Snedden begs a fundamental question when he
calls the far reaching consequences of machine technique upon
social life mere extensions of long-standing tendencies, and when
he confidently assumes that these effects have already been
complacently absorbed by the population. It seems much too
early to clamp down scientific screws on the present social chaos
even though practical sociologists like Snedden may possess a
fascinating vision of what could be efficiently done under the
authority of scientists. A population of self-conscious type-
groups working and recreating according to a set formula, no
matter how scientifically validated, does not seem the kind of
choice America is set upon making for itself. And in spite of
Snedden, there are ample reasons still for talking about edu-
cation rather than solely about educations.

Notwithstanding the fundamentally different psychological
backgrounds of Judd and Snedden, the latter’s educational pro-
gram in its main outlines almost duplicates Judd’s. Specifica-
tions to the last detail are to be prepared in advance for every
type of desired educational product. The main aim is social
habituation and societal solidarity upon value patterns effective
in the past. Every educational procedure is to bear the stamp
of scientific approval. All policies and plans are made by a
scientific oligarchy at the top and handed down for execution
by teachers whose specialized function renders them incapable
of thinking about large issues. His formula, like Judd’s, is:
scientize what we have and all will be well in education. Sned-
den’s dogmatism about the inevitability of any other than a
clear and continuing dichotomy between production and con-
sumption with respect to all social goods, demonstrates how far
his thought has been influenced by certain cultural by-products
of a capitalistic economy.

Snedden rightfully calls attention to the self-centered narrow-
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ness of outlook of many influential educators. He accuses them
of failing adequately to take into account the many varied edu-
cational influences of the social environment beyond the school.
But his suggestion that educators should content themselves by
intensively cultivating a narrow sphere of influence seems a
little premature. There is still too much doubt about the future
of American civilization for educators to retire from the scene
of social controversy even though their past effectiveness was
not a glorious one. The slow progress which science makes in
fields of educational practice is as deep a matter of regret to
Snedden as it is to Judd. Both men consider insufficiency of
science the root of all educational evil.

Snedden’s educational thinking is conditioned upon an un-
qualified acceptance of the Thorndike stimulus-response bond
psychology taken in its most atomistic sense. In him transfer
of training has lost meaning altogether. The abstract generaliza-
tion so important as an educational objective in the analysis
of Bagley and of Judd has vanished completely. The educational
job has become the thoroughly mechanistic one of selecting from
the social inheritance what is of fundamental importance, psy-
chologizing the selections in terms of specific type pupil-groups,
and teaching them in the scientifically specified way, until pupil
behavior has satisfactorily altered.

It is not exactly clear from what source Snedden draws his
confidence in advising radically opposed educational régimes
for early childhood and for later childhood. Nothing in the an-
nals of modern scientific child psychology could be the source
of such questionable procedure. The change from a program of
almost total freedom for nine years or so to one of almost no
freedom while training for deferred values takes place, would
appear to be conducive of some of those obscure personality
upsets which Snedden so much fears are bound to ensue from
Progressive educational practices. Application of his own pre-
ferred psychological principles should have made clear to him



186 INTERPRETIVE CRITICISM

that the question of freedom or compulsion is only relevant in
specific situations, which occur at all ages.

Snedden’s criticisms in the field of educational theory are
nearly all directed at the doctrines of Dewey and Kilpatrick.
Since these two theorists represent the point of view most at
variance with tradition, Snedden opposes them apparently in
self-defense. We find in him the traditionalist’s threadbare in-
sistence that the Progressives advocate ‘“the free school,” that
they stand for undefined and anarchic “growth,” that they
dabble in high sounding phrases because they like that sort of
thing. To say, for instance, that Dewey does not recognize the
necessity for selective treatment of the social inheritance is to
fly in the face of the very heart of Dewey’s contentions. Certain-
ly it is mere quibbling to read defeatism into Kilpatrick’s con-
cern over the unknown future. To sum up, Snedden is against
Progressivism in education because from his own quasi-authori-
tarian viewpoint he believes that Progressivism means an in-
adequate and an accidental program for nurturing the youth of
America.

EDWARD L. THORNDIKE

In Thorndike the application of science to educational prob-
lems reaches its highest modern development. In him a calm
mind and indefatigable industry combine to turn out a steady
stream of inspired human followers and an endless procession
of research studies. In him the weakness of the modern scien-
tist is also most plainly in evidence. He takes the austere code of
scientific endeavor too seriously. It is as though we were already
in full control of a great progressive democratic civilization and
only technical problems were left to solve. Like so many other
brilliant scientists in all fields during our day, Thorndike retires
from the chaotic scene of social conflict to the laboratory. He
is aware of the great struggle outside, but his encyclopedic
knowledge of human nature only makes him shudder at the
spectacle and at what it may portend. Thorndike is too sensitive
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not to speak out now and again in favor of nobility and bene-
ficence in human affairs, but these pious mutterings of his
about religion and ethics mean little in an emergent civilization
starved for great minds willing to lend their powers to the less
technical but more significant task of social policy making. The
scientist must inevitably, like the layman, always be a partisan,;
by derivation and ancestry he belongs to the new order in human
affairs. If his technical tasks become too fascinating for him
to leave at the present juncture of social evolution, then he
shirks a great duty. He becomes by forfeiture the partisan of
an ignoble status quo. And he perchance misses a golden op-
portunity to work at technical problems, within his field, of far
greater consequence than any at which he is now free to work.
It is with the non-partisan pretensions of Thorndike that we
must quarrel. In Judd and in Snedden the bias towards tra-
ditionalism of viewpoint is not so ably concealed, but Thorndike
almost succeeds in creating an illusion of real objectivity in
general outlook. When he proposes, however, that educators
analyze out in advance the amount and kind of learning needed
by various classes of the population, whether he wills it or not,
he is furnishing ammunition to those powerful interests which
desire no change in the present social order. And his use of the
term adjustment as the aim of education, no matter how broadly
he may wish it to be interpreted, expresses exactly what the
real powers that be most earnestly expect of the schools.

What Thorndike most desires immediately in educational prac-
tice is more scientific endeavor. This represents again the as-
sumption that the fundamentals of educational practice are cor-
rect and that only refinements are needed. It also assumes that the
nobility of man can best be served by measuring the actual
effectiveness upon conduct of this or that subject, or this or
that educational method. There is no suggestion in Thorndike
of the possibility which is becoming ever more prominent even
to the lay mind, that the whole problem of education has been
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misconceived. He wants science applied to the curriculum; he
wants objectively to know what should be taught and how
and to whom. He warns against prejudices which have developed
against psychological and educational measurement without
doubting that we are socially ready for extensive practical ap-
plication of existing techniques of measurement. It is over values
that uncertainty exists, and no amount of measurement can
determine what values will eventually be approved. Thorndike
need not fear that measurement will be neglected when our
society knows more definitely the objectives that it wills to
follow. What does all the exact data which measurers have
amassed, about reading, arithmetic, and intelligence amount to
in a social order where great decisions remain to be made?

Thorndike dodges the issues involved in the so-called project
method when he facilely suggests where, in the present scheme
of subjects and grades, the “method” will be most useful. He
desires interest to be used as a fundamental criterion, but calls
upon scientists to determine in advance what is safely interest-
ing.

Thorndike’s significant findings in the field of adult learning
have apparently greatly broadened his outlook upon the larger
problems of education. He now criticizes the over-intellectualiza-
tion of school education and the consequent general abasement
of labor. He questions the actual results in adult life of the
common practices in our schools, although he apparently con-
tinues to believe that these same practices need only “scientific”
refinement. As a result of his investigations upon adult learning
Thorndike comes near to saying something really significant
about the institutions which lie back of our present school prac-
tices, but he contents himself with an exhortation for more
science instead.

Thorndike is at his best in discussing the psychology of learn-
ing. He is not bothered, as Judd and Bagley are, by the possi-
bility that man’s behavior may not be qualitatively different
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from that of his animal relatives a little lower on the biological
scale. The evidence that man reaches his supremacy only by
qualitative differences seems to Thorndike compelling, and he
faces it cheerfully. This is a healthy naturalism and should not
be mistaken for anti-vitalistic prejudice.

His recent extensive experiments upon human learning have
enabled Thorndike to liberalize considerably his classic laws of
learning. In the few inferences for education which he has had
time to draw from these liberalized laws, he comes very close
to the kind of thing the Progressives have been standing for.
It might almost be suggested that there is an emergent conflict
in Thorndike between his long-standing educational conserva-
tism and the implications of his new supplementary principles
of learning. Thorndike’s approach to human personality re-
mains, however, a dominantly static one. His investigations of
human behavior are pursued upon the assumption that man is
merely a summation of stimulus-response bond elements. He
studies man by attempting to isolate in the laboratory more and
more S — R units of behavior with the apparent hope that
when all of these basic elements have been enumerated and
classified, the inner mysteries of human life will have been re-
vealed. If we grant that by refined processes of laboratory
analysis this complete inventory of human behavior might pos-
sibly be made, shall we then be any the nearer an understand-
ing of the dynamics of a normally functioning human per-
sonality? Is Thomdike really interested in studying this latter
entity? One wonders, for instance, whether his impatience with
the so-called Vitalists is not prompted by their exploitation of
the biological approach to human nature study, as well as by
the traditional religious or ethical preconceptions which fre-
quently confuse their writings. The biological or dynamic ap-
proach in psychology opens up vistas of infinitely complex
investigation, but no matter how difficult the prospect of signifi-
cant results from this avenue of study may now seem, its validity
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as an approach is in no sense less than that of the physical
and statistical approach which Thorndike emphasizes.
Unfortunately Thorndike falls a victim to anti-Progressive
prejudice in his pronouncements upon general educational
theory. He ought not to stoop to attack the noisy, sentimental,
and self-condemnatory fringe of the Progressive Movement, for
he knows well enough where the philosophic strength of the
Progressives comes from. One should assume, therefore, that his
critical shafts are directed upon Dewey and Kilpatrick. Where
in the writings of these men does he find an emphasis upon mere
experience or growth as such, directionless and anarchic? When
have Dewey and Kilpatrick stood for an individual perfection
that gives no thought to modern interdependence and collectiv-
ism? Have they really been saying that the child’s interest is
an ultimate and final guide, as Thorndike indicates? Thorndike
fails thus to make any attempt at reasoned understanding of an
educational viewpoint in many respects opposed to his own. His
conservative orientation seems to dictate a characteristic emo-
tionalized response of abhorrence to the new and unfamiliar.

ERNEST HORN

As another uncompromising proponent of science as the
ultimate solvent of social struggle, Horn contents himself with
the assurance that a felicitous answer to every one of the vexing
problems of our day will be forthcoming in the analyses of
trained sociologists. He is satisfied while awaiting that happy
ending to social chaos, to exhort upon the need for more educa-
tional research. He dreams of a fully validated program in
which every school activity shall function towards the realiza-
tion of the scientifically pre-determined and supposedly, there-
after, permanent social values. Horn, like Thorndike, attempts
to escape from any direct allegiance to educational conservatives
or radicals by throwing a smoke screen of objectivity. His edu-
cational practice seems really to have been a happy combina-
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tion of the principles of both groups. His zeal for practicality,
however, suggests a heavy theoretic leaning towards the present
social order and its attendant school system. Selecting and
emphasizing disrespect for property as an especially dangerous
present social shortage also points strongly towards status quo
tendencies in Horn. His constant reiteration of the continuity
between the interests and activities of adults and those of chil-
dren as a fundamental principle suggests that he has found this
a happy compromise defense, in theory at least, against radicals
who see in children the promise of a markedly changed social
order. In our present American society this is too simple a solu-
tion to the conflict between the idealism of youth and the
weight of existing institutions. It amounts to an empty promise
that if youth will only cease its rebelliousness, a paternal science
will convert all adults to rationality and humaneness. Horn’s
child’s-rights program is thus little more than an expression of
the child’s right to be docile while the graded school grows more
benevolent.

In the discussion of Horn’s practical proposals for education,
the set of his mind towards tradition seems clearly demonstrated.
It is scarcely a liberal touch to wish for a radically different
type of school off somewhere in a laboratory. With the demands
he makes upon such an experiment, it would be safely buried
for generations to come. He counsels, for the common run of
educators, contented submission to practical expediency and
existing educational machinery. They may safely forget their
real doubts about the efficacy of prevailing practices and trust
to educational research for gradual improvement. Horn has lit-
tle to say on the problem of how a teacher is to be friendly and
stimulating to her pupils, tossed as she is at present between the
two fires of a business-efficiency-mad administration and a com-
pelling but unintelligible body of statistical educational science.

Horn finds nothing basically wrong with the public elemen-
tary school set-up. The present régime in the schools has profited
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greatly from the educational agitations of the past thirty years,
and its faults are minor ones easily remediable by more con-
servatism in regard to the introduction of new subjects and by
slight administrative readjustments. Language and number re-
main the key to education; Horn approves the conservative in-
sistence that they be not tampered with. He frowns righteously
at schools which have left the straight and narrow road to a
true education, namely, the grade-subject system. These schools,
according to Horn, have already demonstrated significant failure
to assure transmission of fundamental social values, by which
Horn apparently means the moral and ethical standards derived
from the Christian-business cultural solidarity of the nineteenth
century. As if these new schools really aimed in that direction!
The failure of the Progressive schools up to the present is not
quite so easily dismissed. Progressive schools are guided by new
social and individual insights thrown against a background of
breaking, but still relatively strong, traditions. Horn misses the
point altogether when he accuses them of failing to preserve the
very traditions against many of which they have set their course.
The chaos which the Progressive schools have indisputably
demonstrated is the chaos of the beginning stages of construc-
tive effort in any period of transition from old to new social
values.

Horn’s formula for properly nurturing youth into a safe and
sane adulthood of the most representative extant variety in
American life is to trust sociologists for curriculum content, and
psychologists for methods of teaching. Educational science is
the result of the happy collusion of such specialists, and it can
be depended upon to insure that school education shall be
properly formal and informal and that pupils shall be both con-
trolled and free. Only to a person who thinks of science as some-
thing ultimate or divinely powerful could such a vision of per-
fection occur. It is pure magic to believe, as Horn apparently
does, that we have already within our grasp the secret of an
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educational program which can combine a happy childhood with
felicitous social institutions.

Philosophizing about educational theory Horn thinks an
eminently futile undertaking. He would not quarrel particularly
with those whose intellectual tastes happen to run in that direc-
tion, but he is himself convinced that good education is always
the resultant of one eternal set of principles which grows as
social vision grows. He would grant that theorizing is both use-
ful and helpful, but only as it concerns itself constructively with
what now goes on in the schools. He cites the progressive theoriz-
ing about interest as an example of speculation not only futile
but actually harmful in its disturbing effects on the even tenor
of school routine.

WERRETT W. CHARTERS

The hard crust of scientific determinism in social life so rigid-
ly supported by Judd, Snedden, Thorndike, and Horn, begins to
sway a little in Charters’ position. Weakened on the one hand by
leanings towards the values of old religion and on the other
by leanings towards modern educational philosophy, Charters
begins to question the ultimacy of science. He is not deserting
the cause, for he continues to speak the language of these social
determinists in advising advance along the lines of existing
society and warning against strange new ways. He differs from
the others, however, in conceding the function of the philosopher
as ultimate synthesizer and clarifier of the values of life. He
differs too in his insistent emphasis on adding to the predeter-
mined content of education what he calls training in clear think-
ing, presumably about general matters of some importance.
Charters’ tone is much softer also in speaking of the curriculum;
he concedes the intricacy of its problems, but he has no illusions
about their complete solution in any educational research labor-
atory. He even dares to question, in true heretical fashion,
whether the unmitigated drill on the three R’s during early
childhood will always be considered as righteous as at present.
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Charters remains eminently safe for the old régime, neverthe-
less. He would build the core of American culture, to which fu-
ture generations might add, out of an analysis of “cultured”
minds in this generation. These ‘“cultured’’ minds are undoubted-
ly none other than the well-educated and abundantly-leisured
followers of the fading traditions of Christianity and of Capi-
talism, No other brand of cultured mind is as yet numerous or
voluble enough to count in any such survey as Charters pro-
poses. The doctrine of teaching to our already revolting youth
what these good people believe to be the eternal verities is both
dangerous and impossible. Charters speaks assuredly of the
ideals of society as if they were the settled rather than the ever-
emergent goods of social evolution.

Charters has a more alert mind for the genuinely practical in
educational reform than any of his fellow prophets of science in
the classification of the present study. To the scientific refine-
ment of the existing school machinery he would make significant
additions of genuine problem and project work. This is true
compromise with no apologies for retaining the old or none for
incorporating the new. If the social order changes with the slow
gradualness of Charters’ expectations, this may indeed prove the
real method of educational reform. Charters defends his elabo-
rate techniques of job and curricular analysis as merely im-
proved ways of doing what would otherwise be done clumsily
and haltingly. And taken in this sense with the qualifications
which Charters makes upon excessive faith in objective measure-
ment, the technical studies in which he is interested will at least
accumulate data useful in any type of educational reform. He
opposes traditional ideals of information-getting and also thor-
oughly systematized curricular programs, in the interest of more
flexible school organization and greater teacher independence.
Despite these liberal or radical flares in Charters’ thinking, he
defends the familiar grade organization, which surely, beyond
the fact of its existence, bears no stamp of rational or scientific
authorization. It is the homeliest truth of the ages that human
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institutions and customs are best served by honest critics rather
than by stanch defenders, yet most of the contemporary apolo-
gists for science continue to defend the traditional ways.

Charters sounds an optimistic note when he comments on the
state of educational practice today. He feels that evils are cor-
recting themselves and cites as proof the emergence of the
project method out of a background of over-formalized school
procedures. The swing among educators towards widespread
concern about aspects of character and personality development
and the trend away from the former purely sentimental and
theoretic interest in character, he regards as further evidence of
healthy reform within the system. And likewise the extension of
the period of teacher education is a hopeful sign. That these
are improvements cannot be denied, but that they are adequate
to enable education to keep pace with the rapidly changing
social scene is greatly to be doubted. The haste with which Char-
ters has himself entered the field of preparing moral and ethical
lessons for the instruction of youth is decidedly premature.
Better, first, to let the chaotic mores of present American
society polarize towards some definite center and better to let
the significant early results of modern psychiatric research ac-
cumulate in greater degree.

Like Snedden, Charters works out all his suggestions for edu-
cational reform as well as his own analysis of learning on the
Thorndike specific-element, no-transfer psychology. He does not
go to such lengths of vision or of dogmatism as does Snedden.
He recognizes the enlarged functions of the school in modemn
times without feeling the necessity of Snedden’s elaborate classi-
ficatory conceptions. Although he insists upon adequate and
assured control of children as preparation for meeting the re-
quirements of adult life, Charters is sensitive to a great many
Progressive educational principles. The emphasis, however,
which Charters places upon prepared-in-advance working units
of curriculum, and his frank denial that the child has any posi-
tive function in curriculum-making renders neutral much of his
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apparent educational liberalism. For the adherents of a static
social order the significance of a scheme of character education
based upon the one-by-one learning of thousands of specific
conduct items is quite clear. Charters plays right into the tra-
ditionalists’ hands also when he recognizes a central core of
conventional subjects and rigid training in ‘“fundamentals.”
These conceptions are meaningless in any genuine understanding
of what is meant by the activity approach in education. Char-
ters apparently looks upon “Progressive principles or the proj-
ect method” as methodological devices rather than as challenges
to the whole accepted scheme of educational philosophy.

Charters believes himself to be aloof from partisanship
towards either the left wing or the right wing of educational
theory. Most men are possessed by the notion that they have
attained a viewpoint which is central between extremes; no
sane man will confess that he is an extremist of any kind. Being
“of the center” means something different to each one who
claims the affiliation. To Charters it means a mild tolerance for
the principle that new views may contain elements of real value.
When new views embody ideas contrary to what he considers
sound, Charters characteristically moves away from his idyllic
“center”” to pounce upon them. So incidental instruction is called
accidental instruction regardless of the intended meaning of
those who use the term incidental constructively. And the sug-
gestion that the school curriculum should follow normal child
life is inferred by Charters to be the fruit of illusion. He is en-
titled to his convictions; the more clearly they are uttered the
better will it be for all who think about educational problems.
The author simply wishes to contend that Charters only adds to
confusion by claiming non-partisanship.

FRANKLIN BOBBITT

Bobbitt’s defection from the ranks of those who wish to be
guided exclusively by science in their thinking about social and
educational reform is even more marked than that of Charters.
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In those matters where Bobbitt seems to see eye for eye with
the Progressives, he does not allow any hesitant apologetics
to dim his vision. Charters never quite cuts his line of com-
munications with safe and respectable tradition. There is much,
however, that is similar in the social and educational concep-
tions of the two men, and they belong, by virtue at least of their
past, in the classification with Judd, Snedden, Thorndike, and
Horn. Bobbitt appears to be much more concerned with the
moving forces underlying the complex social life of today. He
yearns for an all-inclusive philosophic vision with religious fer-
vor, and he locates the root of contemporary chaos in the care-
less thinking of the populace upon crucial social issues.

In thinking of the function of the school under modern con-
ditions, Bobbitt is driven, just as Charters was, to propose a
detailed sociological analysis of “cultured” people as the sole
way to the determination of prime and eternal values. He as-
sumes that objectives so determined will sum up to that mys-
terious entity, “the good life.” And once it is known what the
good life is, education can be rationally and certainly planned.
Granting the doubtful assumption that human values can be
thus scientifically determined, and granting the still more doubt-
ful assumption that ‘“‘the good life”” may be derived from a
summation of these values, the building of an educational pro-
gram upon such a basis would be an excellent way of preserving
intact the institutions which gave the “cultured” nucleus of our
population the peculiar predilections towards good and evil
which they now manifest. Bobbitt seems just a little too anxious
to make the future safe in terms of the present. He really fails
to read the obvious implications of his own principle that ke
objectives and the processes of education are one, otherwise he
would see that neither the objectives nor the processes of educa-
tion are of a nature to yield to statistical treatment and thus to
wholesale formulation in advance. Values, like the institutions
and the customs from which they are derived, are dynamic,
changing things, a cross section of a moment in their evolution,
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which is the best that statistical sociological analysis can yield,
would be meaningless for an educational planning in which
abundant present living is an important criterion. If the objec-
tives are the processes of education, then these processes must be
trusted to develop as time goes on in suitably broadening ways,
and science should be employed more strategically than in sta-
tistical attempts to determine the good life once and for all.

Bobbitt holds no brief for the grade-subject school organiza-
tion of the present. He concedes that the present arrangements
probably must continue until plans for fundamental reorganiza-
tion can be made ready. But in his attempts to point the way in
curriculum reconstruction, he seems very confusing indeed. The
elaborate analyses of all fields of human activity which he wishes
experts to undertake are to constitute a curriculum content con-
ceived in broader terms than merely what the school does. These
analyses are to be selected and arranged in terms of the ability
and interest levels of children. And yet Bobbitt insists that the
child must contribute to curriculum making, because he can be
effectively educated only as he participates wholeheartedly in
planning his own activities! How can he do this if school activi-
ties are already planned by experts? Perhaps Bobbitt means to
confine the work of experts to the exploration and collection of
source materials basic to wholesome and varied environmental
activities. One is led to hope that he would make these materials
available to community, teacher, and child as background re-
sources for the actual developing curriculum of daily life. Bob-
bitt has apparently failed to make his intentions clear on this
point. It is still possible to assume that the collected curricular
resources, after psychological hocus-pocus has been exercised
upon them shall constitute the curriculum.

When Bobbitt attacks existing educational organization and
administration, he expresses himself like a real revolutionist to
whom nothing will suffice but a complete turn-over of the pre-
vailing system of isolated schooling and the prevailing grade-
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subject arrangements. He moves far to the left of Charters in
his willingness to question prevailing notions of what constitute
the fundamental essentials of education. Bobbitt genuinely ap-
preciates the meaning of that much maligned and much ad-
mired phrase education is life. He is not, therefore, greatly im-
pressed by the educational progress of the last decade or so.
Issues have not been clarified, vision is still scarce among edu-
cators, and against these basic deficiencies what matters the
now universal presence of bulky syllabi?

There seems reason for assuming that Bobbitt himself has
experienced a kind of conversion in educational theory such as
he believes necessarily preliminary to instituting significant edu-
cational reform. In the place of former dogmatic statements
about the completely preparatory nature of education, we now
find Bobbitt the ardent advocate of an education in which rich
present living is the main feature. He is a great apostle of “inci-
dental” learning, despite the fact that he fails to make clear
the consistency of many of his curricular proposals with “inci-
dental” learning. Certainly in everything that he has recently
said about the actual educational process, Bobbitt has moved
completely away from the disciplinary analysis of the tradi-
tionalists and the elaborate but narrow calculations of the scien-
tific enthusiasts.

Evidence that Bobbitt is still a divided mind in modern educa-
tional theory may be found in what little he has to say regard-
ing the various points of view advanced by American educators.
The Progressives he leaves strictly alone, perhaps regretting that
so many of his own ideas are also expressed by them and also
that they seem to possess such an adolescent gift of eloquence.
Bobbitt’s scientific leanings get the better of his radical philo-
sophic faith when he contemplates a profession which still speaks
so confusedly. But he reiterates his objection to the notion that
scientific refinement of the existing scheme of education is all
that is needed. He stands for science and he stands for a thor-
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oughly modernized education, but he does not seem as yet to
have brought the two together in any consistent and compelling
wholeness of viewpoint.

III. EDUCATORS STRESSING THE IMPLICATIONS OF MODERN
EXPERIMENTAL NATURALISM

JOHN DEWEY

As the storm center for many years of American philosophic
and educational thinking, John Dewey has proceeded steadily
to build a tower of profound common sense about human nature
and about human affairs. His is the sensitive, inquiring mind as
completely without unexamined assumptions as it is possible
to conceive. So far he seems only to have inspired a host of
vociferous partisans, pro and con. Those to whom Dewey is
anathema see in him only the destroyer of age-old and respect-
able traditions; they have not been patient enough to hear
him out on the matter of traditions. And those who swear by
Dewey all too evidently see him mainly as the founder of a
mysteriously fascinating new cult, but these enthusiastic dis-
ciples often do not examine his work carefully enough to ascer-
tain what its larger metaphysical significance may be. The true
meaning of Dewey, therefore, awaits the penetration of his
thought to the growing hordes of American people who seek
light upon innumerable problems, who are shorn of undying
allegiance to traditions, and who are too sophisticated to be
seeking a new Messiah. Much of what Dewey has said and
written will seem axiomatic and commonplace when popular
awakening to the meaning of modern times occurs. The real
task of building values suitable to the age of technology and the
machine, as he himself has so many times patiently repeated,
can be undertaken only as people grow more generally conscious
that all the great inherited traditions have lost their authorita-
tive glamour. America must create anew social institutions and
social values that may have, if the people will it so, as great
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glamour as any created in the past. It is an undertaking in
which all must consciously share in some degree and one which,
in the old sense, can never be completed. No Messiah, philoso-
pher, or strong man, or any combination of such can satisfac-
torily execute this task.

Rather than utter Christian and capitalistic apologetics in
one form or another, Dewey has attempted to label the curious
miscellany of cultural ideas and attitudes which have collected
on the American scene. His works are literally a museum of
Western thinking. He has penetrated to the bare rock of natural-
ism upon which not only American, but every modern culture,
must inevitably come to rest if man is to endure as the supreme
gift of Nature. Dewey is not willing to conjecture what is in the
future to be built upon the bare rock of naturalistic thought;
he is content in the faith that what man with simple tools has
achieved in sporadic civilizations of the past, man today with
perfected scientific technology can achieve with enhanced splen-
dour.

Dewey does not surrender to any special phase of modern
experience, least of all to science, in his views as to the ways out
of present difficulties. Traditions to him are the raw materials
which man may fabricate, and science constitutes man’s set of
tools. To combine the two worthily modern man must be pos-
sessed of a vision generated by enlightened thinking and by
generous impulses. Dewey thus becomes, like Plato and like
Rousseau, a philosopher of education. The educational principles
which he evolves are radically different from those which guide
the school practice of the present, because Dewey looks at tra-
dition and at science to discover the possibility of a great evolv-
ing modern culture. His challenging proposals for educational
reconstruction are impossible and impractical in even a pro-
founder sense than radio and a thousand other modern inven-
tions were impossible and impractical.

Dewey is an agitator not in addition to being a philosopher,
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but because he is a philosopher. He thinks of his own specula-
tions as being purposeful rather than idle, and when he recog-
nizes some force within society which seems to him moving in
the direction of greater human beneficence and dignity, he
lends it every power that is available to him. The fact that re-
flective people as a whole customarily hold aloof from the scene
of social struggle suggests to Dewey the main cause of con-
temporary social chaos. He calls upon the university and the
intellectuals of the nation to assert themselves as social func-
tionaries, rather than as spectators or as a decorative margin to
the social order. Dewey has been almost the sole American edu-
cator of prominence to urge that school teachers ally themselves
definitely with labor groups. Characteristically he urges the
abandonment of the petty caste distinctions between educators
of different levels in the teaching function, and he shows the
dependence of any genuine academic freedom upon aggressive
professional solidarity. He calls the teaching profession to lead-
ership in the determination of educational objectives and in the
definition of the relation of the schools to social life. In other
words, against the common theory and practice of today he is
urging the professional autonomy of teachers. In Dewey’s educa-
tional thinking the teacher always occupies the strategic posi-
tion; both the science and the philosophy of education exist as
service agencies to the teacher’s function. He points a way
whereby the cumulations of curricular research, so blindly car-
ried forward today, may function without effacing the personali-
ties of teacher and pupil as they so often do in the plans of edu-
cational administrators. Scouting all thought of educational
panaceas, Dewey calls broadly for more rigidly disciplined
thinking by all engaged in the educational task as they face
their various problems.

Dewey’s attack upon prevailing school practices is incisive
and direct. Granting some obvious progress in many directions,
he yet shows that the surface of needed educational reform has
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scarcely been scratched. He points out the conceptual hang-
overs which, by isolating fundamental human sciences from the
scene of action and from each other, confuse and render futile
much educational effort. He attacks ruthlessly the school board
method of educational control, still so sacred almost everywhere
in America, as responsible for a kind of administrative tyranny
which allows almost no departures from straight-laced tradi-
tional ways of doing things in schools. Despite the far-famed
fruits of the new educational science, Dewey claims that the
demonstrated inertia of the school machine is evidence of wide-
spread lack of appreciation of the meaning of the scientific habit
of mind. He asserts that those who speak loudest in praise of
educational science frequently restrict the scope of scientific
thinking to insignificant educational matters. Owing to the readi-
ness with which unscrupulous sentimentalists claim the prestige
of Dewey’s name for their own loudspoken theoretic utterances,
Dewey has insisted that as much futility and error may come
from a total lack of adult direction in schools as from its present
over-emphasis.

Dewey’s position in psychological analyses of the learning
process, avoiding as it does the pitfalls of philosophic concepts
which hail from the pre-scientific era and likewise an easy trust
in the relentless accumulation of statistically analyzable data, is
the source of the soundness of much of his more generalized
thinking about human nature and education. His fine sense for
reality has kept his psychology close to biological facts and has
made him perennially sceptical of those who would build a
science of human nature upon the model of physics. He was one
of the earliest critics of the attempt to create human personality
and behavior out of a summation of statistically analyzable
stimulus-response bond elements. And he was one of the first
modern American philosophers to take as the central educa-
tional principle the creative possibilities of the individual.
Dewey’s clarification of the discipline-freedom problem in edu-
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cational theory made that issue so startlingly simple and obvious
that it is no longer excusable for his opponents to repeat out-
worn and meaningless inherited jargon. He advocates conscious
supplementation and facilitation of the social growth of chil-
dren by public educational agencies in communities which recog-
nize the educational significence of all the activities of life.
Dewey insists that all such supplementation and facilitation take
its cue from the ongoing experience of the individual. This is
his great heresy in the eyes of both the traditionalist and the
scientific group of theorists. They cannot understand how any
social discipline can result from such “catering” to the indi-
vidual.

The key to nearly all current controversial issues in philoso-
phy and in education is found, according to Dewey, in the
human tendency to emphasize half truths. He has with such
great precision and thoroughness explored the field of theoretic
double-horned dilemmas and so clearly indicated the direction
of their eventual solution, that no excuse remains for polemics
about problems like mind versus body, the individual versus
society, the child versus the curriculum and heredity versus en-
vironment. An examination of Dewey’s reaction to varying cur-
rent points of view shows invariably his patient and tolerant
efforts first to understand and then to combine isolated elements
into a synthetic whole.

GEORGE S. COUNTS

Counts has progressed beyond any faith in either the Chris-
tian moral and spiritual tradition, or the economic tradition of
capitalism in America. He has not cast himself down before the
altar of tradition nor before that of science, but neither does he
pay homage to the kind of liberalism under which he classifies
Dewey. He claims to have moved out into the raw open spaces
of modern collectivistic thought. And from there he judges the
American scene with a high degree of scepticism. America to a
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considerable extent fades out before the blazing light of modern
Russia. The primitive and powerful new religion of Communism,
which is rapidly becoming a fanatic passion among the Russian
masses, inspires him with revolutionary ideals for America. And
although Counts is careful to point out that he has no particular
predilections towards Communism in America, his attacks upon
the advocates of reasoned analysis of our society seem to indi-
cate a mind-set towards an initially complete social system
which reason shall not question. He appears to believe in a kind
of natural law governing the history of societies, a law which
gives rise to a waxing and waning of great creative periods
among nations. America, he would say, has lost the vigor of its
early revolutionary enthusiasms and is awaiting leaders who
will hitch its spirit to a new set of dogmas and thus cause it to
enter upon a new formative period. Counts would use the schools
in good engineering fashion to hasten our transition from the
fading old individualism into a blossoming new collectivism.

Counts’ break with Dewey comes just at this point. In Dewey
there is no mystic sense of the Destiny of nations; he would be
quick to point out that the appeal of Counts’ point of view lies
in the humaneness of the ideals it contemplates, rather than in
its correct readings of the implications of modern industrialism.
A Mussolini, a Spengler, and a Hitler have used the same funda-
mental philosophy to urge reactionary ideals. Of the men under
consideration in the present study, Counts really allies himself
with Briggs and Finney in his reading of social evolution and in
the nature of his proposals. His divergence from Kilpatrick lies
in his clearly instrumental interpretation of education. There
can be no questioning Counts’ assertion that the schools are at
present indoctrinating the younger generation with an unworthy
and fading set of human values, but to imply as Counts does,
that the remedy is merely a changed set of values to be imposed
by teachers seems an over-simple analysis.

In strictly educational theory Counts belongs with the Dewey-
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Kilpatrick emphasis. He despises, however, the smug intellec-
tuality and the social immuneness that have engulfed at least
the main body of Progressives. When he calls enthusiastically
for an awakening of all American educators to the reality of
social forces in the modern world, he is alive to obvious needs.
In vigorously directing attention to what Soviet Russia is doing
both socially and educationally, Counts has undoubtedly stirred
the complacency of American teachers far more in the last two
years than the less sensational theorizing of Progressive educa-
tors has in a decade. He has opened a new and wider field for all
genuine Progressives to work, and he points challengingly to the
obligations which confront them.

Counts does not fail to compliment aspects of American edu-
cation that seem to him constructive, like the scientific move-
ment and the modern emphasis upon child study. But he indi-
cates that all these things are minor and insignificant so long as
educators fail to ally themselves with social movements that
point in the direction of an ever increasing collectivization of all
of the goods of civilization.

Counts is not so ruthless as he sounds in his suggestion that a
new set of values, cognate with modern industrial society and
mass welfare, be forged by educators and then imposed upon
the young in such a way as to generate a national spiritual
rebirth. He means to retain the real gains of Progressive edu-
cation in the field of method and in analysis of the learning
process. That is, he would impose the new benevolent ideals as
benevolently as possible. Counts’ positive use of such terms as
indoctrination and imposition is a mischievous slam at Progres-
sive pussyfooting during a great social emergency rather than
any fundamental criticism of the main tenets of Progressive
education. Counts at his best really proposes that we indoc-
trinate our children against indoctrination. Although such a
proposal sounds inspiring, it remains meaningless until the de-
tails of its execution have been worked out.
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Counts’ list of doctrinal bogies which obscure educational
endeavor today is forbidding enough. It would appear as though
he had gathered them by listening to half-hearted discussion
groups at provincial teachers’ institutes. In the way he has stated
them these bogies do not hail from important theoretic writings
about education in America during the last decade or so. A few
of them undoubtedly originate from the Progressive phrase
book, but he has given them such a spiteful twist that they can-
not be declared representative. To condemn as lacking in robust-
ness the advocates of more freedom, more science, more open-
mindedness, is to assume altogether too much. It is perfectly
possible, as Counts well enough understands, that men can desire
these things with as much passion and force as they can desire
Communism or Christianity or Business Success. That certain
preachers of freedom mean by it the freedom to exploit their
fellowmen, that certain ardent advocates of science desire an
eternal social status quo, and certain Progressives mean by
open-mindedness the lack of any definite convictions, is far
from denying the worth-whileness of the ideals themselves.

WILLIAM H. KILPATRICK

It is the repeated assertion of the traditionally inclined and
of the scientifically inclined groups of educational theorists that
Kilpatrick is just another ax-grinder for a particularist faith;
that he has resorted to certain sentimental or sensational catch-
phrases designed cleverly to win followers to his cult. The truth
and justice of these accusations must be determined by every
student for himself, as he takes account of the issues and the
problems of modern individual and collective life. It seems fair-
ly obvious, however, that the traditionalist is so enamored of
Christian and capitalistic habits of thinking and manners of
life in America that, despite lip service to the term democracy,
he scarcely recognizes a social crisis when he sees one and is
still less able to suggest ways out. He has a vested interest in
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the maintenance of what he would call the proved certainties
that have come down from the past, and he can be expected to
go any length in defense of the things that he holds so dear.
Only the utterly innocent would think a traditionalist capable
of objective evaluation of a mode of thinking that makes a
sacrilegious approach to his accepted gods. And with the theo-
rists who put their complete trust in science, the case is not far
different. True, they are conscious that religion is not what it
used to be, and they leave it alone, wisely or unwisely, in most
of their discussions. But in their haste to do complete homage
to science, they absent themselves from the social scene alto-
gether. Though American civilization may be immediately over-
run by business racketeering and criminality, the scientists are
attracted only by research studies. Their vested interest is scien-
tific research, and they can be expected to show no scruples
when a Kilpatrick proposes to take away some of the pristine
purity of science, nor when he questions the ultimacy of a
social-science laboratory which is remote from society. Can toler-
ance towards philosophy, especially comparatively new philoso-
phy, be expected from them? It is not strange, therefore, that,
as was shown in the sections on “Reactions to Other Points of
View” in the present study, the concern of both the traditional-
ist and of the scientific groups has been to discredit usually by
misinterpretation the point of view of Kilpatrick. He, more than
Dewey, is responsible for the publicity that Progressive educa-
tional principles have received.

Surely Kilpatrick’s point of view about the world we live in
proves upon intelligent examination to be a simple and obvious
reading of the necessities of the times! Concisely he calls for
acceptance of the existent and for exalted effort by all in shap-
ing the present more in accord with generous human impulses.
Surely by counseling greater human control of inevitable and
rapid social changes, he is not making a god of change. And
when he reveres and interprets democracy, he gives it an exten-
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sion of meaning which discriminates between social and anti-
social tendencies in the present. His conception of education as
the function of building creative and integrated personalities
capable of genuine sharing in communal activities, despite the
magnitude of the task involved, is plainly the obligation that
confronts modern society.

The easiest disposal of Kilpatrick’s specific educational sug-
gestions is to say that they are impractical. However, before
we can glibly say anything is impractical, we must know what
is being attempted. Do we know the aims of education in
America of the twentieth century? It is exceedingly doubtful.
Practices now going on in the public schools all over the land
are assumed by most school people to be practical. When Kil-
patrick calls attention to the fact that this practicality is dated
about 1850 or earlier, how far is he wrong? America is much
different today from what it was in the middle of the last cen-
tury. Can it possibly be assumed that the aims of education are
the same? Is it unreasonable to assert that in the emergence of
enlarged educational ends, evolved theories and methods also are
concomitant? Kilpatrick’s preoccupation with the meaning of
commonly used terms in educational theory is evidence that he
is aware of this problem. His concern with the individual learner
comes not from sentiment for “the child,” but from a realistic
reading of results in basic human sciences.

Kilpatrick sums up his criticisms upon current practice in
our schools by showing that it is admirably suited to the exi-
gencies of a static civilization. It is, of course, not a matter of
theory whether American society is static or dynamic. All mod-
ern societies are dynamic, though not all in equal degree. The
America of the early nineteenth century, when the ideas and
practices which guided public education took shape, was vastly
less dynamic in character than the America of today. The
Christian tradition with its doctrine of the eternal verities was
then in full bloom, and capitalism, built upon supposed natural
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economic laws, was just rounding into shape. Both these tradi-
tions are decadent today, and even to the bewildered lay ob-
server the whole social scene seems to be in flux. Kilpatrick dis-
misses the notion that by more strongly entrenching ourselves
upon the principles of a more static period in American culture,
a fitting stability can again be attained. Has significant social
stability ever been reached by turning backward? Kilpatrick is
only calling attention to factual necessities when he says we
must re-think our educational principles and practice in thor-
oughgoing fashion. And when he says that we must master even
our science, he is asking only that scientists know more clearly
the social ends of their endeavor.

Kilpatrick is at his best when describing the learning process.
If there be one point at which he has concentrated his analytic
and synthetic efforts, it is on the matter of creating a theory and
a psychology of learning which fits democratic social ideals and
the known facts of human nature. In his recent “Reconstructed
Theory of the Educative Process”® he has put forth a document
at once clear, concise, and comprehensive—a challenge to all
who theorize about or practice education and a constructive
effort which honestly composes a naturalistic and a democratic
philosophic vision with what seem the most reliable conclusions
in the basic human sciences. Kilpatrick early compromised his
acceptance of Thorndike’s main formulations upon human learn-
ing by extensive supplementation from the biological and the
psychiatric approaches to problems of personality development.
He has always placed the problem of the development of an
integrated individual character central in his psychological
thinking. This explains his impatience at undertakings like the
extensive researches into the teaching of school subjects, which
look only to the cultivation of narrow aspects of personality
growth.

The key to Kilpatrick’s criticisms of other educational theo-

¢ Teachers College Record, XXXII, March 1931, 530-58.
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rists is found in the way in which he connects particular educa-
tional theories and principles with basic outlooks upon life. He
attacks especially theories which imply a preconceived accept-
ance of present social institutions as they are now or as they
have been in the past. He attacks also theories which imply
preconceived notions of what the future should be like. This
leaves him the advocate of theories based upon a critical analy-
sis of present social institutions in the interest of more genuine-
ly thoroughgoing democracy.

Despite the broadness of sweep which his writings show, Kil-
patrick does not quite break the academic bounds of the pro-
fessor who is concerned with problems of learning. To every
issue of life he would seem to apply the same intellectualistic
estimate, the same conscious urge towards improvement, towards
ever more refined activity. Of stopping places, consummatory
finalities in life, he speaks but seldom. The cross-fertilization of
his creative pedagogy with developing native strains of culture
along other lines, particularly in art and literature and drama
is apparently not attempted. A philosophy and methodology of
education, to be lastingly influential should synthesize these
emotional strivings within the native soul. Kilpatrick’s writings
are challenges to fundamental educational reform, but do not
seem to emphasize sufficiently the need for rich cultural attain-
ments on the part of those who are to do the reforming. It is to
be suspected that many students who are profoundly influenced
by Kilpatrick and who resolve to provide creative opportunities
for the children whom they teach, are unaware of their own
narrow cultural horizons. With the breakdown of the old insti-
tutional loyalties among teachers it becomes exceedingly im-
portant that theorists who urge them to marked departures from
commonly accepted principles and techniques of educating shall
also provide enlightening guidance towards the attainment of
sufficiently varied aesthetic and spiritual experience. While Kil-
patrick has successfully communicated a high standard of con-
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scientiousness to his students, it is doubtful whether he has much
clarified their more vital perplexities. The phrase “activity lead-
ing to further activity” is for many teachers little more than a
stylistic expression for educational modernity because they have
never felt its full significance in their own narrowly circum-
scribed and over-academic experience. Analysis, experimental
attack, even the attitude of open-mindedness, are after all but
instrumentalities in the service of self-realization, enhanced en-
joyments, and richer leisure. These instrumentalities become
ends in themselves only for the comparatively few who are of
an exclusively intellectualistic temper. Kilpatrick does not ap-
pear to emphasize enough the transcendent value of experience
in its non-intellectual aspects.

Again, anyone reading or listening to Kilpatrick cannot fail
to be convinced that he preaches a radical social philosophy. But
why are conservative teachers seemingly so little disturbed by
it? Many thousands of American teachers have been construc-
tively influenced by Kilpatrick, but what indications are there
that these teachers have positively altered the prevailing aim-
lessness and aloofness of the profession as a whole? What hap-
pens to Kilpatrick’s radicalism when it meets a conservative
force? In the past, at least, it seems to have been shunted into
rather strictly methodological attempts by individual teachers
to create a more sympathetic school environment for children.
This is obviously not unimportant, but does it meet the case
before American education? Kilpatrick’s strategy for education-
al and social reform has been that of “boring from within.” He
hopes that the needed changes will be gradually attained through
the interpenetration of the influence of wise educators among
conflicting groups in American social life. The implication is
never drawn that conflict between various groups or classes
within our society is already so advanced as to preclude effec-
tiveness of integrative attempts by a professedly classless group
like the teachers. Where is the significance of a viewpoint with
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broad social implications, if it does not lead to bold aggressive
united stands by teachers on critical major issues of social
change? Kilpatrick affords a theoretic glimpse into more per-
fected democracy, but he does not seem to supply the driving
challenge to effective action. Theoretic commitment of the teach-
ing profession to complete ethical democracy is not enough to
break the teacher’s inveterate habits of qualification and com-
promise in the face of situations whose range exceeds profes-
sional or technical considerations.

The time seems to have come in the development of American
culture when teachers must have done with certain customary
and verbal allegiances and declare their real sympathies in no
uncertain terms. If they are to share in the constructive shaping
of emerging tendencies, they cannot continue to face away from
direct attack upon forces deliberately hindering social advance,
and to refrain from applying openly such pressure as proper
organization may make them capable of. Kilpatrick does not
appear to be willing to take sides definitely and without quali-
fication in the waxing social struggle of the present. His theo-
retic analyses point towards radical change but his suggested
methodological strategy seems no longer very realistic.

The criticism noted above should not in any sense be allowed
to obscure Kilpatrick’s contributions in the field of educational
theory. Let us state these clearly in summary fashion. First, he
has worked out, upon a truly elaborate scale, the implications
of the experimentalist or naturalistic point of view for the vari-
ous aspects of educational practice. In doing this he has im-
measurably extended the professional field of philosophy of edu-
cation and clearly defined the meaning of research in that field.
Second, by mastering the technique of educative communica-
tion and of conference truly shared, he has created for the ex-
perimentalist point of view a bond of understanding which links
in codperative endeavor important educational centers all over
the world.
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HAROLD RUGG

Rugg, like Counts, attempts to be a marked critical variant
from the experimentalist positions of Dewey and Kilpatrick.
Whereas Counts revolts against what he calls the domination
of experimentalist thinking by an innocuous nineteenth century
Liberalism, Rugg pins upon experimentalists the accusation of a
narrowly intellectualistic interpretation of life. Like Counts,
however, Rugg by virtue of his deliverance from Christian, capi-
talistic, and scientific apologetics and by virtue of his adherence
to fundamental Progressive educational principles, seems legiti-
mately to belong in this third category of the present study.

1t is strange indeed that Rugg should be the first American
educational theorist of prominence to call attention to certain
strains of unmistakably virile native cultural products which
began to appear under the sway of the Christian-Business cul-
tural solidarity during the nineteenth century. But even in
Rugg’s consciousness this phenomenon of a growing American
artistic and intellectual independence bears all the earmarks of
a recent discovery at secondhand. He seems to have been com-
pletely under the influence of the artistic enthusiasms and the
emotional entanglements of that self-conscious group in American
letters who launched Tke Seven Arts magazine a short time be-
fore America’s entrance into the World War. Rugg, neverthe-
less, has genuine feeling for the possibilities of an American art
and culture built out of native social backgrounds and a native
vision of glorified individual self-expression.

So enthusiastic does Rugg become over the meaning of this
insight for the theory of education, that he makes an attack up-
on one of the chief products of American native talent up to the
present time, namely the writings of John Dewey. This philo-
sophic source of guidance in reconstructing American culture
out of all the promising strands of the past and present Rugg
seems to have grossly misunderstood. If there be one designation
that sums up the deeper meanings of Dewey’s philosophy, it is
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creative artistry. Rugg seems to miss this note completely and
goes on to discuss ineffectively something he calls the artist’s
“way of knowing.” As if “knowing” may be anything else than
a technical tool in the case of either the artist or the scientist.
It is to be regretted that Rugg’s significant turning of educa-
tional theory to perhaps the most fundamentally constructive
aspect of American traditions should have been given this
peculiar twist. He tries to be a seer pointing the way to ultimate
salvation, when really he is uttering only stale Kantian senti-
ments about the world within and the world without.

Rugg’s vision of educational reconstruction is of a far differ-
ent order. Believing profoundly that children attending the pub-
lic schools must be intelligent about the social life of which they
are a part, Rugg has single-handedly taken the responsibility of
putting together in educationally usable form a prodigious
amount of compounded history, geography, sociology, and eco-
nomics relevant to the American scene.” Through the dark forest
of theoretic ponderings over the educative function of the social
sciences he has cleared a way which will be a lasting example to
hesitant workers in these fields. And he has in this same venture
shown educational theorists how to assume some practical re-
sponsibility. Rugg has committed himself clearly also in the
matter of the reform of teacher training. Nowhere in the litera-
ture of teacher training has this problem been analyzed so clear-
ly and with such vision as in Rugg’s discussion.

Rugg’s ideal school program, despite its comprehensive grasp
of social forces at work on the American scene, remains essen-
tially 2 compromise. He has so far shown himself unable to get

"1 An Introduction to American Civilization (New York: Ginn),
I z‘ginzzr;ging Civilizations in the Modern World (Ginn), 1030.

111 A History of American Civilization: Economic and Social (Ginn),
1930.
IV A History of American Government and Culture (Ginn), 1931.
V An Introduction to Problems of American Culture (Ginn), 1931.
VI Changing Governments and Changing Cultures (Ginn), 1932.
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clear of the traces of contemporary educational research. The
psychology of the elementary school subjects is too much with
him and except for his passionately conceived productions in the
social science field he seems to have surrendered to the tradi-
tional common branches. No amount of concern for creativity
in the school life of children can ever make up for the failure to
see the problem of modern education wholly in terms of inte-
grated personality growth. Rugg remains intent upon diluting
his school program with the fruits of objective studies on school
subjects. It is not to be assumed that the accumulated research
studies on school subjects are of no value in educational re-
form—they may prove highly useful—but they were not con-
ceived and carried on in the interest of fundamental reform.
These multitudinous studies should not, therefore, be allowed
to obscure efforts at radical revision of educational theory and
practice.

Rugg seems to think of the school as an advance agent of
social progress without asking penetrating questions about the
social chaos in America today. He shows conclusively that the
school has always been built in the image of past social condi-
tions. Can the school by means of the vision of educators move
itself, and then society, out from under the pressing weight of the
past? Community mutuality centered around the educational
establishment cannot be attained without serious social strug-
gle. Educators will have to forget their “nonpartisan’” profes-
sional pretentions long enough to make common cause with the
masses out of whose final triumph only can the American cul-
ture of the future be built. Rugg hopes that present resources
in enlightenment will be applied in the establishment of modern
school nuclei such as he so enthusiastically describes and he ap-
parently expects that the contagion spread by them will cause
the emergence of a new social order. The attention which Rugg
gives to technical curricular problems is eloquently expressive
of a faith which is as basic in him as it is in Judd and Thom-
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dike—namely, that the researcher is the ultimate guarantor of
general beneficence.

Rugg’s discussions of learning indicate that he is eager to have
his cake and eat it as well. When he speaks in the visionary
philosophic vein, nothing seems more important than that every
individual shall express himself creatively in wholesome educa-
tive activities. Only thus, he avers, can wholesome personality
integration ensue. When he speaks in the scientific psychological
vein, the matter of greatest educational importance to him is a
program of planned activities graded to age, mental, and inter-
est levels, and prepared for teaching purposes by experts. Rugg
does not synthesize these two aspects of his thinking in any
clearly uncompromising fashion. His thinly veiled Kantianism
will probably cause him to be accepted by school people as the
earnest advocate of a supplementation of present educational
practice by aesthetics in various forms.

It has already been suggested that Rugg’s attack upon Dewey
is a misguided one. That he was motivated perhaps by experi-
mentalist followers of Dewey, who have in some cases been
guilty of an intellectualism without benefit of intuition, is no
good excuse for not examining closely enough Dewey’s own
writings.

The New Technology shows Rugg dealing with the present
prolonged economic depression and with what it portends. He
shares the vision of the engineering group known as Technoc-
racy, which for a short spasm allowed the American public to
dream of a rapidly approaching millennium of plenty and luxury.
Rugg, however, dares to venture where the Technocrats feared
to tread. He suggests how a social order which combines eco-
nomic plenty with high culture may be ushered in. This proposal
marks him as a major prophet of the waning American middle
class. Despite all his well-documented strictures upon the rich
and powerful rulers of contemporary America, and upon the
economic system which they represent, he comes to the truly
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remarkable conclusion that these men and the governmental
agencies which they control will finance and promote the radi-
cal reconstruction of American society by means of a compre-
hensive educational program! Rugg enthusiastically desires the
revolution, but he refuses even to think about revolutionary
processes except in hopelessly Utopian terms.

BOYD H. BODE

Bode in his social and in his educational philosophy repre-
sents the conservative wing of the followers of Dewey. He has
not attempted to build particularly upon any of the general
propositions which Dewey has suggested as basic to educational
reconstruction. He has rather from the vantage point of Dewey’s
general position in modern philosophy attempted with quite de-
vastating success to direct criticism at current educational and
psychological theories. He seems, however, not to understand
the nature of Kilpatrick’s efforts to build a really functional set
of educational concepts, by means of which teachers may under-
stand better just what it is they are trying to do with children,
with themselves, and with the social order. Like some others of
Kilpatrick’s critics, he thinks of Kilpatrick as representing a
kind of primitive Rousseauian tangent in modern educational
theory. It is probable that Bode and Kilpatrick would agree
rather completely in their criticisms of theorists of the tradi-
tional and the scientific schools of thought because each of these
schools imply denial of the full meaning of social democracy.
But Bode revolts at Kilpatrick’s attempt, by means of the proj-
ect method, to state the positive educational meaning of thor-
oughgoing social democracy.

As Bode states his own general point of view, it seems at once
naive and realistic; naive in the sense that he is full of the
wordy idealism that has characterized so many ineffective lib-
erals in American life; realistic in his insistence that democracy
be detailed into a program of action capable of guiding educa-
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tors out of their present theoretic confusion. Except in a moral-
istic and rhetorical sense, Bode seems not to respond to this
latter challenge himself. He has no positive program to offer
beyond well spoken sentiments calculated not to offend vested
interests in society or in the public school system. The discipline
of thinking upon which he sets such store may conceivably
prove our eventual salvation, but Bode’s own thinking as an
educator appears to fall short of including social forces operat-
ing decisively on the contemporary American scene, like the stir
created by Soviet Russia, the rapid disintegration of established
religion, the emergence of racketeering as a fatal cancer upon
the business system, the emblazoned publicity for matters form-
erly closely censored or circumscribed, and the insurgency of
American art in its various forms.

True, Bode proposes the building of a philosophy which shall
synthesize and give direction or meaning to all social forces.
No one could object to this as a worthy proposal, but what are
the specifications to be followed? Surely no concert of educators
can accomplish it, nor can any concert of best minds from vari-
ous fields. The outlook which will guide the American masses in
the future can emerge only from the vital and incisive conflicts
of viewpoint among men who are unafraid to take account of
actual crises, and unafraid to speak out in ringing accents what
they think and propose. Most Progressives, as Counts points
out, have been content to keep their tongues in their cheeks,
and Bode seems not to be an exception. In outline Bode’s sug-
gestions for a thoroughly integrated school program adapted to
contemporary civilization are both interesting and constructive.
But it is confusing when he attempts to synthesize democratic
social ideals with what he calls scientific organization of subject
matter. Apparently the whole present set-up of educational
machinery and method can by some little philosophic hocus-
pocus be adjusted to realize the everlasting golden age that
Bode believes is promised in the future. His fear that the culti-
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vation of purely intellectual interests will become a lost art, if
educators do not plan directly and in detail for it, bespeaks a
limited understanding of human nature.

Bode’s attempt to straddle 2 middle ground between extreme
current tendencies in American education, and thus to appear
at once progressive and practical, is a profoundly safe conserva-
tive strategy. It is an out-of-date and over simple analysis, how-
ever, to say that the main educational issue now lies between
those who wish adult compulsion and those who wish complete
childhood freedom. The main issue today lies rather between
those educators who respect their professional integrity enough
to accept social responsibility commensurate with their powers
and those who will continue to allow themselves to be used
slavishly in the service of fading and ignoble ideals.

Bode has accomplished notable results in undermining much
current psychological theory as it is applied to education. Like
Kilpatrick and Dewey, he builds his analysis of learning upon
a biological base. Although he seems to have overemphasized
the purposive nature of human behavior as contrasted with that
of animals lower in the scale, he nevertheless has contributed a
very clear and revealing account of the relation between human
behavior or intelligence and the environmental background in
interaction with which it is built. In identifying thinking and
learning, Bode builds far beyond the educational researchers
who seem to be satisfied that the elements of school subjects,
which their techniques isolate so effectively, make learning an
exceedingly simple matter for both the teacher and the pupil.
As in the case of Rugg, however, Bode’s analysis is weakened
by the effort to give school subjects an important place. They
still make up a large part of what Bode thinks of as education
and are by no means purely instrumental curricular materials
as in Dewey and Kilpatrick. Insistent concern for school subjects
assures the theorist an audience among “practical” educators but
Bode's special pleading implies a sense of deeper righteousness.
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IV. THE Issues CONFRONTING AMERICAN EpucaTtors Topay

The analysis of the more recent thinking of the seventeen
educators considered in Sections Two and Three would seem
to indicate that American education is in a state of disturbed
equilibrium, vacillating at the present time between several cen-
ters of attraction. American educators apparently refuse to pro-
ceed in whole-hearted fashion to carry out a program of Chris-
tian education like that of Herman H. Horne; they refuse to
let a Judd or a Snedden frame a completely scientific program
for them; and they refuse to accept the practical educational
implications of a naturalistic philosophy like that of John
Dewey. The first is a way to explore the future in terms of a
great religious tradition; the second is a way to refine the status
quo by means of science; and the third is a way to explore the
future in terms of intelligent human adaptation and control. Let
us analyze each a little more deeply.

Upholders of the so-called traditional viewpoint cast a fond
eye towards a cultural solidarity that existed in the past; they
see the vision of an American Christian Utopia which, provided
that God grant man grace and guidance, may really be brought
to pass. An orientation of this kind entails a host of conse-
quences in the way of attitude and behavior. There is a tend-
ency to accept the essential religious, philosophic, ethical,
social, and economic formulations of the past as only slightly
inadequate today—a few slight adjustments and the chaos of
today will turn into the order of yesterday. The revolutionary
changes in the more objective sciences are readily accepted
since the relations they bear to fundamental social institutions
are not blatantly apparent. Educators may look to the future
with great inspiration, for has not universal education only just
come into its own? Democratic ideals, closely tied up in America
with the accepted religious and ethical standards, afford criti-
cal tools with which to view educational organization and tech-
niques. The educator is thereby enabled to appear with a re-
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vamped educational program, guaranteed, if carried through, to
realize adequately the best that is in the old ideals—which to the
traditionalist means the best that can ever be. The upholders
of this viewpoint react with profound misunderstanding or with
exhausted patience to those who would question the revered
scheme of traditional values. The basic assumption seems to be
that any educational program based on scepticism towards tra-
ditional ideals and practices must be a thoroughly mistaken one.

The upholders of the second outlook have had enough train-
ing in fields of modern science so that the old religious values
tend to generate discomfort and to be pushed into the back-
ground. But since man’s spiritual nature abhors a vacuum,
science takes on a religious aspect. The vision is that of a per-
fected social order reached through the ceaseless, minute, self-
sacrificing labor of devoted scientists. There seems to be nothing
fundamentally wrong with the moral, religious, and economic
values which have come down from the past—did not science
itself spring out of the same social matrix? Only the utterly
mythological or the scientifically invalidated materials of the
old tradition are rejected. Education is regarded as a proper
field for science also. What a wide future opens up for educa-
tion when every principle and every practice shall have been
statistically validated! Speculations which reach beyond the
frontier of the already accomplished validations are taboo,
especially those speculations which question the adequacy of
educational practices which existing educational science has
helped refine.

In the third outlook thinking does not crystallize upon the
old religious center or upon its scientific substitute. Speculation
arises out of the uncharted chaos of modern life. Human experi-
ence is viewed as it actually functions in an environment such
as never was seen before—an environment which changes almost
before it can be known. Is there nothing on the horizon by
which a course may be laid? The vision appears of a complete
passing beyond old values, of a scientific attack upon human
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problems which is directed by a philosophically criticized
scheme of values relevant to the contemporary world. Life in all
of its manifestations is recognized as alternately precarious and
secure. The total effect of human effort has been, and may in-
creasingly continue to be, that of diminishing precariousness and
of increasing security. All human institutions are measured
against the criterion of social usefulness and of release of indi-
viduality. Education means the actualization of distinctly hu-
man potentialities. Every present school practice is suspected of
being tied to a vested habit which limits rather than frees hu-
man nature. Ceaseless criticism is showered upon theoretic de-
fenders of tradition and upon theoretic advocates of a blind
science.

The tenets of the several positions thus briefly summarized
are never completely maintained by any of the individuals classi-
fied in the present study, but the positions as outlined are as-
sumed to describe adequately enough the orientations out of
which the thinking of the seventeen educators emerges. There
have been evident many obvious exceptions to complete con-
sistency between any one individual’s general outlook, as
analyzed, and his suggestions and criticisms on current educa-
tional practice, his theory of the learning process, and his reac-
tions to other theorists; the author, nevertheless, believes that
on the whole the classifications are warranted. It seems proper
therefore to assert that American education will emerge from its
present theoretic confusion when educators face more squarely
than they have in the past the fundamental issues of social life
and human destiny as they apply to the American scene and to
the problems of education.

Dare traditionalists look with a cold analytic gaze at the tra-
ditions which they revere? Dare scientists emerge from the
busy-work of research laboratories to air their souls in philoso-
phy? And dare philosophers of the new dawn unite to shape a
program which shall at once combine tradition and science into
enlightened practice?
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PreFATORY NOTE

of seventeen American educational theorists. Section Three

criticized and interpreted these viewpoints in the light of
the orientation evident in the opening section of the study. In
the final section which immediately follows, the author ventures
upon an analysis of certain considerations which appear to him
to be strategic to the assumption, by educators and teachers
generally, of genuine professional solidarity and integrity.

IN SECTION TWo an analysis was made of the points of view

I. SociAL A1Ms

1t would seem a commonplace to declare that the most funda-
mental duty of teachers is to be adequately comprehensive of the
meanings of the modern world and in satisfactory adjustment to
it. But the modern world is so new, so undefined, so subversive
of “fundamental” traditions, and the counsels offered for its
understanding and for personal adjustment in it are so varied,
that many sincere people seeking for wholesome integration be-
come only the worse confused. A few generations back “getting
right with God” under the careful tutelage of the Christian
ministry opened all the doors of understanding and brought the
soul into harmonious relations with the outer world. Today
God, in the old sense at least, has retired from the scene, and
the human race, arrived at apparent physical maturity, faces
the vast implications of the future without the assurance of
transcendental grace and beneficence.
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About the middle of the nineteenth century the last claims
of Western Christianity to complete hegemony over all the
fields of life were finally invalidated. Only a few highly sensitive
intellectuals grasped the significance in the immediacy of its
cumulative impact of what had been happening in many ob-
scure scientific cloisters all over Christendom. With all the age-
old values of a Christian religious interpretation of the universe
apparently menaced, the climate surrounding these sensitive
intellectuals turned suddenly frigid. The shudders which they
spread through volume after volume of discourse and poetry
and story during the later nineteenth century amounts to a vast
and pathetically melancholic literature. The scientists, whose
dogged curiosity had created all the havoc, fought back at first
but gradually lost interest in polemics and concentrated upon
their minute but nevertheless devastating labors. By the end of
the nineteenth century a world whose physical aspect had pro-
foundly changed was the result. Gone were the handicrafts and
small-scale industry, gone the independent isolated nations, gone
the old barriers of time and space and sea and land, gone agri-
cultural supremacy, gone petty trade. In their stead had come
Big Business, the ceaseless fecundity of the machine, and inter-
dependence between nations. People in their deeply seated men-
tal and emotional attitudes, however, remained anchored to a
world which had already disappeared over the horizon of time.
They refused to be moved from their moorings. The greatest
war in human history ensued when the new century had barely
turned the first decade. Still the minds of the ruling elder states-
men held fast to the traditional conceptions of the true, the
good, and the beautiful that had demanded the sacrifice of mil-
lions of young men to the destructive propensities of the aero-
plane, the submarine, poison gas, the howitzer, and the machine
gun. The present day witnesses the race brought to the crown-
ing absurdity of a world of plenty faced with economic ruin!
Frenzy stalks through Europe and the Far East, and deaf ears
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are turned to councils of liberal moderation. America fortunate-
ly drags on behind, her situation not quite so desperate, her
people still capable of a kind of credulity which those of other
nations would mock.

Such in brief is the world that educators face today. It is this
world that they must seek to understand and in understanding
assist to control. How much longer will American educators
remain complacent—secure in the haven of empty assurances
that they are leaders and that their luckless busy-work will
bring prosperity and happiness finally to all?

Economy measures which the powerful financial groups of
the nation are forcing upon the public are beginning to ruffle
somewhat the surface of this educational complacency. The time
seems opportune for the growing discontent of educators to
ripen into broadly conceived social attitudes and definite politi-
cal action. Can educators attain truer bearings in the days and
months of moderation which remain before America also swings
to Fascism or some similar stop-gap organization? Are they
brave and intelligent enough to search earnestly for new centers
around which to build their personal integrity and their profes-
sional endeavors?

This means putting aside resolutely such irreparably damaged
entities as the Christian tradition and capitalism, to which even
now the allegiance of educators is rather verbal than real. The
Christian tradition has contributed much to the upward strug-
gle of man toward civilization, but it was itself a synthesis of
many traditions and many movements, and it must give way in
turn to a new synthesis of outlook—the achievement of more
mature men in the modern world. The things of highest value
for individual experience and for ethical standards in modern
America will not, however, be found out so long as intellectual
leaders maintain a sensitivity over the supernatural significance
of Christian mythology or a sentimental personal attachment to
the character of Jesus. It may as well be frankly recognized by
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American educators that the days of Christian cultural solidarity
in America are over. The task of reclaiming from the old tradi-
tion what may be significantly valuable for American social
purpose in the twentieth century is thus rendered somewhat
less arduous.

Obviously the same attitude of appreciative creative recon-
struction applies when modern capitalism, or the so-called busi-
ness régime, is considered. Since decay seems even farther ad-
vanced in the case of the traditional economic institutions, it will
be more difficult to find much of permanent value or relevant
to modern economic requirements. It is the boast of contem-
porary business leaders that economic individualism has given
America its superb machinery of production and distribution—
an equipment more than adequate to high standards of con-
sumption among the populace. With that boast we are not con-
cerned; the scientists working in social causation may some day
unearth better insight as to the relation between the wisdom of
business men and technological triumphs. Today even the famed
“good will” of business is too often a technique of exploita-
tion, self-interest, and profit at whatever cost. The opportunity
confronts educators to do as a few religious organizations have
already done, namely, renounce every semblance of allegiance
to the economic régime of business for profit. Educators must
prepare themselves and the younger generation whose ideas and
attitudes are to some considerable degree in their trust for the
task of bringing industry and technology to full functioning in
the interest of a classless society. The conflict with politicians,
business men, and financiers who wish to save capitalism at all
costs must be honestly faced.

Again, the most constructive opportunity of all faces educa-
tors in the startling cultural miscellany that is American civiliza-
tion today. In the light of their own generous educational ideals,
they can assist in the selection of tendencies that point in the
direction of a new and beautiful America of which only poets
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formerly have dreamed. A prompt and effective declaration of
war upon the baser tendencies in American culture which are
the despair of today is the educator’s manifest obligation.

These are tasks in the eager execution of which educators
may build new loyalties more relevant, more promising, more
secure, and perhaps more enduringly productive. Technological
equipment even in the social sciences exists already in surpris-
ing abundance. The resoiution to use this equipment in the
construction of a new social order will open realms of social
technology of still broader scope and of greater adequacy.

It has been the attempt of this study in some degree to
demonstrate that the skeletal framework of a mental and
spiritual orientation sufficient to the new day in America exists
in the philosophic formulations of experimental naturalism. The
name most significantly attached to this edifice of modern at-
titudes is, of course, that of John Dewey. He is to many perhaps
better known as the philosopher of Progressive Education. As
such, his phrases have been quoted, admired, and reviled until
attitudes towards him have hardened almost beyond the reach
of thought. This is peculiarly unfortunate because his methodo-
logical suggestions for educational reform are important only in
their relation to the deeper social attitudes from which they
spring. If the so-called philosophy of John Dewey bears any
relevance to the large social problems by which educators are
confused today, this relevance lies in its bed-rock analysis of
human nature in the modern environmental setting. To minds
in which the social institutions that evolved on the American
scene of yesterday have crystallized into ideal constructs this
philosophy can have only negative significance; its educational
formulations can mean only anarchy. But to minds elastic
enough to appreciate the institutional miscellany of history, and
American enough to honor revolutionary traditions and the
spirit of the frontier, Dewey’s philosophic writings afford an
invaluable insight into the meaning and the methodology of
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human progress. For those who really think and understand
within this philosophic vein, every-day experience takes on a
new significance; behavior is explained by its antecedents and
by its consequences inseparably connected in intricate ways;
dichotomies are resolved as mind is linked in intimate continuity
with nature; the way to more and better assured human con-
summations is clearly pointed out; and ethics is shown as the
form of a social life in which experience is consciously shared
among all men. Perhaps the greatest significance of the view-
point under discussion is in the challenge made to the creative
effort of man. It is ever central in Dewey’s thought that man
is the creator par excellence, upon this is built the abiding faith
that out of man’s creative efforts the world may be made anew
in the image of ideals suggested by present experience but reach-
ing beyond present experience.

The question has been raised as to whether there is a place in
this modern naturalism for religion and art and the higher life.
It is not possible by loudly acclaiming them or by expressing
concern for them to order these fruits of the human spirit to
appear. The best insight of the present seems to indicate, how-
ever, that religion, art, and the higher life grow naturally in
an environment where men are free from the oppressive dom-
inance of organic needs.

The educator, like the member of other professions, or like
the intellectual, the artist, the engineer, the tradesman, the
farmer, the office worker, and the unskilled laborer has in the past
exercised only technical or incidental significance in American
life. He has been content like the others to take his orders from
administrators who exercised power chiefly in the interest of
entrepreneurs. Educators up to the present time have been satis-
fied that all was for the best and that an eventually better future
would crown their poorly rewarded efforts. Like the other pro-
ductive American workmen in almost all lines of endeavor teach-
ers have formed organizations and by a truly marvelous
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ingenuity preserved them against political contamination. Non-
partisanship has been a kind of sacred entity in American pro-
fessional and trade organizations generally. The great reward of
these noole efforts and of the worship of non-partisanship today
is a social order in which the productive workers as a class are
faced with greater insecurity than ever before and a social
order in which all forms of idealism have been rather thoroughly
debunked. Truly the times are overripe for an intelligent re-
construction of the aims and ideals of all organizations of pro-
ductive workers. Educators as workers upon human attitudes,
which lie at the root of all of our present troubles, may well
honor their calling by being among the first to throw their
energies into the building of a new society. This would mean the
emergence in their organizations of a Higher Partisanship, in
which the power of associations of educators would be openly
exercised in the interest of all groups of productive workers
holding to the same unselfish major aim—namely, the early
ordering of an environment in which all men may enjoy and
create the fruits of the human spirit to the measure of their
capability.

Reverberations of broader social thinking have already stir-
red the medical profession, the clergy, the engineers, and the
farm and labor organizations. The very use of the term ‘“social
medicine,” though it still strikes shudders of horror in the breast
of the successful private physician, is a sign that ideas of broad
scope are fermenting within the medical profession. The increas-
ingly bold sallies of Christian and Jewish religious organizations
against the profit motive and against capitalism in general
represent significant assaults upon purely individualistic types
of religion. The sensational publicity that the engineering “tech-
nocrats” have received over some of their startling promises
is both an indication of a readiness for unconventional thinking
in economic matters on the part of the populace and a sign
thet engineers have begun to comprehend the fact that tech-
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nology bears some responsibility in the problems of human ex-
cellence and human misery. The increasing militancy of the un-
employed and of sporadic groups of farmers shows signs already
of stimulating far-reaching reconstructions of aim and policy on
the part of labor and farm organizations. Is there no challenge
to educators and to associations of educators in all this? Must
they calmly await such social changes as other groups of workers
bring to pass and then docilely take instructions from the mas-
ters of a new social order? Or can they, too, participate co-
operatively and significantly in the shaping of that new social
order?

Shall we, then, have a Soviet of educators driving to dicta-
torial power in the American state? That would be both impos-
sible and absurd. We can have, however, if educators prove not
utterly spineless, a professional organization which shall wield
an equal share of power with all other productive groups in the
shaping of a new State. And more than that—since educators
as a class supposedly represent the depository of culture and
the frontiers of knowledge, a superb opportunity exists to bring
these influences to play realistically in the great codperative
reconstruction of American civilization.

The social aims of educators grow out of a world brought to
an absurdly desperate situation. The foundations of a philosophy
adequate to modern times have already been laid though they
are somewhat obscured by the welter of decaying fragments of
traditional social institutions. The educational aims fitting to
an emerging social situation cannot escape the designation of
partisan. When given deailed expression by an organization of
educators conscious of its share of real power, we may hope that
they shall represent a Higher Partisanship, a declaration of faith
and an eagerness to act coOperatively and creatively towards
replacing our present business civilization with a civilization in
which first things will be really first. Shall educators be among
the last to realize that science, technology, modern industry, and
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the machine, are social products, conditioned upon the codpera-
tive endeavor of many individuals and not private possessions
called into existence at the signal of wealthy “men of affairs”?
Technologists have amassed data indicating that man’s control
of power and energy today is sufficient so that a few hours of
work on the part of every adult will assure a standard of living
far in excess of that now common among the American popula-
tion. Have educators no stake in the social revolution which
shall realize such a possibility?

II. TEACHING AIMS

Textbooks and printed curricula in schools and colleges
throughout the nation are full of long lists of both general and
specific educational aims. The general aims abound in fine-
sounding phrases relative to character and health and vocation
and culture. The specific aims are in terms of reading, arith-
metic, geography, civics, and other common or abstruse sub-
jects. The general aims usually take up a few scant pages in
the front of the book and the specific aims together with elabor-
ate subject matter and methodological suggestions make up its
body. The common assumption is that if we follow carefully
enough the specific aims relating to subject matter the general
aims must necessarily also be reached.

The American people and American educators in particular,
during recent years, have not been lacking in rhetoric with
which to describe the type of citizen which the schools should
be engaged in preparing. Most of the more generalized formu-
lations which have been suggested during the past twenty years
are much the same and few people would object to them as
well meant efforts to deal with an ever present and most difficult
problem of education in a democracy. There is an increasing
awareness among laymen and within the teaching profession,
however, that all these so-called general aims have meant little
to teachers and less to pupils. Character education inquiries,
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programs of moral instruction, the development of measuring
devices for character and personality, and the establishment of
psychiatric clinics for children are all evidences of a growing
restlessness over the problem of realizing the general aims of
education.

It is possible that there may be something wrong with the
way the whole problem of aims has been conceived by the
majority of school people. The proverbial remark that greatest
time and attention are given to that which is valued highest
is not without bearing in this connection. How does it come
about that our educational curricula and textbooks devote so
much space to specific aims and purposes and so little to general
or more ideal ends? Or put in another way, why is there no
clearly apparent relation between the teaching of subject matter
and the growth of character? Some insight comes if we glance
briefly at the historical role of the school in American life. At
first the school’s main purpose was to guarantee memorization
of some form of religious catechism. Later with the development
of universal free public education, it was to teach facility with
letters and with figures and to assure patriotic sentiments.
Under both these older aims the personality and character
growth of children were managed with satisfying success by the
home and the church. In the modern era these larger functions
of education have more and more been pushed into the circle
of the school. But the school has had no adequate philosophy
and psychology with which to handle them. It is not surprising
therefore that the measure of the school’s actual functioning
in matters of character and personality is found largely in the
few pages of introductory rhetoric in text-books and curricula
and in convention oratory. We literally don’t know what to do
about these things.

Another complicating factor has been the rapid rise of edu-
cational science and of professional specialization before the en-
larging functions of the school in modern life had been fully
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appreciated by educators. Until recently most of the efforts of
scientists and specialists within the field of education have been
given over to the problems bearing on literacy and mastery of
factual information. Educational scientists have extended and
enlarged the old subjects, added new subjects, developed and
validated new teaching devices and techniques, and revamped
school administration, supervision, and organization in terms
of larger programs of subjects. When vocational education edged
in a few years back, that was conceived in terms of subjects
as far as possible. And serious attempts are now being made
to put morals on a subject basis. There is no blinking the fact
that schools have been subject mad. The working philosophy
and psychology of teachers held more consciously because of
broader professional training, is almost completely in terms of
subjects. In the minutely specific, prepared-and-stated-in-ad-
vance objectives, which educational science has made possible
under the subject scheme, it is to be expected that general ob-
jectives should not function in any but a decorative way.
What, then, is the alternative? It is now recognized by edu-
cators that the modern school must do something about per-
sonality and character growth. Committees of specialists from
related fields of social science are actively thinking and working
on the problem. Parent-teacher groups everywhere discuss the
matter endlessly. The air seems truly astir with the psychology
of personality. Will the outcome be the reversal of customary
emphases which is clearly called for? Will our school curricula
of the future consist mainly of suggestive approaches to prob-
lems of personality integration, and provisions for the genuine
discipline which comes from broad social participation, allowing
only comparatively small space to briefly statable, because
universally recognized, standards of literacy or information
absorption? It seems in time a likely eventuality. Frank recog-
nition of the nature and meaning of present educational in-
consistencies can hasten appropriate reconstructive action.
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What should be a teacher’s aims with youth? Let us first
make certain assumptions which are only in small degree justi-
fied by the present educational situation:

1. A community in which institutional and industrial activities

are thrown open for the educative participation of youth.

2. A type of school administration which exists solely to render

teaching more autonomous.

3. Teachers adequately fitted and happy in their professional
choice.

4. An educational science which brings to teachers the resources

of basic related sciences.

5. Curricula constantly reconstructed to needs nominated by teach-

ers and to needs indicated by changes in community life.

Little as we know about the deeper problems of teaching, we
are, nevertheless, certain that teachers can be effective in two
ways basic to personality integration, character growth, and
mental discipline. Almost nothing is known about the details
of how these effects are obtained or why they are obtained. But
about the reality of this effectiveness every able adult can testify.
A successful teacher calls into question in a student’s conscious-
ness facts, attitudes, feelings and desires, principles and habits
of action, all of which he has been accustomed to take for
granted. This may be called the negative teaching effect. A suc-
cessful teacher causes a student to take on new interests which
lead to the learning of facts, the formation of attitudes, the
awakening of desires, the deduction of principles, the building
of habits of conduct, all of which never before have occupied
the center of his attention. This may be called the positive
teaching effect. Persons who have these effects upon students
should be defined as teachers, and only such.

It is impossible at the present time for a teacher to aim con-
sciously and so to direct his behavior that these negative and
positive effects shall with any certainty be of a desirable kind.
All he can do is hope that success will crown efforts made almost
completely in the dark. There is no royal road to teaching effec-
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tiveness. An environment indifferent to man teaches him superb-
ly, illiterate parents often have admirable results with children,
companions good and ill have deep and abiding educational
effects, and individuals learn lasting lessons from their enemies.
The most formal teacher who sternly makes his pupils “toe the
mark” in the most abstruse subject matter has his appreciative
advocates as well as the genial teacher who works upon the
modern doctrine of interest. These are truths which any sane
person thinking about the more important problems of educa-
tion must admit. They are the real starting points of an edu-
cational science and until the conditions and the structures
which cause them are laid bare, teaching must remain an un-
analyzed art.

Are no aims, therefore, to be formulated for classroom pro-
cedure? The aims of teachers should be more modest and more
individualized than they have been in the past. Under the basic
assumptions made above, such must clearly be the case. A
teacher will have aims for his students in accordance with his
own temperament, mentality, scale of interests and the way in
which he conceives his duties. He will change these in the course
of shared study with his pupils, with other teachers and with
the lay public as the developing situations of life require. He
must, however, make the actual decision about what seems good
policy for him and for his group else there is no art to teaching
whatever. As has been pointed out in the section on social aims of
teachers, the teacher is a strategically important member of the
community as a whole. His relations with the community must
therefore be intimate and analytic, and what goes on in his class-
room must be in accordance with the developing community
ideals. The teacher is also a member of a professional associa-
tion or guild which has a clearly stated responsibility in com-
munity problems involving the general welfare and which holds
at an increasingly high level the qualitative standards for ad-
mission into the profession. Operating constantly between the
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limiting factors of community and professional association, the
teacher should be free from any further restrictions or respon-
sibilities.
II1. CoNcLUSION

It has seemed evident in the course of the present study that
a large amount of the theorizing of prominent American edu-
cators about the relations of society and education has been
limited by too much concern for social institutions which are
manifestly decadent or by undue concentration upon technical
scientific problems with consequent neglect of more important
social considerations. In the discussions of individual men
wherein the varying views were presented, analyzed, and in-
terpreted, it became apparent that a genuine source of enlight-
ened guidance for the contemporary educational situation might
be found in philosophic speculation along the lines of modemn
experimental naturalism. In the minds of the men who think
experimentally, America is conceived as having a destiny which
bursts the all too obvious limitations of Christian religious sanc-
tions and of capitalistic profit economy. Although differing vari-
ously in specific interpretations, the experimental naturalists all
think in terms of an emergent culture controlled by human
efforts. They appear to understand what is going on in the
modern world without becoming frantically desperate about the
destruction of inherited values or over-enthusiastic about the
possibilities of a science which has rejected philosophy. They
see the educator in terms of what he might become when free
from the shackles which hold him to his established routines.
Experimental naturalists are not saviors, however, they are men
who have done considerable hard disillusioned thinking. Their
message to teachers of the present is not that of blindly accept-
ing whatever ideas they may have given expression to, but
rather that of examining closely the world of the present and of
giving expression to more ideas.

From the vantage point of the present study, the following
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objectives for educators are suggested. They, in no sense, pur-
port to be all-comprehensive or final. They do, however, lay
claim to be along the line of much needed strategy if educational
workers are to play any important part in the society which is
building in America.

1. The maturing of personal viewpoint by reading and dis-
cussion, by scrutiny of contemporary civilization and by self-
examination.?

2. A continuing effort to clarify the vision of an educator’s
function in American civilization. In what degree does he carry
the responsibility for controlled social evolution? To what ex-
tent is he more than a mere public servant engaged in carrying
out orders issued by executives?

3. The blotting out of the “brass halo” which teachers have
long suffered under. This means a will not to be affected by the
slushy epithets of public apologists for existing social institu-
tions and a will to assist youth constantly towards ready discern-
ment of apologetics in any form.

4. Immersion into the budding native culture by steady en-
largement and cultivation of professional and non-professional
cultural opportunities available in the social environment. This
is really the highest obligation of an intelligent teacher, because
the value of any form of specialized professional endeavor can
be gauged only by reference to the extent and depth of the in-
dividual’s participation in and appreciation of existing social
life.

5. Active participation by educators and teachers in various
organizations of the lay public agitating for social reforms whose
realization would be in harmony with evolving ideals of Ameri-
can society.

! See appendix for a tentative list of questions to be asked and answered
by educators. These were derived from examination of the writings of the
seventeen men discussed in this study.
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6. The thoroughgoing renovation of existing professional
organizations of educators so that in aim and principle they
shall be intelligently militant in criticism of all vested interests
in society and similarly militant in support of evolving modern
standards of value in all fields of human interest.

7. Amalgamation of existing professional educational or-
ganizations for the purpose of united action on all questions of
broad social import at any time before the public anywhere in
the land.

8. Promotion of the spiritual solidarity of all classes of in-
tellectuals in the interest of enlightening and possibly of guid-
ing inevitable future mass movements within the population.

9. Active participation of individual educators and of pro-
fessional organizations of educators in the gradually crystalliz-
ing public effort to create out of prevailing chaos and confusion
in economic, political, spiritual, ethical, and artistic realms a
culture which is under no continuing obligations to past Ameri-
can or foreign cultural patterns.

10. A teacher-training program conceived in the light of the
changing aims and functions of education in contemporary
America. This implies the critical re-examination of all estab-
lished precedents in teacher-training organization.

11. A system of school administration constructed under the
guidance of experimental social philosophy with the major aim
of meeting the professional needs of teachers. This implies rele-
gating the elaborate administrative technology modeled after
business practice and capitalistic finance to the background
where it may be drawn upon if and when needed in reconstruc-
tion programs.

12. The attitude of creative inquiry to be clearly recognized
as essential in all people of the teaching profession. The trained
specialists and the elaborate scientific technology of educational
research, as conc:ived at present, to be made available as sup-
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plementary service agencies in the solution of the actual prob-
lems of teaching.

13. The incorporation of graduate and undergraduate schools
of education into a general plan of public education, so that
their resources in experts and in experimental facilities may be
used effectively in continuing educational reconstruction.

14. A program of public elementary and secondary education
organized in the interest of collective ideals and emphasizing the
attainment of economic equality as fundamental to the detailed
determination of more broadly cultural aims.

15. Centralized organization in public education to such
extent as will not only guarantee provision of the most valid
knowledge together with adequate facilities for incorporating
it into educational practice in every local community through-
out the country, but promote as well the construction of atti-
tudes, in the populace, conducive to enlightened reconstruction
of social institutions.

16. A program of public vocational, professional and higher
education integrally organized in terms of a social order wherein
all natural resources and the entire industrial structure is con-
trolled by governmental agencies and operated for the equal
benefit of all. This portends educational planning in terms of
broadly cultural and creative motives and the final disappear-
ance of programs of education based upon the motive of in-
dividual monetary success.

17. Gradual amalgamation of all cultural forces in com-
munity life, including industry, radio, motion pictures, news-
papers, libraries, art galleries and museums, the theater, the
opera, musical organizations, book publication, and the school
itself into an educational program as wide and as continuous
as life.

18. Such autonomy for every classroom teacher, from the
nursery school through the university as accords with true ar-
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tistic integrity. This implies that teachers shall be answerable
for their professional conduct to their own professional organi-
zations which, in turn, shall be fully responsible to the public.

19. The abolition of the present supervisory system in pub-
lic education and its replacement by higher professional quali-
fications for teachers and by public teacher service bureaus
equipped to continue on a voluntary basis the in-service educa-
tion of teachers.

20. Gradual abolition of specified grades, subjects, textbooks,
testing, and promotion schemes as conceived under the present
administrative-supervisory set-up in public education. The de-
velopment of a series of flexible organizational schemes and
teaching programs by local faculties under the guidance and
sanction of professional associations and of the lay public.

21. Domination of all specific teaching aims for an indefinite
period by the general aim of rendering the attitudes of all nor-
mal individuals toward all the problems of life sufficiently tenta-
tive to allow for growth and change.

22. Determination of all directly functional teaching aims
in and during the educational process by reference to the needs
and possibilities of pupils as determined by professionally quali-
fied and socially conscious teachers.
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APPENDIX

GENERAL AND SPECIFIC QUESTIONS RAISED BY
THE ANALYSIS

The following list of questions about general philosophic and
specific educational issues was developed in the course of the
examination of source materials for the present study.

A consistent position with regard to the issues raised is con-
sidered fundamental to a clear view of modern America and
the relation of education to the social order. For it is upon
such issues that the line of cleavage in the educational philoso-
phy of the present and of the future must continue to be drawn.

The teacher who wishes in some way to be influential in
molding a better America out of the assets and the liabilities
of present day America must increasingly be conscious of his
attitude and relation to the questions raised in the following list.

The questions are numbered to accord roughly with an order
from the more general to the more specific.

1. What is the place of God in modern life?
2. How shall the Christian religion, or any other organized
religion, be regarded today?
3. What is meant by Nature, and what is man’s relation to
Nature?
To what extent is inevitability of either civilizational ad-
vance or civilizational decay an adequate assumption?
To what extent is change an aspect of modern life?
What is meant by mind?
. What is the function of thinking?
Is scientific method a means or an end or both?
Does modern science make philosophy unnecessary?

»
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10.

II.
12,
13.
14.
IS.
16.

17.

18.

19.

20.
21,
22,
23.
24.
25.

26.

27.
28.

29.
30.
3L
32.
33
34.
35.
3.

APPENDIX

What attitude shall be taken to the institutions under which
social life is ordered?

To what extent is a pervasive common culture desirable?
What is the purpose and function of ideals?

How shall democracy be regarded?

What is meant by social integration?

Should collectivism replace individualism?

What is the relation between industrialism and social plan-
ning?

What shall be said about indoctrination and imposition as
methods used by a self-conscious social order?

Are the interests of the individual as such, fundamentally
opposed to those of society?

Can “good” in the broadest sense come from the masses of
men and women?

Do the masses need a compelling faith?

How is originality distributed among human beings?

What is meant by leadership?

When shall a man or woman be called cultured?

Are there possibilities latent in the American scene?

Is a distinctive high-type American culture likely to appear
in the future?

What is the relation between business and industry?

How desirable is criticism of existing social institutions?

Is the small local community a distinctly passing phase of
modern life?

What ought education accomplish?

How shall the teacher look at the social inheritance?

What should be the relation between the school and society?
Are vocation and culture fundamentally opposed?

Is education chiefly transmission?

Is education chiefly preparation?

Is education of value in itself?

When is a person educated?



37.
. To what extent is education a science?

39.
40.

41.
42.
43.

44.
4s.

46.
47.

48.
49.

50.

5I.
52.
53-
54.

55.
. What are the ethical and moral bearings of school instruc-

57
58.

59.
6o.
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Who shall determine educational objectives?

To what extent is education an art?

What are the assets and liabilities of the present American
educational “system?”

What should be the relation of the Federal Government to
education?

Is administrative centralization local, state, or national de-
sirable in education?

To what extent should education and educators be autono-
mous?

What type of school administration is desirable?

What is the function of job or activity analysis in educa-
tion?

How much specialization is desirable among teachers?

Do intelligence test results warrant some form of educa-
tional determinism?

How specialized should learning be?

Where are educational standards or norms of performance
to be found?

What is the relation between adult standards and child-
hood education?

What is meant by curriculum?

To what extent should the curriculum be systematized?

Is organization of education by subjects indispensable?
What are the “minimum essentials” of education?

What is the meaning and the réle of supervision?

tion?

What is the meaning and function of art in education?
Ought a teacher pursue practical reformist strategies in his
lay relations to the community?

How shall teacher training be conceived?

Is research beyond a teacher’s ken?
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61.
62.

63.

64.
65.
66.
67.
68.
69.
70.

71.

72.
73-
74
75
76.

77-
78.
79.
8o.
81.
82.
83.

84.
8s.

Can a teacher be genuinely creative?

Should teachers organize for social action?

What is the place of the university in the total educational
program?

How shall elementary education be conceived?

How shall secondary education be conceived?

How shall liberal arts education be conceived?

What type and what extent of adult education is necessary?
What are the relations between heredity and environment?
What is meant by a unit or an element of mental activity?
When may an individual personality be considered satis-
factorily integrated?

Need the school concern itself about personality develop-
ment?

Under what conditions does learning best go on?

What is the relation between interest and discipline?

What is the relation between effort and discipline?

How important are language activities in education?

What means shall a teacher use to hold the attention of his
pupils?

What is the place of objective measurement in education?
How shall educational method be conceived?

What is meant by study?

Under what circumstances may we legitimately direct chil-
dren toward deferred goals?

What is the relation between analysis and synthesis in a
child’s developing experience?

Are adequately mastered primary learnings the most that
teachers may hope for?

How much transfer of training occurs in conscious educa-
tive endeavor and under what specific conditions?

What is the relation between size of class and education?

In what circumstances and for what purposes should homo-
geneous grouping of pupils be resorted to?



86.

87.
88.
89.
go.
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Is consistent and conscious variation among all known
teaching methods desirable?

When shall coercion be used in learning?

What is the meaning of the project method?

What function does drill serve in education?

In what matters and to what degree are educators justified
in being dogmatic?
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